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Preface

The What, Which, Why and How of Motivation

Motivation of students in higher education is clearly an important topic. Educators
are often asked questions like the following:

What is motivation?
Why are students motivated to enrol in higher education?
How do students choose which degree at which university?
How can teachers motivate students to learn?
Why are some students motivated to graduate with flying colours, while others drop
by the wayside?
How does the curriculum impact on motivation?
Which systemic issues are important?
How can we better understand cultural differences in motivation?

Responding to such questions is not easy. There is an abundant literature on
motivation, but many contested issues and competing theories. It is not straight-
forward to select a particular body of research or theory to answer the above
questions. A substantial part of the motivation literature deals with younger students
or the workplace; so it is not always clear how applicable the findings would be to
university students. Much of the research has been conducted through short-term
trials or experiments, therefore the findings might not extrapolate to motivation in
natural settings over the time it takes to complete a degree.

There seemed to be sufficient unresolved issues in the literature associated with
motivation in higher education to justify conducting a study of the motivational
orientation of university students from an open or a naturalistic perspective. What
transpired from such a study might well relate to the existing literature, but if this
was the case there would be further justification for the findings. The strategy would
be that of an exploratory study in which the results were related to theory, rather
than a theory-down study. This approach would have the additional benefit of
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exploring which of several competing theories of motivation were most relevant to
higher education, which seems appropriate as most were derived from other sectors.

This book, therefore, reports on a set of inter-related projects which took a fresh
naturalistic examination of the motivation of students in higher education. The aims
of the projects were to investigate what motivated students to go to college, select
the course they had enrolled in and work at their studies during the course of their
degree. In doing so it collected evidence of approaches to teaching and learning and
curriculum design which appeared to motivate students, thus deriving some guides
as to how to design learning activities and curricula which can motivate students.

From the studies, two motivational models are developed. One is a model of the
nature of motivation. It is an integrative model which brings together six facets of
motivation. It relates to many of the other models of motivation in the literature.
This model can be used to consider why students choose to enrol in university
courses and the nature of their motivation to study. It can relate to issues like why
some students work really hard and are successful, while others show little
commitment.

The other model is one of how teachers, teaching and learning environments and
assessment can motivate or de-motivate students. Again this is a multi-faceted
model which takes a comprehensive view of teaching approaches to motivate
student learning. It does this by taking a broad interpretation of what is encom-
passed by a teaching and learning environment.

The book then uses the two models to interpret a substantial body of data from
three differing groups of students in higher education. The interpretation results in
attempts to answer the questions posed above. By interpreting the data through the
two models, an integrative approach results in which diverse issues are examined
through the same framework.
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Chapter 1
The Studies

The Hong Kong Education Context

This book is based on research into students in the higher education sector in Hong
Kong. It, therefore, makes sense to start with an account of the education system in
Hong Kong, to provide a contextual background for the reader.

Schools

At the time the research studies described in this chapter were conducted, the school
system in Hong Kong was undergoing reform. Secondary education was being cut
from seven years to six to allow the normal length of undergraduate degrees to rise
from three to four years. The changes in structure were accompanied by major
attempts to reform curricula and assessment to try to address a widespread per-
ception that the entire education system had a narrow focus on trying to perform
well in the series of externally set examinations.

That there is a focus on the examinations is hardly surprising given their
importance in a highly selective system. Schools are classified into three bands by
ability, with a hierarchy within the bands, particularly the top one. Pressure to do
well starts as early as kindergarten as parents want their children to perform well in
the tests used determine entry to the best primary schools. There is a through train
policy; so the best primary schools tend to feed students into the secondary schools
with the best records for getting their students into university.

The impact of the selective and competitive system is reinforced by the tradi-
tional Confucian respect for education and teachers. Lee’s (1996) review of the
writing of Confucius on the topic of education observes that the term learning
pervades the Analects to the extent that it might be interpreted as a book of learning.
The philosophy traditionally became enshrined as cultivation of the self and
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scholarship to provide a preparation for government office. This is definitely a
tradition which lives on in Chinese societies.

An illustration of both the importance attached to education and the pressures
placed on students lies in the flourishing tutorial schools. Once regular school
finishes, many students head off to tutorial school. These offer condensed tuition
concentrating on what is likely to come up in examinations and providing model
answers. The most popular tutors command high salaries and near pop star status,
with large promotional posters on the back of buses and advertising hoardings.

Universities

The competitiveness of the education system in Hong Kong reaches towards its
apex with the selectivity of entry into the seven universities funded by the
University Grants Council (UGC). Only about 17 % of an age group gain entry to
one of these universities, with a further 1 % entering the UGC-funded Hong Kong
Institute of Education, which aspires for university status, but has so far been
refused it.

The seven UGC-funded universities are listed below according to the commonly
used category scheme.

Research intensive
University of Hong Kong
Chinese University
University of Science and Technology
Former polytechnic
Polytechnic University
City University
Former liberal arts college
Baptist University
Lingnan University

The three research intensive universities have all appeared in the top fifty of world
university ranking lists. The two former polytechnics were both founded when
Hong Kong was a British colony; modelled upon polytechnics in the UK. They
have both successfully made the transition to university status concentrating on
degrees in applied professional fields and with good research records in these fields.
The remaining two universities are smaller and follow the American liberal arts
tradition. Baptist University was founded by the religious group; Lingnan has a
strong tradition in local Chinese culture.

The universities come under the jurisdiction of the UGC. This was constituted
along the lines of the corresponding UK body to ensure that the universities in
Hong Kong were of a comparable standard to those in the UK. As the handover of
Hong Kong to mainland China approached, the UGC was strengthened with an
international membership of prominent figures in higher education. There was
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determination to ensure that the universities in Hong Kong continued to be gov-
erned and operate in line with best international practice. Mainland China has
recognised the benefits of this status and has accepted the autonomy.

Undergraduate students are nearly all recruited directly from secondary school
with selection relying almost entirely on the external examination results. Entry
levels for each university and for courses are capped by the UGC. These caps
restrict entry to a small proportion of an age group which fuels the competitiveness
described above. It also means that the undergraduate population has not diversified
as it in most Western countries. All of the universities have been keen to recruit
international students in line with the move towards globalisation of higher edu-
cation, though, the UGC places a cap on these enrolments too; so numbers remain
below those in countries like the US, UK and Australia where universities rely
heavily on international students for financial solvency.

All of the universities offer an extensive range of taught postgraduate
(TPg) courses; so one of the three studies concentrated in students in these courses.
TPg students are mostly mature students, often studying subjects related to their
professions. Most of the students are part-time. Courses are mainly taught
face-to-face with classes in the evening or at week-ends. Levels of enrolments in
TPg courses are substantial, presumably influenced by the Confucian respect for
education, though it is hard to obtain reliable data from other countries to make
comparisons.

Community Colleges

The cap the UGC places on enrolments in undergraduate degrees in the universities
it funds and the strong desire for higher education created a huge unmet demand for
post-secondary education. Unrolling in an overseas university was an expensive
option which many could not afford. Distance education degrees were offered by
the Open University of Hong Kong and offshore providers but the mode of study
did not suit school leavers (Kember 2007).

To try to satisfy the unmet demand, the Hong Kong Government encouraged the
development of a community college sector. Typical of the Hong Kong
Government it did not provide funding for the colleges, rather insisting that the
sector operate on a self-funding basis. Colleges have been founded by a mix of
providers including the universities continuing education units, charitable founda-
tions, the Open University of Hong Kong and vocational colleges.

The main offerings of the community colleges are two-year associate degrees.
These associate degrees were widely seen by students and parents as offering a
second chance to gain entry to a UGC-funded university. However, few university
places were specifically allocated to associate degree holders and the universities
preferred to continue recruiting high-flying secondary school students. The com-
munity colleges have, therefore, started offering top-up degrees which take two
years of study to convert an associate degree into an undergraduate degree.

The Hong Kong Education Context 3



The community college sector, and the systemic issues associated with it, is
discussed in depth in Chap. 8.

Generalisability

A combination of the globalisation of higher education and the measures in place to
ensure that the UGC-funded universities follow best international practice, means
that the universities in Hong Kong are typical of good quality universities elsewhere
in the world. The community colleges are based on those in the USA. Hong Kong
might, therefore, be seen as having a two-tier higher education system, similar to
that of the USA, with its four-year colleges and the community colleges offering
two-year associate degrees. This is a particularly apt comparison now that the
educational reforms have converted the normal duration of an undergraduate degree
into four years.

As the UGC-funded universities constitute an elite system, undergraduate stu-
dents in Hong Kong resemble those in the West prior to the expansion towards
mass higher education. The community college students are similar in nature to
those who have gained entry since the expansion. Having the two types of students
in the educational system in identifiable groups opens up some interesting possi-
bilities for analysis and discussion. Chapter 5 deals with motivation to study by
contrasting undergraduate and community college students. Chapter 8 examines
systemic issues through an analysis of the expansion of the community college
sector. The motivation of community college students is compared to the
undergraduates.

The universities in Hong Kong closely resemble good quality universities
elsewhere. The community college sector is based on that in the USA and similar to
the second tier private colleges which have recently been formed in some Asian
countries. It, therefore, seems reasonable that the two motivational frameworks
presented in this book should be applicable in parts of the world other than where
the data were gathered.

Eisner (1991, Chap. 9) argues persuasively that generalisation from qualitative
analysis can take place through processes other than the formal inference of
statistics. His argument is that in real life we use the processes of attribute analysis
and pattern matching to draw conclusions from our experiences. Attribute analysis
utilises attributes or characteristics of an object or phenomenon to identify it as a
member of a class we have previously experienced. Pattern matching draws upon
the relationship between parts of an image or phenomenon. If these appear to have a
similar formation to one we have experienced before, we might conclude that it has
similar properties. In both cases we commonly draw conclusions based on partial
evidence. In daily life we draw on these processes to make deductions related to our
previous experiences. Eisner argues that similar principles can be used to make
useable generalisations from qualitative data. The conclusions may be more
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tentative than those from formal inference, but quantitative studies often exaggerate
the extent to which they have followed the processes of formal inference.

Three Sets of Students

Data for the book were gathered from three sets of students in Hong Kong.
Throughout the book these three groups will be labelled as:

• Undergraduate
• Community college
• Taught postgraduate (TPg).

The first group were undergraduate students from universities in Hong Kong
funded by the UGC. This set of seven UGC-funded universities can be interpreted
as constituting an elite university system, with only about 17 % of an age-group
finding a place in the universities. The large majority of these undergraduates enter
university directly from secondary school, so can be envisaged as traditional
undergraduate students, similar to those in Western countries before the advent of
mass higher education.

The second group were students enrolled in a recently-founded community
college sector. These were mostly students who were unable to gain a place in the
UGC-funded universities. As such they could be equated to the expanded intake to
higher education in Western countries since the expansion from elite to mass higher
education.

The third group of students were enrolled in taught postgraduate (TPg) awards.
Many of these were studying part-time, often in awards related to their careers. This
group represents a rapidly growing sector worldwide.

Undergraduates

There are seven universities in Hong Kong, funded by the UGC. In addition the
Hong Kong Institute of Education is UGC-funded. The universities can be divided
into three classifications, by a category scheme which would resonate with many
other parts of the world;

• research intensive
• former polytechnic
• former liberal arts college.

As there are only places in undergraduate degrees in these seven universities for
about 17 % of an age group, Hong Kong can still be interpreted as having an elite
university system (Kember 2010), as most of the Hong Kong population do not
regard the community colleges as being part of the university sector, even if other
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jurisdictions treat community colleges as within higher education. The very large
majority of places in undergraduate degrees go to those who achieve the best results
in the external examinations sat at the end of secondary school. Most students go
directly from school to university. The students might then be envisaged as tradi-
tional university students in Western countries, in the days before moves towards
mass higher education made the student body more diverse.

Sample

Individual interviews were conducted with 36 undergraduate students in the
UGC-funded universities. All were conducted in the early part of the third and final
year of study. These students could be expected to recall their initial orientation to
enrolment, which turned out to be the case. All interviewees were able to give lucid
rationales for deciding to become a university student and selecting their pro-
gramme, as will be seen from the typical quotations in Chap. 4. This was a
momentous step in their lives and the reasons for taking it were remembered. They
were able to look back and reflect on how their motivation had changed as they
progressed through their course and what had driven them to study. They were also
able to discuss how the curriculum and the prevailing teaching and learning
environment of the department had influenced their motivation as the course had
progressed. The single interview was, therefore, able to cover all of the aspects of
motivation introduced in the preview.

In order to be able to build detailed and verifiable case studies of departmental
teaching and learning environments, four students were interviewed from each of
nine departments or courses. To make the sample representative of the universities
in Hong Kong, and of those in most other countries, three programmes were
selected from each of the three types of university. The disciplines or departments
selected were chosen to be typical of the type of university and to give a reasonable
overall coverage of major discipline areas. Each course is given an abbreviation to
identify quotations and the students from that discipline are given a code from 01 to
04 to distinguish them.

research intensive former polytechnic former liberal arts college

Pharmacy (PHAR) Occupational Therapy (OT) Maths (MATH)

Chemistry (CHEM) Mechanical Engineering (MENG) Communication (COMM)

Social Work (SW) Hotel Management (HTM) Business (BUSS)

Further information about the undergraduate sample, the interviews with them and
the analysis of the data is given in Kember et al. (2008a, b), (2009) and (2010).
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Community College Students

The low proportion of an age group entering the UGC-funded universities had, for a
long time, left many looking for alternative ways to continue their education after
completing school. In a community which highly values education (see Chap. 9)
a very substantial proportion of school leavers wished to continue into higher
education. Two avenues were followed. Many went overseas to take an under-
graduate degree. Others studied through distance education in Hong Kong, with the
largest number enrolled in the Open University of Hong Kong.

More recently the Government has encouraged the provision of places on a
self-funding basis by community colleges, continuing education providers, voca-
tional colleges, open universities and the like. For convenience these institutions
will all be referred to as ‘community colleges’ in this book. The places are mostly
for two-year programmes leading to associate degrees or higher diplomas.

Those continuing their education in the community college sector can be said to
have the characteristics of entrants to a mass higher education system as the
majority of school leavers continuing into post-secondary education now enter this
form of higher education. The population of students in higher education in Hong
Kong is now more similar to that in countries which have attained mass higher
education. The community college students were likely to display more diverse
forms of motivation than the undergraduates in the elite UGC-funded universities;
so it seemed appropriate to include a sample of community college students in the
study of motivation.

The community college sector is described and discussed further in Chap. 8, as
the impact on motivation of this new type of post-secondary provision is explored
at the sector level.

Sample

Individual interviews were conducted with twenty-five students. Four students were
selected from each of six streams in six colleges, plus one additional student. There
were a variety of types of institution, but all were offering awards consistent with
what has been referred to by the Government as the newly emerged community
college sector (Education and Manpower Bureau 2001). It is, therefore, both con-
venient and appropriate to refer to them all as ‘community colleges’. In Table 1.1
each is given an abbreviation from CCA to CCF, which is used to denote the source
of interview quotations. Again, the particular student is identified by numerals.

Most of the programmes offered by the community colleges are of two years
duration, leading to the award of an associate degree or a higher diploma. The
disciplines studied were a representative range, since the disciplines offered are
restricted to a limited number with a vocational orientation, and all programmes
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contain a substantial component of general education. Pre-associate degrees were
offered to those unable to obtain a place for the final two years of secondary
education. These programmes are no longer offered, as the restructuring of sec-
ondary education has meant that places are now available for all who wish to
complete secondary education. Top-up degrees are offered to those who complete
an associate degree and wish to go on to complete an undergraduate degree, but are
unable to obtain one of the very few places in the UGC-funded universities open for
articulation. More information about these types of provision is in Chap. 8. Details
of the programme providers, disciplines and the number of interviewees are
specified in Table 1.1.

Further information about the data collection from the community college stu-
dents is given in Kember et al. (2011).

Taught Postgraduate Students

Worldwide, there has been a substantial growth in the number of students taking TPg
courses and in the number of such awards offered. The growth has been so sub-
stantial that many no longer see the undergraduate degree as a terminal award. The
Bologna accord attempted to make university education more consistent across
Europe by agreeing a two-part structure of an undergraduate degree followed by
masters degree in 4 + 1 or 3 + 2 year sequences. The accord has had a major impact
on the structure of higher education and its influence has spread well beyond Europe.

A substantial proportion of TPg awards are in professional areas. As under-
graduate degrees have become broader and focussed more on generic graduate
attributes, those entering a profession have found it more necessary to take a TPg

Table 1.1 Interviewees from the community colleges

Programme provider Level of award Discipline Number of
students

Continuing studies provider
(CCA)

Higher diploma Translation 4

Community college 1
(CCB)

Pre-associate
degree

General studies 4

Associate
degree

Chinese medicine 1

Community college 2
(CCC)

Associate
degree

Information technology 4

Open university (CCD) Top-up
Bachelor’s
degree

Business administration 4

Vocational college (CCE) Diploma Vocational studies 4

Vocational institute (CCF) Higher
Diploma

Real estate and facilities
management

4
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programme to obtain the advanced knowledge and skills of a specialist within the
profession. Most TPg programmes, therefore, focus on an area of advanced spe-
cialisation. The subject will be studied in-depth to acquire the knowledge and skills
required by professionals or those with expertise in the field. Those taking pro-
fessional TPg awards are often practising professionals within the field of the
chosen programme. This implies that most have to study in the part-time mode.
They are normally mature students returning to study, with a significant gap since
completing their undergraduate degree.

Obtaining reliable numbers for TPg enrolments seems harder than for other
sectors, but Hong Kong may be one of the leaders in the growth of TPg students. It
is quite common in Hong Kong to come across people who pursue postgraduate
study on a part-time basis. Most classes are arranged in the evening to accom-
modate the needs of students who have a full-time work schedule, and many of
them rush to attend classes after work one or two days a week. There are also some
weekend classes. The small area, the concentrated population and the good public
transport, make part-time face-to-face study the preferred mode in Hong Kong.

Sample

Interviews with twenty-one part-time TPg students were conducted. The students
came from seven programmes that were offered by six institutions in Hong Kong
(see Table 1.2). Some of them enrolled in taught master’s programmes and others
studied for the Postgraduate Diploma in Education (PGDE). Although the number
of interviewees from each programme is unequal, the diversity of programmes and
institutions means that the sample can be considered reasonably representative of
TPg students, especially since many of the issues influencing their motivation were
related to their maturity, part-time status and employment, rather than to disci-
plinary considerations.

Table 1.2 Details of interviewees from TPg programmes

University Programme No. of
students

Abbreviation

U1 MA in Linguistics 4 LIN

U2 MA in Applied Linguistics 1 AL

U3 MA in Teaching Chinese as the Second
Language

2 CH

U4 MSc in Information Engineering 4 IE

U5 Master of Business Administration (MBA) 3 MBA

U6 PGDE in Liberal Studies 4 LS

PGDE in English Language 3 EN

MA: Master of Arts; MSc: Master of Science; PGDE: Postgraduate Diploma in Education
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In the Hong Kong context, undergraduate degree holders can be appointed as
school teachers even if they do not possess teaching qualifications. However, they
are required to obtain such qualifications by participating in part-time postgraduate
diploma programmes immediately after they start teaching in schools. Therefore,
the informants from the postgraduate diploma programmes in this study were all
in-service teachers.

The codes at the end of quotations from TPg students indicate the identity of the
interviewees. The codes are in two parts: the first part identifies the programme by
using the abbreviation in the final column of Table 1.2, the second part is a
numerical code to distinguish interviewed students.

Further information about the study of the TPg students can be found in Ho et al.
(2012).

Interviews

Nature of Interviews

To permit an open exploration, from the student perspective, data were gathered
through semi-structured interviews. Questions were kept open so as allow inter-
viewees to focus on what seemed important to them. There was no pre-determined
framework and care was taken not to lead students towards discussing motivation in
terms of established constructs. Prompting and probing questions were used to seek
greater depth on topics raised by interviewees.

All interviews were conducted individually. Apart from a small number of
interviews with the TPg students, all interviews were in Cantonese. Full transcripts
were produced for each interview by translating the taped interviews into English.

Interviewees in each of the three groups were asked, through semi-structured
interviews, about the following main areas.

• What motivated them to enrol in higher education?
• What were the reasons behind their choice of the course?
• Why they were interested in studying it?
• What did they expect to experience and acquire through higher education?
• What motivated them to study?
• How the curriculum and teaching and learning strategies motivated them?

These main areas were covered in each of the three studies. There are differences in
application for the three groups to suit the nature of the students and the types of
programme. More specific information about the interviews for each of the three
student groups is given below.

10 1 Studies



Undergraduates

Interviews were conducted individually. All interviews were with students in the
final year of their three year undergraduate degree, so that they could look back
across each year of the degree.

For the first part of the interview, the students were asked why they wanted to go
to university and why they picked their programme of study. For the second part of
the interview the questions were about the motivational impact of teaching and
learning. Semi-structured questions were used to ask the interviewees to describe
typical approaches to teaching used in their programme, the types of assignments
they were set and learning activities they engaged in. They were also asked how
these affected their motivation. Sample interview questions for this part of the
interview are as follows.

• How would you describe your experience of higher education?
• Were there any critical incidents which happened during your study in higher

education?
• How is your course structured?
• What are the best/worst features of the course you take?
• What are the forms/methods of teaching adopted in your course?
• What are the forms/methods of assessment adopted in your course?
• How would you describe your relationship with the teaching staff?
• How would you describe your relationship with your peers?

The sample was restricted to nine programmes, as four students from each pro-
gramme were interviewed. This meant that an insightful view of each programme
could be obtained. It also meant that it was possible to obtain some degree of
verification of the interviewees’ accounts by cross-comparison of the four inter-
views for each programme. In each case the level of consistency was quite high.
The students had reasonably common perceptions of the prevailing teaching and
learning environment in their programmes.

Selecting four students from a programme meant that it was possible to build up
case studies of teaching and learning in the selected departments. For the purpose of
illumination five representative cases were selected. They are used to provides a
more comprehensive picture of motivation by showing how aspects of motivation
interact for individual students. The five cases are:

Business BUSS01

Chemistry CHEM03

Communication COMM01

Engineering ENG01

Social Work SW04
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Community College Students

Interviewees participated in two interviews. The first one was conducted shortly
after enrolment and the second in the final year of study. The first interview aimed
to understand students’ initial motive for enrolling in the programmes and the
orientation towards study. The second interview was used to investigate how the
initial motivation had been influenced by aspects of the curriculum, teaching,
assessment, classmates, the ethos of the institution, and the prevailing teaching and
learning environment. Sample questions are given below. Follow-up questions were
raised on the basis of the answers received from the interviewees to ensure that
every aspect had been fully explored.

Initial Interview

Why did you decide to continue with your studies?
What were the reasons behind your choice of the programme?
Were you good at (related subject) at school?

Second Interview

To what extent does your experience match your expectations?
What are the factors that promote or hinder your achieving of the expectations?
Do you find the programme interesting?
How do you compare your motivation before and after you enrolled in the
programme?
Do you think you are good at (the subject)?
Are you confident with your studies?
Do you need any support for your study?

The two part interview format was used as, during the planning process, contacts in
the community colleges had informed us that the motivation of their students often
changed quite markedly between enrolment and the latter parts of their course. The
community colleges and associate degrees were quite new at the time; so expec-
tations at the time of enrolment could be quite unrealistic. The enrollees were also
unsure what it would be like to study at the community colleges.

TPg

A single interview was conducted with the TPg students near the end of their
programme of study. They were readily able to recall their reasons for enrolment
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and any significant changes while they studied. Also, all the students were
part-time. Expecting them to spare the time for more than one interview would have
been unrealistic.

The interviews were semi-structured, and guiding questions were designed to
lead to the research topics. Follow-up questions were derived from the answers by
the interviewees. The students were mature professionals, usually studying a course
related to their work. Those who were interviewed gave full and frank answers. In
most cases a few initial questions were sufficient to start an involved discussion.
Initial questions were similar to the following

• Why did you decide to return to study?
• How did you select the current programme and subject?
• What did you expect to experience and acquire from your study?
• How has the curriculum and the approach to teaching and learning affected your

motivation?

Analysis

Nearly all the interviews were conducted in Cantonese. Full transcripts were pro-
duced for each interview by translating the taped interviews into English.

The first parts of the data to be collected and analysed were that of the under-
graduate students and their motivation for study. The initial approach was inde-
ductive, principally based upon grounded theory (Glaser and Strauss 1967; Lincoln
and Guba 1985). The aim was to characterize motives in a manner compatible with
the data, with theory being derived from the data. I went through the transcripts to
search for common themes relating to motivation for study. The analysis also
employed the constant comparative method (Straus and Corbin 1990), in which
parts of an interview are constantly examined in respect to the whole. This was to
ensure that descriptors of motive categories were consistent with the whole sense of
an interview.

Two other researchers then verified that the thematic categories were consistent
with both the sense of the interviews and the orientation categories and proceeded
to systematically code the transcripts with NVivo (NVivo 8 2007). During this
process the category system was refined through discussion between the
researchers. The second level of analysis was a search for more detailed themes or
sub-categories. Relationships between the initial codes were examined, which was
facilitated by re-ordering coded parts of the transcript, according to categories, with
NVivo. Again there was verification of the refined coding scheme between
researchers. The final level of the analysis occurred during the writing process.

In the subsequent analysis for other aspects of motivation and other groups of
students the analysis inevitably took on a somewhat more deductive approach as the
framework guided the analysis. In the second part of the analysis conducted, on
motivation for enrolment of undergraduate students, I examined the set of

Interviews 13



transcripts for common themes relating to descriptions of initial motivation by
going through the transcripts and noting common themes with marginal notes.
Initially this was done in an open way, without trying to force the categories
towards the continua of the orientation framework; though no doubt these would
have had some influence upon the analysis. It was found, though, that emerging
themes did fit comfortably into the pre-determined orientation categories.

The quotes for each of the categories and sub-categories were systematically
organized with NVivo. The constant comparative method (Straus and Corbin 1990)
was applied to ensure that the categories were consistent with the essence of an
interview and the coding of each category was congruous across cases.

Once this had been completed it was then possible to sort the transcripts
according to the main identified themes. This made it possible to examine each of
the main themes for sub-categories. Once identified these were also coded with
NVivo to produce a hierarchical coding structure. This facilitated the identification
of quotations typical of the themes and sub-themes. The final level of analysis
occurred during the writing.

Typical quotations are given to illustrate the main conclusions in the text. The
source of the quotations is indicated by the abbreviation in brackets at the end of the
quotation, as explained in the sections above.
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Chapter 2
Motivation Framework

The method for analyzing the interviews has been explained in the previous
chapter. The first set of interviews examined were those of the undergraduate
students. The first parts fully analysed were those related to the students’ motivation
to study. As this was the initial part of the analysis, the approach was inductive,
with an exploratory perspective, in an effort to derive grounded theory in a for-
mulation consistent with the expressed views on motivation.

This analysis revealed six major and distinct themes referring to aspects of
motivation. Several or all of these aspects of motivation were commonly referred to
by individual interviewees. It was, therefore, clear that these should be interpreted
as compatible facets or aspects of motivation, rather than alternative types or forms
of motivation.

A construct which seemed to be useful in tying together the outcomes of the
analysis was that of an ‘orientation’, which Taylor et al. (1981) used to describe the
aims, expectations and attitudes with which students embark on a new course of
study. The authors described the concept as:

By orientation we mean all those attitudes and aims that express the student’s individual
relationship with a course and the University. It is the collection of purposes which ori-
entates the student to a course in a particular way. Orientation, unlike the concept of
motivation, does not assume any psychological trait or state belonging to the student. It is a
quality of the relationship between student and course rather than a quality inherent in the
student. (p. 3)

In each of these respects the construct of an orientation matched the initial reading
of the analysed data. Taylor et al. used the concept of an orientation to categorise
the motivations which led to students choosing to enrol in United Kingdom Open
University courses. The classifications they derived were vocational, academic,
personal and social orientations, with sub-components of; interest, aim and con-
cerns. Our studies showed more and different facets and it was parsimonious to
have six elements rather than orientations and sub-components.

Another aspect which was consistent with our work was that Taylor et al. had set
out to identify and classify orientations rather than to type students. This was
compatible with our finding that motivation was influenced by the context, rather
than a reasonably stable attribute.
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The analysis of the data had revealed six facets of a motivational orientation. An
adequate representation of motivation, therefore, needed to allow for multiple
motivating forces capable of acting in concert. A representation which was con-
sistent with the data was a set of six continua or spectra, each representing a
motivational factor. This visualisation would represent students holding varying
degrees of multiple facets of motivation. Motivation was, therefore, a complex
construct with multiple facets. The complex nature was further heightened by the
possibility of students holding multiple goals or primary and secondary motiva-
tions. The concept of an orientation was applied through the degree, rather than just
for enrolment. This was compatible with findings that motivation was influenced by
the context, rather than a reasonably stable attribute. This implied representation of
the facets of the orientation as continua and changes in motivation as the degree
progressed as shifts along the continua.

The motivational orientation framework is shown in Fig. 2.1. The orientation
framework has six motivational facets. Each is represented as a continuum from a
low to a high motivational pole, consistent with motivation being contextually
dependent. There was evidence of motivation, and particularly the interest and
career facets being influenced by the teaching and learning environment, rather than
an intrinsic quality of the student. In the interviews students commonly talked of
their level of motivation varying as they proceeded through their degree. For
example, first year courses concentrating on basic theory could be quite tedious,
particularly if the relevance of content was not made clear. Whereas final year
options or projects were often found more interesting. Changes in the level of
motivation during a degree would be consistent with shifts along one or more of the
continua.

There was evidence of mutual reinforcement between the continua, which are
represented in Fig. 2.1 by the vertical double headed arrows between continua.
High levels on some of the continua might affect perceptions of another; so the
student adopts a higher position on the continuum than they might otherwise have
done. Conversely, students with low positions on several facets might feel suffi-
ciently de-motivated that they adopt a negative perception towards other facets.

The positive poles of the six continua are given labels: individual goal setting,
university lifestyle, sense of belonging, interest, career and compliance. The con-
tinua represent elements of motivation; so collectively can be used as a model for a
multi-faceted portrayal of motivation. The framework can also be used as a rep-
resentation of the motivation of individual students at a point in time. A student will
have a position on each continua which will shift according to prevailing circum-
stances and the nature of teaching and learning.

The nature of each of the facets is examined in detail in the following chapters.
They are introduced briefly here to give an idea of the formulation and scope of the
motivational orientation framework.

The co-existence of the interest and career facets, as positive poles of the
framework is quite different to the common formulation of extrinsic motivation as
either dichotomous from or a detractor from intrinsic interest. The inclusion of both
continua reflects evidence of career prospects being a positive motivator, which
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commonly co-existed with expressions of interest. In well designed courses the two
facets clearly acted as mutual reinforcers.

The inclusion of both the individual goal and sense of belonging facets in the
framework was consistent with students having personal targets and benefiting from
a social form of motivation when there were strong interpersonal links between
students in a class. The inclusion of both facets resolves a division in the literature
between achievement motive as an individual or social drive. Our data suggested
that students possessed individual goals as well as enjoying the benefits of social
forms of motivation if a sense of belonging was established. The interviews with
most of the undergraduate students suggested that the individual goals were set
against grades or degree classes, rather than being competitive.

Compliance arises because students become conditioned to doing assignments
and set study tasks. Each student has a level up to which set work will be completed
without question. Levels of compliance appeared to be influenced by long term
positions on the facets of the framework through unconscious conditioning.

That teaching was influenced by the teaching and learning environment means
that our findings were consistent with social-cognitive models of motivation, which
stress the changeable and contextual nature of motivation (Pintrich and Schunk
2002). Another aspect of the findings which could be interpreted in line with

Costs and obligations of
attending university

Fractured Sense of belonging

Low compliance Compliance

Lack of relevance Career

Disinterest Interest

University lifestyle

Uncommitted Individual goal setting

Fig. 2.1 The motivational orientation framework
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social-cognitive theory was the multi-faceted nature of motivation (Pintrich 2003).
The theory recognises that students normally have multiple goals, which may be
related in a complex manner.

Preview

The next chapter relates the motivational orientation framework to other theories of
motivation. The framework will be used to interpret data from the three types of
student on motivations to enrol (Chap. 4). It will then (Chap. 5) provide a frame-
work for motivation to study, which will characterise in detail the six facets of
motivation in the framework.

The framework is then used to interpret systemic issues from the expansion of
higher education in Hong Kong (Chap. 8). Finally cultural issues come under the
lens, particularly in relationship to differences in motivation and study approaches
between East Asian and Western students (Chap. 9). There is clearly a major
advantage to having a holistic framework which can be used to examine, interpret
and predict wide-ranging aspects of motivation and applicable to all the main
groups of students in higher education.
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Chapter 3
Relationship to Other Theories
of Motivation

Introduction

This chapter takes the motivational orientation framework, introduced in the pre-
vious chapter, and relates it to theories or models of motivation in the literature. It
starts by looking at work relevant to the nature of the framework as a whole. Then it
reviews theories relevant to the six facets of the framework.

Overall Motivational Orientation Framework

The framework is consistent with social-cognitive models of motivation (Pintrich
2003; Pintrich and Schunk 2002) in that motivation is represented as a multi-faceted
phenomenon which is dynamic and influenced by the context. The nature of
teaching, curriculum design and teacher-student and student–student relationships
plays a part in the degree and nature of motivation. Positions on each of the
continua change over time and could differ between courses or subjects.

Pintrich (2003) presents five general socio-cognitive principles of what moti-
vates students. These five principles of motivation are:

• adaptive self-efficacy and competence beliefs
• adaptive attributions and control beliefs
• higher levels of interest and intrinsic motivation
• higher levels of achievement values
• achievement goals which motivate and direct.

There is some overlap between Pintrich’s five principles and the six facets of the
motivational framework developed in this book. There are also some quite different
constructs in the two models. This is hardly surprising since Pintrich’s work is
based on the Information Processing school, in which models are derived in a
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top-down manner from psychological constructs in cognitive and educational
psychology theories. My approach, by contrast, followed the Student Approaches to
Learning (SAL) tradition which develops models from a bottom-up approach from
interviews with students about their motivation and learning processes in tackling
assignments which they had been set.

What is common to the two models is that both represent motivation as including
multiple factors or multiple forms of motivation. Both are also contextual or rela-
tional, in that motivation is influenced by the student’s perception of the task which
has been set and the prevailing teaching and learning environment. Both are also
dynamic because they posit that motivation changes over time because of these
contextual influences. Both, therefore, reject the notion that motivation is a char-
acteristic of the student or is a stable cognitive style.

Pintrich (2004) went on to develop his model into a conceptual framework for
self-regulated learning. The framework included four phases of planning, moni-
toring, control and regulation. The planning phase includes goal setting. Monitoring
is through the cognitive or metacognitive processes associated with the task. The
control phase involves selecting strategies for managing and engaging with the task.
The regulation phase is a reflective one.

Extrinsic and Intrinsic Motivation

The career and interest facets of the motivational orientation framework need to be
related to the literature on extrinsic and intrinsic motivation. This discussion of
intrinsic and extrinsic motivation is extensive, as this has almost certainly been the
most common way of formulating a description of motivation in higher education.
The formulation has been in use for a long time. I have found references to intrinsic
and extrinsic motivation dating back to 1960 and there may well be earlier use of
the terms.

The definitions of intrinsic and extrinsic motivation can be taken literally from
the terms. Intrinsic motivation is normally interpreted as motivation through an
interest in the learning task undertaken. Extrinsic motivation, by contrast, is seen as
motivation through rewards or factors external to the task. In higher education the
external rewards most commonly cited are: the degree obtained, the job it can lead
to, or the salary which results from it.

Intrinsic motivation is seen as a positive or desirable form of motivation.
Extrinsic motivation is normally seen as a less desirable or weaker form of moti-
vation. In both the literature and common usage the two forms of motivation are
normally seen as alternatives or competing forms. Although, as will be discussed
later, for such well established constructs there is a surprising degree of conflict in
the literature over the relationship between intrinsic and extrinsic motivation.
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Motivation Component of Approaches to Learning

A construct which has been widely investigated and utilised in higher education,
which incorporates motivation, is approaches to learning. The formulation of
approaches to learning as deep and surface approaches (Marton and Säljö 1976) has
had a profound impact within higher education as a conceptual framework to
underpin quality enhancement strategies. Biggs (1987) has described an approach
to learning as having a strategy and a motive component. Intrinsic motivation is the
motive component of a deep approach and extrinsic motivation corresponds to a
surface approach.

Biggs (1987, p. 15) believes extrinsic motivation is displayed when a student
‘sees the task as a demand to be met, a necessary imposition if some other goal is to
be reached (a qualification for instance)’, whereas intrinsic motivation occurs when
the student ‘is interested in the academic task and derives enjoyment from carrying
it out’. As Biggs notes, these formulations are polar opposites, which has probably
been the predominant interpretation of the relationship between intrinsic and
extrinsic motivation in higher education.

Scales for both intrinsic and extrinsic motivation were included in the original
version of the Study Process Questionnaire (SPQ, Biggs 1987) and the Approaches
to Studying Inventory (ASI, Entwistle and Ramsden 1983; Ramsden and Entwistle
1981). Higher order factor analysis of the ASI and the SPQ has consistently found
the extrinsic and intrinsic motivation scales appearing in discrete factors. This
observation is confirmed by a review by Richardson (1994) and by analysis of
multiple samples from diverse sources using structural equation modelling (Kember
and Leung 1998; Wong et al. 1996). This means that, as operationalised in the
instruments, intrinsic and extrinsic motivation are orthogonal. The student
approaches to learning literature, in general, suggests that the two are orthogonal.

While students may have a preferred or most commonly used approach to
learning, the approaches are also envisaged as having a strong relational nature
(Ramsden 1987) because they are influenced by students’ perceptions of the
learning context and the task which has been set. The relational nature of
approaches to learning has normally been discussed in terms of the overall
approach. For the purpose of this chapter, though, it makes sense to consider the
motive component.

For the motive component of a deep approach, it is straightforward to see how it
is consistent with the relational nature of approaches to learning. If lecturers set
tasks which students perceive as novel, exciting or interesting and relevant to the
students’ needs and expectations, intrinsic motivation is likely to be employed. The
less interesting and relevant the task is perceived to be, the lower the level of
intrinsic motivation.

However, it is less easy to envisage extrinsic motivation as a relational construct.
Nowadays most students have to pay significant tuition fees, often having to take
out a loan or building up a sizeable future tax burden to do so. Enrolling in a course
with no regard at all to future employment seems both unwise and unlikely.
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Nevertheless, prospective students presumably still take interest into account when
choosing their degree and hope that the topics taught will be of interest to them.

This suggests intuitively that extrinsic motivation is likely to be reasonably
consistent rather than relational. There also seems to be little reason for it to be
inconsistent with also displaying intrinsic interest. This definitely seemed to be an
avenue to explore further by both examining the literature and empirically through
the data gathered in the three projects.

Relationship Between Extrinsic and Intrinsic Motivation

There is an extensive literature on extrinsic motivation, its inter-relationship with
intrinsic motivation and their effect on learning. For constructs which have been
around for a long time and seem to be so well accepted, the literature is surprisingly
contested. The most contentious issue is the relationship between intrinsic and
extrinsic motivation; in particular the effect upon intrinsic motivation if extrinsic
motivation is also operative.

Many writers have argued that any form of extrinsic motivation will decrease or
even destroy intrinsic motivation (e.g. Bruner 1962; Neill 1960; Montessori 1967).
The types of extrinsic motivation typically referred to are well illustrated by a
quotation from Holt (1964, p. 168).

We destroy the… love of learning… in children by encouraging and compelling them to
work for petty and contemptible rewards — gold stars, or papers marked 100 and tacked to
the wall, or A’s on report cards, or honor rolls or dean’s lists or Phi Beta Kappa keys.

Those who argued for the negative effect of extrinsic motivators preferred to stress
ways of stimulating intrinsic motivation. A wide variety of approaches have been
advocated including open classrooms (Solomon and Kendall 1976), enhancing
self-concept (de Charms 1968) and greater variety in learning activities (Brophy
1986). It is noticeable that the very large majority of the literature refers to school
education, often with quite young children.

Others have argued that the relationship between extrinsic and intrinsic moti-
vation is more complex. Most of the literature has reported the results of experi-
ments which have compared the outcomes of tests between unrewarded control
groups and experimental groups who were rewarded in some way. The nature of the
reward was one of the variables in the design with the main categories being verbal
praise or some form of tangible, though token, reward. The experimental nature of
the research meant that the learning tasks could normally be completed in the
reasonably short period of time allotted to typical experiments.

There have been a series of reviews and meta-analyses of the many experiments
of this type to attempt to answer the question of whether intrinsic motivation is
diminished by the manifestation of extrinsic motivation. Morgan’s (1984) review
concluded that intrinsic motivation was undiminished or promoted by conditions
such as praise, positive associations, freedom of choice and rewards associated with
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competent performance. Conditions such as unpleasant associations, punishment,
close supervision or unnecessary rewards were more likely to diminish intrinsic
motivation.

A meta-analysis by Cameron and Pierce (1994) concluded overall that any effect
of rewards decreasing intrinsic motivation was minimal. A subsequent issue of the
same journal, though, contained no less than three rejoinders (Kohn 1996; Lepper
et al. 1996; Ryan and Deci 1996) and a rebuttal (Cameron and Pierce 1996). Both
the conclusion and the methodology of the original review was questioned.

Deci et al. (1999, 2001) then produced their own meta-analysis which they
claimed provided support for cognitive evaluation theory. This asserts that it is the
perception of the subject which is important in determining whether intrinsic
motivation is depressed (Deci and Ryan 1985). It depends whether the extrinsic
factor is perceived as providing information or feedback, in which case intrinsic
motivation can increase through an increased perception of self-determination or
competence. Factors which are perceived as controlling are usually instrumental in
nature and decrease intrinsic motivation by changing the perceived locus of
causality (Deci 1972, p. 118). de Charms (1968) found that whether people were
self-determining was a major factor in levels of intrinsic motivation.
Self-determining people or ‘origins’ were easier to motivate than ‘pawns’ who were
not self-determining.

Once again the review was accompanied by a rejoinder Cameron (2001) and a
rebuttal (Deci et al. 2001b). Cameron (2001) claimed that Deci et al. (2001a) had
organised their analysis according to cognitive evaluation theory; so had selectively
omitted certain studies and collapsed across distinct types of reward procedures.
She pointed out that yet another meta-analysis by her group (Cameron et al. 2001)
found that any negative effects of extrinsic rewards on intrinsic motivation were
limited and constrained to specific circumstances.

Despite extrinsic and intrinsic motivation having been so widely referred to in
the literature for so long, there is still no consensus as to whether extrinsic moti-
vation undermines intrinsic. Drawing conclusions from this contested literature to
apply to higher education is not helped by the fact that the large majority of studies
examined in this series of reviews refer to short-term laboratory experiments, under
different conditions of no-payment, payment, praise etc., which typically observe
subjects performing limited tasks, such as puzzles. The majority of the experiments
had children as subjects and token rewards. To what extent token rewards can be
extrapolated to career expectations and short-term experiments to prospects several
years hence is uncertain.

It is also unclear whether cognitive evaluation theory can be used to determine
whether university students are likely to perceive career expectations as informa-
tional or controlling. The most relevant work on this aspect seems to be that on
internalised motivation. Stipek (1988) describes internalised motivation as occur-
ring when children, and presumably older students, learn that certain behaviours are
valued in a society. These values are eventually adopted and behaviour becomes
consistent with the values.
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Those who reach this state of internalising the belief have been described as
self-regulated by Ryan et al. (1985). They act in a way which is consistent with the
belief of their own volition. The example given by Stipek (1988, p. 45) is of
children internalising an academic work ethic after social reinforcement from
parents and others that schoolwork is valued. If children internalise this belief they
then work hard of their own volition because they feel proud of their efforts.

As the belief or values have been internalised, motivation through this channel
does not lead to a diminution of any existing intrinsic interest in the task. It is
interesting to note the analysis of a questionnaire by Harter (1981), which examined
intrinsic and extrinsic poles of a number of dimensions. Factor analysis clearly
separated the dimensions into a motivational cluster and a cognitive informational
one. The latter factor encompassed dimensions of self-reliance and internalisation
of goal setting.

The relevant question then is whether university students would have inter-
nalised a value for well-paid or high-status careers? Generalisation of a conclusion
would seem dangerous. The influences of society, context and families would
appear to be varied, as would individual beliefs. If it is possible to draw any
conclusion from the literature, it is perhaps that the relationship between extrinsic
and intrinsic motivation is contested.

Research into Extrinsic and Intrinsic Motivation
in Higher Education

One of the reasons for my interest in conducting a study of the nature of motivation
in higher education was two of my projects prior to those discussed in this book
which appeared to cast doubt on the prevailing interpretation of extrinsic and
intrinsic motivation in higher education. The first was a study by Kember et al.
(1999) which found that about 40 % of an extensive series of Hong Kong inter-
viewees showed evidence of both intrinsic and career motivation. The students were
asked open questions about curriculum issues, rather than questions about moti-
vation, let alone specific questions about types of motivation. It is likely that the
40 % is an under-estimate of the proportion of students who would feel that a
course should both stimulate intrinsic interest and benefit their career. The tran-
scripts showed no evidence of incompatibility between intrinsic interest and the
extrinsic motivation related to a future career.

A further study of part-time university students (Kember et al. 2001) examined
their motivational orientation to enrolment. Just about all of the 53 interviewees
showed evidence of some form of vocational orientation. These were in most cases
in combination with other orientations, including one classified as learning for
pleasure through the lifetime.
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Evidence from the Undergraduate Sample

These results, which seemed to question the most prominent theory of motivation in
higher education, prompted the series of three studies which looked directly at
motivation. When the data collection from the undergraduate sample—the first set
of data to be collected—was complete, an analysis was conducted to examine parts
of the data which related to either intrinsic or extrinsic motivation.

A thematic analysis suggested that these parts of the data could be coded under
two main categories labelled interest and career, each with a set of sub-categories.
The coding had categories with labels interest and discipline interest, both with
positive and negative sub-categories. These categories were clearly related to
classical intrinsic interest. These coding categories and sub-categories will be
referred to collectively as the interest grouping. Other main categories with labels
financial, career, job, and programme I could get into were related to extrinsic
forms of motivation. This collective set of codings and sub-categories will be
referred to as the career set.

NVivo (2007) made it possible to identify interviewees with codings in the interest
and career sets. Every single one of the 36 interviewees had at least one coding in the
career set. There were 28 students with one or more coding from the interest set, so all
but eight students were coded for both interest and career. These coding figures could
well be underestimates as the coding of transcripts focussed on identifying common
themes of significance to the research topic. Reasonably substantial parts of most
interviews were, therefore, left uncoded. It is also possible that students could have
shown a form of motivation without mentioning it in the interview. Avoidance of
leading in interviews can result in themes not being uncovered.

These results certainly cast doubt on the characterisation of intrinsic and
extrinsic motivation as orthogonal. The finding that all of the interviewees made
some mention of career, job or financial considerations also calls into question the
notion of these as extrinsic forms of motivation with negative connotations. Surely,
the entire group of interviewees could not have entered university and worked
through to their final year with negative goals and minimal aspirations, particularly
since this was a high achieving group in an elite university system.

Cases Illustrating Combinations of Interest and Career
Motivation

To illustrate the various forms of combination of interest and career motivation five
mini-cases will be given. These have been selected so as to be typical of the
observations expressed on this topic. They come from five different disciplines,
which is reasonable as each of the nine programmes in the sample had at least two
interviewees with codings in the career and interest sets. The cases also illustrate a
variety of ways in which the combinations occur.
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The first case is of a Communication student who expressed an interest in the
work and output of reporters. This led on to being motivated to choose reporting as
a future career. There was also a classic expression of intrinsic interest, that
motivation was enhanced if a subject was enjoyed. There was also recognition that
having a degree was likely to enhance the chances of promotion and increase job
opportunities.

I like reading newspapers and am impressed by the writings of reporters. They have a broad
mind that they can see something other people can’t see. That’s what I find interesting.

My motivation will be higher if I can take some subjects that I like.

Practically, higher qualifications will offer me better chances in job seeking. I think it is
easier to get a high paid job or with better career prospect.

I am really impressed by the observation or intelligence of reporters. I am eager to share
with others my experiences and what I see. Therefore, I would like to be a reporter as my
future career.

Even if we have to start from a lower rank, I think a university graduate is more likely to be
promoted than others. Furthermore, we may be capable of doing some professional tasks
not open to those with lower qualifications. (COMM03)

The second mini-case is of a Mechanical Engineering student who expressed
curiosity and interest in learning about things in general. Yet a degree was seen as
the minimum passport to obtain a job. The range of topics covered in the degree
were seen as providing a wide range of career openings with the anticipation of the
potential need to shift career tracks in the future.

I am interested in learning different kinds of things. I am fond of learning. To dig deep in an
aspect, it takes time and I think I’ll do that for great interest. As I am willing to learn, I am
curious about new things. I think this helps me a lot in my learning.

It seems to me that having a degree is just meeting the minimum requirement for a job. As a
result, I would like to go to university.

Perhaps, this would give me a broader range of choices for my future career. After taking
this programme, I have learned many different subjects such as Logistics, Management,
Computing and many other subjects. Although I am working on the industrial profession
now, I think it is not a big problem for me to change my working field in the future. As I
have got all the basic knowledge, it is quicker for me to get into another field. (MENG03)

Four of the five cases are from professional programmes. This proportion is seen as
reasonable, since these days the large majority of students enrol for professional
degrees. Even though the numbers entering higher education have expanded
markedly, pure subjects have often struggled to recruit students. This observation in
itself would seem to be evidence of the importance to potential students of the
likelihood of their degree leading to suitable employment.

The next student is from Chemistry, which nowadays is normally regarded as a
pure subject. The student said that being interested in a subject was important for
study. There seemed to be acceptance that the subject was a pure one and that much
of what was learnt will not be applied. Nevertheless, there was recognition that a
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degree is needed as a passport for a job and that the need to seek employment is a
motivating force.

To me, I can do well and be happy only when I am interested in that subject.

I study according to my own interest. The things that I have studied may be useless at the
end but I think learning more is better than less, for I have not lost anything.

If you are to find a job in the future, if you’re not a university graduate, it will be very
difficult for you to land up with a job.

I’m now in my final year, my motivation is great for it is time for me to seek a job.
(CHEM02)

The next case is of an Occupational Therapy student. The importance of interest
was in this case demonstrated in a negative sense. The student chose not to take
subjects studied at school because the interest in these subjects had been extin-
guished. It appears that schools in Hong Kong are not good at maintaining interest
in topics studied in secondary school as similar comments were common. Instead
an interest in helping others in need was a motivator for enrolment.

Like many other interviewees, a degree was seen as a pre-requisite for obtaining
acceptable employment. There are a limited range of types of employment open to
those whose education is limited to the school level, but a wider range of options
with better salaries for those with a degree. There was concern, though, in this case
that the number of Occupational Therapy students exceeded the number of avail-
able posts in the field.

I dare not take any subjects which were closely related to what I took at F.6 - F.7 [the two
senior years of secondary school]. I didn’t like to take Chinese or History. They are boring
subjects. As I was an Arts student who took Human Biology, this made it possible for me to
take OT. Thus, I would like to take something more interesting to me. This is my first
choice! I like OT because it really can help other people in need. Besides, it is more
interesting than those arts subjects. We need not sit in the classroom all the time.

Difficult to get a job. This is the main concern of OT students. At present, there are some
vacancies but there insufficient posts for all of us. I may not recommend to my friends, but I
will tell them the advantages of this course.

Why I decided to go to university … Because I think I have more freedom in my choices of
future career. I didn’t know what I can do if I was just a F.7 graduate. (OT04)

The final case is a Pharmacy student who became interested in the subject because
of being cured of asthma by medication. The interest in the subject was sufficient to
motivate the student for the tedious rote learning required by some of the courses in
the programme. This is an interesting observation as intrinsic interest is normally
associated with a deep approach. The motivation for studying Pharmacy though
was not just out of interest. The student was well aware of the high starting salaries
of Pharmacists and the general benefits for employment of possessing a degree.

When I was very young, I had asthma. Not till I was 12 or 13 was I finally cured by a
doctor. At that time, I inhaled medicine and I found it very miraculous. There was a few
times when I couldn’t breathe, had to rush into the hospital, nearly died. I found that the
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medicine that I was inhaling was very miraculous, and it was from that time on that I
wanted to know more about it.

One needs to be highly interested in pharmacy in order to study it. If you’re not interested,
you can’t rote learn a thing, you don’t have the heart to memorize anything.

Actually the economic status is rather good for a pharmacist, for it has a stable income of
high salary, which is one of my reasons for choosing pharmacy.

Yes, good for my career path and also employers are apt to look at your educational level
nowadays. (PHAR02)

The mini-cases show a variety of ways in which interest combines with career
motivation. The latter is an extrinsic form of motivation, but is not at all well
represented by the normal negative visualisation of it. The career motivation dis-
played in the mini-cases is clearly capable of being a highly positive motivating
force, rather than having the purely negative connotation of the definition of
extrinsic motivation.

The mini-cases are incompatible with the formulation of intrinsic and extrinsic
motivation as orthogonal. Nor are they consistent with the claims that the presence
of extrinsic motivators tend to depress intrinsic motivation, or at best leave it
undiminished. The cases clearly show interest co-existing in harmony with career
motivation. The first two and the last of the cases show a distinct mutual rein-
forcement between interest and career motivation. This effect could not be ruled out
in the other two cases either.

Career

The review of the literature on extrinsic and intrinsic motivation has showed that
the literature on the relationship between the two is contested. Interpretation of the
body of work for the purpose of this book is often problematic because much of it
has been derived from short term experiments with young children being given
token rewards; which is a very different scenario to that of higher education,
considered here.

Considerable doubt on the portrayal of extrinsic motivation as a negative force,
incompatible with intrinsic motivation, was cast by the studies reported in the
previous main section. Rather, motivation associated with a future career seemed to
be a positive force which could co-exist with intrinsic motivation, and the five cases
suggested there could be mutual reinforcement. As a result of these findings, the
motivational framework did not include a facet resembling extrinsic motivation, but
instead has a facet labelled career, which has a positive pole like other facets. All
facets of the framework are envisaged as acting in concert; so interest and career
aspirations are not only compatible, they are able to reinforce each other.

The career facet of the framework is more consistent with the vocational ori-
entation of Beaty et al. (2005), which they described as having intrinsic and
extrinsic sub-components. The inclusion of both career and interest continua in the

30 3 Relationship to Other Theories of Motivation



framework is based on evidence of career prospects being a positive motivator,
which commonly co-existed or was mutually reinforced by interest in the subject.

In view of the earlier discussion of the motivation component of approaches to
learning, it is instructive to note that in when John Biggs re-formulated the SPQ as
the revised SPQ (Biggs et al. 2001), there are still strategy and motive components.
The motive component of a deep approach is still consistent with intrinsic moti-
vation. The motive component of a surface approach, though, has changed con-
siderably. It is now characteristic of students doing the minimal amount of work
possible to get by.

Interest

The co-existence of the interest and career facets, as positive poles of the framework
is quite different to the common formulation of extrinsic motivation as either
dichotomous with or a detractor from intrinsic interest. The difference in the
framework, though lies in the replacement of extrinsic motivation with the career
facet, which can be a powerful motivating force.

The interest facet is reasonably consistent with classic formulations of intrinsic
motivation as showing interest in the subject studied. It is perhaps somewhat
broader as, in professional courses, establishing the relevance of concepts and
theories to the profession was shown to be a powerful motivating force. The interest
facet can, therefore, take on a longer term connotation than the way intrinsic
motivation is often envisaged as relating to particular tasks which have been set.

The interest facet, therefore, equates well to interpretations of approaches to
learning as having both a preferred or commonly used approach as well as a
relational aspect (Ramsden 1987) which is a response to the student’s perception of
the particular academic task. Students will start their degree with an interest level at
a particular position on the interest facet continuum, determined by their level of
interest in the subject area or professional discipline they have chosen. This position
represents the longer term aspect of the interest facet. In addition, there will be a
shorter term relational aspect which will depend on the student’s perception of the
particular subjects they are enrolled in or the assignments they have been set.

Individual Goal Setting

The individual goal is a target, normally expressed as a grade or GPA, which the
students set themselves. Earlier goal theorists contrasted mastery and performance
goals (e.g. Ames 1992), the major distinction being that mastery is a self-referenced
goal of achieving competence, whereas performance goals compare performance
with other students, so are essentially competitive. More recent work (e.g. Elliot
and McGregor 2001) has added approach and avoidance foci as an additional
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dimension to the performance and mastery goals; so forming a four category
classification system.

Performance Goals

The undergraduate sample showed relatively little sign of competition. This may
have been influenced by the social nature of achieving motivation in traditional
Confucian-heritage societies (Hsu 1981; Yang and Yu 1988; Yu 1996, 1974).
However, the community college students recognised that places at UGC-funded
universities would go to a small proportion at the top of class. The goal of gaining a
place at university outweighed societal influences; so there was more evidence of
competition than among the undergraduates.

We did not have a good relationship among peers in the AD programme. It is because all of
us are fighting for a seat to go to the university. Competition is drastic and I hated such
hatred feeling. I am glad that I can release from such hard feeling when I study here.
(CCD02)

Fear of Failure

More recent goal theories (Elliot and McGregor 2001) have turned goal taxonomies
into four category schemes by adding approach and avoidance categories. The
approach category implies motivation to directly try to attain the goal, whereas
avoidance means motivation through apprehension of not attaining it. The most
common manifestation of avoidance goals in students is fear of failure.

The undergraduate students showed no signs of avoidance goals. They had
successfully come through a selective education system, in which progress is lar-
gely dependent on examination results. A long history of academic success would
have left them confident of meeting goals rather than having a fear of failing to meet
them.

Whereas in the community college sample the avoidance goal of fear of failure
was quite common. At the start they seemed to be optimistic. The realisation that
there were few transfer places in UGC-funded institutions started to turn approach
into avoidance goals. These avoidance goals were reinforced as assignments were
graded and courses completed and the students began to realise that their initial
optimism was unfounded.

But I am not confident that I can enter university. I am a bit worried about it. For the
translation programme, we have to do well in every subject. I have heard that the
requirement for translation programme at university is 3.5 for GPA. That’s why I am
worried about it. (CCA01)

32 3 Relationship to Other Theories of Motivation



Sense of Belonging

The inclusion of both the individual goal and sense of belonging facets in the
framework is consistent with students having personal targets and benefiting from a
social form of motivation when there were strong interpersonal links between
students in a class. The inclusion of both facets resolves a division in the literature
between achievement motive as an individual or social drive. Western definitions
have seen it as individual and competitive (e.g. Biggs 1987), whereas in other
cultures, such as the Chinese, there is more of a social or family dimension (Hau
and Ho 2010; Hsu 1981; Yang and Yu 1988; Yu 1996, 1974). Data from the three
samples suggested that students possessed individual goals as well as enjoying the
benefits of social forms of motivation if a sense of belonging to a class or cohort
was established.

Biggs (1987, p. 11) follows standard Western psychology textbooks by defining
achieving motive as:

Achieving Motive is based on competition and ego-enhancement: obtain highest grades,
whether or not material is interesting.

The individual and competitive nature inherent in this definition has been ques-
tioned by Kember (2000), particularly for students in Confucian-heritage countries.
Salili (1996) reviewed the literature on achievement motivation among Chinese
students and noted the cultural impact of a strong sense of collectivism manifest in
loyalty to the family and other social groups.

In a study of Chinese high school students, Yu (1974) found that Western
measures of achievement motivation were not appropriate as they characterised the
motivation as individual. Hsu (1981) compared Americans and Chinese, and argued
that the motivating force for the latter came primarily from the family and the clan.
Yang and Yu (1988) argued that Chinese achievement motivation featured socially
approved goals.

Yu (1996) compared the Western traditional individual-oriented achievement
motivation (IOAM) with social-oriented achievement motivation (SOAM) which
gave a better representation to the traditional Chinese form of motivation. In SOAM
the goal is set by others rather than by the individual. The action necessary to
achieve the goal and the evaluation of its attainment were also determined by
others. The psychology of the Chinese people is well developed compared to other
non-Western cultures (Bond 1996, 2010), but other cultures, such as those in the
Pacific Islands, also show evidence of SOAM rather than IOAM (Mugler and
Landbeck 1997, 2000).

Hofstede (1980) examined work-related values in 40 countries by analysing
IBM personnel surveys. The work has since been updated and analysed in greater
detail (Hofstede 2001). The dimension which is relevant here is individualism.
Hofstede (2001, p. 215) has a table of individualism index values for 50 countries
and three regions. The top four ranked countries were predominantly-English
speaking countries; USA, Australia, UK and Canada. It is significant that a
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substantial proportion of the higher education literature has emanated from these
countries, which are classified as highly individualist. Triandis et al. (1993)
examined collectivism-individualism in ten countries at the individual level. Again
there was a tendency for Westerners to be higher on individualism.

Effect of Education Systems on Achievement Motivation

The attributions of IOAM in the West and SOAM in the East are associated with
very traditional influences. In the Chinese psychology literature, SOAM is
explained as having a number of influences, most derived from the Confucian
tradition (Hau and Ho 2010; Hsu 1981; Yang and Yu 1988; Yu 1996, 1974).
Western competitive drive is most commonly associated with a protestant work
ethic.

It is instructive to consider to what extent these traditions may have been
modified by the prevalent situation in higher education in the East and West—a
discussion which will be continued in Chap. 9. I will contrast Hong Kong, where
the data for this book were collected, with Australia, where I now live and work. In
terms of the level of competition within the educational systems, I suggest these
places can be considered representative of East and West.

Chapters 1 and 8 indicate that Hong Kong has a two tier higher education
system, of which the much preferred higher tier is elitist. There is, therefore, intense
competition to obtain places at the UGC-funded universities. This competition is
manifest throughout the selective school system, as it is performance at the external
school-level examinations which determines which schools students are admitted to
and eventually decides university entry. The pressure even starts at kindergarten,
since the most highly regarded primary schools select students based on kinder-
garten performance.

Australia, by contrast, has achieved mass higher education. Relatively low ter-
tiary entrance scores can be sufficient to gain entry to some courses at some uni-
versities. Competition at schools is, therefore, considerably less than in Hong Kong
and is further damped down by the pervasive policy of inclusiveness, which is
discussed in Chap. 9.

The degree of selectivity in the two education systems results in motivational
forces which are in opposite directions to the traditional influences posited by
IOAM or SOAM. The Confucian heritage in Hong Kong points towards societal
achievement motivation, yet the degree of selectivity results in intense individual
competition. The traditional portrayal of achievement motivation in Australia is that
of an individual competitive drive, however, the expanded entry to higher education
has reduced the need for competition, so the Australian tradition of mateship has a
chance to flourish.

The motivational orientation framework copes well with these dichotomies by
the inclusion of both individual goal setting and sense of belonging facets, and
portraying both as continua from positive to negative poles. The framework is,
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therefore, able to capture the tension in both East and West between traditional
motivational forces and the pressures from the current status of the educational
systems. The dynamic interacting tensions faced by students in both East and West
is portrayed well by the characterization of the framework as including multiple
facets of motivation, which interact with each other in a dynamic way over time.

First Year Experience Literature

A body of literature which would appear to be relevant to the sense of belonging
facet of the framework is that which goes under the banner of ‘the first year
experience’. This deals with the assimilation of students into the university com-
munity. The predominant original influence on the research into the first year
experience is that of Tinto’s work on student drop-out from US colleges (Tinto
1975, 1987). Following the work of Spady (1970, 1971), Tinto (1975, 1987)
compared dropping out to suicide; so drew upon Durkheim’s (1961) theory of
suicide to explain attrition. Durkheim noted that egotistical suicide could occur if
individuals became isolated from society’s communities because of an inability to
integrate and establish membership. Tinto (1987) also drew on the work of Van
Gannep (1960) on rites of passage as an analogy to making the transition from
membership of school social circles to university communities.

The first year experience programs which followed were introduced to reduce
drop-out, which was a major problem for US colleges, particularly in first-year.
They concentrated on social assimilation into college society. This means that the
first year experience literature must be re-focused if it is to be appropriate for
consideration alongside a model of motivation.

Tinto’s model of assimilation into college incorporated two forms of integration;
academic and social. Social integration is manifest as a student being incorporated
into one or more groups within the college community, thus developing a sense of
becoming part of university society. Academic integration requires students to
adopt study behaviours consistent with the norms of universities. The academic
affiliation part of Tinto’s model corresponds with the normative congruence or
value integration part of Durkheim’s theory of suicide. In academic terms inte-
gration occurs when students hold beliefs consistent with the demands of higher
education and follow academic conventions in their work.

While there is commonly an interplay between the two forms of integration,
social integration is more relevant to the university lifestyle facet of the framework
and, therefore, will be dealt with in the next main section. Academic integration has
a major influence on the degree of affiliation within class cohorts, which the three
studies showed to be the most significant manifestation of the sense of belonging
facet.
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Integration into Effective Learning Communities

If academic assimilation succeeds, students will be integrated into learning com-
munities, which Smith and Bath (2006) defined as the ‘social, interactive and
collaborative character of the student experience of university life’ (p. 275). To
re-focus the first year experience literature, integration can be envisaged as a two
phase process. The first phase is the social assimilation into one or more commu-
nities to a sufficient extent that they feel integrated into university society. The
second phase considers the extent to which these communities promote effective
learning outcomes and enable students to achieve academic congruence.

The nature of the collaboration and the type of communal learning activities
engaged in affect the outcomes of the collaboration. Yan (2001) conducted 57
individual and 15 focus group interviews with Hong Kong students to investigate
out-of-class learning activities performed by groups of students of their own voli-
tion. Yan and Kember (2004a) reported that collaborative activities could be placed
on a spectrum from low to high task involvement. Yan and Kember (2004b)
showed that the types of activities could be classified into engager or avoider
approaches, which were parallel to the individual deep and surface learning
approaches. Engager approaches were focused on collaboration to gain a better
understanding of a concept, while avoider approaches were adopted to minimise the
work of individuals in a group.

Yan and Kember (2003, 2005) showed the nature of the teaching and learning
environment strongly influenced both the degree of collaborative learning and
whether engager or avoider approaches were adopted. Creating an appropriate
teaching and learning environment promoted out-of-class relationships and
encouraged the deployment of engager approaches, which resulted in students
helping each other to understand key concepts and hence to achieving high quality
learning outcomes. Teaching approaches and curriculum development can, there-
fore, play an important role in developing effective learning communities.

Of first-year experience work which has looked more at academic transition and
integration, there are indications that students had particular difficulties when there
were mis-matches between their perceptions of academic expectations and actual
requirements. Krause (2001) found that, in their first written assignment, it was
common for students to have difficulty conceptualizing their audience and its
demands (McInnis et al. 2000) noted that early assignment grades often came as a
reality shock because students were unclear about the academic expectations of
university. Brownlee, Walker, Lennox, Exley and Pearce (2009) argued that per-
sonal epistemological beliefs related closely to beliefs about learning, so influenced
chances of adapting to university during their first year of study.
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University Lifestyle

As has been noted above, Tinto’s model (Tinto 1975, 1987) of retention included an
element of social integration. Social integration would seem to be an academic
construct related to the university lifestyle facet. Students are most likely to feel a
sense of enjoyment about their university lifestyle if they feel that they have
established membership of one or more friendship groups within the university.

Assimilation into college society was found to be an important determinant as to
whether students persisted with their studies. Assimilation was envisaged in
research studies as student-student and student-tutor interactions. In practical terms
the model has served as the foundation for the widely pursued programmes to
enrich the first year experience and provide students with a collegial environment
conducive to social interaction and integration.

There is, then, interaction between the sense of belonging and university lifestyle
facets. In terms of learning communities, students need to become incorporated into
broadly-based first-phase social communities as well as second-phase academic
learning communities appropriate for their discipline. There is likely to be overlap
and some commonality of membership between the types of community. It also has
to be accepted that communities are likely to be dynamic in membership as students
shift between courses. The characteristics of communities could also mutate as
priorities shift as students progress through their degree.

Social affiliation is a pre-requisite for the formation of learning communities, but
there is certainly no guarantee that assimilation will automatically result in effective
learning communities. Indeed, social affiliation often results in less learning
activity, as attention is diverted from academic tasks to social activities.

Compliance

Compliance arises because students become accustomed to doing assignments and
set study tasks. Each student has a level up to which set work will be completed
without question. It is not easy to find literature relating directly to compliance. This
is possibly because most models of motivation propose a model based around a
single concept and it is not easy to envisage compliance as the only motivational
force in operation.

It could be considered that operant conditioning (Skinner 1953, 1968) is related.
Pressure of teachers and parents to condition children to do homework might be
likened to operant conditioning. However, by the time students reach higher edu-
cation, it is highly questionable whether this is a relevant model.

It seems more appropriate to consider compliance as the unconscious manifes-
tation of the other facets of the framework. The other facets, apart perhaps from
interest, are relatively long term considerations which might be quite stable for
periods as long as a semester or year. Career aspirations may not change much
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during a degree; just being heightened as completion approaches and job prospects
loom. Goals may shift somewhat when feedback arrives in the form of grades
awarded at the end of a semester, but should then settle back down to a stable
position.

Study and academic tasks, though, operate on a much shorter timeframe—they
have to be completed every day. Students do not re-appraise their goals or career
aspiration each time they set out on an assignment. Rather, this is where compliance
comes in. It is the long term habitual manifestation of the combination of the other
facets.

Conclusion

The motivational orientation framework which thematically ties together the whole
book is unusual for models of motivation in that it was derived using a grounded
theory approach (Glaser and Strauss 1967; Strauss and Corbin 1990) from open
interviews with students about the way they tackled academic tasks and their
perceptions of the teaching and learning environment they normally experienced.
The framework was, therefore, derived in an inductive manner from naturalistic
research (Lincoln and Guba 1985).

The chapter has shown, though, that within the large body of motivational
literature there are elements of writing which relate to both the overall framework
and to the individual facets. This is of significance because much of the motivation
literature was developed top–down from theory.
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Chapter 4
Motivation to Enrol

This chapter present evidence from the three studies explaining how decisions about
enrolment can be interpreted in terms of the facets of the conceptual framework.

Governments in developed countries have been keen to boost the overall intake
to university education. Developed countries need to become knowledge-based
economies if they are to maintain their prosperity in the face of outsourcing and the
migration of basic manufacturing to less-developed countries with cheaper labour.
Knowledge-based societies need a well-educated workforce equipped with graduate
attributes such as creative and critical thinking, problem-solving, communication
skills and the ability to work in teams.

It would, therefore, be useful to have a good understanding of what motivates
students to decide that they wish to apply to become a university student and obtain a
degree. This could be expected to relate to motivation for their study prior to university
and also during their degree. The nature of their motivation and degree of determi-
nation to enter university will affect their commitment to study prior to university. The
form of motivation to enrol for a degree and the intensity of it will influence their
dedication and approach to study when they become a university student.

If students are sufficiently motivated to enrol for a degree, a related motivational
issue becomes that of what they choose to study. This is an issue with considerable
implications as funding for universities and the departments within them depends
upon the number of students they are able to attract. The influence of market forces
is such that it is commonplace for unpopular subjects to be discontinued. Some
factors, such as career prospects and family influences, may be difficult for
departments to influence. Many governments attempt to influence programme
choice as they need to ensure that there are sufficient graduates in a field to meet
national needs.

Again this aspect of motivation has long term implications. The choice of
subjects studied at school and the degree of enjoyment of studying them affects the
choice of university degree. The reciprocal relationship can also be of relevance as
if students have an intended university programme in mind there are normally
implications for what they need to do prior to university.

Given the significance of what motivates students to go to university and choose
a particular degree to enrol in, there is eminent justification in utilising a coherent
framework to explain these motivational decisions. To be useful, such a framework
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should not be confined to motivation for enrolment, but should also extend to
motivation for study before and after enrolment. Attitudes to studying prior and
subsequent to the decision to enter university will be implicitly related to the
motivation for doing so. A comprehensive framework capable of explaining
motivations for both enrolment and study would, therefore, be more valuable.

Motivation to Enrol and Choose a Subject

In the remainder of the chapter, the facets of the motivational orientation framework
are examined in turn to see how they can be used to interpret decisions on enrolling
at university. Two forms of motivation are examined; firstly, the decision to go to
university, and secondly, what to study.

The chapter and the facets of the orientation model have been ordered in terms of
addressing the motivation issues; firstly, the decision to go to university and sec-
ondly, what to study. The first three elements of the orientation model refer mainly
to the decision as to whether or not to apply for admission to or enrol at a uni-
versity. The sense of belonging and career facets affect both the decision to go to
university and which programme to pick. The interest continuum has a distinct
influence on which degree to choose.

Compliance

Undergraduates

For characterizing initial motivation, compliance is an unquestioning attitude that
going to university was a natural step. The students in this sample were full-time
undergraduates in what is an elite university system in that only about 17 % of an
age group are able to gain a place in one of the universities funded by the University
Grants Council of Hong Kong (UGC) (University Grants Council of Hong Kong
2006). Most would have had a long history of success during their school educa-
tion. They would have had an expectation that their examination results would be
good enough to obtain a place at university.

At that time, I didn’t set any goal. I just wanted to go to university and I didn’t know why.
(COMM01)

It is obvious that you will go to university if you pass the A-level. (MENG02)

Some also had an unquestioning attitude to study in general. Once one level was
completed it was natural to go on to the next.

Why… I think this is a norm of our society, it is almost a must for you to keep on studying,
progressing forward; the more you study, the better. (PHAR03)
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Community College Students

There are strong pressures on Hong Kong students to study from parents, teachers
and fellow students (Kember 2009; Kember and Watkins 2010). The limited
number of places in senior secondary school and the UGC-funded universities mean
that the examinations which determine the award of places take on vital importance.
Performance at junior school and even kindergarten can affect the chances of entry
to the better schools, which are more successful in helping students to progress to
the next level. Pressure to study, therefore, often starts at an early age.

Every time when I failed my exams, they would pressurise me; such as stop giving me
pocket money, prohibit all of my hobbies. They would urge me to go to the library, study
room or to stay home and study. (CCB02)

The traditional respect for education in Confucian-heritage societies magnifies the
pressure to perform well (Lee 1996). It also means that little thought is given to not
proceeding to post-secondary education. Even though the interviewees had not been
able to gain a place at a UGC-funded university, or in some cases senior secondary
school, their families supported their enrolment in a community college. Investment
in education is second nature in Confucian-heritage societies.

Besides my mother and aunties, my cousins also supported us. They gave us all their
savings of Hong Kong dollars. (CCA04)

My dad knew that I wanted to enrol in the Pre-AD programme, even though the tuition was
expensive, he still supported my decision. He knew that if I liked the programme, I would
be able to study happily in here, should end up having better academic results, therefore he
supported my decision. (CCB01)

Taught Postgraduates

An interesting phenomenon with the TPg students was the number of ‘perpetual
students’ as they were christened. No sooner did they finish one degree than they
would enroll in another. Some of them had obtained more than one bachelors
degree, while others were pursuing a second masters degree. Others had partici-
pated in short courses as well as degree programmes. Some students joined more
than one programme simultaneously. They seem to enjoy the accomplishment of
studying and some of them had become habitual learners. They literally seemed to
have taken on board the mantle of life-long learning.

I have been engaging in continuous studies. It is about 8 years in total. … I have got a
degree in Engineering and then I took another Language and Translation degree programme
offered by [university]. … I like learning as this is my character. … I have established a
habit of learning continuously. … Studying… I think it is useful. It is helpful and I think I
have got a sense of satisfaction. This sense of satisfaction originates from the accom-
plishment of something such as I did not waste my time. (MBA03)
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Individual Goal Setting

Undergraduates

For initial motivation, going to university was itself a goal. In many cases it had
clearly been a long term goal.

I was longing for university life. I wanted to experience it in person so as to see the
differences between secondary school and university lifestyle. Personally, I think it is good
to spend as much time as possible studying. Life is long and studying is just a small part in
our life. (MENG04)

The goal setting was particularly notable among some of the weaker students who
did not obtain sufficiently high grades to gain a place at university the first time they
sat their A-level examinations. Some students held strongly enough to the goal of
going to university that they repeated the final year of secondary school to obtain a
place. In doing so they selected university programmes with lower entry standards
in order to gain entry.

Why do I want to go to university? It is the trend in Hong Kong society that students had
better to go to university. I have taken A-level two times in order to go to university. I only
succeeded the second time. (MENG04)

More detailed goals expressed a rationale for going to university in terms of per-
sonal development. These were often statements about the development of generic
capabilities. Students felt that entering university would deepen their knowledge
and sharpen their intellectual higher-order thinking ability.

As I am not good at thinking, I would like to get some training here to make some
improvements. It is important to be flexible and quick in response when you work.
(MATHS01)

Community College Students

Less Realistic Long Term Goals

The longer term goals of the community college students were the same as those of
the undergraduate sample; they were virtually unanimous in wanting an under-
graduate place in the UGC-funded universities. Both higher diplomas and associate
degrees are arranged in vocational streams. However, none of the interviewees
seemed to envisage them as terminal awards. There is also little sign of employers
seeing associate degree graduates as desirable employees. Instead taking an asso-
ciate degree was seen as a second chance of achieving the goal of getting into an
undergraduate degree. The population does not accept associate degrees in
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community colleges as a legitimate part of higher education of the same standing as
undergraduate degrees in UGC-funded universities.

Going to university. That is the best way for me. (CCA03)

Getting a higher diploma is not an end to me. We are aiming for going to university.
(CCA04)

The problem with this goal is that, for the vast majority, the goal is unrealistic. In its
plans to revitalise and expand post-secondary education the Government
(Education and Manpower Bureau 2001) envisaged articulation and transfer
between types of award and within the higher education sector. However, there has
only been a limited number of places in universities specifically allocated for
associate degree and higher diploma graduates. Openings for undergraduate degrees
in the UGC-funded universities have remained at about the same level and, apart
from the specific places for associate degree graduates, the large majority of stu-
dents are still allocated places based on the results of secondary school
examinations.

I chose this AD programme simply because I did not get enough grades for entering into
university and I wanted to have a post secondary education for I wanted to equip myself
well. I would regard this programme as a stepping stone to enter into university therefore I
chose to enrol in this AD programme. (CCB01)

Despite the slim chances of proceeding from community college to a place in an
undergraduate degree in a UGC-funded university, on entry to the community
college sector the students hold the goal of obtaining one of the few places. Holding
this unrealistic goal is particularly surprising in that most of the students had
recently completed end of school examinations and been judged not to have per-
formed well enough to progress.

All the students are focusing on academic results because they are longing to enter uni-
versity. (CCA01)

Adapting to More Realistic Goals

The result is that the large majority of students were frustrated in their goal of
transferring to an undergraduate degree in a UGC-funded university. This can be
used to illustrate the dynamic nature of the model. As the students receive grades
which are not high enough to put them right at the top of the class, they begin to
realise that they are unlikely to achieve their goal of a place in a UGC-funded
university.

I may be not as optimistic as before. I can handle my studies but I realize that the possibility
for entering university is lower than I expected. When you first came here, you did not have
a clear picture. By now, I discover that the chance for entering university is quite low.
That’s why I tell you I am not as optimistic as before. (CCA03)
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There was evidence of a shift to more realistic goals. Because of the very restricted
chances of progressing from an associate degree to a UGC-funded university, the
continuing education providers have started offering top-up degrees, often in con-
junction with overseas universities. Through these, by two years of full-time study,
it is possible to convert an associate degree into an undergraduate degree. The
award is from an overseas partner university, which are mostly lowly ranked. Study
takes place at the community college campuses, which are lacking in facilities
compared to the UGC-funded universities. The teaching is by staff employed by the
community colleges. The option is, therefore, seen as inferior to a degree from a
local university. However, for most it is a more realistic option; so goals shift.

They told me no matter what, I had to get into university. I have told them the possibility of
being admitted into one of the local universities was extremely low, therefore have to look
into foreign universities instead. If I can get a more than 3 point GPA, I think I’m alright,
can get into one of the foreign universities. (CCB04)

The common shift in goals, from high but unrealistic goals at the outset, to lower
more realistic ones as the realisation that a place at a UGC-funded university was
not attainable, is an example of the dynamic nature of the model. This change also
provided evidence for the interaction of the facets, indicating that the model is both
multifaceted and dynamic, making it consistent with socio-cognitive models of
motivation (Pintrich 2003; Pintrich and Schunk 2002). It was noticeable how stu-
dents changed between first and second interviews. The lowering of the goals also
tended to lower other facets. Interest declined and there were more complaints
about the limited facilities which dampened the potential impact of the lifestyle
facet. This in turn reduced the sense of belonging.

Sense of Belonging

Undergraduates

The sense of belonging facet of the framework refers to the social motivational
influence of colleagues. For motivation to enrol at university, this is an important
element in the framework as there are social influences from three sources; class-
mates, teachers and family members, particularly parents. In terms of the decision
as to whether to go to university, this was definitely the strongest influence. The
choice of programme was also influenced by those whom students were closely
affiliated with.

It is possible that these social influences are stronger in Asian countries than in
the West. The classic definition of achievement motive in Western psychology texts
portrays it as an individual and competitive drive (e.g. Biggs 1987). In Chinese
psychology achieving motive has traditionally been characterized as having a social
dimension through filial piety (Ho 1996) or obligation to family or society
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(Hsu 1981; Yang and Yu, 1988; Yu 1996, 1974). There is a general tendency for
Western society to be relatively high on individualism, while developing societies
tend to rate higher on collectivism (Hofstede 1980, 2001).

Family

Family influences were of two types. The first was from families in which members
had received a university education. When parents and/or siblings were graduates,
there was often an expectation of following the same path.

My parents are longing to see me as a university graduate. It is because both my elder
brother and sister are degree holders. (MATHS01)

There were also cases of students being motivated to attend university because
there had been no graduates in their family. They felt an obligation to promote the
wellbeing, status or morale of their family by entering a level of education higher
than older family members.

The most influential is my family members. As there is no university graduate in my family,
they do have some expectations of me. At least, they would expect me to get my degree.
(COMM03)

I decided to go to university as fulfilling my parents hope. They did not receive much
education due to their tough life. Therefore, I would like to provide them a better life in
future through higher education. (BUSS04)

This latter form of family influence may be culturally specific. In most societies
children of families with no history of university education tend to be less likely to
enrol at university than those with graduates in the family. It has been a common
expectation, though, in Confucian-heritage societies that family members will pro-
gress to higher levels of education, generation by generation. This is presumably
influenced by traditions offilial piety (Ho 1996) and the levels of collective affiliation
in society (Hofstede 1980, 2001; Hsu 1981; Yang and Yu 1988; Yu 1996, 1974).

Student Peers

Students influenced their peers by expressing their own aspirations. The schools in
Hong Kong have been banded by ability. Students in elite high band schools are
likely to influence each other to see going to university as a norm. This is reinforced
by a culture in Hong Kong that education is important; so going to university is the
ideal of students. However, in low band schools the prevailing attitude is more
likely to discourage aspirations to seek a university education.

Maybe peer influence exists. It seems that going to university is the ultimate goal of my
classmates and me. (BUSS01)
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The banding by ability, means that students likely to be able to win a place at
university will normally be in a class with others who also have a good chance. The
elite schools definitely have high expectations of their students, which would mean
that going to university would be a normal progression.

I think it is the trend. In my secondary school, most of the F.6-7 students [final two years of
secondary school] are able to go to university. Thus, it seems quite natural to go to
university after the completion of secondary school. (OT03)

You won’t consider not going to university. Actually, the percentage for promoting to
university in our school is more than 90 %. (COMM01)

Teachers

Teachers also play a role in encouraging students to aim towards going to uni-
versity. They want their students to do well in the external examinations and
gaining entry to university is one of the principal motivators they can use to
encourage students to work hard and study for the examinations. Such exhortations
build an impression that going to university is a highly desirable outcome.

During primary, our school teachers would tell us to study hard in order to get into good
secondary schools, then universities, then end up with a good job in the future. During
lower secondary, we were told to study hard in order to choose ideal subjects.
During HKCEE [examinations at the end of junior secondary], we were told to study hard
in order to stay in and progress upward to A level. During A level, there wasn’t much to say
since it was the time for us to prepare ourselves for entry into universities. Therefore, we
were told to study, study and study. Our aim was to study for entry into universities.
(CHEM02)

Teachers also influence the students’ choice of subject. Our interviews showed that
many students knew little about the programme they had chosen or, in the case of
professional degrees, the profession it led to, which may well be a common phe-
nomenon for school leavers worldwide. Students, therefore, sought guidance from
their teachers.

I would take advice or suggestions from my secondary school teachers. My teacher also
told me that BBA was suitable for me. Almost every teacher told me the same. They all
suggested me to take BBA. (BUSS02)

Particular teachers also acted as a role model for students, inspiring them in their
choice of university programme. The influence of the teacher often acted in concert
with the interest facet as the inspiring teaching resulted in interest in the subject
being developed.

I was influenced by my other teacher, he taught chemistry and he taught it interestingly.
(CHEM01)

I met an excellent mathematics teacher in primary school. This teacher enabled me to
develop my interest in mathematics. I am pleased that I also met several good mathematics
teachers. They taught very well. I can say that I am interested in mathematics due to the
influence of my mathematics teachers. They were teaching me not only mathematics
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knowledge but also many principles on how to behave. I realized the great responsibilities
of teachers at that time. (MATHS03)

Taught Postgraduates

The TPg students were all part-time students, mostly studying courses related to
their profession. An additional factor consistent with sense of belonging, therefore,
came into play. The development of professional networks was another reason for
returning to study for some students. This motivating component interacts with
career benefits to some extent as the students expect to meet people in the same
industry and develop professional networks. In this way, they can exchange
information and share their views.

I expect to get in touch with people working in IT field. … I really want to know more IT
people and enrich my knowledge and experience. (IE01)

Other students want to make new friends to expand their social network.

I expect to expand my social network. In short, I hope that I can make more new friends.
(MBA01)

Interest

Undergraduates

For the initial motivation of students, interest was a very important factor affecting
their choice of university programmes. Personal interest in a particular discipline or
profession will be their reference for enrolment to university programmes. The
chemistry student, quoted below, chose to enrol in the subject at university because
of an interest at school.

During HKCEE, I didn’t think I would go for chemistry, but when I reached A level and as
I studied far more in depth, I really liked chemistry a lot, my brain was full of chemistry,
therefore ended up choosing chemistry. (CHEM01)

Motivation towards a particular career also affected students’ choice to enrol in a
particular university programme. If students have shown interest in a particular
industry, they would prefer to enrol in a relevant university programme. This kind
of motivation was initiated by career interest. Obviously, this was mainly to be
found among students of professional degrees.

I have been very interested in communication since I was in secondary school. I planned to
take communication long time ago… I like reading newspapers and impressed by the
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writings of reporters. They have a broadened mind that they can see something other people
can’t see. That’s what I find it interesting. (COMM03)

The negative side of interest also affected the initial motivation of students in their
choice of degree. Disinterest acted like a shield to prevent students from enrolling in
a university programme. Disinterest came mostly from the disciplines students were
forced to study at secondary school. The choice in the final school years was
relatively restricted. All too often schools had had a negative impact, which made
students resolve to study something other than the subjects taken at secondary
school.

I dare not take any subjects which are closely related to what I took at F.6 - F.7. I didn’t like
to take Chinese or History. They are boring subjects. As I was an Arts student who took
Human Biology, this made it possible for me to take OT. Thus, I would like to take
something more interesting to me. (OT04)

Taught Postgraduates

Most of the TPg students were enrolled in courses relating to their profession.
Nevertheless, many cited interest in the subject as an important element of
motivation.

I am interested in this subject. I have been helping with projects which are related to
language teaching and learning. Therefore, I wanted to study the subject of linguistics
systematically. (LS01)

Some students chose to study in an area which is different from their fields of work,
but is commensurate with their interest. The interviewees demonstrated great
interest in their subject areas and the learning process.

I discovered that I already had a comprehensive understanding of the field with more than
ten years of work experience in the areas of marketing, business and media. Instead of
studying in these areas, I decided to study in an area to help with my personal development
and consistent with my interest. … I do not consider qualifications very important. I enjoy
the process of learning. (TC01)

Career

Undergraduates

The career facet referred to any motivation related to their future career prospects.
Unlike classic definitions of extrinsic motivation, this was not manifest as a neg-
ative or weak form of motivation. Nor was it incompatible with interest in a subject.
In fact, in many cases, particularly in professional courses, showing relevance to a
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future career was a good way to stimulate interest. The career and interest facets
often reinforced each other.

Financial

The most common way of expressing financial incentives for enrolling at university
was by considering it as a necessary pre-requisite for obtaining a decent job.
Without a degree there were few attractive openings with reasonable salary
prospects.

You will never be able to compete with others in this current society if you choose not to
enter university. For the sake of your future career, the money you earn, one needs to be a
university graduate in order to be considered by your prospective employers. (PHAR01)

While this may be equated to classic extrinsic motivation, it could not reasonably
be interpreted as a minimal or negative form of motivation. All 36 of the under-
graduate interviewees had one or more comments coded as career or financial. Yet
28 of them also made statements coded in the interest category. It was clear that
enrolees wanted both good career prospects and a field of study or professional
award which interested them. There were clear cases of the two mutually rein-
forcing each other.

Career Aspirations

Some went beyond a degree as a pre-requisite for a reasonable career, to allowing
career prospects to influence their choice of a degree. The following four quotations
are from the interview with one of the pharmacy students. The first two fall under
the career facet. The first is of the type illustrated above; that a degree is seen as a
pre-requisite to a reasonable career. The second goes further in asserting that
pharmacists are paid high and stable salaries. The final two quotations, though,
show that the good career prospects were reinforced by an enduring interest in the
topic.

Yes, good for my career path and also employers are apt to look at your educational level
nowadays.

…the economic status is rather good for pharmacist, for it has a stable income of salary,
which is one of my reasons for choosing pharmacy.

When I was very young, I had asthma. Not till I was 12 or 13 was I finally cured by a
doctor. At that time, I inhaled medicine and I found it very miraculous. There was a few
times when I couldn’t breathe, had to rush into the hospital, nearly died. I found that the
medicine that I was inhaling was very miraculous, and it was from that time on that I
wanted to know more about it.

One needs to be highly interested in pharmacy in order to study it. If you’re not interested,
you can’t rote learn a thing, you don’t have the heart to memorize anything. (PHAR02)
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The above set of quotations are clearly incompatible with interpretations of
extrinsic motivation which see it as a negative form of motivation which is largely
incompatible with intrinsic motivation. There is some debate about the relationship
between extrinsic and intrinsic motivation (see Chap. 3), but this is quite a common
interpretation. The evidence above is more consistent with the learning orientations
formulated by Beaty et al. (2005), who included a vocational orientation with
intrinsic and extrinsic sub-categories. The latter was distinguished by students
aiming to obtain a qualification which would lead to a job. The intrinsic vocational
orientation was defined by students seeking a training which would equip them well
for their future careers. This latter formulation is more consistent with the mani-
festation of career motivation in our interviews.

Community College Students

For the community college students, career motivation was less direct. They wanted
to gain entry to an undergraduate degree as that was seen as a qualification which
led to a good career.

It is important to be a university graduate. (CCA04)

Taught Postgraduates

The TPg students were studying part-time. All were working in professional roles
and many were taking courses related to their careers. A large part of their answers
to questions about their reasons for enrolment, therefore, fitted into the career facet
of the framework.

The interview data suggested that TPg students enrolled in their courses for a
number of career-related reasons. They intend to fulfill the requirements of the
professions, advance their career in current employments, look for opportunities in
new fields, increase their competitive capacity in the job market and follow the
trend of upgrading skills.

Qualification for Professional Requirements

Undergraduate degree holders who do not have teaching qualifications can secure a
teaching position in schools under the condition that they will obtain a Postgraduate
Diploma in Education (PGDE) as soon as possible after they become school
teachers. In this case, they have no choice but to study for qualifications which are
recognized in Hong Kong.
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I have chosen teaching as my career. For my degree course, we have had major courses but
also we have to get sufficient credits for education certificate courses. I have got the credits
in Taiwan but only degree is recognized in Hong Kong but not my qualification as a
teacher. As a result, I have to take a certificate of education in Hong Kong in order to be a
qualified teacher. (LS01)

Qualifications for Competitive Capacity

A masters degree may not have been the requirement for the interviewees’ current
positions, but the students anticipated that it would be so in the future. The students
were inspired or pressured to pursue further study by the large number of higher
degree holders in the community, and therefore have the urge to increase their
competitive capacity, which has become the trend and perhaps a requirement in
Hong Kong society. They expect that the qualification will help to secure a stable
job as well as to benefit their income.

I thought that it was important to obtain qualifications. Although I do not need a masters
degree for job security at the moment, I am not sure if it will be useful in the future. More
and more people are obtaining masters degrees these days. In the past, not many people had
a degree and it was also not required for my job. But a degree is required now. I decided to
get into the programme partly because a masters degree could be the requirement for jobs in
the future. Therefore, I did not want to wait to enter a programme of study when I would
need a masters degree to meet job requirements. (LS03)

Qualification inflation has had an impact on the rise in students taking TPg awards.
Some interviewees considered the phenomenon particularly acute in Hong Kong.

At present, possessing a bachelor degree cannot guarantee you a job. It is not an entry ticket
but you get a chance to line up. The minimum requirement has been upgraded to a master
degree. In the market, it is common to see job advertisements require a master degree. Some
of them even ask for possessing a PhD. … Hong Kong has been transformed into a
knowledge-based society. If you stop learning, you will be left behind. You cannot pick up
with the updated rhythm of life. In Hong Kong, we cannot deny that our life rhythm is
much faster than that of other countries. I think our attitudes towards learning are different
between the people living in other countries. They are more relaxing but we are learning in
a rush so as to get the qualifications. (MBA02)

Career Development for Current Career

Some students considered the qualifications important for helping them advance in
their current jobs or gain recognition in seeking other opportunities in the job
market. It is obvious that the employers in Hong Kong highly value the qualifi-
cations of employees and the reputation of the institutions that the students obtain
them from. Otherwise, the students would not consider the qualifications beneficial
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for having job opportunities and paying attention to ensuring whether the qualifi-
cation is recognized by the government and the employers.

My degree is on Business Administration. Therefore, it makes great sense for me to further
my study by taking MBA. I can try different types of job with an MBA degree. (MBA01)

Skills and Knowledge

Apart from obtaining qualifications to gain recognition from the employers, the
students realized that they should equip themselves with updated adequate
knowledge and master certain skills to become competent members in the profes-
sions. Most part-time TPg students are full-time employees. Both newcomers and
experienced employees in the professions are well aware of the level and kind of
knowledge and techniques that are necessary for them to progress in their current
careers. Therefore, the students hope that the postgraduate learning experience will
benefit their career development in terms of knowledge and capability.

Most PGDE students are new in the profession and do not have any training in
teaching. They hope to acquire subject knowledge as well as learn about teaching
methods and classroom management. They are keen to learn pedagogy and class-
room management skills because new teachers are anxious about the skills of
handling students, maintaining discipline in the classroom, and using effective
methods for teaching.

I expect to learn more about teaching pedagogies and how to handle students effectively.
Basically, I am sure I will learn more about Liberal Studies. In the meantime, I really want
to learn how to tackle different student problems upon different aspects such as psycho-
logically. I dare to learn something that is beyond the teaching content but how to teach.
(LS02)

Keeping Abreast of Developments

Some masters students decided to pursue further study because they have been
working in the same job or vocation for many years. They want to enhance their
knowledge and desire to be refreshed and kept up-to-date with developments in the
subject area. Other students expect to acquire knowledge and skills that are
applicable to their work. Therefore, the relevance to their work and the practical
nature of the programme become important criteria for the students’ decision on
specific programmes.

I need to upgrade and update my IT knowledge. IT is an ever-changing industry or subject
matter. I graduated from [university] more than 10 years ago. At that time, I was learning
the most updated IT knowledge. But what I had learned is outdated now so it is necessary to
keep me refreshing. (IE01)

This programme is about language studies. I am interested in the topics of language in
societies, the methods for helping school students improve their writing skills, new trends
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of curriculum development etc. I expected the programme to benefit my work. I also
wanted to improve my language abilities by attending the programme. Moreover, the
education system in Hong Kong is undergoing the 3-3-4 reform. Instead of seeing it from
the point of view of a school teacher, I wanted to view the change from a different
perspective. (AL01)

Potential Future Career

Some students intend to change their fields of work after completion of the pro-
grammes. They are mature and experienced in work and do not tend to take the risk
of jumping into a brand new area without any understanding of the challenges.
They seek to understand their chosen areas by searching for relevant information
and consulting people in the professions.

I would like to learn more and it will equip me better in terms of changing jobs. In fact, I am
thinking about changing my working field. (IE01)

The PGDE students hope to cover other subjects in teaching in this sense, while the
masters students consider prospects in other areas. The PGDE students believe that
subjects that have been recently developed and are currently popular could open up
more job opportunities for them and broaden their horizon of knowledge.

I do not put History my major this time but Liberal Studies. It seems the prevailing trend is
to enroll to Liberal Studies as a PGDE major. … I would like to broaden my views by
including different perspectives such as the development of IT, environmental issues or
else. That’s why I prefer Liberal Studies to History in this case. (LS03)

Liberal studies is a new subject being introduced at senior secondary level as part of
a major revamp of the Hong Kong education system. The reforms, known as 3-3-4,
see secondary education cut from seven to six years, with an extra year added to
undergraduate degrees. The systemic change is being accompanied by major cur-
riculum development leading to the need for staff development, which has in itself
influenced TPg enrolments.

University Lifestyle

Undergraduates

Universities offer an enjoyable social life as well as providing an education. The
social benefits from becoming a university student and adopting a university life-
style are particularly attractive to those going to university soon after completing
secondary school. This was the case for most of the sample in this study.
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Why did you decide to go to university? I want to play. [Laugh] Studying is different from
working somehow. I heard from senior students that university life is fascinating and
attractive. Inevitably we seem to have to study at university. (BUSS01)

Universities offer a wide range of extra-curricular activities not available to school
students or those who enter the workforce.

Extra-curricular activities. I really enjoy these activities since I was in secondary school.
I believe the activities at university are richer than those in secondary school. (BUSS03)

More student hostels have been provided for universities in Hong Kong in recent
years as the UGC believes that living in a hostel constitutes an important element of
the co-curriculum. For some of the students going to university meant moving out
of the family home to live in a hostel. This meant greater opportunities for a social
life.

Besides, I live in the hostel. Thus, I always meet some students in the hostel when using the
lift. Then we try to talk with each other. Finally we become close friends. The main reason
is that we have got more chances to see each other as […] university is not large. We just
have three canteens here. Thus, it is quite easy to meet your classmates or friends here.
(COMM01)

The opposite end of the university lifestyle continuum has the label costs and
obligations of attending university. These costs were invariably the tuition fees
which had to be paid, which in many cases meant a future loan being paid off.
Obligations to the family were also common. Many of the students had to take
part-time jobs to meet their financial commitments.

[At school] you needed not to bother about the school fees or paying a credit card bill.
However, all these are your own responsibilities now. It is not only that you have
expectations on your own but also for your family members too. I have to pay back the
government loan for my study over these three years. Besides, I have to share the economic
burden of the family. In short, I have to pay back what I have got from my family.
(BUSS01)

The cost of going to university can cause most students to question whether it is
cost-effective to enrol for a degree and must deter some from doing so. Once the
decision has been made and the enrolment fee paid, there is an incentive to study to
make sure the investment does not go to waste.

In terms of money, I pay $42,100. In order to make good use of what I’ve paid, I have to
attend as many lectures as I can, do the best that I can. (CHEM03)

Community College Students

The community college students raised issues about their college lifestyle; in partic-
ularly about their disappointment that the colleges’ facilities were limited compared to
those of the universities. However, they did not seem to have realised this at the time
of enrolment, so this is not pertinent to this chapter, and is dealt with in Chap. 8.
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Taught Postgraduates

The taught postgraduates were all part-time students with work and family com-
mitments. There was no opportunity for them to enjoy the type of university life-
style which typical undergraduates enjoy. The time they spent on-campus was
restricted to time for classes.

The lifestyle facet, therefore, had to be interpreted in terms of the cost end of the
continuum. There was a financial cost as TPg courses are run on a self-financing
basis. There was also a considerable lifestyle cost as they had to balance work,
family and social commitments against study requirements.

Conclusion

The motivational framework utilised in this book was first developed to characterise
and explain motivation for study tasks. In this chapter it has been used to provide an
interpretive framework for a body of data about students’ motivation for choosing
to enrol for a degree and for picking a particular subject. The orientation framework
can, therefore, be seen as comprehensive in nature.

The framework consists of six facets. In this chapter compliance was manifest as
an unquestioning attitude of students in the elite schools that it is normal to proceed
on to university. Presumably, in the lowest band schools, there is the diametrically
opposed unquestioning belief that it is normal not to go to university. While some
students thought little about whether to go to university, for others there was a
strongly expressed personal goal of taking their education as far as they could.

The university lifestyle facet provided a motivation for students to attend uni-
versity through the social life universities offered. The chance to move out of the
family home into a hostel could enhance this expectation. The opposite end of the
continuum featured the fees which had to be paid and the financial obligations
incurred.

The sense of belonging facet encompassed the social influences on potential
students. Family influences occurred when other family members had attended
university. There were also cases of students expressing a determination to go to
university as their parents had not had the chance to do so, which may be a cultural
phenomenon. Students in a school class influenced each other to apply for uni-
versity and to study hard to gain a place. Teachers influenced potential students
both to apply and in the choice of subject.

The career facet had two aspects. It was common to see a degree as a prerequisite
to a reasonable career, though this acted as a positive motivator and could not be
equated to the negative visualisations of extrinsic motivation. Most students were
also guided in their choice of which programme to pick by career prospects and
again this was a positive motivational force.
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The final facet of interest acted in concert with the career aspect as students
expected their degree to lead to a worthwhile career and to interest them too.
Interest was a major factor in choosing their subject. Some students chose their field
because of positive experiences studying it, or a related subject, at school, while
others picked something different as their interest had not been stimulated at school.

The facets in the orientation model have been able to provide an interpretive
framework for the gathered data which shows a good fit. It can therefore be con-
cluded that the motivational framework can be applied to the decision to apply to
university and to choosing a course.

Each student could have been allocated to a position on each of the continua
based on the strength of their commitment to attend university, though the allo-
cation is perhaps not as apparent as it was for motivation to study. That allocation
then serves as the initial motivational status for studying at the start of the degree.
These positions will then shift in response to perceptions of the context and to
personal circumstances.
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Chapter 5
Motivation to Study

This chapter addresses the issue of motivational drives to study and complete a
degree. The organising structure is again based on the motivational facets of the
framework. Under each of these sections there will be a substantial body of illu-
minatory evidence from the three groups of students.

Each facet features a contrast between the undergraduate and community college
samples. The contrast is instructive because it compares the high achieving
undergraduate sample, who have been successful enough to win a place in the elite
UGC-funded universities, with the community college students whose examination
results were generally insufficient to gain a place at university.

The contrast is, therefore, in the main between a highly motivated group and a
less motivated one. A major reason for the good examination results of the
undergraduate sample was their motivation to study at school. This level of moti-
vation then tended to be enhanced by the success of getting a place at university and
the experience of university study. The community college students, by contrast,
could have been less motivated at school. Their confidence and levels of motivation
would have been depressed by the failure to win a university place. Many found the
environment of the community colleges depressed their motivation to study further
still.

Individual Goal Setting

Undergraduates

Individual goal setting was the target each student set for themselves. The goal was
commonly expressed as grades or a GPA score. The targets normally seemed to be
quite realistic. With frequent public examinations in the school system and grading
at the end of each semester at university, the students presumably had a good idea
of what they were capable of achieving. The goal set a balance between how much
work they were prepared to do to achieve the goal and being able to do other things.
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In my first year of study I set a goal and got a very good GPA, about 3.4. I was very happy
as that was what I hadn’t been able to achieve at secondary school. In fact, this is out of
expectation. I didn’t think I could do that. Getting a good GPA made me work harder to
sustain my excellent academic result. However, my classmates told me that was no good.
I put lots of stress on myself, like heavy burdens. I would have to carry them for three years
or even more if I am going to further my study. They taught me how to release the burden.
Studying is not my whole world. (COMM01)

The communication student above had set a high goal initially, but had relaxed this
somewhat as the degree progressed. The social work student quoted below set a
lower goal. This was influenced by fairly negative positions on other continua.

Some of my classmates were very good at their studies, certainly I couldn’t compare with
them but I’m so-so. I knew I could do better but I wasn’t working hard enough therefore
quite so-so. (SW04)

As the goal set was reasonably low, the work commitment was reduced. Those with
higher goals put more effort into their studies.

The problem was once when I was in the hostel, you’re alone feeling bored didn’t want to
study at all, might prefer to ICQ [a form of computer text messaging] with your friends.
Basically time flies rapidly once you are on the internet. And time was being spent like this
day-after-day. (SW04)

An engineering student set lower goals than some of his classmates and therefore
did less work and received lower grades. Comparing himself to others in the class
seemed to be more as a sense of reference than evidence for the existence of
competition.

Most of my classmates are aiming for high grades.… I did not work hard in order to compete
with my classmates for the first two years. I aimed for understanding the course content but
my classmates would dig deep into the issues. Now, I am regretting what I would have done
but I didn’t. It would be better if I have put more effort into my study. … Basically, nobody
wants to be the bottom one or get a third class honours degree. I don’t think I can get a first
class honours as it is too late. I aim at getting an upper-second class honour. (MENG01)

There was little evidence of competition in setting personal goals. Normally the
reference was to get a particular grade or GPA as the individual target, rather than to
trying to do better than others. This goal was normally individual and personal and
was not an expression of competition with other students.

Competition does exist, but underneath the table. I think curiosity is one reason, but mainly
they want to measure the strengths and abilities of others. (CHEM03)

There is an abundant literature from goal theorists, of which a major component has
concentrated upon the classification of goals. The earlier literature contrasted
mastery and performance goals (e.g. Ames 1992), though alternative terms and
variations in definitions are common. The major distinction being that mastery is a
self-referenced goal of achieving competence, whereas performance goals compare
performance with other students. More recent work (e.g. Elliot and McGregor
2001) has added approach and avoidance foci as an additional dimension to the
performance and mastery goals; so forming a four category classification system.
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The undergraduate data showed little evidence of avoidance goals because they
were highly motivated students qualified for entry to the elite university system.
The community college sample did show evidence of students motivated by fear of
failure.

As there was little explicit mention of competition in the interviews, the goals
identified in this study seem more consistent with mastery than performance. They
are not entirely consistent with the way mastery goals are normally described in the
literature, however. The interviewees most commonly expressed their goals in
terms of grades or GPAs. These were essentially norm-referenced at the time,
though the interviewees seemed unaware of this implication.

The original formulations of achievement motivation relied upon Western psy-
chology texts to describe it as an individual competitive drive (Biggs 1987). The
personal goal setting dimension in this context therefore appears to differ from this
traditionally defined individual form of competitive achievement motivation. It is
not clear whether this was a cultural phenomenon and competitive goals might
appear to be more common in other contexts. If this does turn out to be the case, the
motivational orientation framework is still appropriate. It will mean that there may
be some variation in the nature of the personal goal in different contexts or students
may have alternative ways of formulating their goal.

Community College Students

The goals of the community college students were often set lower than under-
graduates. Evidence for this assertion came from the number of community college
students who cited instances when they or their colleagues were distracted from
studying. This had presumably been a long term phenomenon, which could partly
explain why those who had gone on to undergraduate study had performed better in
the school examinations.

Some would be playing computer games; some would be listening paying attention in class;
some would be listening to music; some even played cards; some would be doing their
homework and some copying homework from others. (CCB03)

I think my motivation drops a bit. This is because I am learning something new which I
have to make a start from zero. That is a bit tough for me. Also, I do not adapt to the
distribution of workload. We are free for some time and suddenly a pile of work stacks
up. Perhaps I have not yet adapted to this practice. (CCC04)

There was also evidence of the community college students being less able to stick
to long term goals. The latter part of this section will explain that the long term
goals were the difficult ones of doing well enough academically to gain one of the
limited places for students transferring to university. However, in the short term
many of the students did not have enough commitment to the goal to behave in a
way which gave them any chance of achieving them.
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During the first semester, since we had a lot of spare time, I just let time pass by aimlessly.
Seemed like I didn’t learn anything at all. I did not pay attention in class, if my peers were
playing computer games under the table, I would get affected. (CCB04)

Chapter 3 contains a discussion of the relationship between the individual goal facet
of the motivational orientation framework and goal theory in the literature. The part
of the discussion on avoidance goals and fear of failure is pertinent to the com-
munity college students and is illustrated with quotations from them.

Sense of Belonging

Undergraduates

The inclusion of both the personal goals setting and the sense of belonging
dimensions proved to be a way of resolving the nature of achieving motivation as
individual or social. The personal goal setting dimension is an individual target. The
sense of belonging facet provides a social or communal dimension to motivation.
The two can clearly exist in harmony. Each student has their personal goal. Their
overall motivation can then be boosted if there is a sense of belonging among the
class cohort.

The sense of belonging dimension of motivation was high when students had
developed a high level of coherence within their class cohort. Programmes in Hong
Kong tend to be reasonably tightly structured with a limited range of options, so
that many students spend much of their time as a class group. As the sampling was
of four students for each selected programme, it was possible to get a good picture
of class coherence.

It was clear from the interviews with the four communication students that their
cohort had developed a strong sense of belonging. Each of the four indicated that
they were a very coherent group who motivated each other. If a strong sense of
belonging was developed, motivation took on a social form, rather than being
individual or competitive.

There are more than a hundred students but we still know each other. … We regard our
classmates as a companion instead of as a competitor. … Treating your classmates beside
you as competitors is narrow-minded. I also think that kind of working attitude lacks
synergy. I mean the atmosphere of having no mutual trust. I think the right way is
everybody tries their best to maximize the profit. For example, I am good at studying but
you can present well. Perhaps you can do better and faster and deeper in interviewing the
subjects. We try to help and compensate for each other. (COMM01)

The business student had developed a sufficiently strong sense of belonging to the
class that this had developed into an affinity towards the more abstract concept of
the university (Kember et al. 2001). Even though the university is one of the least
prestigious in Hong Kong, there was still pride in being a student, and eventually
graduate, of it.
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You will regard yourself a member of the university. Thus, you would like to stop causing
any unpleasant feeling on or giving a hard time to [university]. I am proud of my
department and my university. I won’t try to say that I am a BBA graduate by omitting
which university I come from. (BUSS01)

The social work student seemed to have low levels of affiliation with either
classmates or other university students. Her closest friends were from her secondary
school class. This appeared to influence other facets of the framework, so the
student ended up with a low overall level of motivation. The four interviews with
social work students indicated that the class was one of the less coherent ones,
which meant there was little positive effect from the social dimension.

If you are to ask about our major, it is true that we don’t see each other much after lessons
for we only care about doing our own papers. Rarely will we discuss our homework
therefore normally, we will only interact in class and don’t feel much about the existence of
competition between one another.

Over the past two years, I don’t think I have really enjoyed my life at the hostel, I’ve
discovered that actually I enjoyed staying at home and my closest friends, from secondary
are all in [location]. (SW04)

Community College Students

The community college classes also showed considerable variation between classes
and perhaps also more within class variation. There was evidence of motivation
through cooperative spirit.

Though the project work should be done individually, we prefer working together. We will
share and discuss before working alone. We can learn from the ways how the others do the
work. It is nice that all the classmates in my group are willing to share. (CCC02)

There were also classes with a lower sense of belonging. This was mostly attributed
to the competition for places to get into a degree. The poor facilities and lack of
space for meetings at the community colleges were also an influence, hampering the
development of a sense of belonging.

Belonging to a Social Group

With the undergraduate sample, a strong sense of belonging enhanced study. When
there was class coherence the students encouraged each other to study and in some
cases helped each other understand material. Where group projects were set, a great
deal of effort went into them in a coherent class.

In some cases for the community college students there were similar positive
observations. However, there were also cases where group coherence could lead to
de-motivation to study. The strong group spirit was focussed towards socialising
together. The expectations of groups, such as these, was not to study.
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We went out for singing karaoke, watching films and spending two hours for lunch.
Depravation was my life at that time. (CCC01)

The impact of this phenomenon was magnified by the poor campus facilities. The
‘campuses’ of the community colleges consisted of small tower blocks or rented
space in commercial buildings. There was little room available for individual or
communal study. Most were located in busy down-town areas with many
distractions.

We had classes from 9:30-11:30, and then we hadn’t any class till 3 in the afternoon, I don’t
think this is good. Besides having lunch, a lot of us would play computer games, football,
basketball, sing karaoke in between. Rarely would we make use of this spare time to do
revision. Not to mention its location is in [busy urban area], how could anyone study in
such a district like [district]. I think people would choose to window shop more than
studying. (CCB04)

Interest

Undergraduates

The interest facet is reasonably consistent with classic formulations of intrinsic
motivation. It is perhaps somewhat broader as, in professional courses, establishing
the relevance of concepts and theories to the profession was shown to be a powerful
motivating force.

The way the sampling was arranged by programme gave insights into the nature
of teaching and learning within each included programme. The curriculum design
and the way a course was taught seemed to have an impact on the level of interest
shown by students. The communication course was well designed with a stress on
practical applications, which motivated students to spend a lot of time working on
assignments.

For Radio and TV Production course, it is very interesting. You have to go to the 11/F of
the Communication Faculty. It is a studio and it is very cold. You will see a blue back-
ground which is for our future key in background. You will find two anchors sit in front of
the camera. Few students are responsible for the rolling of cameras. Some will do the count
down and some work on panels, audio and video panels. Push the panel to fade in back-
ground. Some will be responsible for the positioning of microphones. At the beginning, you
have to stand there like an audience. “3-2-1” and the anchors welcome everybody. You will
find many interesting scenes. We have two times for rehearsal before the actual filming.
When it is on air, everyone keeps complete silence as we are serious about what we are
doing. This course is interesting and everyone has the chance to try every role by turns.
(COMM01)

By contrast, the social work student found the teaching less stimulating. Human
development, the subject discussed in the quotation below, can be turned into a
fascinating subject, but not in the programme examined. TV production, on the
other hand, can be quite tedious, taking a great deal of time to produce very little
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screenable material, as takes are often shot over and over again. The nature of the
teaching, rather than the subject, affected the level of interest.

I can’t say the subjects aren’t interesting, let’s say for Human Development, actually I find
it quite interesting regarding its various stages from infancy to the elderly but since we have
three months, we may use one lesson for finishing one stage, and it is impossible for us to
finish reading everything at home for we have other subjects to read as well. Some subjects
are interesting but some are boring and there are some that you just don’t know what the
professor is talking about; by the time when you finally understand what s/he is lecturing,
the semester is already over. (SW04)

The interest facet is possibly the one which most clearly shows the contextual
influence upon the motivational orientation. Students’ levels of interest were a
function of curriculum design and the nature of the teaching and learning envi-
ronment. There were high levels of consistency between the comments with respect
to levels of interest between the four interviewees from each programme. This again
shows consistency with social-cognitive theories of motivation (Pintrich and
Schunk 2002).

Community College Students

For the community college students there were many cases of comments coded under
the interest category which were seen as negative impacts on interest. The teachers
often seemed to be trying hard, but the overall curriculum design was problematic.
Students’ interest was often not captured by the broad general education design.

This programme is too broad in some sense. We have to work with a wide range of topics
or aspects. I think it is necessary to narrow the scope into certain specific streams that we
can develop further. (CCC03)

The self-financing nature of the operations impacted on the interest facet because
student-teacher ratio was high. This meant teachers had high contact hours and had
to teach across several subjects. This meant that there was not as much time to
prepare interesting lessons as they might have liked.

Several teachers have to teach for two or three subjects. Frankly, we do not have many
teachers. I think there are 3-4 constant teachers in [branch of college] and they are over-
loaded obviously. (CCC02)

Career

Undergraduates

The career facet differs markedly from extrinsic motivation in that it is a positive
motivational force which can and does co-exist with interest and the two can
mutually reinforce each other. The career facet is more consistent with the learning
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orientations formulated by Beaty et al. (2005). They included a vocational orien-
tation with intrinsic and extrinsic sub-categories. The latter was distinguished by
students aiming to obtain a qualification which would lead to a job. The intrinsic
vocational orientation was defined by students seeking a training which would
equip them well for their future careers. This formulation is more consistent with
the manifestation of career motivation in our interviews.

The business student had considered the range of potential career openings when
selecting a specialisation. The prospect of a well paid career was a positive motivator.

This degree is applicable in a wide range of companies in the sense of their nature. Say, we
are human resources professionals who can work in an accounting firm or in a bank. In fact,
HR [human resources] is applicable everywhere with the existence of people. This is
different from other options such as accounting. Accounting is mainly dominated in
business sectors but you may find that not so useful in social organizations. However, HR
can be applied in large scope under the condition of people working. (BUSS01)

The interaction between the interest and career elements of the framework could be
enhanced by ensuring that the content of courses and the assignments were relevant to
future careers. The communication students were prepared to spend a great deal of time
on an assignment closely related to activities they might perform in a future career.

The most interesting one is the production with an output. I did a television program in my
first year of study. We did that assignment by working days and nights for a whole week.
We stayed at the Communication Faculty during that time for video-editing. We slept and
ate there. That possibly could be the most time-consuming assignment for us. Of course,
our future work cannot be predicted. However, every time we talk about this assignment,
we are happy and remember the performance of other classmates. This is really impressive.
We had had passion to do this assignment although it was time-consuming. We still find
that assignment helpful for our later work at university. (COMM01)

The following series of quotations from the engineering student illustrate the
interaction and mutual reinforcement of the interest and career facets. The student is
motivated by the need for a degree, which leads to better career prospects and also
provides a part-time job. Initial interest in practical subjects is heightened by
establishing relevance in the teaching and setting authentic assignments. The pro-
gramme of study takes advantage of its professional nature to establish a high level
of interest in the contents. At the same time this heightens the level of career
motivation by providing relevant preparation for the future career.

I think that the career path for people with lower qualifications is inferior to those with
higher qualifications. I mean the prospect is not so good. Thus, I decide to go to university
and get my degree in order to make me more competitive.

After taking engineering for some time, I found that I am interested in it. It is really
practical. Then I work hard in my study and continue studying until reaching university
level. It is obvious that I would like to take engineering at university.

Our course includes different components, IT is one of them. I like playing computer such
as webpage production, programming and the like. I have a sense of achievement when I
have finished my task. Moreover, I got a part-time job by making use of this skill. For
mechanical engineering, I loved it since I was a little boy. I tried to create a gun by myself a
long time ago. (MENG01)
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Community College Students

The associate degrees are named and arranged in vocational streams, but the cur-
ricula do not appear to be designed as terminal vocational awards. There is a high
proportion of general education in the curriculum. This reduced the credibility of
the award for career preparation. Rather than seeing the motivating influence of
subjects related to a future career, the students were often de-motivated by the
general education subjects. These tended to be seen as a continuation of what they
had to study at school. If they had not enjoyed or been good at these subjects at
school, having to take them again in post-secondary education was de-motivating.

I think general education courses are also important but I think the proportion of their
credits can be reduced. Taking Chinese, English and Mathematics are important particularly
Chinese, if you don’t have a good Chinese background, you can’t move on to reading elite
materials from the area of Chinese medicine. But I think the number of credits can be
reduced such as from 3 to 2 credits. (CCB05)

The students had picked a vocational stream in terms of an eventual career. But
they did not see their programme as a terminal award. There must be concern at the
failure of associate degrees to be seen as either terminal awards or providing a
suitable grounding to embark on a career. Especially since, in most cases, neither do
they articulate with undergraduate degrees in UGC-funded universities. Even one of
the more vocationally oriented programmes was criticised as not relating closely
enough to future careers and thus not enhancing the career motivation facet. The
community college sample would, therefore, generally have positions on the career
continuum well behind that of the undergraduate sample.

I think those courses learned in the first year were unnecessary. It seems that they are not
that relevant to real estate. I would rather to have more courses directly relating to real
estate. (CCF02)

A vocational college did manage to motivate students by ensuring that the cur-
riculum was highly relevant to the vocational field and by incorporating opportu-
nities for professional practice. This shows that interest can be stimulated through
career relevance. It also suggests that associate degrees offered by the community
colleges might benefit from an enhanced vocational orientation, rather than the
current emphasis on general education.

I had received training in the [café], a subdivision café of [restaurant]. I really learned a lot
from such practice. By now, I make up my mind and I would like to stay and work in this
field. (CCF01)

Frankly, what we learn here is exactly the same as the real practice in the industry like
tourism agencies, restaurants or hotels. For example, we can try the ticket booking system
that is identical to the real one. I am quite surprised by the authenticity of our learning
materials. It is very helpful to get us well prepared to work. I am satisfied with such
arrangements. (CCF01)

Career 71



University Lifestyle

Undergraduates

Most of the undergraduate students go to university straight from school. University
campuses are mostly small in size by Western standards, because of space con-
straints in Hong Kong, but they are well equipped. The range of facilities and
activities available would be a marked contrast to school. University, therefore,
provides an attractive lifestyle to most undergraduate students.

There has recently been investment in student hostels at the universities as the
UGC believes that on-campus life provides an important broadening experience.
Most students should be able to spend a year in a hostel, if they so wish. This
provides an opportunity to participate in hostel activities and have more time for
on-campus activities. It also gives them a chance to get out of the family home. The
opportunity of staying in a hostel, therefore magnifies the attractions of the uni-
versity lifestyle.

Universities offer an enjoyable social life as well as providing an education. The
social benefits from becoming a university student and adopting a university life-
style are particularly attractive to those going to university soon after completing
secondary school. This was the case for most of the sample in this study.

Why did you decide to go to university? I want to play. [Laugh] Studying is different from
working somehow. I heard from senior students that university life is fascinating and
attractive. Inevitably we seem to have to study at university. (BUSS01)

More student hostels have been provided for universities in Hong Kong in recent
years; so for some of the students going to university meant moving out of the
family home to live in a hostel. This meant greater opportunities for a social life.

Besides, I live in the hostel. Thus, I always meet some students in the hostel when using the
lift. Then we try to talk with each other. Finally we become close friends. The main reason is
that we have got more chances to see each other as […] university is not large. We just have
three canteens here. Thus, it is quite easy to meet your classmates or friends here. (COMM01)

The opposite end of the university lifestyle continuum has the label costs and
obligations of attending university. These costs were invariably the tuition fees
which had to be paid, which in many cases meant a future loan being paid off.
Obligations to the family were also common. Several of the students had to take
part-time jobs to meet their financial commitments.

[At school] you needed not to bother about the school fees or paying a credit card bill.
However, all these are your own responsibilities now. It is not only that you have
expectations on your own but also for your family members too. I have to pay back the
government loan for my study over these three years. Besides, I have to share the economic
burden of the family. In short, I have to pay back what I have got from my family.
(BUSS01)

In terms of money, I pay $42,100. In order to make good use of what I’ve paid, I have to
attend as many lectures as I can, do the best that I can. (CHEM03)
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The cost of going to university can cause most students to question whether it is
cost-effective to enrol for a degree and must deter some from doing so. The above
quotations, though, suggest that once the decision has beenmade and the enrolment fee
paid, there is an incentive to study to make sure the investment does not go to waste.

Community College Students

The community colleges have markedly different levels of facilities and opportu-
nities to the universities. Most started out as ventures by the continuing education
providers of the universities. Much of their original teaching space was in rented
commercial buildings, shared with offices and shops. It is also notable that com-
munity colleges do not provide hostel accommodation.

When you visit our bathroom, you can see the toilets being occupied all the time. There are
not enough toilets but we have to share with other tenants. We have hundreds of students.
(CCA01)

We don’t have a large campus like universities. We are being isolated and have to be
self-reliant. For group discussion, we have to do it outside such as getting a place in the
food court of [shopping mall]. (CCA01)

Most now have their own premises, but these are within a single tower block, often
with a relatively small floor area. All campus facilities are, then, within the one
tower block. Rather than providing an incentive to be a student, there are com-
plaints in the lifestyle category. In terms of the orientation framework, the position
on the lifestyle facet would be more towards the negative end of the lifestyle
continuum than for the undergraduates.

If possible, please move to another location. We need more space so that we can have a
bigger common room. It is overcrowded all the time. Besides, I think it is inappropriate to
have a school at the current location. We have insufficient resources such as books. I don’t
think it is possible for us to go to the [university] to borrow books. It’s difficult. The nearest
public library at [location] is small. Moreover, it is necessary to employ more teaching staff.
We have few teaching staff. (CCA02)

We had a very small campus, I tried to find a place to sit and read but I couldn’t. I checked
on every flight but could find none because all seats were occupied. (CCB01)

Compliance

Compliance is an unquestioning attitude of doing whatever tasks and assignments
are set up to a threshold. Each student will have a threshold at which complaints
start and questions are asked about whether the assignment can be completed. The
threshold is influenced by the context of the programme and is reflected by a
position on the continuum.
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Compliance is also influenced by the long-term levels of the other facets. The
motivational orientation framework is a dynamic model in which levels of each
facet of motivation change according to the context and personal circumstances. For
most students, though, these changes operate over a reasonably lengthy timeframe.
Personal goals might change somewhat each semester when grades are announced.
Levels of interest might also operate on a semester timetable and vary with the units
selected or the quality of instructors. Study, though, is a daily task. It is the com-
pliance facet which operates on a daily basis, but the level of that compliance is
dependent on all the other facets.

Undergraduates

The students in this sample were full-time undergraduates in an elite university
system; so the threshold tended to be quite high.

In one of the cases, an engineering student reported a heavy workload. Even
though the workload was heavy and oppressive, the work was completed and
handed in. In the final year working through the night was common, in spite of the
student having lower personal goals than most of the selected cases. The long hours
of work seemed to be accepted as a necessary fact of life.

The workload is heavy. We always have to give presentations for the group project on
business. Lots of time for preparation is necessary. We have to do more research in order to
enrich our presentation. I have never worked overnight in the first two years but it is
frequent for me not to sleep but work in the final year. It happens almost once a week.
(MENG01)

The high level of compliance in secondary school is not surprising in view of the
pressure on students in Hong Kong from teachers, parents and fellow students to
complete homework and perform well. Progression to senior years of secondary
school and to university is confined to an elite; so there is considerable pressure to
do well in examinations to proceed to the next level. The quotation below is a quite
typical example of the type of pressure parents can place on their children. Is it any
wonder that studying for assignments, tests and examinations takes place without
question? It was noticeable though that for some students, like the social work
student quoted above, the threshold had slipped significantly between secondary
school and university, reflecting the different contexts.

They would force me to study; beginning from primary, they would force me and watch
over me just to make sure that I had finished doing all my studies. They would give small
gifts to me for achieving good results, therefore my results were good in the past at primary.
At primary, I wasn’t allowed to go out to play; I had a structured timetable for watching TV
just for a few hours; had to revise homework every morning therefore I did not have any
interests. I did not even have an interest in playing computer games and since I did not have
any interests, all I could do was to study. This was how they had nurtured my study habit
and such habit progressed forward to secondary, all I did was to study non-stop. (CHEM03)
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Community College Students

In most cases the compliance threshold was somewhat lower than that for the
undergraduate students. Evidence was from the number of comments indicating that
work had not been done. This was presumably a factor affecting the better per-
formance of the undergraduates, which enabled them to gain a place in a
UGC-funded university.

It is hard to extract your time and mind from work to study. How can you spend your time
reading books after working for a whole day? By now, I won’t do that even if I am a
full-time student. I am rarely engrossed in reading books and studying. I will be motivated
to work harder if there exam draws near or I have to hand in assignments. (CCD01)

There is no doubt that if those who chose not to continue with study were examined
there would be lower thresholds still. Hong Kong schools are banded by ability.
There is evidence that those in the lowest band schools become conditioned to
educational failure (Watkins and Biggs 1996). In terms of the framework, this could
be interpreted as a form of compliance consistent with poor performance or failing
to complete academic tasks.

In other contexts negative forms of compliance must be common. There is often
a tendency for those from lower socio-economic backgrounds or relatively deprived
regions to be markedly under-represented in higher education. Leathwood (2006)
and Nowotny (1995) believed that the move to mass higher education in the West
has been successful in reducing or removing gender inequality, but has had less
impact on socio-economic inequalities, with the children of working-class families
still being under-represented. These socio-economic inequalities can be interpreted
as a form of compliance in that there is an unquestioned tradition of not striving to
succeed at school or proceeding to higher education.

It is likely that this negative form of compliance is less common in
Confucian-heritage societies as there is a tradition of one generation making
financial sacrifices for the educational benefit of the next (Kember and Watkins
2010). As a result the socio-economic distributions of higher education students can
be different to those in the West and first generation university students are rela-
tively common. The fact that parents or other family members had not had a
university education can actually be a form of positive motivation to enter higher
education (see Chaps. 4 and 9).

Conclusion

The chapter has considered the facets of the motivational orientation framework in
turn. For each facet there have been typical quotations from the undergraduate and
community college students. In general, the undergraduate students displayed
higher levels of motivation on each facet than the community college students.
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These higher levels of motivation could be represented on the framework by
positions on the continua closer to the positive ends.

Note, however, that the levels of motivation of the undergraduate students are
not consistently high. There are several quotations in the chapter from a social work
student (SW04) who admits to not being as motivated as she was at school and not
enjoying hostel life. The other three social work students who were interviewed also
displayed levels of motivation which were generally lower than those in the other
courses.

It is also instructive to compare quotations from the community college students
between the previous chapter and this one. The quotations in the previous chapter
were all taken from the initial interviews. In spite of them not doing well enough in
their examinations to obtain a place in the UGC-funded universities, they were
sufficiently motivated to continue into higher education that they committed
themselves to further study in the community college sector.

All but two of the quotations from the community college students in this
chapter were taken from the final interviews. They show that initial positions on
each facet of the motivational orientation framework had tended to shift towards
negative ends of the spectra. This illustrates well the dynamic and contextual nature
of the framework.

The contextual or relational influences which cause these shifts in motivation
will be examined in the following three chapters. Chapter 6 presents a multi-faceted
model of a teaching and learning environment, each element of which can influence
levels of motivation. Chapter 7 looks at curriculum-level contextual influences.
Chapter 8 adopts a system-level perspective. It contrasts the established elite
UGC-funded university system with the newly emerged community college sector.
In doing so, it examines system-level influences on motivation as higher education
transitions from educating an elite to mass education status.
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Chapter 6
Motivating Students through Teaching
and Learning

Responsibility for Motivating Learning

To those with a learning or quality enhancement role in universities, discussions
with teaching staff frequently refer to the motivation of students. This can take
several lines. One which is all too common is in the form of complaints that
students are not motivated to learn. Maclellan (2005) observes that it is a common
belief among academics that motivation is something which students do or do not
possess.

Variants upon this are statements that students are no longer as motivated as they
used to be. The comparison is often with times when entry to university was
relatively elitist. Those who subscribe to this viewpoint believe that the more
diverse student body brought about by mass higher education are less motivated
than those who won places at the time of elite entry. Those who make comparisons
over time often cite contributing factors, such as a tendency towards consumerism
or the need to work part-time to afford the fees students now have to pay.

Such complaints imply that motivation is a function of the student’s personality
and/or background and not something which can be influenced by the curriculum
design or the nature of the teaching and learning environment. It displays an attitude
which Biggs (1989) calls ‘blame the student’.

Others accept that student motivation could possibly be influenced by the nature
of the curriculum and teaching, but are dissatisfied with their own efforts in this
respect. These are the staff who find it hard to motivate student learning and seek
advice from educational developers. They seek practical advice on how curricula
and teaching can best be configured to motivate students’ learning or why their own
teaching does not seem to motivate students to the extent they would like.
Alternatively they want to know what the higher education literature has to say
about what motivates students to choose to enrol at university and what motivating
their learning.
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Motivational Teaching and Learning Environment
Framework

The interviews with the three groups of students resulted in a large body of data in
which the students reported their perceptions of the types of courses and teaching
and learning which motivated them to study. In this chapter, this database is
analysed to produce a set of themes, which can be used to characterise a teaching
and learning environment conducive to motivating students to study.

Analysis of the transcripts by main themes reported as being conducive to
motivating student learning resulted in eight main categories or themes. In each
case there was a corresponding de-motivating element. The complementarily
between motivating and de-motivating facets of a teaching and learning environ-
ment is seen as providing a degree of validating support for the analysis.

The eight themes are presented as a motivational teaching and learning envi-
ronment framework. Each of the themes is represented by a continuum or spectrum
with a positive motivating end and a negative de-motivating end. Each continuum
constitutes a part of a teaching and learning environment. The facets of the envi-
ronment interact, which is represented by the double-headed vertical arrows
(Fig. 6.1).

Teaching and Learning Environment

Taken together the eight themes of motivating elements can be seen as character-
ising a teaching and learning environment conducive to motivating student learn-
ing. It appeared necessary to pay attention to all eight elements, to provide a
teaching and learning environment conducive to motivating students. The eight
elements are listed below.

• Establishing interest
• Allowing choice of courses so that interests can be followed
• Establishing relevance
• Learning activities
• Teaching for understanding
• Assessment of learning activities
• Close teacher–student relationships
• Sense of belonging between classmates.

The following sections will deal with the facets of the teaching and learning
environment. Each will be illustrated by typical quotations derived from the three
studies.

Most of the quotations in this chapter are from the undergraduate students. The
analysis of parts of interviews with them about classroom teaching and learning was
sufficient to derive the teaching and learning environment framework and numerous
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typical quotations to substantiate and illustrate it. Analysis of the data from the
interviews with the community college and TPg students added little extra infor-
mation about motivation through classroom teaching. There were though insights
into the motivational influence of curricula, which is the topic of the next chapter.
The interviews with the community college students revealed issues relating to both
curricula and systemic issues which are dealt with in Chap 8.

Two cases from the undergraduate students are used to illustrate the supportive
conditions for motivating student learning: one student from the business discipline,
studying in the former liberal arts college, and a student from chemistry in the
research intensive university. Quotations from the business student are indicated by
(BUSS01), while those from the chemistry student by (CHEM03). Reporting the

Didactic teaching

Course content which requires 
rote learning

Teaching for understanding

Distance between classmates Sense of belonging between classmates

Examinations requiring 
memorization

Assessment of learning 
activities

Teachers not relating to 
students

Close teacher–student 
relationships

Learning activities

Teaching abstract theory Establishing relevance

Allowing choice of courses so 
that interests can be followed

Restricting course choice so that 
students cannot pick courses which 
interest them

Boring courses Establishing interest

Demotivating element Motivating element

Fig. 6.1 Motivational teaching and learning environment framework
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two cases in detail, rather than drawing upon quotations from all interviews, seems
to provide a more comprehensive picture of an environment and show better how
the elements worked together to make a whole. The interviews with the other three
students in the two selected programmes were used to verify the substance of the
comments included as quotations. There was, in fact, a high level of consistency
between the main themes emerging from the four interview transcripts for each of
the two programmes.

Establishing Interest

One of the themes which came through strongly in terms of motivation was interest.
Of the 36 undergraduate interviewees, 28 mentioned interest as an element in their
motivation.

Interest is most important. If you are not interested in chemistry, doing labs will be very
toilful for you. (CHEM03)

The level of interest seemed to be partially an expression of individual preferences.
There were individual differences between students, expressed as preferences for
different types of subject. What they had taken at secondary school had been
influenced by these preferences. Their reaction to studying the subject at school
influenced their choice of degrees to apply for admission to. The chemistry student
was one of a minority who expressed an interest in the same subject studied at
school, mainly because of the experimental nature.

Actually chemistry requires hard memorization too, before HKCEE, I disliked chemistry.
To me, it was in between physics and biology, I often felt that biology required plain rote
learning; physics involved a lot of calculations whereas chemistry was like a mixture of the
above two, requiring one to rote learn and to calculate as well. Actually I disliked chem-
istry, but when I reached Form 6, doing experiments was fun. (CHEM03)

The other aspect of the level of interest was that it was partly a function of the
nature of the teaching and learning environment. Whether or not students were
interested in a subject was dependent upon the curriculum design, the nature of
teaching and the way in which content was taught. For the chemistry student
interest was developed through the experiments. Though, to have this effect the
experiments must have been reasonably well designed. Experiments per se were not
motivating, as students in other programmes found them tedious.

In labs, I’m able to see changes and I know what I’m doing. During lectures, I’m able to
recall what I have done in my experiment, better memorization so-to-speak. In addition, the
ability to do well in my study has also increased my interest. Even though I do not achieve
good results every time but it is fun to conduct experiments in organic chemistry. Even
though I may have to work for a few hours, quite tiring but I’m able to understand and learn
a lot from it. (CHEM03)
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Another important factor in establishing interest was related to the degree of relevance
discussed in more detail below. A common complaint was excessive teaching of
abstract theory. Students found it more interesting if the application of the theory could
be shown. One of the other chemistry interviewees found that the most interesting
teaching was that which related chemistry to everyday life.

Boring Courses

The negative end of the interest continuum is labelled ‘boring courses’. One of the
main factors in choosing a degree is the interest in subjects at school. All too many
of our interviewees chose to avoid subjects they had studied at school as they had
not found them interesting and did not want to continue studying the same subjects
at university.

I was an arts student. I studied Chinese history and Computing. There is no subject related to
management. We always need to recite lots of things. We had to write an essay of more than
thousand words in order to respond to one sentence only. We acted like a typewriter and wrote
down everything we had recited in the exam. I didn’t take Chinese History or Literature. I am not
interested in these subjects. I took these subjects for HKAL as I have got no choice. I love to deal
with different kinds of people. I am not interested in pure subjects such as Literature. (BUSS01)

Interest was clearly not entirely a function of individual preferences. What was
taught and how it was taught clearly had a major impact on students’ level of
interest in a course. One factor which decreased interest was if material appeared
redundant in nature. This could happen if there was inadequate coherence between
the contents of courses resulting in repetition.

The materials are very similar for management except for few slightly changes. Then we
got to do a project. To be frank, my attitude is not that good on some occasions. I just want
to get it done! Looking back, the materials were interesting to me at the beginning as they
were new to me. While learning similar things for some time, I found it a bit boring and my
motivation is diminishing. The main reason for that is I found the subjects boring. (HTM01)

Establishing Relevance

If teachers wish to motivate their students’ learning they need to find ways to show
the relevance of topics included in their courses. If relevance was established
students took an interest in the topic. Establishing relevance and stimulating
intrinsic interest seemed to be intimately related.

Establishing relevance was related to creating interest, in that demonstrating
relevance was a prime way to promote interest. Relevance could be shown by
giving an application of a theory. The relevance of material could be shown by
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relating it to local applications, real life examples or everyday application or to
current topics (Kember and McNaught 2007).

Relevance to Local Issues

Textbooks normally come from the USA or the UK. Any examples in them are
normally of the country in which they were written. It must seem to Hong Kong
students that both theory and applications come from Western countries. It is
therefore a good way to establish relevance by showing that theory applies to local
issues.

Maybe it is good to open some new programmes especially related to Asian cities. For
example, casinos are famous in Macau but we don’t have any courses about it. I think that
is better to include some elements peculiar to Asian cities. (HTM01)

Relevance to Everyday Applications

Another way of establishing the relevance of topics was to relate them to appli-
cations in everyday life. The chemistry student quoted below wanted to know how
chemicals and chemical reactions were used in daily life.

I think it is important to relate chemistry to daily life and that it has to be applicable to our
daily life. (CHEM03)

Occupational therapists spend their working time designing treatment plans.
A course which focussed on cases taken from everyday working experience would
therefore seem relevant to students.

Comparatively, we had more group work in the second semester. We had had some cases,
case illustration. Based on the information provided, we had to design the treatment plan.
We analysed a case by referring to the performance components. (OT01)

The case below is a negative example of how mathematics can seem to be a
theoretical rather than a practical subject if relevance is not established. Unless
practical applications are explained mathematics becomes an exercise in learning
procedures for performing seemingly pointless calculations. Some readers may
know that logarithms and tangents do have practical applications, but they had not
been illustrated to the student quoted below.

Learning is definitely not how many theories that you can memorize. The most important is
applying what you have learned in your daily life. In secondary school, we learned
something called log and tangent in maths. At the time we were learning that we were able
to do the calculations. However, I am sure most of the students who do not pursue their
study in maths will soon forget that. We are unable to put them into a real life context.
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Perhaps we have to learn these things in order to fulfil the requirement of the syllabus.
I wonder how important they are to me now. (BUSS01)

Relevance to Current Topics

The quotation below makes an interesting contrast to the one above by describing
an imaginative application of theory in mathematics. Relevance is heightened
because the incidence of people being overweight has recently become a serious
concern in Hong Kong as many have turned from traditional Asian diets to Western
fast food.

I have never thought that maths is applied in so many different areas. For example, we did a
statistics project which measured different body parts in order to find out the fat ratio. I was
happy to see that work out successfully. It really works! This saves our time in shortening
the complex fat measuring procedures. We have set up our own formula which we proved.
(MATHS02)

It should be noted that the ways of showing relevance are consistent with the
findings from the interviews with award-winning teachers involved (Kember and
McNaught 2007, p. 38). The book derived a set of ten principles of good teaching,
of which the relevant principle here is:

Establish the relevance of what is taught by:

• using real-life examples,
• drawing cases from current issues,
• giving local examples, and
• relating theory to practice.

De-Motivating Effect of Abstract Theory

The antithesis of establishing relevance is teaching abstract theory. One of the most
common reasons given for lack of motivation was if teaching was purely abstract or
confined to theory.

I dislike inorganic chemistry for it is too abstract. (CHEM04)

As NVivo software was used to record the coding categories, it was possible to
examine the incidence of particular themes. Comments about abstract theory were
made by 21 out of 36 undergraduate interviewees. This figure is interpreted as a
high incidence in itself, but is very likely to be an underestimate. The coding of the
transcripts was undertaken as a search for common and significant themes. Sections
of the transcripts were, therefore, not coded and would not have shown up in the
search. It is also possible that interviewees held similar views on this topic, but did
not mention them in the interview. The interview schedule was kept open to avoid
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leading interviewees towards particular positions. The consequence of this safe-
guard is that topics may not be raised.

At the moment, I am learning some theories which are not that practical. (COMM02)

It was not just that the abstract theory aroused little interest, it was also hard to
understand in many cases. Without seeing an application which put the theory in
context it became hard to grasp the meaning. It was also more difficult to frame
suitable questions to advance understanding.

If the content is abstract or difficult, we may not be able to understand and we all just sit
there. We may not be able to ask questions as we are not sure about what we got. We
hesitate as we are afraid of asking inappropriate questions (COMM03).

There is obviously a logic for including theory within a university course. Theory is
the foundation on which applied knowledge is constructed. It is therefore important
to have a thorough understanding of conceptual theories. The problems arise if
courses are largely restricted to theory and students fail to see the relevance of it. In
which case the students see the material as abstract theory which they have to learn
for no obvious reason.

Sometimes, students are reluctant to attend classes with lots of theories taught. (COMM04)

The issue can seem particularly troublesome if the programme is a professional or
applied one. Students tend to enrol in such programmes because they wish to learn
the applied skills they will need for their intended career. If instead they are taught
abstract theory and its application is not explained to them, they can become
demotivated.

After taking this course for about three years, I find my current options are more theoretical
based. … We are confused as we have to learn lots of theories for a communication
programme. (COMM04)

Applying Theory

Being given the chance to apply theory gives students a chance to see whether they
understand it. Application also demonstrates how the theory is relevant.

For example, finance management involves lots of content related to accounting; like
balance sheet or cash flow. After having the lecture, we have to do some practical exercises.
If we are unable to work it out, we can raise questions. I think I can learn from this practical
way of teaching. (HTM03)

The above example is of a small scale application in the form of an exercise or
problem. The quotation below illustrates a larger scale application in which a body
of theory is applied to the type of activity which professionals in the field would
engage in.
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We learn lots of marketing theories, and then we have to base on these theories to … How
can I explain this? Building up on the top of these theories, we are able to create our views.
For example, we are told to run a business through application of the theories. In between,
we are allowed room for creativity in doing this particular project. I quite like that.
(HTM04)

Learning Activities

Motivation also came through being involved in learning activities. Looking across
the whole set of interviews, a wide range of types of active learning was mentioned.
A distinction came out clearly. Students commonly contrasted sitting passively in
lectures, which was generally uninspiring, to being engaged in learning activities.
These ranged in the degree of motivation they afforded, but purely didactic courses
should clearly be eschewed.

For the business programme, it was common for students to work in groups
doing projects or giving presentations. The following quotation from the business
student describes his best experience of doing group work. He enjoyed the project
in which he was required to work in a group of students majoring in different
professional studies. He anticipated that such experiences would be useful for future
work, since most businesses function as multi-disciplinary teams.

The subject is called Strategic Management. We form a group with students from different
professional studies. Everybody has to contribute what they have got from their profes-
sional studies. This is really necessary for us to work in groups. I think this is common for
us to work in a similar way in the future. I really appreciate such kinds of group work.
(BUSS01)

There was a relationship to the previous facet of relevance. The group project was
seen as highly relevant to future career needs, so was highly motivating. In the
beginning, though, the business student was not motivated by his individual
research project. He regarded the work as meaningless until he talked with his
supervisor, who clarified the purpose of the activity.

To be frank, I don’t think it is possible for us to really conduct research individually. What
we are doing now is copying from different sources. It is uneasy for us to do a creative or
innovative research project. I can’t deny that our research is not up to standard. However,
my supervisor told me that is a chance for me to practice and learn what research is. This is
a trial only. When I view from his perspective, I find it meaningful and useful for me. At
least, I have learned how to read journal articles, theses and develop an interest. (BUSS01)

Perceived relevance also influenced the chemistry student’s perception of the
motivating influence of types of activities. The interest in experimental work has
already become clear. On the other hand a non-experimental project was not seen as
authentic and thus became a task to be completed.

We have done one project and that was… like researching on cosmetics to see their
chemical content. We strolled through supermarkets, took some photos but it was
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impossible for us to take home samples and analyse them. We were like ‘discussing war
tactics on paper’, since we couldn’t do much, all we did was to copy what’s written at the
back regarding their chemical components, find some books, draw out their structure.
(CHEM03)

Didactic Teaching

The de-motivating end of the action learning spectrum is didactic teaching. It is a
type of teaching which did not normally inspire students but unfortunately seemed
to be the prevalent style for those interviewed. As Lammers and Murphy (2002)
found that the lecture is the most common form of teaching in higher education.

One of our professors who is old uses the traditional teaching method. He talks and writes
at the same time. There is no eye contact between him and us. As a result, we raise our
hands when we don’t understand but he can’t see. He is not responding to us. Consequently
fewer students dare to attend such classes. (MATH03)

There are those who believe that Hong Kong students prefer didactic teaching.
However, the evidence is that any who display a preference for passive learning
have become conditioned by a long history of exposure to didactic teaching
(Kember and Gow 1991). There can be some initial resistance to more interactive
forms of teaching and learning, but once they have become used to more innovative
forms of teaching, there is normally a preference for them (Kember 2000; Kember
et al. 2001).

I think the main difference is on the ways of teaching. I am not sure the professors are
making our lives easy or for other reasons, the current teaching methods are quite like what
we did at secondary school, spoon-fed education. We are given lots of materials. Actually, I
expected that university students should be active in their learning such as searching
information. What we got from lectures should be something general. Then students needed
to think a lot based on the principles or theories. Now, I find my professors are teaching
details. It seems a bit exam-oriented to me. (MATH03)

A rationale teachers commonly give for favouring didactic over interactive teaching
is that they have insufficient time for the latter if they are to cover everything in the
curriculum. The result of having an over-packed curriculum is that teaching staff are
forced to spoon-feed students. What many do not realise, though, is that covering
content does not equate to students learning the material.

I believe that the course is tightly packed. As a result, the professors need to teach quickly
so as to catch up with the schedule. (MATH03)

Students are less likely to ask questions in classes with didactic teaching. Student–
teacher interaction is, therefore inhibited. This also has the unfortunate effect of
undermining teacher–student relationships, which are another facet of the teaching
and learning environment important to motivation.
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It is not that appropriate to raise out my questions in class. We can’t finish the class on time
if I do so. In short, I am afraid that this will slow down the teaching and learning pace.
(HTM04)

Teaching for Understanding

The chemistry student rated lecturers in terms of their ability to help students
understand the constructs they were trying to teach. The worst were those who
could not be understood at all.

And there are some whom we just can’t follow their path of thinking, have no clue as of
how we can get about studying the course, I am not used to such teaching at all. (CHEM03)

Others gave a mass of materials and left students to work out what were the key
constructs.

Some would lecture almost everything to us, told us to study their notes. (CHEM03)

Better teachers provided a road map. This helped in seeing how material fitted
together. These better teachers identified the key concepts.

Some were like secondary teachers and they would give me a sense of security for they
could provide a clear direction for us, would direct certain parts for us to study. (CHEM03)

Still other teachers restricted their lecturing. They recognised the principle of
learning through doing. A more thorough understanding can come through a degree
of self-direction in learning.

Some like to give minor lectures, wanting us to search things on our own, do things on our
own, think on our own. (CHEM03)

An aid to understanding was the degree of coordination between lectures and
laboratories. The curriculum seemed to have been well enough designed that the
laboratory experiments could help understanding of the material introduced in the
lectures.

In addition, we have to do experiments for organic and inorganic chemistry, quite
impressive to me, helpful in terms of my understanding of lectures. (CHEM03)

The students in the business degree also thought that promoting understanding was
a hallmark of a good teacher. It was linked to showing relevance also.

Some professors are very skilful in inspiring students with controversial issues or they can
explain clearly that enables you to understand the whole mechanism. (BUSS01)

The concept of teaching for understanding can be seen as related to encouraging
students to employ a deep approach to learning. There is an extensive literature on
contextual influences upon approaches to learning (e.g. Marton et al. 2005; Prosser
and Trigwell 1999; Richardson 2000). Such that aligning curricula to produce
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teaching and learning environments conducive to a deep approach has become a
prominent approach to educational development and quality assurance (e.g. Biggs
and Tang 2007; Ramsden 1992).

Course Content Which Requires Rote Learning

Rote learning is a very tedious form of learning and can be daunting when the
volume of material which needs to be memorised is as substantial as the contents of
most university courses. If the curriculum design of courses and the assessment
regime encourages or demands rote learning, students can find this demoralising.

Even at university, rote learning is required, a necessity. In the past, all you needed was to
rote learn, that’s all but as you progressed upward, the ratio for understanding might make
up a heavier portion but rote learning … allow me to use the term to memorize rather than
rote learning, memorization is necessary. At least you need to have a foundation, if you fail
to have any foundation, it is difficult for you to learn. (PHAR04)

As they have often become conditioned to remembering model answers at school,
there can be some initial resistance to forms of student-centred learning (McKay
and Kember 1997). However, if change is progressive and support is provided most
students soon adapt. They come to realise that taking responsibility for their own
learning is both more stimulating and results in more meaningful outcomes
(Kember et al. 2001).

I don’t think the role of the university is to simply requiring us to find knowledge on our
own. I think it should also deepen our knowledge through analytical thinking and to
encourage us to obtain critical thinking as well. But according to our lessons, I don’t think I
have learnt much of these skills. I often have the feeling that it was just like studying at
secondary. Right now, everything is being organized by our lecturers, students lack the
motivation to do things with initiative. Actually we are still very much protected by the
[university] environment. (SW04)

Assessment of Learning Activities

Students are assessment driven (Biggs and Tang 2007; Kember and McNaught
2007). Students concentrate their time and attention on what they perceive will
result in marks for them. It is, therefore, important that the assessment is consistent
with the other motivating facets. This means that the assessment needed to test
understanding, award marks to learning activities and test the application of theory
to relevant practical applications.

If there was a common concern, it was that there was too much emphasis on tests
and examinations which tested recall rather than understanding. As many students
have recognised, poorly designed examinations can reduce incentives to
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concentrate on understanding material. Instead the concentration is upon remem-
bering what is likely to be in the test paper.

Exam is testing students’ learning. If there is over-emphasis on exams, students tend to
recite and memorize useful bits in order to fit in the exam requirements. I think that an exam
may not be able to show the actual gain and capability of students in different subjects.
(BUSS01)

Another concern on assessment was expressed by the chemistry student. He
showed his concern that assessment with a heavy weighting on examinations did
not provide feedback. Examinations were at the end; so did not provide feedback
during the course. It also seemed common not to return marked papers; so the only
feedback was a mark, which did not reveal strengths and weaknesses. Without
knowing how well they performed on particular questions, students cannot find
how to make improvements. This concern was not unique to the chemistry student,
as a total of seven students commented upon receiving insufficient feedback.

For exams, we don’t get to see our results. But things do happen like we are both answering
the same amount of things, how come your grade gets to be higher than mine. (CHEM03)

Examinations Requiring Memorization

Students in Hong Kong tend to be particularly assessment driven because of the
importance of the public examinations in ensuring their successful progression from
kindergarten to university. If the students believe that they need to be able to recall
material to obtain a good mark in the examination they will devote their attention to
memorising material. As this is a far from inspiring way of studying they will
become de-motivated.

I feeling a bit restricted in exams. We are restricted to do some set tasks. All in all, I hate
reciting materials. For the exam, we have to recite relevant stuff in order to get marks.
Perhaps you may have different view points. If you cannot quote the relevant citations, you
are unable to get any marks. (COMM04)

Most of the programmes in which the interviewees were enrolled had a substantial
part of the assessment dedicated to examinations. It is possible to set examinations
which do not demand recall, but many of the teachers of these programmes did not
seem to have mastered the ability of doing so.

I think it is good to cancel the exam. Mostly, the exam questions are asking us to recite the
contents and reproduce them once again. I think there is more room for students to learn in
giving presentations and doing projects. (COMM04)
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Close Teacher–Student Relationships

Generally, three important aspects for the establishment of close teacher–student
relationships could be identified from the interviews. They were availability,
friendliness and helpfulness. Teachers possessing these three qualities were more
successful in establishing close and helpful relationships with students.

Unless the teachers showed that they were approachable, students were reluctant
to ask for help with material or tasks they found difficult. Therefore, close teacher–
student relationships had a positive influence on the motivation of students in their
learning. Teacher–student relationships for the business student were quite good.
The business student was willing to contact most of his teachers by going to their
offices or sending them emails when he was in need of help.

I don’t find any problems communicating with my professors. We always chat and I am
willing to express my view. (BUSS01)

Again there was a range, this time in the degree of approachability. Those who
showed themselves to be approachable and available were the ones students
contacted.

Some professors are more willing to contact us. … We tend to contact or stay with those
friendly professors. … If the professors are mean and serious, we dare not to go their office
for a casual talk. Some professors are always out of office. That’s a bit difficult to find them.
(BUSS01)

The chemistry student also observed a range in the degree of approachability of his
teachers. On average, though, the chemistry teachers were less approachable than
the business teachers.

In fact, most of them are nice, but I don’t think a lot of us will ask them for help. If s/he is
not in a very bad mood, s/he is willing to answer our questions. … Some professors are just
like my boss, like they are in a bad mood. … I don’t think that would ever happen at
secondary school. … Our professors are more like weather, forever changing, this is what
we think. (CHEM03)

Teachers not Relating to Students

There was evidence of good teachers relating well to students and, therefore,
facilitating and motivating their learning. However, teachers who did not make
efforts to relate to their students did not help the motivation of their students. The
first necessity was to make available time for contact with students. A relationship
cannot develop if there is no time in contact.

In fact, I am not familiar with the teaching staff as they are very busy. Sometimes, we are
unable to reach them. (BUSS04)
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The next level was to develop a rapport with students. Unless students feel com-
fortable relating with and talking to their teachers, they will not approach them to
discuss concepts they have not understood. This leads to frustration and decreased
motivation.

Some professors were very talented, felt that all students could follow with what they were
saying; whereas some professors failed to know what we didn’t know and why we failed to
understand; couldn’t communicate with them. (CHEM04)

The final aspect is the need for teachers to be willing to try to behave in a way
towards their students that they can facilitate their learning. This implies making
students feel comfortable to approach them when they have problems. It also
implies that they have developed skills in interaction and question and answer
techniques; so that they can lead students towards finding their own solutions to
problems, rather than feeding them answers to problems all the time.

I think intellectuals are like that, if you fail to think of any problems, they would regard you
as a poor student, that is, they would like you to inspire them in some ways, but we are the
ones who needed to be inspired by them. That is, when we knock on their doors for
questions, they would throw back a few questions for us to think, if we can’t think of
anything, they would just request us to go home and think on our own. Afterwards, if we
still can’t think of the answers, they would begin by saying that we’re stupid, would tell us
the answers by scolding us first. Such situation would keep on re-cycling and re-cycling
again-and-again. It isn’t the matter whether they are easy to be found or not, it is the issue as
of whether you would like to be beaten up by them. I often feel that when I look for them
for help, they would show their faces, quite a torture having to look at their faces. I don’t
mind them scolding me, it is right for me to be stupid since I can’t be as smart as they are,
but I prefer to have some words of encouragement from them. (CHEM03)

Sense of Belonging Between Classmates

Sense of belonging was more likely to develop if students keep together as a class
cohort for a substantial part of their degree. This was quite common in the sample
of programmes, as it is common in Hong Kong for students to enter specified major
streams with a restricted range of options.

This facet could then be in tension with stimulating interest through offering a
free and wide range of choice of courses. The wider the choice, the less students
stay together as a cohort, minimising the chance of class coherence developing. As
with many issues in curriculum design, it is necessary to find an intelligent point of
balance between conflicting demands.

The business cohort had established a sense of belonging between classmates.
The business student believed this resulted from the small size of the class. This is
certainly a helpful factor, but is not the only important variable, as other small class
groups did not have such good relationships among the students.

The class size of my option is not large. There are about 40 students only. As a result, we
have quite a close relationship. (BUSS01)
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A sense of belonging also develops through a class being assigned group activities.
These promote relationships among the cohort (Yan and Kember 2003, 2004a, b)

A relationship is built up through cooperation rather than having classes together. For
example, we have to overcome a common problem which in return ends up with a
friendship at last. (BUSS01)

Distance Between Classmates

Since the sampling was arranged by programmes, it was possible to obtain a good
picture of the levels of class coherence within each programme. It was clear that
levels of motivation tended to be higher in programmes with a greater sense of
belonging among students in the cohort.

The chemistry class were quite splintered, though the class size was not very
large and there were an appreciable number of common courses taken by all stu-
dents. The didactic style of teaching and the heavy reliance on tests and exami-
nations did little to promote interaction among the class. The low level of teacher–
student interaction also did not promote student–student relationships.

I am close with one to two of them, but I will hardly share my private thoughts with them.
… Most of us talk about things happening around us or within our academic realm, rarely
will we talk about my or their personal thoughts. (CHEM02)

Why are university peers less close compared to peers from secondary? It is because we
don’t get to see each other often. In secondary, you were faced with your peers, the same
group of peers everyday; but at university, even though you may have major course with
your peers, but you are only attending one or two lessons together whereas other time is
spent on attending other elective courses, attending lessons with other people. It is true that
you will know a lot of people but none of them can be said as close. (CHEM02)

A heavy workload with a preponderance of individual activities or the need to
revise for frequent tests and examinations forces students to study in isolation. This
restricts interaction between members of a cohort; so class coherence tends not to
develop.

I wish I would have participated actively in the past 2 years. For the last 2 years, I just spent
most of my time on studying. … As I found my academic performance not good enough, I
would like to work harder in this aspect to make improvements. It is inevitable that I got
hits and misses. That’s why I joined no activities at all. I just study and read books here.
I really think that I haven’t enjoyed my university life at all. (MENG02)
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Relationship to Other Literature on Student Learning

The nature of teaching which motivates student learning has not been a heavily
researched area in higher education. There is, though, a huge body of other work on
how teaching impacts upon student learning. The most relevant research to consider
is that emanating from the student approaches to learning (SAL) paradigm. Firstly,
because this draws conclusions from interviews with students about the way they
approach learning tasks, consistent with the empirical second-order perspective
adopted for the research included in this book. Secondly, it has become the dom-
inant paradigm for student learning research in higher education, outside the US at
least.

Much of the educational development or teaching quality improvement work in
higher education is underpinned by the SAL paradigm. A common research format
has been the investigation of how students’ perceptions of the nature of teaching
influence their approaches to learning. Factors or types of teaching which influence
a deep approach can then be recommended as preferred. For overviews of research
into approaches to learning, see Marton et al. (2005), Prosser and Trigwell (1999),
and Richardson (2000). The types of teaching and learning conducive to a deep
approach would generally be consistent with those included in the motivational
teaching and learning environment framework.

A typical format for this type of research investigates the influence on approa-
ches to learning of a single aspect of teaching, with assessment being both a typical
example and probably the most common element. Few studies have looked more
broadly at a teaching and learning environment. There are, though, texts based on
the SAL paradigm, most notably Biggs and Tang (2007) and Ramsden (1992)
which take a more holistic view.

Conclusion

There are academics who consider motivation to be a function of the student. While
individual differences are important, this study makes it clear that teachers have a
major impact on the level of motivation of their students.

The motivation of students was found to be affected by a broadly-based teaching
and learning environment, characterised by the following eight principal elements.

• Establishing interest
• Allowing choice of courses so that interests can be followed
• Establishing relevance
• Learning activities
• Teaching for understanding
• Assessment of learning activities
• Close teacher–student relationships
• Sense of belonging between classmates.
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The level of interest was strongly linked to motivation. Students choose to study a
particular subject because they feel it is consistent with their interests. It can,
therefore, help to have a reasonably wide choice of courses to offer so that indi-
viduals can select combinations of courses which are of interest to them.

Once courses are selected, the students then expect their teachers to do their best
to enhance interest. One of the principal ways this could be accomplished was by
establishing the relevance of what was taught. Relevance could be shown by
relating theory to practical applications, to local examples, to current issues or to
every-day applications. In professional programmes, relevance could be established
through courses which prepared students well for their eventual profession. Career
preparation was seen by students as a positive motivating force and not as an
extrinsic de-motivator.

Students reported that motivation could be enhanced through appropriate
learning activities. Teaching for understanding was an important component of a
motivating environment. As students are assessment driven, it was important for
assessment tasks to be consistent with the other elements of the environment.

The final two elements in the motivating teaching and learning environment
were the social interaction elements of good teacher–student and student–student
relationships. Students wanted to feel that their teachers were approachable so that
they could ask for advice and help when necessary. Coherent classes with a strong
sense of belonging were a motivating influence. It was possible for teachers to
promote coherence through setting activities which encouraged discussion and
required group-work.

The inclusion of the social element in the motivational learning environment
meant that the scope was broader than the way curricula are often envisaged in
higher education. Using the cases to illustrate the elements of the environment has
shown that they act in concert and tend to reinforce each other. To motivate student
learning it is, therefore, necessary to take a holistic view of the teaching and
learning environment which students experience.
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Chapter 7
Motivating Students through
the Curriculum

Curriculum

The previous chapter looked at the impact of classroom teaching and learning on
motivation at the level of the lesson, the individual unit or module, or the teacher.
This chapter moves up a level to consider the curriculum. It, therefore, considers the
design of the collection of units which together make up a degree or programme.

The chapter looks at two elements of the motivational teaching and learning
environment framework which are particularly relevant to curriculum design. The
first of these is allowing choice of courses to maximise interest. The second is a
further consideration of establishing relevance, which is particularly important in
the design of professional programmes.

There is also a major section on curriculum design for TPg courses. The TPg
students were mature professionals, often studying subjects relevant to their pro-
fessions. They held very clear ideas about curriculum design issues.

Allowing Choice of Courses

Interest is partly a function of individual preferences and partly a function of the
quality of the teaching and curriculum design. As level of interest had quite a strong
impact on level of motivation, and interests vary between students, motivation can
be boosted if students have a range of courses to choose from; so that they can pick
ones which they think they will find interesting.

I prefer to take the subjects that I want rather than them being assigned. … There are some
subjects that I am not interested in. However, it is set in the course so that I have to take
them. (HTM01)
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The business student had made a specific programme choice when leaving sec-
ondary school to go to university. His interest was to learn more about finance
instead of general business knowledge. However, there was no choice of courses for
him, in the first year of study, which diminished his level of motivation.

Every BBA student took the same subjects in the first year. I couldn’t sense the difference.
We only got one subject that was related to our option. … I am more interested in the core
subject. I think I can learn the business knowledge from books. (BUSS01)

A related issue is courses which are restricted in application. A narrow concen-
tration can exclude subjects which particular students might find interesting.

Suppose that I am not interested in anything related to the front office. I would like to learn
something about conventions. However, there is nothing included on conventions. What I
have learned is all about the front office. Can you imagine how annoying it is? It is
meaningless to me then. (HTM01)

The chemistry student chose courses so that interests could be followed. Though, he
did observe that some other students were more concerned about which courses
were most likely to result in good grades.

Some students will study according to their grades, such as which subjects will enable them
to obtain good grades. I think one’s interest is equally important … I will choose according
to my own interest. (CHEM03)

There are, though, reasons to restrict course choice. It is reasonable to argue that
students should have breadth as well as depth; so restricting course choice to ensure
that students learn about fundamental areas relevant to their discipline is sensible
curriculum design. There are also quite legitimate reasons for restricting choice or
making a basic core of courses compulsory. It is often important for students to
have a sound knowledge of core constituent disciplines before they go on to spe-
cialise in their area of interest. This may not be appreciated at the time, but the value
can be seen after graduation.

Curriculum design inevitably involves decisions about finding an acceptable
balance between opposing tensions. In this case between providing students with a
breadth of knowledge and allowing freedom of choice to maximise interest.

Resource constraints also inevitably place restrictions on the level of course
choice. If the level of choice is too high, there will be a tendency for courses to
become unviable due to low enrolments.

Another reason for restricting course choice relates to the final facet in the
framework. The transcripts suggested that motivation was higher in classes with high
levels of cooperative learning or a strong sense of belonging. Programmes with high
levels of course options tend to be low on class coherence, because students can have a
different group of classmates in each course they take. Ironically, programmes with
little or no options have the strongest possibility of developing coherence because the
same group of students spend their time together in each class.

100 7 Motivating Students through the Curriculum



Establishing Relevance Versus Building Theoretical
Foundations

The previous chapter dealt, at some length, with the principle of establishing rele-
vance in lessons and individual courses. Relevance is possibly even more important
at the degree or curriculum level, particularly for professional programmes.

Professional Relevance

The business students’ courses were able to establish relevance to the profession.
Expectation were expressed in terms of the applicability of knowledge in the future
professional role. This principle applied to other professional fields too. Students
entering professional programmes clearly expected themselves to be prepared for
their future profession and, therefore, expected their courses to be relevant to this
need. This was a way in which career expectations could be used as a strong
positive motivational influence.

This course will provide me some understanding on the real business world. I have to learn
the operational procedures in the business field. I expect the knowledge I learn here can be
used at work in this sense. (BUSS01)

Teachers of professional programmes, therefore, had an opportunity to motivate
their students through showing how what was taught could be relevant to a future
career in the professional field. When theory was taught there could be an oppor-
tunity to establish its relevance by showing how it could be applied in practice by
professionals in the field.

This opportunity, however, provided a double-edged sword effect. Students
expected professional programmes to prepare them for a career in the profession. If
they could not see how material taught in a programme served that purpose, they
could easily lose motivation.

Building Block Curriculum

The antithesis of establishing relevance was teaching abstract theory. This seemed
to happen all too often, because the most common curriculum design model seemed
to be the traditional building block design in which the initial parts of a programme
are dedicated to basic theory. This often includes subjects other than that of the
subject major. These may be essential pre-requisite knowledge related to the major,
but if relevance is not established students do not realise this. This seemed to be the
case all too often as the subjects were usually taught as pure theory by specialists in
the area without making an attempt to show relevance to the major.
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The building block curriculum seemed to be particularly problematic in pro-
fessional programmes. Students often selected these to escape from the pure sub-
jects studies at school, yet found that much of the initial part of their curriculum
consisted of theoretical subjects which in their view did not clearly relate to the
professional field they had chosen. The dilemma was not helped by many students
in professional programmes having remarkably limited ideas about their intended
profession.

There were some suggestions and examples of curriculum designs which could
alleviate the problem. Students found it valuable if there was an initial course which
provided a road-map showing how constituent knowledge taught in early courses
was utilised in later ones. In professional programmes, there was value in having an
early period of exposure to professional practice. In these periods the students acted
largely as an observer to learn what professionals in the field did and the sorts of
knowledge needed to be an effective professional.

Lack of Relevance of Community College Curriculum

Substantial proportions of associate degrees, offered by the community colleges,
were dedicated to general education. The nature of the curriculum, therefore, seems
to make them more suitable as a stepping stone to a degree than as a terminal
vocational award.

This programme is too broad in some sense. We have to work with a wide range of topics
or aspects. I think it is necessary to narrow the scope into certain specific streams that we
can develop further. (CCB02)

I think general education courses are also important but I think the proportion of their
credits can be reduced. Taking Chinese, English and mathematics are important particularly
in Chinese, if you don’t have a good Chinese background, you can’t move on to reading
elite materials from the area of Chinese medicine. But I think the number of credits can be
reduced such as from 3 to 2 credits. (CCC03)

This section should not be interpreted as implying that general education is always
problematic from a motivational standpoint. The above quotation was typical of the
reaction of community college students to their general education courses. The
problem was the design or content of the courses, rather than general education per
se. The bulk of the general education consisted of Chinese, English and mathe-
matics. These were subjects which students had been taking ever since kinder-
garten; and most students were heartily sick of them. The examinations at the end of
secondary schooling contained a significant component of the three subjects. The
students had not performed well enough in these examinations to obtain a place in
one of the UGC-funded universities. This can hardly have enhanced their moti-
vation to study yet more of these subjects, even if it could be argued that their
performance in them needed improving.
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Curriculum Issues for Taught Postgraduate Students

Students enrolled in the TPg programmes to acquire advanced specialist skills of a
relatively narrow field within a profession or discipline. The students could typi-
cally be characterised as mature students, commonly working within the field of
study, with the majority being part-time. In Hong Kong most undergraduate stu-
dents are full-time and have recently left high school.

In interviews, the TPg students were able to clearly articulate the type of
advanced specialist knowledge and skills they expected to acquire through the
programme. They could, and did, comment on whether the curriculum and content
enabled them to develop the anticipated knowledge and skills. Their teachers were
expected to possess relevant expertise and to design a curriculum appropriate for
the field of specialisation. As the students were so articulate in dealing with cur-
riculum development issues, it seems appropriate to include a substantial section
which examines the design of TPg courses, particularly since there are clearly
distinct considerations which apply to TPg awards.

Curriculum

As the students were fully conversant with the specialised knowledge they expected
to acquire from the programme, they were able to suggest a curriculum design
appropriate for their needs.

This programme is about language studies. I am interested in the topics of language in
societies, the methods for helping school students improve their writing skills, new trends
of curriculum development etc. I expected the programme to benefit my work. I also
wanted to improve my language abilities by attending the programme. Moreover, the
education system in Hong Kong is undergoing the 3-3-4 reform. Instead of seeing it from
the point of view of a school teacher, I wanted to view the change from a different
perspective. (AL01)

If the curriculum did not live up to expectations, the interviewees commented
critically to the interviewer.

The lecturers were not well-prepared for their teaching. Some of them had no experience
and expertise in this area. The course content does not match its description in the intro-
duction leaflet of the programme. The content delivered to the students was completely
irrelevant to the topic on teaching Chinese as a foreign language. I am very disappointed
with it. The core courses focused on issues of teaching school students. Only one lecturer
included content that was relevant to the topic of the programme. (CH02)
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Knowledge/Content

There were also expectations about knowledge taught. The student quoted below
expected up-to-date knowledge and would presumably be able to distinguish out-
dated information.

I need to upgrade and update my IT knowledge. IT is an ever-changing industry or subject
matter. I graduated from [university] more than 10 years ago. At that time, I was learning
the most updated IT knowledge. But what I had learned is outdated now so it is necessary to
keep refreshing. (IE01)

Again a failure to meet expectations over content drew criticism. In this case the
student wanted practical examples relevant to his/her work in the field. The uni-
versity lecturers presented theory without relevant practical applications.

The content could be more practical. The courses seemed to be designed to include practical
elements. But no practical experiences were shared with us. … There were no practical
examples to support the theories. (AL01)

Skills

Some students specified skills they thought would be useful to their careers. It
might be noted that in Hong Kong graduates can be employed as teachers without a
teaching qualification, as long as they enrol in a part-time PGDE shortly after
starting employment.

I expect to learn more about teaching pedagogies and how to handle students effectively.
Basically, I am sure I will learn more about Liberal Studies. In the meantime, I really want
to learn how to tackle different student problems upon different aspects such as psycho-
logically. I expect to learn something that is beyond the teaching content but how to teach.
(LS02)

Once again the quotation giving negative evidence complains of a lack of practical
application.

I expected to learn teaching methods. But I mainly learned on my own. A lot of content was
not covered in the curriculum and I had to read books on my own. For example, we were
provided with an example of lesson plans. But the details of the lesson plan, such as the
aims and objectives, were not explained. I consider preparing a lesson plan very important.
But the lecturer just explained it briefly in 5 min. I have to rely on self-learning. (EN01)
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Outcomes

If it is accepted that TPg programmes are mainly for in-depth study of an advanced
specialisation, it follows that the range of relevant outcomes or graduate attributes
may be narrower than that usually listed for undergraduate degrees these days.
Birenbaum (1996) has suggested a category scheme for attributes of cognitive,
social and values. Of these categories, some attributes of the latter two may be less
relevant for TPg awards. The mature TPg students may also have developed the
attributes already.

It is also noteworthy that TPg awards are commonly self-financing or
revenue-raising. In which case, students can expect the curriculum to focus on the
specialisation relevant to the award. The inclusion of broadening elements designed
to nurture graduate attributes may make enrolment less attractive.

Conclusion

Curriculum development is clearly important for motivation. Relevance is the most
significant element of the motivation learning and teaching framework for cur-
riculum design, particularly for TPg students. It will affect initial motivation to
enrol. The TPg students were mature professionals; so knew what they expected to
gain from enrolling in a programme.

Some of the TPg students, though, were disappointed that the courses they had
picked did not live up to their expectations or the promises in course outlines
through the lack of practical application to their professional needs. There is often a
tension between the university lecturers’ desire to stress the importance of theory
with the TPg students’ desire for practical application relating to their professional
needs. The ideal is a curriculum design which includes the theory and the appli-
cation of that theory. Many lecturers find this difficult as staff recruited to profes-
sional faculties increasingly lack significant professional experience.
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Chapter 8
Systemic Issues

The University Grants Council of Hong Kong (UGC) provides a substantial portion
of the funding for seven universities and a teachers training institute. Only about
17 % of an age group gain entry to one of the seven universities funded by the UGC
(University Grants Council of Hong Kong 2006). With the traditional respect for
education shown by Confucian societies (Kember and Watkins 2010; Lee 1996)
this means that each year a substantial proportion of an age group are frustrated in
their desire to gain a place in one of the UGC-funded universities. Until very
recently the higher education system of Hong Kong could be classified as elitist,
and indeed, depending on what is classified as higher education, it could well be
argued that it remains so. Each year there are a substantial body of potential
students frustrated by their inability to gain a place at a traditional university who
believe that it is distinctly elitist.

Economic advancement through education is an important ideal in Hong Kong.
A common aspiration is for families to advance in level of education generation by
generation. Parents and grandparents make sacrifices so that children can receive a
better education than they did. It can, therefore, become both a motivation and an
obligation for a child to study hard and proceed to a higher level of education than
their parents. Western universities have tended to be under-represented in students
whose parents did not have a university education. Whereas in Hong Kong this is
not necessarily a social barrier, but can in fact provide an incentive.

Until recently the principal options open to those unable to obtain a place at a
UGC-funded university, if they wanted to obtain a degree, were to study abroad or
to enrol with the Open University of Hong Kong (OUHK). The OUHK was
founded by the Hong Kong Government, but required to operate on a self-funding
basis. It offers open-entry degree programmes through distance education. Overseas
universities also offered distance education courses in Hong Kong, but there was
limited provision for the completion of undergraduate degrees.

Hong Kong has recognised the need to make the transition from elite to mass
post-secondary education. The Government has recognised that an elite system of
post-secondary education does not provide a sufficiently well educated workforce
for the economy to convert from manufacturing to one which is knowledge-based.
Basic manufacturing has largely moved from Hong Kong to the mainland to take
advantage of lower wage rates.
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In an attempt to cater for the very substantial numbers who are unable to gain
a place in one of these universities, but desire entry to higher education, the
Government has encouraged the development of a community college sector.
The community colleges operate on a self-financing basis; so can be equated to the
private higher education sector in the rest of the world. There is also a parallel to
the need for universities and colleges worldwide to look to sources other than
governments for ever increasing proportions of revenue to fund increases in student
numbers. The Hong Kong community college sector can, therefore, be regarded as
a valuable case study for the growth of higher education in other parts of the world.
Governments have desired an expansion of higher education, but have been
unwilling to provide per capita funding at the level when universities catered for an
elite. In most countries universities have, therefore, had to turn to funding sources
besides the government and in others this has resulted in the emergence of a private
higher education sector. The issues and problems faced by the community colleges
in taking Hong Kong from elite to mass higher education, are therefore highly
pertinent to other jurisdictions.

Development of Additional Post-Secondary Sector

As inmany other places, the expansion of the intake to higher education inHongKong
has come through establishing greater diversity in the sector, with a significant seg-
ment responsive to market demands, implying lower costs and standards, in terms of
the way universities have traditionally been assessed (Kaiser and de Weert 1994;
Trow 1973). In HongKong the expansion has been brought about by the Government
encouraging organisations to offer places on a self-financing basis. These organisa-
tions include (Education Commission 1999):

• UGC-funded universities
• Private universities
• The Open University
• Post-secondary colleges, including community colleges
• Continuing education providers.

The expanded provision has seen the involvement of each of these types of
organisation in various ways and often in combination. For example, many of the
community colleges have been founded by the continuing education arms of the
UGC-funded universities, sometimes in combination with other bodies, such as
charitable foundations. As the colleges operate on a self-funding basis, this could
also be seen as the involvement of private universities. For convenience this diverse
new post-secondary sector will be referred to as ‘community colleges’ in this
chapter, as indeed they have been throughout the book.

The OUHK continues to offer its open-entry degrees through distance education,
though these have proved increasing unpopular when in competition with
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face-to-face courses offered by community colleges (Kember 2007). In the face of
this downturn in distance education the OUHK has also started a community col-
lege with face-to-face teaching.

Community Colleges

The major expansion has come through the formation of community colleges. The
community colleges have mostly been formed by a mix or combination of chari-
table foundations and the universities’ continuing education arms. The universities
have been happy to let their names be associated with community colleges as they
are seen to be making a positive contribution to the Government’s push to enlarge
higher education. However, the legislative framework of the organisations makes it
clear that the associate degrees are not awards of the parent universities; so staff and
students are affiliated to the community college and not the parent university.
Community college data, therefore, does not feature in the universities research
assessment or ranking exercises.

This has effectively created a two-tier higher education system. The
UGC-funded universities comprise the elite upper tier. The community colleges and
the like make up the second tier. As will be seen as the chapter unfolds, there is a
marked gap between the two tiers.

The term community college is normally associated with the USA. Community
colleges in the USA provide an opportunity for students to enter higher education,
while remaining in their local community. They, therefore, tend to be smaller than
the four-year colleges, which normally provide on-campus accommodation for a
substantial proportion of students. In this respect there is little parallel with Hong
Kong as there is limited evidence of students selecting community colleges because
of proximity to their homes. The small size and highly urbanised nature of Hong
Kong means that there is less sense of local communities compared to the USA.

The antecedents of the community colleges in Hong Kong can be traced back to
a substantial range of sub-degree programmes offered by two polytechnics (which
have now become universities). In the process of converting from polytechnics to
universities, the UGC mandated a rise in the proportion of degrees offered and a
decrease in sub-degrees. The provision of sub-degrees was taken over by vocational
colleges and by the continuing education arms of the universities. The process
served as a model for the community colleges offering associate degrees.

Interestingly, students enrolling in the community colleges seem to be influenced
in selecting a particular college and course by the prestige of the parent university,
even though the awards are clearly not those of the university itself.

Since [university] ranks the second in Hong Kong, its status is higher than other univer-
sities, even higher than [other university]. (CCB02)

The community colleges offer associate degrees to those who have completed
secondary school. Associate degrees take two years of full-time study. Those
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enrolling have usually been unable to gain a place in the UGC-funded universities,
and usually enrol straight after finishing school. Higher diplomas, also of two years
duration, continue to be offered by a mix of providers. Sub-degree programmes
which used to be funded by the UGC have been required to become self-financing.

From Elite to Mass Higher Education

Universities traditionally educated an elite minority of the population. They were
visualised as centres of excellence catering for a privileged upper class. While basic
manufacturing and agriculture were the major economic activities, only a small
proportion of the workforce needed to be highly educated.

Social equity was an obvious pressure for increasing the proportion of the
population with a university education. Trow (1973), one of the early writers on the
transition from elite to mass higher education, defined the mass higher education
threshold as 15 % of an age group. This level of participation reflects early concerns
that entry to higher education should be expanded to promote social equality.

After the second world war, governments also realised that they needed more
graduates, particularly scientists, for their industry to remain competitive. As basic
manufacturing has moved away from Western countries in search of cheaper labour
in developing countries, the economic concern of having a labour force capable of
functioning in a knowledge-based economy has raised the desired participation
threshold. Trow (2006) more recently suggested that participations in the range of
15 to 50 % of an age-group be treated as mass higher education, while higher levels
be regarded as universal higher education. However, this terminology does not
seem to have found wide acceptance. It is now common for developed countries to
have higher education participation targets in the region of 50 %, but the term mass
higher education normally seems to be used for such an objective. Some Asian
countries, like Japan, South Korea, Taiwan (Hayhoe 1995) and China (Mok 2009)
have expanded more rapidly than Western countries, but seemingly not as quickly
as Hong Kong’s recent expansion.

The cost comparison is also striking. As the Hong Kong government has made a
policy decision that the expansion should be on a self-financing basis, the cost to
the Government and the taxpayer has been limited. In the West, by contrast, the
costs to governments have been substantial, even if the expenditure per student has
progressively declined.

To cater for the demand, the Government planned to expand the number of
places in post-secondary education so that ‘Within ten years, 60 % of our secondary
school graduates will have opportunities to receive higher education’ (Education
and Manpower Bureau 2001, p. 14). The Education Commission (1999, p. 18) had
gone even further by aiming to ‘provide opportunities for everyone who aspires to
higher education to attend programmes appropriate to their abilities’.

The post-secondary sector has seen a phenomenal rise in the number of par-
ticipants. Young (2005) reported that 53 % of the age group was participating in
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higher education in 2004. This means that Hong Kong has effectively achieved
mass higher education as the threshold is commonly recognised as 50 % partici-
pation. There has been a further increase in enrolments since this time; such that in
2005 the participation rate was 66 %, though there has now been a levelling off. The
Government’s target of 60 % participation (Education and Manpower Bureau 2001,
p. 14) has, therefore, been met.

Although the expansion has been so rapid and there had been a large unsatisfied
demand for higher education, there has been considerable dissatisfaction with the
nature of the increased places in Hong Kong. Rather than satisfying the demand for
higher education, the expansion has fuelled an increased desire as students have
seen the newly offered places in shorter courses as a potential step to gaining entry
to a traditional undergraduate degree, rather than an end in themselves. The
Government might have been expected to receive praise for such a rapid and
substantial increase in provision at little cost to the taxpayer, but has instead been
criticised for being unable to meet demand from graduates of the new shorter
offerings for places in the traditional universities.

Retention of Elite UGC-Funded Universities

Trow (2006) argued that higher education systems could expand until they catered
for about 15 % of an age-group without fundamentally changing their character, but
significant changes beyond this point needed transformation. Hong Kong has
chosen to do this by keeping the elite UGC-funded universities largely as is, pro-
viding undergraduate education for top performing secondary school students.

The irony of the move to mass higher education is, therefore, the reinforcement
of the UGC-funded universities as elitist. There has been little change to the number
of undergraduate places and the substantial majority of these still go to the top
performers in secondary school examinations. The elitist position has been rein-
forced by efforts by the universities, backed by the UGC, to strengthen reputations
internationally. The obsession with university ranking tables is at least as strong in
Hong Kong as it is elsewhere. The factors used to determine rankings tend to favour
universities catering for an elite, rather than those contributing to broadening the
entry to higher education.

Facilities

The universities’ continuing education arms commonly rent teaching space in
commercial buildings. Other space in the buildings serves as a shopping mall or
office block. Most of the community colleges started in premises like this.
Classrooms could be on floors shared with shops and offices.
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When you visit our bathroom, you can see the toilets being occupied all the time. There are
not enough toilets but we have to share with other tenants. We have hundreds of students.
(CCA01)

Most of the community colleges have now built dedicated buildings in the form of
tower blocks, though often with limited area per floor. Essentially all campus
facilities are housed within one tower block.

We don’t have a large campus like universities. We are being isolated and have to be
self-reliant. For group discussion, we have to do it outside such as getting a place in the
food court of [a shopping mall]. (CCA01)

We had a very small campus, I tried to find a place to sit and read but I couldn’t. I checked
on every flight but could find none because all seats were occupied. (CCB01)

The self-financing nature of the community colleges means that facilities are kept to
the essential minimum. Facilities like libraries and study space are particularly
significant in Hong Kong as most apartments are small; so space to study at home is
limited.

We need more space so that we can have a bigger common room. It is overcrowded all the
time. Besides, I think it is inappropriate to have a school at the current location. We have
insufficient resources such as books. I don’t think it is possible for us to go to the [uni-
versity] to borrow books. It’s difficult. The nearest public library at […] is small. (CCA02)

Staff are employed in a teaching only capacity, with no expectations of research
being conducted and no facilities to do so. Contact hours and student-staff ratios
tend to be high compared to the UGC-funded universities.

More staff should be added to every unit of the school. For example, the social work unit
needs more staff. It is difficult for them to serve such a huge group of students with limited
staff. In short, we need more resources and space. (CCA04)

Several teachers have to teach for two or three subjects. Frankly, we do not have many
teachers. I think there are 3-4 permanent teachers in [branch of college] and they are
overloaded obviously. (CCA02)

Is This Really Higher Education?

While the Government might claim that mass higher education has been achieved,
many do not accept the new provision as constituting higher education. The liter-
ature may note that moves towards mass higher education require fuzzy boundaries
(Scott 1995) and new types of provision (Kaiser and de Weert 1994; Trow 1973),
but the Hong Kong population has been reluctant to embrace this degree of
fuzziness.

Establishing the extent to which expansions towards mass post-secondary edu-
cation are achieved through the introduction of shorter courses is complicated by
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determinations of what is included in higher education. Scott (1995) notes that elite
systems have clearly demarcated boundaries, whereas mass systems are charac-
terised by fuzziness and permeability. As explained above, the expansion in Hong
Kong has been accompanied by a greater number and diversity of providers.
A large part of this new provision is offering shorter awards, mostly two year
associate degrees. As there is a move to four year undergraduate degrees, this will
mean that, in terms of the duration of awards, Hong Kong is adapting an American
style four year/two year college system. The trend towards shorter programmes has
not been common in British Commonwealth countries. In Asia, Taiwan has seen a
significant growth in those taking short programmes (Wang 2003), but in Japan and
South Korea the proportions on shorter programmes are little above 20 % (Hayhoe
1995).

Private Funding

The expansion in Hong Kong has come about through the rapid development of
privately funded higher education providers, as the Government has insisted that
the expansion in participation should be on a self-financing basis. Numbers in
UGC-funded undergraduate courses have changed little and enrolments in
UGC-funded sub-degree courses have declined markedly as funding for them has
been largely discontinued. This is in contrast to the UK and most developed
Commonwealth countries where the bulk of the expansion has occurred through the
existing government-regulated university system.

Funding for these expansions has come through students bearing a greater part of
the cost of their education through fees and by universities being forced to either
operate at lower per capita funding levels and/or raise funds through means such as
donations and recruiting overseas students. By contrast, the USA has a more
devolved and diverse higher education system, so there has been a greater contri-
bution to the move to mass higher education by the private sector. The increased
contribution of the private sector has also been seen in other Asian countries, with
enrolments in private institutions exceeding 70 % in Japan, South Korea and
Taiwan (Hayhoe 1995; Wang 2003).

While private funding may not be an appropriate descriptor for higher education
in China, Mok (2003, 2009) argues that China has moved away from a centralised
or state dominated model. A policy of decentralisation has meant that local gov-
ernments have greater autonomy and flexibility. This has resulted in greater
diversity and increased provision, particularly in the socio-economically prosperous
regions.
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Employability

Employability was becoming a major issue for the higher education sector in Hong
Kong. Firstly there had been a huge expansion in a very short space of time.
Secondly, most of the expansion has occurred through enrolment in associate
degrees. At present the value of this as a terminal award seems to be questionable to
both students and employers. Students are enrolled into associate degrees in
vocational streams, but they do not seem to be designed as vocational awards. An
associate degree in nursing was recently refused accreditation by the Nursing
Council.

I think those courses learned in the first year were unnecessary. It seems that they are not
that relevant to real estate. I would rather to have more courses directly relating to real
estate. (CCF02)

Substantial proportions of associate degrees are dedicated to general education. The
nature of the curriculum, therefore, seems to make them more suitable as a stepping
stone to a degree than as a terminal vocational award.

This programme is too broad in some sense. We have to work with a wide range of topics
or aspects. I think it is necessary to narrow the scope into certain specific streams that we
can develop further. (CCC04)

I think general education courses are also important but I think the proportion of their
credits can be reduced. Taking Chinese, English and Mathematics are important particularly
in Chinese, if you don’t have a good Chinese background, you can’t move on to reading
elite materials from the area of Chinese medicine. But I think the number of credits can be
reduced such as from 3 to 2 credits. (CCB01)

Associate degrees are meant to be suitable as terminal vocational qualifications,
though their value as an employment credential has been questioned. If it does not
become accepted as a qualification which leads to desirable employment and there
are difficulties with articulation to undergraduate degrees, there is a danger that the
qualification could become visualised as an expensive route to nowhere.

Motivation of Students After Massification of Higher
Education

The remainder of this chapter will consider the wider implications of the systemic
changes to higher education in Hong Kong. It is instructive to do this for two main
reasons. Firstly, the expansion has been so rapid. With the gradual change else-
where it can often be less easy to discern what exactly has happened. Secondly, by
retaining an elite university system and introducing a second tier of community
colleges, it is possible to compare the two. For countries which have retained a one
tier system, this is useful as it means that at the one point in time it is possible to
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compare what they used to be (an elite system) with what they have become (mass
higher education).

There has been a worldwide trend for higher education to expand. Governments
have recognised the need for economies to become knowledge-based, which
implies a more highly educated workforce.

In past it was more difficult to get into university and I suspect it, therefore,
meant more when you did. When I won a place to go to university in the late 1960s,
it was considered a real achievement. Going to university and graduating could
make a real difference to your life. If I had not gone to university I would probably
have been consigned to a role in life similar to my father. He spent his life in
clerical roles with British Rail and lived his whole life in the UK. By contrast, I
have had a successful academic career, which has seen me working in five
countries.

While I did not at the time realise what university would lead to, it was clear that
there was great incentive to do well at school to get into university. Just having the
chance to get out of the family home and head off to a life of independence was an
enticement, particularly since we received grants to be students at the time.

It seems reasonable to assume that an impact of the very substantial increase in
the entry to higher education must be that a significant proportion of the intake will
display lower levels of motivation at both school and university. Motivation is hard
to measure or quantify; so it is hard to provide evidence for the assertion. However,
I suspect that few will question it, as most in higher education will have heard many
anecdotal claims in support and most will have observed symptoms consistent with
the claim.

In terms of the overall motivational framework, introduced in Chap. 2, indi-
vidual goals are likely to be set at lower levels at school. When students know that
about half of an age group get into university, goals can be set at lower levels than if
entry is confined to an elite. It is likely that the habit of setting goals at a relatively
low level then translates to university study, particularly if students find themselves
in an environment when others around them display signs of goals set at limited
levels. The framework is dynamic and contextual; so the influence of others is
significant.

The relatively low levels of the goals students set will be linked to compliance
thresholds which are on the low side. Again the tendency will start at school and
carry forward to university. If students realise at school that they can succeed
without doing enormous amounts of homework, they become conditioned to lower
compliance thresholds than those for previous generations. As the compliance
thresholds are a function of habit, pressure and conditioning, they will tend to be
carried forward to university.

The impact of the expanded intake to higher education has been the subject of
considerable debate. Many have commented on the abilities of the expanded intake
to higher education. A good example in Australia is the suggestion that the
Government might consider restricting entry to teacher training courses to those
with results from their secondary school assessments in the top 30 % of a cohort.
The argument being that their ability will limit their chances of being able to
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complete a degree and qualify as a teacher. Perhaps more significantly, if they do
qualify as a teacher their level of understanding of the subjects they have to teach
will limit their effectiveness as a teacher.

It is notable that the public debate about the levels of admission to higher
education has concentrated on the ability of those gaining admission through the
expanded intake. There have no doubt been anecdotal discussions about levels of
motivation, but less in the public domain. Possibly this is because motivation,
particularly in higher education, has not had an adequate conceptual framework to
facilitate discussion. There has certainly been no readily available measure of
motivation with wide acceptance. This contrasts with the tertiary entrance scores,
which are accepted as measures of ability.

The discussion in this section is definitely not an argument in favour of returning
to elite entry into higher education. Governments are undoubtedly right that
knowledge-based economies need a well-educated workforce. Having a large
proportion of the population with a tertiary education must also be seen as a highly
justifiable social advance.

However, it does seem to make sense to consider how far the expansion of
higher education should be taken. The discussion of the issues arising from the very
substantial and very rapid expansion of higher education in Hong Kong has
revealed a number of impacts upon motivation to enter higher education and to
study effectively while there. These issues also have been or are becoming of
concern elsewhere, but the slower growth in higher education has, in some cases,
made their impact less notable.

Mature Entry

When the Open University (OU) started in the United Kingdom, its policy of open
entry was considered radical at the time. As there were only enough places at other
universities for a limited proportion of an age group, they restricted entry to the top
performers in the A level examinations. There was, though, a highly significant
restriction on open access. It was only for mature students; most students admitted
to the OU were in the 35 to 45 age range (Kember 2007).

School leavers who had missed out on entry to other universities because their A
level results were not good enough could not enrol at the OU straight after leaving
school. There was a pilot scheme in which unemployed school leavers were
enrolled in OU courses. However, the pilot scheme was not considered sufficiently
successful for it to be continued beyond the limited trial period (Kember 2007).

It is instructive to consider the distinction between school leavers who failed to
gain entry to university and mature entrants to the OU from the lens of the con-
ceptual framework. The most interesting aspect of the analysis is that the mature
entrants were, in the main, among those who failed to obtain good enough grades at
school to win a place at university. At school they might have lost interest in most
subjects, often because the teaching did little to motivate them. Like most school
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students they probably had little idea of what they wanted to do on leaving school;
so would have been placed low on the career facet of the motivation framework. As
the facets reinforce each other, they probably had quite low level goals.

Yet some years later they were sufficiently motivated to apply to take a degree
through an open entry programme. By this time they would have been employed for
several years and many would have families to support. Returning to study at a
mature age takes a lot of commitment, particularly since the employment and
family commitments meant that part-time study was normally the only realistic
option.

This dramatic change in the level and nature of motivation provides support for
the dynamic and contextual nature of the motivational framework. After being in
employment for some time, the career facet of the framework can be at a high level.
The need for a degree to enhance career prospects can become apparent. There can
also be a realisation that university courses can provide necessary knowledge and
skills. The interest facet can in turn be enhanced, as long as the curriculum is well
designed with relevant material. As the facets of the framework influence each
other, the goals should now be set at a high level—much higher than on leaving
school.

Employability

Many countries have experienced graduate unemployment and/or under-employment
following expansions in the number of university graduates. Pearson (2006) esti-
mated that only half of the UK’s 2003 graduates went into traditional graduate jobs,
with one in six going into associate professional and technical positions and one third
into lower level jobs. These observations, however, were couched with riders that
traditional non-graduate jobs often now required higher skill levels and employers
sought graduates to fill them. Further, past data suggested that by seven years after
graduation, half of those who started in traditionally non-graduate jobs would have
moved into traditional graduate occupations.

Qualification Inflation

Developed countries have experienced qualification inflation. As the numbers with
undergraduate degrees has increased markedly, there has been an upsurge in the
number of graduates seeking jobs. Employers have taken advantage of the situation
by demanding higher qualifications than previously. Graduates keen to find
employment have applied for positions which did not require degrees.

There has also been a substantial upsurge in the numbers taking TPg awards (see
Chap. 3). The structure of professional preparation is increasingly being visualised
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as an undergraduate degree followed by a taught masters; a trend which has been
formalised by the Bologna accord.

Most developed countries have reached levels of enrolment equated to mass
higher education. It will be interesting to see whether the expansion of higher
education continues. In Australia the level of entry to higher education is now
largely determined by the numbers willing to pay tuition fees. If the rewards of
completing a degree are graduate unemployment and a large loan to pay off; this
presumably must have an impact on motivation to enrol in higher education.

Vocational Education

A side effect of the expansion of higher education is that it has come at the expense
of vocational qualifications. Australia, for example, currently faces a shortage of
tradespeople like chefs, hospital workers and building tradespeople, because school
leavers have found the prospect of a university degree more attractive than an
apprenticeship and/or a vocational training.

If economic returns start to affect levels of motivation for entering higher edu-
cation, it could be interesting to speculate whether there will be a resurgence of
interest in vocational training. If graduate numbers continue to grow, graduate
salaries are likely to become less attractive, particularly when compared to the cost
of obtaining a degree. A shortage of tradespeople should see their salaries rise. If
the economic law of supply and demand operates, there might be a shift back from
higher to vocational education.

Quality of Universities and University Experience

As well as impacting upon students, the expansion of higher education has also had
a major effect on universities. Governments have asked universities to take in more
students, but been unwilling or unable to provide funds for the expansion at pre-
vious per capita rates. Universities have, therefore, had to find funding from other
sources and find ways to operate with lower expenditure per student.

In Hong Kong the expansion of higher education took place through the for-
mation of a new second tier of community colleges. These are required to operate
on a self-funding basis; so can be classified as private institutions. Forming a
second tier of community colleges and introducing private institutions into the
higher education mix follows the US tradition. The diversified US higher education
system has a blend of private colleges and ones established by states. Some other
Asian countries have also developed a substantial private sector, as enrolments in
private institutions exceed 70 % in Japan, South Korea and Taiwan (Hayhoe 1995;
Wang 2003).
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Most Commonwealth countries have followed the UK system of a unified higher
education system. While these are still regulated by the state, the claim that they are
state-funded is becoming tenuous. I have referred to seven universities in Hong
Kong as being UGC-funded. The two most prestigious of these, though, had a
finance mix of roughly one third each from donations, tuition fees and the UGC or
government.

Of so called state-funded universities, the proportion of funds actually received
from the state will vary considerably between countries and between institutions
within a country. There cannot be many, though, which do not raise a significant
proportion of their funding from sources other than the government. The need to
raise a significant part of their operating finance, while at the same time having to
cope with expanded intakes, has undoubtedly had a significant impact on
universities.

In Hong Kong, the expansion was achieved by the creation of the lower tier
community colleges. The section headed ‘Facilities’, earlier in this chapter, makes it
clear that these colleges are very different to UGC-funded universities. The student
experience differs markedly between the universities and the colleges. The infor-
mation from the interviews in this chapter and earlier ones clearly shows the impact
of this on motivation of students in the two types of institution.

In Hong Kong the Government has chosen to maintain the levels of funding in
the original UGC-funded universities by aiding the establishment of a second tier,
to which it has made negligible funding contributions. In Commonwealth countries
which have retained a unified system, the financial impact has been spread across
the system.

However, the impact has been greater on newer, less prestigious and more lowly
ranked universities. The older more prestigious universities tend to start with better
resources and more endowments. More importantly, they have considerable
advantages when it comes to raising funding. Their degrees have a better reputation;
so it is easier to attract students and their tuition fees. If the system permits, they can
charge higher fees. Alumni are the greatest source of donations and the older
universities tend to have more and richer alumni; so receive more in donations from
them. Other donors, such as foundations, also seem to be attracted to more pres-
tigious universities, particularly if their name becomes attached to a building,
facility or scholarship. Their academics tend to have the best records in winning
grants.

The rich therefore become richer, or perhaps more realistically, are less
adversely affected by funding cuts. The unified systems in the UK and Australia
have not broken down into two tier systems, like that in Hong Kong. However,
there has been marked widening of perceived quality between the top and bottom
ranked universities. The UK external examiner system was meant to ensure that a
1st class degree in a particular discipline was of the same quality regardless of the
university. This claim no longer has any credibility.
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Conclusion

By moving to a two tier system, Hong Kong provides a contrast between an elite
university system and one consistent with mass higher education operated at little
cost to the government. As such it might help those in other jurisdictions to
visualise where they have come from and the direction in which they are likely to
be heading.

The effect on motivation of students of this change was examined very closely in
Chap. 4. Examples from the undergraduate sample were used to illustrate the
positive end of the continua in the motivational orientation framework. Quotations
from the community college students were used to interpret the negative end. The
quotations chosen were representative of the levels of motivation of the two groups
of students. The earlier parts of this chapter have also presented negative feedback
about the community colleges.

When there is such a contrast between positive motivational outcomes being
associated with the elite system and the negative end of the spectrum being asso-
ciated with the community colleges, it is hard to escape the conclusion that cut price
education means poor quality outcomes. Part of the explanation for the differences
in motivational levels between the undergraduate and community college samples
lies in the UGC-funded sector being able to recruit an elite group of students.
However, the models underpinning this book are relational and contextual. The
quality of the education offered in the two types of establishment has a major
impact on motivational outcomes.

As higher education expands, and governments are unable to maintain levels of
per-capita funding, the gap, in the quality of offerings and outcomes, between the
top-ranked universities and the run of the mill providers will inevitably widen.
Deregulation of fees, which has been introduced in the UK and is being contem-
plated in Australia, can only exacerbate the divide.
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Chapter 9
Cultural and Motivational Issues
Concerning the Performance
of Chinese Students

International Comparisons

The data from the three studies were gathered in Hong Kong, whereas most of the
research informing the motivation literature has taken place in Western countries.
The work introduced in the book is, therefore, highly relevant to one of the major
current issues in education; why are students from Asia outperforming those from
major Western countries?

The way I have posed this issue in the opening paragraph is the way it is
commonly portrayed; as a reference to Asian students. The title of the chapter,
though, refers to Chinese students. There are two reasons for this. Firstly, as is
shown in the next few paragraphs, it is predominantly Chinese or Confucian-
heritage students who have been the outstanding performers in the international
comparisons. If the high performance is attributed to a region, it would be more
appropriate to refer to East Asia, rather than Asia as a whole. Secondly, the research
data I have drawn upon and analysed in this book is all of Chinese students.
Furthermore there is also a substantial body of relevant research into the approaches
to learning of Hong Kong and Chinese students which yields relevant insights. In
addition there is a whole genre of research into the psychology of the Chinese, as
evidenced by two substantial compilations edited by Bond (1996, 2010). By con-
trast, there is less research into approaches to learning or educational psychology
for the rest of Asia.

The most convincing and most highly cited evidence of high performance by
Asian students comes from the international comparisons organised by the
Organisation for Economic Co-operation and Development (OECD) known as the
Programme of International Student Assessment (PISA). The third PISA tests,
compared performance of 15-year-olds in 57 countries and regions (Organisation
for Economic Co-operation and Development 2007). In science and reading two of
the top four spots went to Asia, while in mathematics they filled three of the top
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four places. In the 2012 testing of 15 year-olds, the top seven places in mathematics
were taken by Asian countries (OECD 2012).

These top seven countries/regions were, in order: Shanghai, China; Singapore;
Hong Kong, China; Chinese Taipei; Korea; Macau, China; Japan. This is the main
reason for the title of this chapter referring to Chinese students rather than to Asian
learners generally. The PISA rankings suggest that the outstanding performance is
predominantly a Chinese or Confucian-heritage phenomenon. If it is attributed to a
region, it would be better to refer to East Asia.

The PISA data are far from the only evidence of students from Asia performing
very well. The PISA comparisons were preceded by a series of studies conducted
by the International Association for the Evaluation of Educational Achievement.
There is sufficient evidence that extensive reviews have been conducted by
Stevenson and Lee (1996) and Hau and Ho (2010).

Ambit of the Chapter

The PISA comparisons and most of the data in the reviews cited above refer to
studies of school students. This book is about motivation in higher education.
Nevertheless, as the performance of Asian students is such a hot topic at the
moment it is appropriate to consider it here.

Another reason is that while there is unlikely to be a clear-cut explanation for the
discrepancies in performance, the relevance of examining the differential in per-
formance between East and West in this book is strengthened by the likelihood that
the levels and nature of motivation seem likely to play a significant part in any
explanation. Hau and Ho (2010) couple their review of evidence of superior per-
formance of Chinese students with a comparison of the Chinese psychology
research into motivation with that of the Western psychology literature. Any
motivational framework derived in an Asian context must, therefore, be of
significance.

It is also likely that students who perform very well at school will continue to do
similarly well at university. The motivations, conditioning and contextual factors
which inspired them at school are also likely to apply at university.

There is also evidence of high performance in Asian universities. The rise of
Asian universities up international ranking tables provides one source of evidence.
Another is the alacrity with which prestigious universities admit Asian students into
their doctoral programs.

Evidence will be drawn from beyond the three studies, but the main interpretive
focus will be on motivation, in keeping with the theme of the book. In particular I
will draw upon research into the paradox of the Chinese learner. The paradox is
highly relevant here because it tried to explain why Chinese students performed so
well in international comparisons but there were widespread perceptions of them
employing rote learning, which is normally associated with poor learning outcomes
in the Western educational psychology literature. The research drew largely on the
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SAL tradition by examining the approaches to learning of Chinese students. While
it does not directly draw upon the motivational orientation framework developed in
this book, approaches to learning do have a motivational component; so this seems
to be within the ambit of the book.

The Paradox of the Chinese Learner

Perhaps the most commonly advanced perception of Chinese students has been that
they have a greater tendency towards rote learning than their Western counterparts.
The observation has been widespread in anecdotal form, but affirmations in print are
also quite common. I see no point in extensively reviewing this literature as I intend
to draw upon the research which suggests that it is largely a mis-perception. The
following quotation, from the official minutes of a course planning committee in
one of the universities in Hong Kong, is sufficient to establish how entrenched
negative perceptions of Chinese students were at the time systematic investigations
of the perceived phenomenon started.

Students in Hong Kong … expect lecturers to teach them everything that they are expected
to know. They have little desire to discover for themselves or avail themselves of the
facilities which are available to them within the teaching institution. They wish to be spoon
fed and in turn they are spoon fed. Lecturers are under pressure to feed the student with a
certain amount of academic and community needs information and the simplest way to do it
… is to adopt the old and traditional approaches to teaching. (Minutes of the […] Course
Planning Committee 1989, p. 13)

This perception, though, has been seen as an inconsistency which has become
known as the ‘paradox of the Chinese learner’ (Watkins and Biggs 1996). Rote
learning is seen as an undesirable approach to learning, which when adopted by
Western students has tended to be associated with poor learning outcomes.
However, this is inconsistent with the evidence from international comparisons of
students from Asia performing very well.

Research into the paradox has produced two contributing explanations.

1. Research in Hong Kong and China has uncovered evidence of a set of
approaches to learning, intermediate between pure surface and deep approaches,
which combine memorisation and understanding. Observations of Chinese
students apparently attempting to memorise material could have been misin-
terpreted as rote memorisation, when in fact the memorisation was combined
with attempts to reach understanding, and was therefore not a surface approach.

2. When Chinese students do employ a surface approach, it is likely to be a
response to perceptions of contextual factors in the teaching and learning
environment, rather than as a characteristic of a cultural group or a predominant
regional trait.
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Approaches to Learning

The original characterization of approaches to learning was essentially dichoto-
mous. Marton and Säljö (1976) claimed that when students were asked to read an
academic text they either adopted a deep approach, by trying to understand the
underlying meaning intended by the author, or a surface approach in which
superficial features are committed to memory.

Intermediate Approaches to Learning

The characterisation of approaches to learning has been revised following research
largely emanating in Hong Kong. Kember and Gow (1989, 1990) compared factor
structures of data from questionnaires used to measure approaches to learning with
those from elsewhere and interviewed students about their approaches to tackling
specific academic tasks. Analysis suggested that memorisation might be occurring
in conjunction with attempts to reach understanding in a ‘narrow approach’.
Students worked systematically through texts section-by-section, attempting to
understand each new concept and then commit it to memory before proceeding to
the next. The following quotation, from an interview with a Hong Kong student,
illustrates the approach.

I read in detail section by section. If I find any difficulties I try my best to solve the problem
before I go onto the next section. … If you don’t memorise important ideas when you come
across them then you will be stuck when you go on. You must memorise and then go on —
understand, memorise and then go on — understand, memorise and then go on. That is my
way of studying. (Kember and Gow 1990, p. 361)

Other intermediate approaches have subsequently been identified. Marton et al.
(1996) reported two combinations of memorising and understanding, one of which
took a different form to the narrow approach described above. The two variants
were distinguished by whether the attempt to understand came before or after the
memorisation. When memorisation came first, it was used as an attempt to reach
understanding.

Tang (1993) found variants on a surface approach in which Hong Kong school
students made limited attempts to order or understand material to reduce the
memorisation load. The students initially intended to memorise material but found
the memory load became such that some selection became necessary as they pro-
gressed through school. Watkins (1996) interpreted interviews with Hong Kong
secondary school students as showing that students developed through a sequence
of three or four stages. Initially their intention was to achieve through reproduction,
by rote-learning everything. The students then passed to the next stage of
rote-learning things perceived as more important. In the subsequent developmental
stage, the students started to see the benefit of trying to understand material before
committing it to memory.
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Tang (1991) observed students initially employing a deep approach by trying to
understand concepts, but then committing the material to memory to satisfy
assessment requirements. This intermediate approach was used by students who had
a preference for seeking understanding, but recognised that their examinations
normally required them to reproduce material. They, therefore, tried to understand
the concepts and then made sure the material was learnt so they could get a good
grade in the examination.

Kember (1996, 2000) suggested that the various forms of combining memori-
sation and understanding meant that approaches to learning might be better char-
acterised as a continuum rather than dichotomous deep and surface approaches. The
positions upon the continuum are characterised by the intention and the strategy
employed (Table 9.1).

Support for the continuum model of approaches to learning comes from a study
in which the revised Study Process Questionnaire (R-SPQ-2F, Biggs et al. 2001)
was completed by large samples of university students in Hong Kong and Sydney
(Leung et al. 2008). Multiple-group analyses using structural equation modelling
showed configural invariance, implying that students from the two countries were
employing the same conceptual frame of reference when responding to the
R-SPQ-2F. This suggests that the continuum characterisation of approaches to
learning is likely to be applicable for Western as well as Chinese students.

The correlations between deep and surface approaches for universities in both
Hong Kong and Sydney were negative (Hong Kong = −0.39, Sydney = −0.63).
These substantial negative correlations are consistent with the continuum model of
approaches to learning, as they imply that the deep and surface approaches can be
envisaged as opposite ends of a spectrum.

Comparison of mean scores showed the Hong Kong sample to be higher on both
deep and surface approaches, with the effect sizes for differences (d) on surface
approach being substantially larger than for deep approach (d = 0.75 versus
d = 0.24, respectively). The difference in mean scores suggested cultural differences
in the extent to which particular approaches are employed; with the Hong Kong

Table 9.1 Approaches to learning as a continuum between deep and surface poles

Approach Intention Strategy

Surface Memorising without
understanding

Rote-learning

Intermediate 1 Primarily
memorising

Strategic attempt to reach limited
understanding as an aid to memorisation

Understanding and
memorising

Understanding and
memorising

Repetition and memorising to reach
understanding

Seeking comprehension then committing to
memory

Intermediate 2 Primarily
understanding

Strategic memorisation for examination or task
after understanding reached

Deep Understanding Seeking comprehension
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sample reporting greater use of both deep and surface approaches. The most likely
explanation of these results is that the Hong Kong students had a greater propensity
to employ combinations of approaches or intermediate approaches.

The existence of the intermediate approaches provides one explanation for the
paradox of the Chinese learner. Chinese students could have been observed
appearing to try to commit material to memory. It is common, for example, to see
them with cue cards of key facts before tests and examinations. They can also be
observed rehearsing written speeches before presentations. These visible signs of
attempts to memorise would normally be interpreted as rote learning or mechanical
memorisation, as that is what such behaviour would commonly imply if the stu-
dents were from the West. The assumption would therefore be that students dis-
playing such behaviour were employing a surface approach to learning and that was
a common trait among Chinese students. However, the discovery of the interme-
diate approaches means that the signs may not have been diagnostic of a surface
approach—the students could have been combining memorisation with efforts to
understand material, which is not consistent with either rote learning or a surface
approach.

The Intermediate Approaches and Performance

The intermediate approaches could provide one explanation for the good perfor-
mance of Chinese students. Seeking understanding or employing a deep approach
tends to be associated with positive academic outcomes. It is hard, if not impos-
sible, to perform tasks which are more complex than reproduction or routine
application without a reasonable understanding of the underlying constructs.

There are, though, also advantages to studying if memorisation is employed in
addition to gaining understanding. In which case, employing one of the combined
approaches offers the best of both worlds. The least justifiable case is that assess-
ment often requires little more than reproduction, so rewards those who have
committed material to memory.

There are much more positive rationales for the role of memorisation in learning
if it is in combination with attempts to reach understanding. Performing higher level
tasks can often be difficult or impossible without basic knowledge which needs to
be committed to memory. Good examples are of two of the most fundamental areas
of learning. In mathematics, few computations can be performed unless the mul-
tiplication tables have been learnt. When learning a new language, it is hard to make
progress without memorising a basic vocabulary and the fundamental rules of
grammar. These necessary acts of memorisation are not surface learning. They are
not trivial tasks undertaken just because they are set by the teacher. Students can
work very hard at the task of memorising such foundation knowledge, which
indicates that they are not employing a surface approach, which is characterised by
minimising effort.
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Chinese students should be good at these learning tasks which require, as a
prerequisite, bodies of material to be memorised. One reason is this greater
propensity for employing intermediate approaches to learning which incorporate
both understanding and memorisation. They also trained to be good at memorisa-
tion, in their early years of schooling, because of the need to learn a character-based
language. Indeed the time and effort spent in constant rehearsal and reciting while
learning the characters at an early age may well be a possible explanation for the
greater propensity to use intermediate approaches.

Competition in Education as a Motivating Factor

In Asia there is often intense pressure to perform well in school-level examinations
because of restricted access to the latter part of secondary education and/or limited
places in good quality universities. Many Asian countries retain elite educational
systems. Progress towards mass higher education varies across the region, and in
some cases is complicated by the presence of colleges or universities of varying
types and quality.

Hong Kong can be used as an example. Only about 17 % of an age group gain
entry to one of the seven universities funded by the UGC of Hong Kong (University
Grants Council of Hong Kong 2006). To cater for the large numbers of students
unable to gain one of these places, the Government has encouraged the growth of a
community college sector on a self-financing basis. However, there are issues with
the community colleges as the associate degrees they award do not often articulate
into a place at a UGC-funded university, nor are they perceived by students, the
public or employers as suitable terminal awards (see Chap. 8 and Kember 2010).
There is, therefore, a very strong desire to obtain a place in one of the UGC-funded
universities.

In Hong Kong, like many other Asian countries, entry to university depends
almost entirely on results in externally-set examinations. The combination of the
significance of the examinations and the elite educational systems naturally prompts
both pupils and teachers to concentrate attention upon passing examinations.

These pressures inevitably influence approaches to both learning and teaching in
both positive and negative ways. The importance of the examinations means that
practices such as coaching for examinations and remembering model answers are
common. This is often exacerbated by examinations which are less than ideal
because they reward those who are good at reproducing model answers.

However, the pressures do provide a very powerful motivating force to work
hard and perform well throughout the education system. In terms of the motiva-
tional orientation framework, goals are set very high. As the pressure is exerted
from kindergarten to university, and reinforced by teachers, parents and fellow
students, the levels of compliance are also very high.
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Generation by Generation

In Chap. 3, it was pointed out that in Chinese and most Asian societies achievement
motivation has a more family and societal orientation than the individual nature of
achievement motivation in the West. This results in additional pressures from
parents on their children, but also provides an environment in which study is
expected, encouraged and supported.

These family achievement motivation pressures are often reinforced by expec-
tations of social advancement through education. It is common for one generation
of an extended family to make financial sacrifices to enable the next generation to
receive a better education than they did. In Hong Kong there were many migrants
from mainland China at the time of the cultural revolution. They were, in the main,
poorly educated, but they laboured hard for long hours to ensure that their children
could receive at least a basic education. This generation then had aspirations that
their children would become university students; such that first generation uni-
versity students are currently relatively common in Hong Kong universities. This
creates an obligation to both do well in studying to take full advantage of the
opportunity provided and also to ensure that results are good enough to obtain a
prestigious well-paid position which will enhance the status of the family and result
in a financial dividend for the sacrifice.

Less Motivation in West Because of Mass Higher Education

In contrasting West with East, I will take Australia as my prime example of the
West. This is mainly because it is where I now live and know most about. It is also
quite typical in many respects. In PISA rankings it has usually come close to the
USA and the UK; two countries which have had leading impacts upon the Western
educational psychology literature.

For this section Australia is typical of the West as it has achieved mass higher
education. The effect of mass higher education on motivation was discussed
extensively in the previous chapter. What is pertinent to bring forward to the
discussion here is the contrast between the levels of individual goals in the elite
educational system in Hong Kong and those in the Australian system now that mass
higher education has been achieved. Motivational goals in school in Australia can
be set substantially lower than those in Hong Kong as entry to university is so much
easier.

The existence of the compliance facet, as a long term, largely unconscious
manifestation of other facets of the motivational framework, suggests that moti-
vation and attitudes to work have a long term element on top of the relational or
contextual influences. In Hong Kong attitudes to hard work develop as early as
kindergarten. In Australia there is a lot less pressure.
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The move towards mass higher education has undoubtedly brought many ben-
efits, as was discussed in the previous chapter. At some point, though, it does seem
appropriate to raise the question as to what is an appropriate entry level or what
proportion of an age group should be admitted to university. Australia universities
are currently largely free to admit anyone prepared to commit themselves to the
eventual HECS payments for tuition. The more prestigious universities and courses
which are in demand set high entry standards. Economic imperatives force other
universities to be less choosy.

There has been some discussion of restricting entry to teacher education courses
to better performing students. The rationale has been the belief that teachers need a
good knowledge of subjects to teach well, rather than any consideration of moti-
vation. The idea that making it harder to get into university might have a beneficial
impact on motivation at school does not seem to be high on agendas.

What perhaps might be considered is a return to restricting university entry to
school leavers who have reached a good standard in the senior secondary assess-
ment, but returning to the open entry policies for mature students. The previous
chapter discussed how uncommitted school leavers can become highly motivated
by the time they are ready for mature entry schemes.

Competition, Economic Advancement and Culture

The previous sections have pointed out the impact on motivation of having to strive
for relatively restricted numbers of places in schools and/or universities. If winning
one of these places opens up the possibility of a well paid career it can provide a
great inducement to study.

However, there are many countries with restricted entry to universities which
have not achieved anything like the success in international testing of China and
other East Asian countries. In some of these there is perhaps less incentive to win
one of the restricted educational places as economic benefits tend not to follow from
a better education as opportunities for advancement are so limited. However, there
are many countries where a better education does bring great benefits which do not
share the level of commitment to education shown by the Chinese. For explanations
we have to move on to cultural differences.

Cultural Differences in Motivation

It is appropriate to start this section with a brief guide to interpreting cultural
differences. Secondary texts and popular textbooks often seem to imply that cultural
differences, and distinctions on other psychological measures, are dichotomies. For
example, that all Chinese show characteristic X, while all Westerners show char-
acteristic Y.
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For this to be true would imply that all Chinese are the same, as are all
Westerners. In fact, if a quantitative measure of an attribute or trait were employed,
the results almost always show two curves (often approximating to normal distri-
butions) which overlap—and often the overlap is considerable. This means that the
statement at the end of the previous paragraph would be better interpreted as the
majority of Chinese show characteristic X and the majority of Westerners show
characteristic Y. However, there can be (often substantial) minorities for whom the
opposite is the case. There can also be marked differences in the degree to which
individuals display the trait in question.

Confucian Tradition

Confucian-heritage societies are known for traditionally showing respect to edu-
cation. Lee (1996) has reviewed the writing of Confucius on the topic of education.
Lee believes that the term learning pervades the Analects to the extent that it might
be interpreted as a book of learning. The philosophy became enshrined in a tradition
of cultivation of the self and of scholarship to provide a preparation for government
office. This is definitely a tradition which lives on, as Chinese societies continue to
show respect to education and teachers.

The Confucian-heritage respect for education is manifest through enhanced
levels of motivation to seek admission to courses and make commitments to
studying once enrolled. In terms of the motivation framework, individual goals are
set at a high level. As the Confucian respect for education pervades society, there is
support, through the sense of belonging facet of the framework, for educational
endeavors from family, friends and classmates. The Confucian tradition can also be
expected to influence the level of compliance as it is considered a normal behaviour
for students to work hard.

Perpetual Students in Taught Postgraduate Courses

Interesting evidence of the importance attached to education comes from the
interviews with the taught postgraduate (TPg) students. When asked about why
they had enrolled in TPg courses, most advanced several reasons, consistent with
the overall motivational framework, as outlined in Chap. 4. A phenomenon, which
was confined to the TPg students, was labeled ‘perpetual students’, who enrolled in
one TPg course after another. As soon as they finished one course they were
looking for another to enroll in. Some had completed quite a diverse array of
courses.

It is not clear to what extent the category of perpetual students is a Hong Kong or
Chinese phenomenon. The Confucian tradition of respect for education could
definitely play a part in students electing to do course after course. It also probably
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contributes to what is believed to be the relatively high numbers taking TPg awards
in Hong Kong. However, such comparisons are not easy as reliable comparative
international data on students taking part-time TPg awards are less readily available
than that for school or undergraduate participation rates.

Another interesting phenomenon concerning Hong Kong TPg students is the low
drop-out rates. For full-time undergraduate courses, drop-out rates are negligible.
Very few TPg students withdraw before completing their study, even though the
part-time students are usually full-time employees who are very busy with their
work in the highly competitive society of Hong Kong. This seems to be another
indication of the importance attached to education in Chinese society.

Social Nature of Achievement Motivation

As was discussed at length in Chap. 3, in the Western educational psychology
literature, achievement motivation is normally characterised a having an individual
orientation. However, in Chinese society achievement motivation has traditionally
been regarded as having a more social-orientation (SOAM) from the family and the
clan. In SOAM the goal is set by others rather than by the individual. The action
necessary to achieve the goal and the evaluation of its attainment were also
determined by others. The traditional motivation resulting from SOAM are rein-
forced by the strong tradition of filial piety (Chen 2010; Ho 1996). There is,
therefore, an expectation that students will strive hard to meet the expectations of
family members and close social contacts.

In the motivational orientation framework, the social orientation is represented
by the sense of belonging facet. Chapter 4 showed how family played a major role
in decisions about whether to try to enter university, which subsequently resulted in
high levels of support for students’ endeavours.

Tradition Versus Competition or Tradition and Competition

The greater degree of collectivism in many Asian societies implies that traditionally
achievement motivation has been seen as having a more social or family orienta-
tion. The degree of collectivism still seems to be such that characterising
achievement motivation of Asians primarily as an individual drive and a compet-
itive force, as it is defined in the Western educational psychology literature is not
appropriate.

However, the effects of the education systems appear to act in the opposite
direction. Much of the East retains an elite education system, particularly with
respect to university entry, so competition between individuals can be intense. The
impact of mass higher education in the West has tended to reduce the need for
competition to enter university.
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In one of the dichotomous characterisations of motivation these positions would
be seen as contradictory or as a tension between tradition and the impact of edu-
cational change. However, the multi-dimensional framework posited in this book
can accommodate both types of motivation. The motivational drive does not have to
be either individual and competitive or social in nature, but there can be influences
from elements of both.

The motivational framework can be interpreted as indicating that the East can
draw influences from the best of both. There are high goals set on the individual
goals facet because of the competition throughout the elite educational system. In
addition, though, there is strong support from family, classmates, teachers and
friends from the sense of belonging facet.

Attribution for Success

Weiner’s (1986, 2004) attribution theory of motivation advances the view that the
locus of attribution for successes and failures varied between people and could have
consequences for future behaviour. Western students have a tendency to attribute
success to inherent ability (Weiner 1986) or to having a good teacher (Stevenson
et al. 1993; Stevenson and Stigler 1992). Both factors are difficult to control and the
latter is external to the individual.

Chinese students, by contrast, tend to attribute success to effort or hard work
(Hau and Salili 1991, 1996; Salili 1996). There is, therefore, an internal or personal
locus of attribution for success or failure which can be within the control of the
individual.

The difference in locus of attribution and the degree to which it is under the
control of the individual logically relates to future behaviour. If Western students
perform poorly when assessed, and attribute that to a lack of ability or poor
teaching, they might work less hard for the next test because they feel that they do
not have the ability to succeed. If a typical Chinese student, however, performs
poorly in an examination, they are more likely to work harder for the next test
because they attribute their failures to not working hard enough.

Schooling Differences

In the remaining sections of this Chap. 1 consider some differences between the
nature of education in Hong Kong and Australia. Comparison between the two
places, alone, should be of value, as Hong Kong has been one of the high per-
forming territories in the PISA testing. In Australia, by contrast, there has been
considerable criticism by the press and politicians of the country’s results. Results
from the annual national testing through the NAPLAN scheme (Australian
Curriculum Assessment Reporting Authority 2015) have also revealed substantial
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proportions of students who fail to meet the standards specified as appropriate for
their age (Australian Curriculum Assessment Reporting Authority 2015).

Australia and Hong Kong can also be equated to related countries or territories
with similar levels of performance. Hong Kong can be grouped with other
Confucian-heritage regions, such as mainland China, Taiwan and Singapore. It can
also be seen as part of the East Asian regional group, which has consistently ranked
high in the PISA comparisons. The performance of Australia is similar to that of
other Western countries which are predominantly English speaking. In particular
Australia usually ranks in the PISA testing at a similar level to the USA and the
UK; countries which have had a strong influence on the Western educational
psychology literature, which is a pertinent consideration for this chapter.

It has to be stated clearly that little of what follows is derived from the three
studies, which provided the research database for the remainder of the book. I have
conducted no research on motivation in Australia, though the Western educational
psychology literature on motivation is vast. The majority of suggestions for the
differences in performance relate to the school sector, while my data were from
higher education.

What follows is based mainly on my observations of Hong Kong and Australia
and of discussions with educators in the two regions. I have identified aspects of the
two educational systems which display distinct differences, which seem likely to
relate to the relative levels of performance in the comparative testing. I am certainly
not claiming that they are the reasons, rather making suggestions for furthering the
dialogue on this issue and opening up avenues for future research.

It also has to be said that the characteristics of the Hong Kong education system
which appear to contribute to the evident competitive drive, and probably have an
impact on the performance in comparative testing, are not universally valued in
Hong Kong. On the very significant issue of the intense competition for places in
the best schools and universities, the attitudes could be interpreted as equivocal.
The negative effects the competitive system has on learning outcomes, through the
adoption of teaching practices which encourage remembering material for exami-
nations, is widely decried to the extent that it has led to the Government introducing
a radical reform of the entire education system. The international schools, which
follow Western curricula, are very popular with local parents in spite of the high
fees. Yet teachers still see examination results as their and their pupils’ main driving
force. Parents pressure their children into doing homework and performing well as
early as kindergarten. Tutorial schools, which provide additional after school
coaching aligned to successful examination performance, are very well frequented.

On reflection I wonder if the attitudes to the competitive educational system in
Hong Kong are best interpreted as equivocal. An alternative interpretation is that,
once again, the position sought is the best of both worlds. There is a desire to reform
the educational system, so that the negative consequences of examination pressures
on approaches to learning and teaching are reduced. However, there is also a desire
to maintain the high levels of motivation and effort, which I have attributed to a
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combination of the competitive system and the Confucian tradition of respect for
education. There is then a desire to combine the lessons from research into cur-
riculum and pedagogy from the West with the superior work ethic of the East.

Paradox of the Chinese Teacher

Earlier in the chapter the paradox of the Chinese learner was discussed. Chinese
learners were perceived as employing approaches to learning associated with poor
learning outcomes in the Western educational psychology literature, yet they
consistently out performed their Western counterparts in international comparisons.

There is also a parallel paradox associated with teaching practices in mainland
China, and to a lesser extent in Hong Kong. How can the superior performance of
Chinese students be explained when the teaching practices are commonly believed
by Western observers to be inconsistent with those associated with good learning
outcomes in the Western educational psychology literature?

Impact of Large Classes

The difference which has been commented upon most often is class size. Cortazzi
and Jin (2001) report that classes in mainland China are normally considerably
larger than those in Australia. It is hard to specify how large, however, as there is
much more variation in class size in China than Australia. Cortazzi and Jin (2001)
note that observers have recorded variations between provinces, between urban and
rural schools and seasonal variations in rural schools when parents want help from
their children. Class sizes in Hong Kong are also larger than those in Australia,
though not as big as Chinese ones.

An interesting contrast is in the press to reduce class size. Class sizes in Australia
are relatively small because teachers, educationalists and unions have strongly
advocated reducing the number of pupils in school classes. A significant proportion
of the increase in Government spending on education has been devoted to reduc-
tions in class size.

Even though classes in mainland China are large, Cortazzi and Jin (2001) found
there was little pressure to reduce class sizes for three reasons. Firstly, space
pressures often restricted the opportunity to build more classrooms. Secondly,
teachers normally specialise and teach only one or two subjects, even in primary
schools, and this was possible if there are large classes and schools were also big.
Thirdly, large classes meant that teachers could teach fewer lessons; so had more
time available for preparing high quality lessons.

The fact that Chinese schools have not seen it as a pressing issue to reduce class
sizes even when it has been possible to do so, suggests that the size of classes is not
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perceived as a major determinant on the quality of learning and teaching. If this is
the case, then the perception has a degree of consistency with Western research.
Hattie’s (2005) meta-analytic work, concluded that reducing class size had not led
to major improvements in student learning, as measured by effect sizes. It was
possible for class size reductions to result in worthwhile increases in the quality of
student learning, but only if certain conditions were met.

Taken together the Chinese ambivalence to reducing class size and the Western
research showing that smaller classes are often not associated with better learning
outcomes, suggests that it cannot be inferred that Chinese teaching is less effective
because class sizes are larger. If there is a paradox associated with Chinese
teaching, it is not associated with class size.

Stigler and Hiebert (1999) conducted comparative studies of teaching in different
countries and observed that each culture had developed its own script for teaching.
They analysed video-tapes of secondary school classrooms in Germany, Japan, and
the United States. Their very significant conclusion was that ‘they were amazed at
how much teaching varied across cultures, and how little it varied within cultures’
(p. 10). The best way of interpreting the teaching of large classes in China is that the
Chinese have developed a script for teaching which deals well with large classes.

Teaching Large Classes Well

Some Western observers have noted the large class sizes in Chinese schools and
associated it with poor teaching. They have associated the teaching style for coping
with the large classes as being more didactic, expository or authoritarian and with
the students apparently less engaged in activities.

However, Biggs and Watkins (2001) believe this to be a mis-perception. Firstly,
they believe these observers were focussing on the wrong thing; they were looking
at teaching style or performance when they should have been looking at student
learning. Secondly, they were looking through a Western lens, rather than accepting
the Stigler and Hiebert (1999) concept of a different script. Taking these two
mis-perceptions together implies that the observers overlooked a different way of
teaching which was effective for student learning in the cultural context.

The Chinese Teaching Script

Having raised the idea that there is a different teaching script in the Chinese
classroom, the obvious next step is to examine that script. A convenient way to do
this is to synthesise summaries from two texts. The first is a summary of important
features of teaching in Cortazzi and Jin’s (2001) work on large classes in China.
The second is from Biggs and Watkins (2001), who note similar elements to
teaching and learning between Hong Kong and Mainland China. As there is much
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commonality between the two, it is convenient to tabulate the two summaries
(Table 9.2).

The degree of consistency between the two columns in the table helps to
authenticate the conclusions drawn from the results. There is also conceptual
consistency down the columns in terms of the relationship between elements of the
distinct teaching features. The practices at the top of the table can be seen as
contributing to the outcomes at the bottom.

Cortazzi and Jin (2001) describe the peer observation as part of a comprehensive
staff development and support process for teachers, which involves both model
teachers and model lessons. This leads on to the careful preparation of lessons.
These can be improved through the peer observation and shared through the sup-
porting network.

The lesson plans include structured activities. The supposition that the large
class sizes in China implies didactic teaching appears to be without foundation. The
different teaching script for the large classes includes activities which suit the class
size and carefully scripted lessons. These tend to be short in duration and might
involve a limited number of students in each activity. However, the rest of the class
are trained to learn from those who are involved. A combination of the careful
planning and the learner training appears to result in activities which are effective
for achieving intended learning outcomes.

Importance of Mathematics

The international comparison testing results, cited at the start of the chapter, show
particularly marked differences in mathematics. The top seven countries in math-
ematics in the 2012 testing of 15 year-olds were all in East Asia (OECD 2012).
These results do not surprise me a bit. The attitude to mathematics, and to a lesser
extent science, in Hong Kong and Australia differ markedly.

In Hong Kong the mathematics and science streams at school are regarded as the
most prestigious—and this applies to both girls and boys. At university the subjects

Table 9.2 Elements of the Chinese teaching script

Cortazzi and Jin (2001) Biggs and Watkins (2001)

Peer observation

Teacher preparation and group support Careful planning

Aspects of structuring classroom presentation, practice
and participation

Timed questioning and
associated activity

Learner-trained learning Learner-trained learning

Vicarious learning
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with the highest entry standards are ones which apply mathematics to business,
such as finance and actuarial science. Again females more then hold their own. In
mainland China, seven of the nine traditionally top ranked universities are uni-
versities of science and technology. This is indicative of the importance China
places on science in striving for economic advancement and must also impact upon
students desire to study science and mathematics.

In Australia, like many other Western countries, there is a widespread dislike or
fear of mathematics, which appears to affect those of all ages (Thomas 2000). This
causes issues in teacher education as there is a shortage of trained secondary
mathematics teachers and concerns that the level of understanding of mathematics
is insufficient for primary teachers to adequately teach the subject. Science and
mathematics have become sufficiently unpopular as university subjects that
departments have lost staff or even closed.

The symptoms of the dislike and poor performance in mathematics have been
obvious to those in the West for some time. Governments in Australia, the UK and
the USA have spent considerable amounts of money attempting to address the
issue, but it still remains a major problem.

Explaining the differences in attitude to and performance in mathematics in the
two societies is complex. There is evidence of differences in the approach to and
quality of teaching of mathematics between Australia and Hong Kong, which is
consistent with the differing teaching script of Chinese classes discussed above.

Observational studies compared typical mathematics classes in Hong Kong,
Austria, Czechoslovakia, The Netherlands, Sweden, and America (Leung 2005).
According to the judgment of an expert panel, the Hong Kong Chinese teachers,
spent more time talking, but covered topics in greater depth and with greater
coherence, and were more likely to engage their students in understanding the
topics covered than were their counterparties in all the other countries. Leung
(2005) concluded that the observed Hong Kong classrooms involved a much higher
quality of teaching and learning than the classes in at least four of the other
countries. Fan et al. (2004), have produced a book which analyses in detail how
Chinese mathematics teachers enhance student learning in ways rather different to
Western approaches.

It may well be instructive for Western educators to look carefully at this alter-
native script for teaching mathematics. However, making significant progress will
be a difficult and complex problem as long as there are such marked differences in
the attitude to mathematics in the two societies. It seems most unlikely that there
will be progress in Australia while many primary school teachers dislike mathe-
matics and have an inadequate grasp of the subject and there is a shortage of
qualified secondary mathematics teachers. The issue has become a vicious circle
and a self-perpetuating problem.
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Inclusiveness Versus Selectivity

The concept of inclusiveness is deeply embedded, morally and legally, in
Australian education, consistent with the philosophy of a fair go for all. To provide
a contrast with Hong Kong, and much of East Asia, the aspect of inclusiveness I
intend to concentrate on here is inclusiveness by ability: a philosophy by which
students are grouped together, in classes and schools, regardless of achievement or
ability.

Interestingly, in spite of inclusiveness being an entrenched policy, many parents
do their best to circumvent the effects of inclusiveness through doing what they can
to get their children into schools perceived as better—which are effectively the ones
which are the most exclusive or least inclusive. Many of those who can afford the
fees, send their children to private schools. Others choose to live in areas which
make their children eligible for entry to the better state schools.

Hong Kong, by contrast, practices selectivity. Schools are categorized into three
bands and there is a hierarchy within bands, particularly the top one. Schools select
pupils according to their results in the public examinations.

In Hong Kong the concept of inclusiveness is regarded as incomprehensible. It
seems perfectly logical that those who work hardest and perform best in the
examinations are those who are awarded places in the best schools. The meritocratic
system then enables these elite schools to educate the high performers who go on to
supply the high achievers Hong Kong needs for its economy to prosper.

These radically differing attitudes may be partly explained by attribution theory
(Weiner 1986, 2004). It was noted earlier in this chapter that Chinese students tend
to attribute success to hard work. If success is seen as an outcome of hard work, it
seems perfectly reasonable to reward those who work hard by offering them places
in the best schools. These schools also support the approach as an appropriate way
to organize an educational system as they are able to recruit high achieving pupils
who are also believed to have shown evidence of being hard working.

In Australia, by contrast, if success is attributed to innate ability, this can pre-
sumably be equated to parental upbringing or socio-economic factors. Attribution to
having a good teacher might also be seen as an indicator of coming from a privi-
leged background. These attributions of success to the background and upbringing
of the student, rather than to hard work, would seem to open society more to accept
inclusiveness as a step towards social equality.

Effects of Inclusion and Selectivity

It seems most unlikely that it is a coincidence that the East Asian countries per-
forming best in the recent PISA comparisons (OECD 2007, 2012) have educational
systems based on selectivity, while Australia, with its inclusive school system,
languishes down the charts.
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The perceived quality of educational institutions is related to their degree of
exclusiveness. The positions of universities in the world ranking tables show a good
relationship to the difficulty of getting into them. Similarly within the school sys-
tem, the schools with the best reputations tend to be the most exclusive ones.
Testing, such as the NAPLAN testing in Australia, tends to confirm that their
reputations are justified.

Critics of these high flying institutions will no doubt argue that their results are
largely a case of quality in resulting in quality out. While there may well be a
rational case for this assertion, raising the argument in a discussion of inclusiveness
actually concedes the point I am trying to make here; that there will be high quality
outcomes when students are selected by ability.

Comparison between university and school sectors is interesting. If anyone
raised the argument that Harvard, MIT and Oxbridge should have mixed ability
intakes, I suspect that they would be dismissed out of hand, even in countries in
which inclusiveness is entrenched in the school sector. Why is it then that in one
sector inclusiveness is regarded as completely inappropriate, whereas in some
countries it is enshrined in the school system?

Top universities and schools justify the degree of selectivity they practice by
claims that it enhances motivation of their cohorts. The students stimulate each
other through competition and through intellectual engagement with each other.
Teachers are able to set demanding tasks which arouse interest and motivate the
students to perform well.

By contrast, the teachers of mixed ability classes face a daunting task. Most
probably pitch content and activities at the level of the midpoint of the class’s
ability level. This means that the high achievers are not challenged, become bored
and are often under-occupied. Those of lower ability get frustrated and left further
behind. The whole class can become hard to manage. There is a perfectly good
argument that it is not just higher ability students whose performance is affected in
an inclusive classroom.

The earlier discussion of the paradox of the Chinese teacher, noted that class
sizes in schools in China and Hong Kong are normally significantly larger than
those in Australia, yet students in the East Asian classrooms do very well in spite of
theories which suggest small classes ought to produce better results. A highly
plausible explanation is that the Chinese teachers are able to actively engage the
larger classes because the pupils are relatively homogenous in abilities. They can be
confident that the one well planned lesson and set of activities is appropriate for the
whole class. Australian teachers, by contrast, struggle even with their smaller
classes because their classes are much more heterogeneous in knowledge and
ability; so they have to run several different lessons simultaneously.
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Early Childhood as a Start to Schooling

A common afternoon sight on the buses and mass transport trains of Hong Kong
was children travelling home, accompanied by their carers, from kindergarten.
Invariably they would have a bag containing a drink bottle and lunch-box. Most
also had work sheets as activities for homework and many would be working on
these on their way home.

Serious study starts early in Hong Kong. Children need to do well in kinder-
garten to get into the better primary schools. There is a through train policy which
means that those doing well in their primary school obtain a place in the associated
high band secondary school. These have a good record in getting students into
university. The pressure is, therefore, on from the word go. Kindergarten is the start
of hard work, study and homework, rather than a venue for childhood development
through play. In terms of the motivational orientation framework, conditioning
towards high levels of compliance starts early.

The attitude towards this might be seen as equivocal. Parents regret the pressure
placed on their children from such an early age. However, they do their best to get
their children places in the kindergartens and schools with the best reputations,
which coincidentally are those which place the most pressure on their pupils. The
parents, themselves, also place pressure on their children to ensure they work hard
at their studies and do their homework.

At government level, the system-wide review recommended changes to reform
early childhood education (Education Commission 1999), however, this is the
sector where there has been the least progress. Whatever can be done to reform the
myriad of kindergarten operators, the government seems unlikely to be able to
change the entrenched attitudes of the community. Pressure will continue to be put
on children to study from an early age.

Conclusion

A succinct conclusion to this chapter is not straightforward. Perhaps the most apt
conclusion is that there is no simple reason for the difference in performance
between East and West. It is a complex issue with many contributing factors
embracing cultural traditions, pedagogical and curriculum practices, learning pat-
terns, the nature of the educational systems and the philosophies on which they are
based.

One of the most significant features of this book is that it has championed a
model of motivation in which there are multiple forms of motivation which can act
in concert. Of the factors impinging on an interpretation of the differences in
performance, the harnessing together of distinct forms of motivation in a best of
both worlds scenario, has been a consistent feature of this chapter.
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Motivation in the East is enhanced through high individual goals resulting from
a highly competitive education system, which rewards those who perform well. The
Confucian tradition of respect for education reinforces the individual goals. The
tradition, though has a societal origin which introduces the societal element into
motivation. Achievement motivation has been characterized as having a family or
social orientation in Chinese society. At the same time, nowadays, it clearly
co-exists with the individual competitive drive, which used to characterize
achievement motivation in the West, but has recently subsided with the advent of
mass higher education and material well-being.

Distinctions in the approaches to teaching are less clear. Class sizes in China are
significantly larger than those in the West. This has been interpreted, through
Western eyes, of implying didactic teaching. A better interpretation is that there is
an alterative Chinese script for teaching which copes very well with the large
classes. Teachers may spend significant amounts of time talking, with
carefully-prepared scripts and explanations. However, there are also activities in the
well-prepared lesson plans. Learners are trained for the types of activities, which
put the stress on communal learning.

Quite what the West can take from this interpretation is perhaps the hardest part
of the analysis. The differing teaching script in China would not be effective if
transported directly into the West as the context is so different. However, greater
study of the alternative script would undoubtedly pay dividends.

The systemic differences with respect to levels of motivation involve a mix of
cultural factors and higher levels of individual goals. The latter seem clearly linked
to greater levels of competition in the education systems. The West has achieved
mass higher education. The East still has a high degree of elitism in highly dif-
ferentiated higher education systems. The West embraces policies of inclusive
education. The East believes that hard work and good results should bring rewards;
so has more selective school systems. Whether the West has the desire or ability to
take note of this analysis will need a complex society-wide debate.
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Chapter 10
Reflections on Motivation

The final chapter returns to the questions posed in the first chapter. Drawing
together threads through the book relating to the questions provides some
conclusions.

Theories of Motivation

Most established theories or models of motivation have come from the Information
Processing (IP) tradition. As such, they have been derived top-down from theory.
The more contemporary ones tend to derive new theory by taking into consideration
or building upon existing theories on the topic. Researchers then proceed to test
hypotheses derived from the theories, most commonly through experimental
designs.

Higher education has been more strongly influenced by the student approaches
to learning (SAL) tradition than IP, particularly outside the USA. However, when it
comes to motivation, even higher education has chosen to adopt models derived
from theory.

The most commonly cited visualisation has been the extrinsic/intrinsic formu-
lation. Even for approaches to learning, which are central to the SAL tradition, the
motivation components were designated as extrinsic and intrinsic motives. This is
in spite of the fact that SAL is based upon naturalistic second-order research
(Marton 1981).

The studies on which this book is based started out of dissatisfaction with the
traditional interpretation of extrinsic and intrinsic motivation. Empirical results
were quite inconsistent with the formulation, particularly for extrinsic motivation as
a negative drive, dichotomous with intrinsic interest (see Chap. 3).

The three studies, therefore, followed a naturalistic open approach to researching
motivation in higher education. They took a second-order perspective by using
semi-structured open-ended interviews with students about the way they approa-
ched study tasks. These eschewed any guiding based on prior formulations of
motivation.
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Motivational Orientation Framework

The first outcome was the motivational orientation framework (Fig. 10.1). The
analysis of the data from the three studies had revealed six themes or six distinct
aspects of motivation. These are represented in the framework by the six continua.

That the framework is multi-faceted turned out to be highly significant when it
came to interpreting phenomena. There had been a number of issues which had
been problematic to interpret with single aspect models of motivation. It proved
possible to reconcile factors which seemed contradictory by instead modelling them
as acting in concert.

The first of these was the extrinsic versus intrinsic dichotomy, which inspired the
studies. The inclusion of the career and interest facets of the framework, meant that
forms of motivation which would be classified as extrinsic, which has been seen in
a negative light, could now be re-interpreted as a positive form of motivation which
could not only co-exist with intrinsic interest, but positively reinforce it.

Including the individual goal and sense of belonging facets in the model, sim-
ilarly, meant that motivation was a function of the individual, but could also take on
a social aspect through classmates, families and society. This resolved a major issue
of interpreting achievement motivation, which was seen as an individual compet-
itive goal in the West, but had a social orientation in the East. The motivational

Costs and obligations of
attending university 

Fractured Sense of belonging

Low compliance Compliance

Lack of relevance Career

Disinterest Interest

University lifestyle

Uncommitted Individual goal setting

Fig. 10.1 The motivational orientation framework

148 10 Reflections on Motivation



orientation framework visualises both individual and social motivations acting in
concert.

These multi-faceted complementary interpretations turned out to be particularly
important in terms of interpreting phenomena to explain the performance of
Chinese or East Asian students. In many cases the Chinese appeared to be taking a
best of both worlds approach. A good example being the boosts to individual goals
from a highly competitive system, while still benefiting from the social nature of the
sense of belonging facet.

Another key feature of the motivational orientation framework is that it is a
dynamic model. It does not portray motivation as a function of an individual or a
relatively stable cognitive style. Instead it is something which changes over time as
a function of relational or contextual influences. These are represented on the
framework by shifts across the continua.

Didactic teaching

Course content which requires
rote learning 

Teaching for understanding

Distance between classmates Sense of belonging between classmates

Examinations requiring
memorization 

Assessment of learning
activities 

Teachers not relating to
students 

Close teacher-student
relationships 

Learning activities

Teaching abstract theory Establishing relevance

Allowing choice of courses so
that interests can be followed 

Restricting course choice so that
students cannot pick courses which
interest them 

Boring courses Establishing interest

Demotivating element Motivating element

Fig. 10.2 Motivational teaching and learning environment framework
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Motivational Teaching and Learning Environment
Framework

The most important of the contextual influences on motivation is the teaching and
learning environment (Fig. 10.2). The book presented another derivation from the
open-ended interviews; the motivational teaching and learning environment
framework. This again is a multi-faceted model which takes into account eight
elements of a comprehensive teaching and learning environment. If motivation is to
be enhanced the whole of the framework needs to be taken into account. Teaching
innovations which concentrate on single aspects of teaching are not sufficient.

The motivational orientation framework and the motivational teaching and
learning environment framework have a similar representation or formulation. This
is partly because they are part of a pair. One represents the nature of motivation, the
other shows how that motivation can be influenced by the prime factor which it is a
function of; the teaching and learning environment.

The other reason for the consistency of the relationships is the similarity of the
nature of the two frameworks. Both are multi-faceted models, with each facet
represented by a continuum with positive and negative ends. The facets can
influence each other in the motivational orientation framework and act as a whole
environment in the motivational teaching and learning environment framework.
These inter-relationships are shown by the double-headed vertical arrows between
continua.

Both models are dynamic, which can be represented by shifts across continua.
Levels of motivation on each facet of the motivational orientation framework will
be influenced by perceptions of changes in the elements of the teaching and
learning environment.

Future Directions

The projects on motivation started with the aim of examining motivation in higher
education with a fresh open perspective. The projects did not ignore existing the-
ories, but aimed to see which theories, or modified versions of them, were most
suited to the higher education sector. The motivational orientation framework
which resulted is, therefore, a new formulation, but the six facets which make it up
can be related to a substantial literature, as was done in Chap. 3.

Any fresh insight into a concept as important as motivation inevitably opens up
avenues for further inquiry. It, therefore, makes sense to end the book with some
consideration of what these might be.
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Interpretation and Analysis

The book started with a series of questions commonly asked by those in the higher
education sector. There are of course no simple answers to any of these questions.
What the book does provide, though, is a pair of frameworks which make it possible
to analyse and interpret these issues.

Two examples of applications are Chaps. 8 and 9. Chapter 8 examined the
systemic-level issue of the move to mass higher education in Hong Kong. There is
extrapolation to motivational issues in the expansion of higher education in the
West. Chapter 9 considered the question of why Chinese or East Asian students are
out-performing those from the West in comparative international tests.

In both cases the motivational orientation framework was able to provide per-
tinent insights. The inclusion in the framework of multiple motivational facets was,
in both cases, an important aspect of the interpretation. Theories or models relying
on single constructs would not have dealt adequately with the complex array of
interacting issues.

Use as an interpretive and analytical framework is possibly the way in which this
body of work will be most useful in the future. Issues in higher education have not
commonly been examined in terms of motivation. The two frameworks advanced in
this book may provide more sophisticated lenses to interpret issues in terms of
motivation.

Generalisabilty

I argued in Chap. 2 that the three groups of students from which the data for the
book were gathered were sufficiently consistent with those in higher education in
other parts of the world that some degree of generalization of results should be
possible. In Chap. 8 the motivational orientation framework was used to interpret
issues connected with the massification of higher education, which is a worldwide
phenomenon. Chapter 9 analysed the cross-cultural phenomenon of the perfor-
mance of Chinese and East Asian students compared to those in the West. For the
framework to be of value in analyzing global and cross-cultural issues of such
significance adds credibility to the generalisabilty claim.

The globalization of higher education is an increasing trend. Universities
worldwide tend to follow common goals linked to the metrics of world ranking
tables. Academics tend to see themselves as members of disciplinary tribes (Becher
1989); so conform to common disciplinary conventions. The Bologna accord is
leading to increasingly harmonized structures and curricula, and its influence is
spreading beyond Europe. The student body is becoming internationalized as
universities seek overseas students to boost their finances and exchange students
enhance the global awareness of their student body. Facilitating these movements
requires compatibility of qualifications and curricula.
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A reasonable interpretation of the globalization trend in higher education is that
research in the sector should be regarded as more generalisable than that from other
educational sectors and possibly from other fields of research. In future research it
would, though, be very useful to test the generalisability of the two frameworks. For
qualitative work, a useful indicator of applicability would be the extent to which the
frameworks are able to interpret and explain qualitative studies in higher education
in other contexts. Such studies would not definitively prove generalisability by the
standards of the scientific method, but the value of a model or theory is the extent to
which it can explain or interpret phenomena in a range of contexts.

A major rationale for conducting the studies was that theories of motivation had
normally been derived and tested with sectors other than higher education in mind.
The three studies, therefore, sampled students typical of three major groups in
higher education. Attempting to apply the two frameworks outside higher educa-
tion, therefore, seems to be of limited value.

Questionnaires

The studies were entirely qualitative. The main outcomes—the two frameworks—
are ideal, though, for the development of questionnaires. The motivational orien-
tation framework includes six facets of motivation. A questionnaire derived from
the framework should, therefore, have six scales, one for each of the facets. Items
for the scales could be derived from the quotations in Chap. 5 which explained how
the facets could be interpreted in terms of motivation to study. All items should
refer to positive motivation, as questionnaire with mixed positive and negative
items usually have poor psychometric properties.

Similarly the motivational teaching and learning environment framework could
be turned into an eight scale questionnaire with a scale for each of the elements of
the teaching and learning environment. The elements were illustrated in detail in
Chap. 6; so this could guide the wording of items.

The formation and testing of questionnaires is discussed in detail in Kember and
Ginns (2012). What is particularly relevant here is the discussion of validity as
establishing validity is not easy. An approach which has found favour with many of
the most widely used instruments, designed by researchers following the SAL
paradigm, is making validity claims based on questionnaire designs following
naturalistic qualitative studies.

Questionnaires based on the two frameworks could help greatly in establishing
the generality of the motivational constructs. A standard way of investigating
generalisability is by administering questionnaires in contexts in question. If the
same or similar factor structures are found in different contexts, it is normal to
accept that the instrument, and the constructs which underpin it, are applicable to
each context.

The motivational orientation framework questionnaire could be useful for many
other research applications in which relationships between motivation and other
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factors or constructs are investigated. A questionnaire based on the motivational
teaching and learning environment framework could be useful for studies which
examine how students’ perceptions of elements of a teaching and learning envi-
ronment relating to motivation impact upon learning outcomes. This would relate to
the large body of SAL research relating perceptions of teaching and learning
activities to approaches to learning. Such a questionnaire could also be useful
simply for evaluating teaching and learning. All too many of the instruments used
for this purpose have no theoretical or empirical foundation and lack validity.

Participation, Persistence or Drop-Out

An issue which the motivational orientation framework should be of value in
analysing and interpreting is that of levels of participation in higher education. This
is an important issue as knowledge-based economies need a well educated work-
force. For example, it is of considerable concern to the University of Tasmania that
the State has the lowest tertiary participation rate of any of the Australian states.

A connected issue is that of persistence or drop-out. Boosting participation rates
is of no avail if students drop-out before completing their course.

Neither of these issues was investigated in Hong Kong because (surprisingly)
they were of little relevance! Participation rates, in the UGC-funded universities,
were not held down by any lack of motivation for higher education—rather because
the UGC places a cap on the numbers admitted to each undergraduate course.
Studying persistence is not a high priority because drop-out from full-time under-
graduate courses is negligible. Even from part-time TPg courses, drop-out is
minimal. These distinctions with Western concerns on participation and persistence
would make for a fascinating cross-cultural study related to motivation.
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