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ABSTRACT

The transition toUniversity is challenging, and requirelsangefrom a teachefcentred (pedaggic)
to studentcentred (andragogidearning environmentd-undamentato an effective transitioris the
capabilityfor learnersto be selfregulated.\BelfRegulatedLearningYequires coordinatd academic
skills and attributeghat need to developovertime. A common perceptioacrossthe HEsectoris
that students enteringJniversitylack abilityasselfregulated learners. Thistudy aims to evaluate
the extent to which university students are sedgulated, and what factors promote or inhibit self
regulation. This studysesa qualitative methodology, to investigate the experiencedist year
students. 24 first year undergraduate studenfsom scienceand humanities disciplines were
interviewed three timeseach,over the course otheir first academic yearInterview data were
analysed usingonstructivistGrounded Theory andStuational Analysis.Andingssuggest that the
participantsin the studyhad alreadydeveloped extensiviPersonalLearningSi NJ (i Setbie ey Q
arrived at UniversityParticipants displayed clear characteristics of setjulated learners, however
their personal learning strategiateeded to be adapted talign withthe academiexpectationsof
Higher EducationDevelopment of effective setegulation involved extensivateractions witha
& dzLJLJ2 NI A OIS | WY/ § NA 20fidfhidr pebpld Teansition to university also required the
learner to learn the conventions ofthe social andacademiccommunities in which they were
embedded.Interactions with others andhe disciplineimpacted upon thedevelopment of agentic
identity. This study suggestthat students need to be supportetb adapt during the transition
process but do not require remedial supporfThe extent to whichparticipants were agentic
mediators of a rage of different factorand social interactionsuggests thaselfregulation may be
too restrictive a concept, and tha®udent-Mediated LS N}y Ay 3Q YA3IKG oS

Implications for learning and teaching practiead the support of new studentare discussed.

Keywords

Selfregulated learningAndragogyGrounded Theory; Selégulation;Peersupported learning;

Independent learningTransition, Personal learning network; Identity
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CGTh €onstructivist Grounded Theory QAA = Quality Assurance Agency
CoP = Gmmunity of Practice SA = Situational Analysis

GTh = Grounded Theory SDL = Seffirected learning

HE = Higher Education SML = Studenmediated learning
PLN = Personal Learning Network SRL = $eregulated learning

PLS = Personal Learning Strategy
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Chapter 1
INTRODUCTION

1.0 Introduction

This study focuses on the develognt of selfregulated strategies for learnirig university students

as they transition from school to Higher Education (HE). The serksto highlight thekey factors

and influences on SRL that impact upon students duittiis process. The aim of this researctois
identify potential mechanisms of supgathat could be offered within courses to better support
aidzZRSyiaQ RS@OSt2LI¥Syéamnéras AYRSLISYRSyGz F3ISyiAro

1.1 The importance oindependent learningn HE

The development of independenlifelong learners is fundamental t¢lE,and the way in which
educational practitioners in HE supportigtdevelopment is of importanc&@he Quality Assurance

Agency(QAA) Benchmark statements for UK HE have the following core expectation at their heart:

oHigher education providers, working with their staff, students and other stakeholders,
articulate and systematically review and enhance the provision of learningrapyties

and teaching practices, so that every student is enabled to develop as an independent
learner, study their chosen subject(s) in depth and enhance their capacity for analytical,
critical and creative thinking.

(QAA, 2018, p. 8)

The ability to function as an independent learnercre to the mission of HE within the UK

framework, and is common across the sector worldwi@i&ygs & Tang, 2011; Daily & Landis, 2014)

Learning outside of formal structured teachingigllenging There is little or no scaffolding to the
activity (Bruner, 1978pithini KA & Wi KA NR & CuknteSSehnteigh@l BNt ryDin&eymian,

& Nichols, 2011; Moje et al., 2004he space outside of faral teaching Without a formaktructure

placed on them by the teachethe learnerneeds to be more agentic in the management of their
learning.This level of agency in the planning and execution of learmhgh isfundamental to HE,

is characteristi@ ¥ 'y WIyRN} 323A0Q 6 W IRYR I X BNONY AYBQK K

environment(Knowles, 1990)

One of the major challenges in progressing through the educational system, is mapadagpgie

andragogicprogression, so that the learner develops the skills required for independence. The

1



pedagogyandragogy transition is gradual, and requires a revision of learning approaches, academic
literacies, world view and reS @+ f dzt GA2y 2F GKS fSINYySNRa Nt S
process(Daily & Landis, 2014)The successful progress from pedagogy to andragogy requires
substantial cange on the part of the learner. &pping this change, how it occurs, and what support

is required for diferent learnersare key prioritiegor supporting secondary and tertiary education.

¢CKAd NBldZANBYSyd G2 GF1S 26ySNBKALI 2F GKS f¢
RSOSt2LIYSyd Aa O2 NS Fidf HIKSISREHArkNSirlogksR & Korell, 2013,
Zimmerman, 1989a)Selfregulation features prominently in the QAA benchmark statem¢@aA,

2018) which emphasise severaspects of education that drive effective learning when students are
empowered to undertake certain key activitieShese includeEngaging actively in learning and
participating in learning opportunities; understanding thdgarning environment; embraeg the

aims and expectations of their course of study; recdggisand buildingupon their existing
knowledge and skills; madg effective use of feedback and advice; uiilgsopportunities to acquire

and develop learning skills; understang academic pactice; contextualieg their knowledge;
plamingthe use of resources available; and wioktogether in informal as well as formal learning
environments. Indeed, all of the suggested opportunities for students in the QAA benchmarks relate
to independentlearning and being setkflective about the learning environment and personal

learning development. Setégulation is therefore at the very core of activity in HE.

1.2 The importance of seffegulation during independent learningh HE

Effective SRL pvides the potentiali 2 Y I yF 3S | yR SFFSOGABSt & RANBC
direct guidance of a teachéBoekaerts, 1997; Boyer, Edmondson, Artis, & Fleming, 2013; Cassidy,
2011) An effective selfegulaied learner is able to manage their ideal strategies for acquiring and
understanding knowledge, critically appraising it, and using it for assessment or prebleimg

(Boyer et al., 2013; Doyle, 2011; Nicol & Md¢da-Dick, 2006) In this independent learning
environment, the learner themselves needs to take responsibility for their learning, to identify the
learning needs, and the most effective means of achiebiwtty (Zimmerman, 2002)A lack ofSRL

skills is often associated with students who withdraw from university prematurely, or who fail to
progress through their studigdlcGuire, 2015; Tinto, 201 ffectiveSRLs fundamental to success

as a student in HE, and therefore supporting students in becoming effectivegalated learners is

a priority for the HE sector



1.3 The extent of collaboration during indepenah learning inHE

Another2 ¥ (G KS 18& SELISOGIGAZ2YyE FT2NJ aGdzRSy (i workd A G K A
together in an informal environment as well as in formal learning sessi@®A, 2018, p. 9)This
expectation emphasises that collaborative and tebased activity is fundamental to the HE learning
environment, both within and outside the classroom. SRifté expected to contain an element of
communal activity (Jarvela & Jarvenoja, 2011Hlowever, evidence suggests that undergraduate
students rarely adopt communal study approaclmgside of classor do so to a limited extent
(preferentially working alone, in pairs or in threes; Scott, Mistry, Moxham, & Ruthe20d) The
lack of collaboration is surprising, given the extent to whiclaboration is a fundamental aspect of
the contemporary world through active interactions between individuais social media andvVeb
2.0 collaborative technologiefDabbagh & Kitsantas, 2012) would be useful to academic practice
in HE to identify the extent to which students collaboratetheir SRL, the rationale for their
behaviour, and the best means of supporting collaboration, if it oc€dng of the key aims of this
thesis is to evaluate the impact of collaboration on the development of SRithamdcktent to which

SRlis seen by sidentsa solitary or collaborative process.

1.4 Context of the researcher, andationale for research aims

The principal driver for this research project comes from my own experienckiascence educator
in HE The deliveryof our curricuum is reliant on students being effective independestltdirected
learners especially in the later years of their degree coulsgarticular, | have developed an interest

in the strategies students use for independent study outside of a structured classrodrorengnt.

Over several years of supportingdergraduate sidentsthrough their developmentowards being
independent learners, | had identified a clear progression inSRécapabilities of most students.
However, | had also observed several studente gtinuggled to study effectively during their degree.
This observation aligned with what | experienced to bddely-accepted belief among colleaguek
all disciplinesthat contemporary undergraduatetudentsare WA y O IQafJISRLip&n arrival at
university. The perception thatew undergraduatestudentslackSRIskills isschoedacross the sector
(Bjork, 2011; Bjork et al., 2013; Doyle, 2011; Reeves & Stich,. 2814 onsequencéhere is als@a
widely-held belief that we need to teach new undergraduates how to be-ssiiilated learnergo

help them succee{VcGuire, 2015)
| 2y OSNY 20SN) 1KS SEiSy hasleédTostady skifs&raningeigalcammoéni G A S
activity duringthe latter years of school and the early years of university. Howet/es not always

clear whether these study skills activities are effectivdesignedand delivereda programme of



workshops fomew undergraduatestudentsin my Schoglto support ther transition to University
and introduce them t&&RLHowever, thraigh these workshopisbegan to suspect that perhaps there
were moreeffective means of supporting studentespecially in the area of SHart of the reason

for this might be that the perceptions and expectations of us as educatoretinecessarily ain

with the expectations and perspectives of our learners. Engagement with study skills activitied tend
to be low, and the concern thewasthat studentsmight progress to subsequent levels of study

poorly prepared for the intellectual activithey woul require

One key barrier faced in my own teaching practice is the prevalent perception, among both students
and colleagues, that the primary activity in the degree should be the teaching of content, rather than
the higherorder critical and analyticakalsthat are important for HE graduat€giolmes, Wieman,

& Bonn, 2015; Krathwohl, 2002)his perception is pervasive within the sector; for example, an
interview-based study at the Universityf blelsinki exemplified this issue, highlighting that both Year

1 students and academic staff viewed the teaching of content to be more central and important to
Bioscience education atniversity than moregeneric skills \(irtanen & LindblorYlanne, 2009)
There was also the finding in this study that both students and staff expected the learning to be
teachercentred (i.e. didactically taught) rather than studergntred (i.e. selfaught). There is
therefore a challenge to the development of SRL that ideanic in the core perceptions of the
stakeholders, that accumulation of content is the desired outcome, rather than the development of

skills.

A major potential limitation to my attempts at supporting students was that the recommendations
given were basedipon my own experiences and approaches towards SRL. | am very mindful of
NHzy SN & 02y OS Li{Brupef, 1996)tRefcdnceptithdt Weddtl  ke&ch Ifased on our
own experiences of being taught. The danger as educators, therefore, being that we might view good
practice in teaching as being methods that we ourselves experienced, or found useftdler to
deliver more-effective support to students, it is necessary talevelop better understandng the
diversity of studystrategies andthe factors that eitheisupport or inhibitthe development othose
strategies The primary aim of this project, therefore, is to investigate the factors uaebin the
development of SRL during the pedag@mdragogy transition, seen from the perspectives of the

learners themselves.

1.5 Obijectives for the study

Theobijective forthis studyisto investigate thefactors that impact uporthe effective developmet
of SRL during the pedagegwdragogy transition. In particular, thstrategiesadopted by the

learners, and hower whythey choosdhesestrategies This studyalsoaims to investigate the extent

4



to which learners interact with others as part of theRLS and the impact that others have on the SRL

activities, and their development as the learner moves from a gede to andragogic environment.

This study is focused aroumolur research questionaddressinghe development of SRiuring the
transitionfrom a pedagogic to andragogic learni@®A NBMh&t SelEregWated learning activities

do Year 1 undergraduate students undertake, and wk}iPnedto identify specific methodadopted

for studying and revising, and thiationalebehind thér use The § 02 y R |j @zQnhat axienf = W
do Year 1 students interact with others as part of their sedgulated learning and what factors

affect this, and why?(addressedhe extent to which SRL is a solitary or communal activity. The third

i dzS & Wha afethe Berceptions of Year 1 undergraduate students regarding the extent of their
agency and responsibilities within the HE 8§ag?Q S @ t thedzkteint$o which students are aware

of the pedagogy Y RNJ 32 38 (NI y & Whiah $bgfal, ditdatioSs oF envirGnngntak f & >
FIL OG2NE O2yiNRXodziS (2 ( ménganindepéhgent®aneiidBEANE & & A

aimedto identify key drivers or barriers to students developing as independent learners.

In addition to the aims related to my teaching pti@e, an additional personal learning objective for

this research wathe developmentof my own qualitative research skills. As a scientist, with several
years of training and professional practice in quantitative research methods, a key aim for my own
learning experience in the Ed.D was to step away from a quantitative paradigm. This personal learning
objective strongly influenced my choice area ofresearchand subsequenimethodology, but also
aligned with my own epistemic and ontological views thabwledge and truth are personatly
derived constructs, and will vary between individuals. As a resultas less concerned with
identifying prevalent cohortevel behaviours of students than investigating the rationales and
decisions that underlay those baviours. A key feature of this Ed.D is therefore the adaptation of a
guantitative researcher to a qualitative paradigm, and to reflect upon the influence my quantitative

background might have upon a qualitative analysis and interpretation of data.

1.6 (onclusion:Overview of the thesis

This thesis is subdivided intine chaters.Chapter 2poresents a review of the literature surrounding
seltregulated, independent, and collaborative learni@apter Jocuses upon the methodology of
the research projelg and introduces the data generation and qualitative analysis methodologies
adopted. In particulgrChapter 3 introduces the two analytical paradigms adopted for the praject
Constructivist Grounded Theory, and Situational Analg$iapter 4summariseshe outcomes of the

analyses, and outlines the key themes identified



The four themesfrom Chapter 4are eachthen addressed individuallyn the four subsequent
chapters.Chapter 5F RRNBE&daSa (GKS (GKSYS 2F adddzRSydaig asSt !
a0 NI GS3ASaQ ChapteribeiaBiateddthé eterliy whjeAuhdergraduate students involve
2O0KSNI LIS2LX S Ay GKSANI fSENYyAYy3I GKNRIAK G(KS A
Chapter 7¥ 2 0dzaSa 2y (KS RS @S érganiih§syol the2canvedtindzBf Shéiti a Q
discipline, and their inclusion in the communities of their discipline and of universitChigpter 8

focuses on the role of personal identity in the development of SRL. FibhHypter Adiscusses these
themes, highlights implications for professional practice, and suggests potential approaches to

address the issues raised in this research.

The researclpresented in this thesisuggests several outcomes. Firstlgsyite the prevalent view

in the sectorto the @ntrary, the undergraduates involved in this study were each alreaidily
effective seiNB 3 dzf G SR t SIF NYSNA® | 26SOSNE GKSANI Y w[ |
were not necessarily aligned with the requirements of university stirdgrder to better align their

SRL activities, there was a need for the students to develop an understanding of the expectations laid
on them as members of the university learning community, and members of their indhddbject
disciplines. Ky factosin addressing these challengegere the development of an agentic identity,

and the involvemenof others in thelearning and development processes. Students framed their
AYRSLISYRSY (G fSIENYyAy3a (§KNRdAAK GperSohalkakmAl § 1810 2 N3
and this interaction was fundamentab effective learning The ubiquity of the interactions with
othersq ether individuals, groups, or organisationieads tathis thesis positinghat we should revise

our terminology of selfegulated leaning to include this social component. This thesis proposes that

we considerre-evaluatingselfregulated learnings‘8udent-mediated learnin@2Studentmediated

learning would repositiorthe student fromprimarily regulating their own activifyto additionally
managinga complex network of influencing and mutualistic relationships that support and develop

their learning.



Chapter 2
LITERATURE REVIEW

2.0 Introduction

In order to address the issue of the development of-seffulated learning dring transition, it was
first necessary to investigate the current understanding of transition to universityregaifation in
learning, and the concept of andragogy. This chapter summarises the findings of a literature review
of these areas, highlighting the gmin our understandingf the development of studented learning

outside of the classroom, and the influences upon its development.

2.1 The transition to University

2.1.1 The Academy, and the Learning Community of Higher Education

The HE sector is singly focused around the notion of The Academy, and the community of academia
(Gayéa & Brydoiller, 2017; Serrat & Rubio, 2012)niversities are built around communities of
academics¢ of varying discipline who share common principles of valuing evidetesed
research, independence of thought, developing new ideas and approaches, and reshaping
conventional thinking about a variety of subje¢kenkel, 2000)Entry into the academy is typically

a stepwise process of becoming embedded in the disciplifibe process begins with learning about

the discipline in increasing detail as a student, which continues, but also includes activity in
information generation for the discipline, as a postgraduate, sitoral fellow, and then a member

of faculty (with progression from local, to national, taa@mational recognition). This transition
process is typically a long one and contains several landmark stages (entry to university, graduation,
postgraduate study, independence). An undergraduate student is therefore typically at the very

periphery of TheAcademy.

Whilst The Academy is a term that is often used in the literature, there is no clear definition of what
WeKS ! OFRSY&Q A&z YR 6K2Y Al Ay@d2f gSaod ¢KSNB
in universities and institute§Gaya & BrydoMiller, 2017) but as one moves increasingly towards

the periphery, tle boundaries of the academy become increasingly vague, and so it is difficult to
identify where the community begins, and whom it includes or excludes. In particular it has been
suggested that the traditional notion of The Academy excludes those from ityirggoups(Allen,

2015; Hutcheson, Gasman, & SandgicMurtry, 2011; Serrat & Rubio, 2018) individuals with
learning disabilitie¢Boxall, Carson, & Docherty, 2004hclusion in the community of HE begins with
theundergraduated G dzZRSy 1 Q&4 (NI yaAdAizy G2 FyR GKNRdJZAK
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2.1.2 Challengedor the transition to university

The transition to university is a complex procéBsggs, Cldg; & Hall, 2012)Gale and Parker (2014)
suggest three core concepts in transition: induction (settlimg development (formation of an
identity as a student); and becoming (fittingto university life). Whilkizzio (20119escribed a four

stage student lifecycle containing four transition periods: Transition towards university -(pre
university study and preparation for HE); into university (joining the University and negotiating the
early stages); through university (successfully proceeding through the degree); and either up from,
out of, or back to university (graduation, movement onto a higher degree, or return to university at
a later date). Transition to University is not a single névéout rather a process of several
independent, but linked, transitiong.ransition to university also features a range of challenges to
the student(Matheson, 2018)and these challenges are not necessarily restricted to only the first
year of the courséMaunder, Cunliffe, Galvin, Mjali, & Rogers, 20T3)e challenges are frequently
social in nature, but are influenced by changes in environment, identity and preparedness for study
at the HE levelDennis, Bailey, & Abbott, 2018; Matheson, 2018)

The initial challenges of settliig and surviving the first weeks oronths of the experience are key

to a successful transition. Various models have been proposed to account f¢Aljoisani, 2016;
Spady, 1971; Tinto, 1975, 201d}hese models integrate social, personal and aodd factors,
mostly based around interactions with others and the development of a sense of belonging in the
new environment (Maunder et al., 2013®)udtke, Roberts, Trautwein, and Nagy (20dd3cribe this
process as a series of life events that build into an overall path for the transitioning individual, but
that these pathways are specific to each individual based on pleegonality traits. There is no single

pathway towards successful transition to university, though there are common factors identified.

Transition to university typically involves moving to a new location from the family home. Moving to
anew locationdi NHzLJG & GKS AYRAGARdzZ f Qa &Sy I@owHHedsdy, | OS
2008) and requires the breaking of social links with both people and places. Loneliness and feeling
homesick are key factofgisher & Hood, 1987as the students are often away from the security of

the family environmentfoli KS FANBR G GAYS® CAAKSNI YR | 22RQ4
in this regard between students living at home or away from home, but did observe that students
who reported feeling homesick were less able to adapt academically than those whwdfeel

homesick, suggesting that separation anxiety was possibly more of a factor than distance.

The extent to which students are prepared for going to university is a key factor for the transition
from school(Clarke & Boyle, 2005; Dennis et al., 2018; Maunder et al., 2013; McMillan,. 2013)
many cases students enter HE unprepared, either academically, socially or in terms of expectations
(Leese, 2010; Newmdrord, 20B; Selesho, 2012and this can also have an impact on their success

in the early parts of their courd®rown, 2018; Stote, 2015b)Although many students feel that they



will not be ready for the transition, the majority cope well and settle in to their new environment
well. In a study byowe and Cook (2003)ver two thirds of students settled in well. However, the
remaining students reported struggling with the academic expectations of the cqumsmarily the
workload and the need to adapt to a menmedependent way of learnind-eese (2010found that

students often did not have a clear idea of what to expecewlhey came tainiversity,and that

their expectations did not match the lived reality of their couseDa A f t I Y Q& Obasedio 0 A
study also highlighted that having realistic expectations of the university environment, and something
familiar in the environment, were important to students settlifig. Clark and Boyle (2005) also found

that students with prior knowledge of their subject (in this case, computing) settled in faster than

those without.

Challenges with the social aspects of transigoeexacerbated by the loss of knowledge between
pre-university courses and the start of the degrdenes et al. (2014jighlighted that significant areas

of knowledge and understanding SNBX | 6aSyd FNRBY ySg a&baaR&yiaQ
school, when they began their degree course, even in-hidtieving students. Whilst the cause of

this deficiency was unclear, these authors suggest that its cause was the predominantly superficial
short-term approaches undertaken by students in their secondary school examinations. Knowledge
retention is a particular problematic issue, as without a sound basis in the jargon and core foundation
of the subject, the learner is already at a disadeget. Developing effective strategies for processing
knowledge and understanding are fundamental to student success (Lowe and Cook, 2003). Moreover,
the strategies will need to meet the requirements of university learning, where there is a strong focus

on independent study{Brown, 2018)

2 KAfS Yzalh addzRRSyda FNB LINBLENBR F2NJ dzy A S NE A
2003 study) did not have the necessary academic or sgkilis. Anxiety about coping as an
independent person in an unfamiliar environment compounds this feeling of isolation, and can lead

to significant issues of anxiety, stress and mental health prob{&foMillan, 2013) Similarly, moving

from a social environment where one was a high achiever in a small giodpS WoA 3 FAaAK
L2 Y R §MagN&@aiat® Collins, 201@)may be a particulachallenge, especially fdrigher

attaining students. The unsettling impact ahis effect, plusanxiety, unfamiliarity with the

environment, all detract from the necessary academic adjustment to the university environment.

The development of an agenticeidtity is often identified as key to successful transit{Briggs et al.,
2012; Chemers, Hu, & Garcia, 2001; Christie, Tett, Cree, & McCune, BOdé3et al. suggest that
this identity needs to begin its dewgiment in school, so that the student sees themselves as
someone progressing to university from an early point, and that this identity is nurtured and
transition is seen as a positive stdpgarnisch and Taylévlurison (2012)observed that students

exposed to a blended learning resource to support university study skill development at school



showed better outcomes during transition to universiBusseri et al. (2011indertook a quantitative
analysis of Canadian students, and found that those stugletio were more engaged with activities

in school, were typically more successful at interpersonal and academic functioning during the
transition touniversity. An agentic and proactive approach as a learner appears to be a major factor

for successful trasition.

A gudy byChemers et al. (200%uggested that positivenental attitudes,such as optimism and self
efficacy correlated with successful adjustment to university, although the interactions were complex
and reliant on moresubtle actions, such asetability to challenge perceived threats and expectations

of academic succes®sychological factors such as gseiting, positive imagery, motivation and
determination were seen bilacNamara and Collins (2010)correlate with successful transition in

elite athlete students, characteristics which were the same as those the students adopted as they
became more successful in spofampaka, Williams, and Hutcheson (200 reported
psychological positions that associate with successful itians such as a developing disposition to
complete their chosen course, and a view that the transition to universityagiage in an ongoing

life pathway.Perera and DiGiacomo (201&p | f dzZF 6 SR G KS AYLI OG 2F Wi N
characteristics which comprise the affective aspects of personaldityacademic success during the
transition period, noting positive correlations with academic and psychological adjustment. An
analsis ofastudent transitioninterventionby Hughes and Smail (201=tjongly suggested that social
integrationwas perceived by students to be a more effective priority than academic integration for
succesasfl transition to HE. This study proposed that psychologiisglositionwas a major impact on

0KS addzRSyidQa (GNryaArAdAzysz |yR GKI G &a@p@yl f & dzL

Rapid social adjustment is facilitated by developing a sefhbelonging(Palmer, O'Kane, & Owens,
2009; Thomas, 2012Belonging is importarih reshaping sacess and agency in learnifidatheson

& Sutcliffe, 2018)and developing a sense of belongiageasier if one is able to place oneself easily
within a community! & Sy al&tweeiy SH{RgMer et al., 2009peing neither within the old
social group or the new, can lead to considerable anxiety, and so establishing social connections
quickly is inportant. Making friends quickly is reported as a Kagtor6 2 A f O2 EZ 2 AYyY S 3
2005) and is a major fear @hanynew students as they arrive at University. For most, making friends
occurs rapidly, although these friendship grodpsm out of social necessity, are superficiahd

often do not last beynd the first few weeks (Wilcox et al., 2005). Being unable to form these
friendships has the potential to be a limitation to transitj@o certain demographics of students are
particularly vulnerable in this regar&tudents who live at home, amare not part of the social
groupings in halls of residenceay be particularly vulnerable to isolation, and face challenges
making friendgKodama, 2002; Pokorny, Holley, & Kane, 208&ilarly, students whamight be
isolated sociallymay also face increased challenges during transitibramples includeblack and

minority ethnic students (Singh, 2009)students with disabilitiegfor example, Autism Spectrum
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Disorder, Shattuck et al., 2018} students from disadvantaged backgrour{8sinnerjee, 2018)Two
other demographics that have been studied in deptlk stuidents from working class backgrounds,

I YR WY I nocndditional@sthdents(older students who have taken a break in their educgtion

Class has been suggestedmpacton transition (Reay, 2002Reay argues thatniversity, by nature

of its focus on professional outcomes and graduate prospeuty be perceived as a middidass
institution. Transition for students who perceive themselves as working class, not only involves the
change from one educational system to another, but often alstange from one class to another.

This may feel unsettling, particularly for mature studeffeay, 2002)with students expressing
O2yOSNY GKIFIG GKSNB g6l a Wy2 gl & -andlyslbfRush@MNR)i KSY
suggested that working class students felt less of a sense of belonging to their institution, and were
less able to integrate socially. €fadivides may be mongronounced with mature students, with
mature students needing to balance the risk of a challenge of a degree against the change of personal

identity that results from a perceived change of class environmesa\(2002).

Mature students face particular additional challenges during the transition to university. The return
to full-time study after a period of absence is a particular probligtardin, 2008with mature
students often struggling to understdimg the jargon of the subject, to adapt to academic study, and
also to balance work and home/family commitments. Matiens for studying can also impact
mature students Kardin, 2008, and here are typically genddrased trends to mature student
motivations for further study (Eay, 2002), with women focusing more often on personal
development and men on professional impement. These gendered motivations may also be
aligned with differences in setfonfidence or reflexivityBritton & Baxter, 1999)with women
typically exhibitingess confidene and less positity in selfreflective analyis. In particular, social
integration is challenging for mature studer(fdlaliman & Lee, 2016with mature students often
feeling anxious about integrating intoniversity culures 2 NJ G KS WwWO2YYdzyAaie ;
(O'Donnell & Tobbell, 2016Mature students may feel marginalised or detached from social groups
(Christie et al., 2016HthoughRubin and Wrigh(2014)suggested that social clasad more impact

on friendshipmaking than age. A study using video diarieKlayu, Stephens, Zepke, and Leach
(2014)showedthat emotion is particularly important for mature students, amaisa strong influence

on engagementldentity is also a significant issue for mature students transitioning to university.
Mature students may struggle to maintain a stable, authentic identity as they become a student
(Baxter & Britton, 2001)in particular related to their relationships family and friendsand a fear

of being perceived as thinking themselves superidnttividuals in these grougs . I EG SNJ I y R
study highlghted the significant disruption to the falyiand social environment fanature studens,

many of whom have families of their own, and stablished social groups in work or home life. This

environment is typically lessell-established andnore fluidfor students transitioning from school.
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Supporting the transition to university is therefore a major concern for faculfiessher, Cavanagh

and Bowleq2011)presented evidence to suggest that feedback on academic work within #te fir

few weeks of the course had a positive impact on student transition. Early academic integration and
exposure to the milieu of academia may therefore be an effective mediator for trangBioggs et

al., 2012; Monnell & Tobbell, 2016; Wilcox et al., 2006)owever, there are subtleties to this
support, and there may be cultural and gendered perceptions of the value and benefit of support
offered for academic, social or psychological adjustri#iaiu, Sun, & Lai Fong Cheng, 20dBjuse

and Coates (200&lIso argud that support for students transitioning to University needs to be
adaptive, and that the needs of students adapt and change through the first year. These authors
suggestedthat the support for transition needs to actively engage the students in reflecting on their
progress as they adapt and develde move towards independence is central to this transitional
process(Leese, 2010Qkither as an independent individual, or as a learner, and the two aspects are
interconnected As suggestetly2 A y 3 {2DEFOIR L2 SR W[ SI NYyAy3 (2 [ S|
needs to be supported by all staff involved in the teaching process, and the aim for this process needs
to be to guide thelearner from a dependent position, where they require the intervention of

teachers, to a point where their learning is independent and-delfen.

2.2 The transition from pedagogic to andragogic learning

2.2.1 Pedagogy versus Andragogy

As highlightedn section 1.1, for most disciplines, and increasingly as the student progresses through
their degree, miversity education is heavily reliant on students learning in an independent and self
directed mannerDaily & Landis, 2014} his learneted educatiormay be definedhs an andragogic
rather than pedagogidearning approactiKnowles, 1990)Andragogy was used §nowles(1983)

to describe selmotivated learning (rather than merely as a term to denote learning in adults).
Knowles(1990)suggested thatas they developall learnergend to move towards an independent,

seltdirected learning strategy.

GXFa Iy AYRAGARdzZ tf YI ( dzNEdaeEtingsth dtilizg His&xperiengeR O I
in learning, to identify his own readinesses to learn, and to organize his learningdalites
problems, increases steadily from infancy to qadolescence, and then increasingly rapidly
RdzZNAYy3 | R2f SAa0SyOSo¢

(Knowles, 1990, p. 43)

An Andragogic learning environment therefore does not necessarily have to focus around adult

learners(who would typically be returning to learning either for wantated upskilling, or motives
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of general interest; Knowles, 199but can also involve younger learners who have reached the
developmental stage where independent learning is the logical inéitectualstep. Knowle$1990)
suggests that there is a natural maturation toward sktection in learning, based on six key fasto

1) The need to knowyhich increases as an individual becomes more independent within the world
and need to find solutions to ongoing problems of their own accordCGjanges in setfoncept

where the developing individual naturally moves from aatat dependence on an adult to a state
where they are developing their own ideas and solving their own probleni$)ejole of experience

that the developing learner is gaining a critical mass of experiences from the previous interactions
and knowledge ase they have already accumulatedREadiness to learthat as someone matures,

their need to learn is based less on biological development or pressure from others, and more as a
result of situations and developing social roles;(B)entation to learmg, which changes from a
OKAf RQOSYANBRDOBR NASYyGFiGA2y (G261 NRa fSIFNYyAy3as
I LILINB F OKS € SEFNYAYy3I AYyTF2N¥IEGA2Y YR 02y iSyil 6K
WLINRP-OS W NBRQ | LIdduRed &ddanddiriihg@&lutidngito unexpected problems using
background knowledge and experien& Motivation, the driving force behind learning being one
from following the directions or requirements of an adult or superior, to one where one haglihe s
awareness and ability to future plan, and so the learner has the motivation to gain knowledge and
aiAtta G2 OGA@QPSte o0SGUSNI 2ySQa 26y aStfo !y
competencies, and this may take some time and regjaonsiderable support.

There is a development gap that needs tofitled by adoptingandragogicducationalapproaches

and encouraging students to be independent and -saitivated. Andragogicapproaches are
exemplified in the guidance @faily and Landis (201#&)wards encouraging independelearning in
Medical studentsThis guidanchighlights the importance of a reflective and @i mindset, and the
attitude that one should never be content with what one knows, but should always challenge and
ONARGAldzS G(KS SEGSYyid 2F 2ySQa 246y l1yz26f SR3ISO
The concept of Andragogy has been challenged in recent yearexample, Sandlin, 20Q5n
particular, thereis no evidence that there is a distinct and definable transition from pedagogy to
andragogy. The pedagogy/andragogy divide is ndiireary state but rather a continuum from
dependent to independent learning, with no clear point dividing one state from the other. Similarly,
the implicit assumption that pedagogyf@und inchildNB ye&r@ing, while andragogy is exhibited by
adults, isalso pejorativeThere is considerable debats towhether or not children and adults do,
actually, learn differentlyand certainly children are capable of learning independently, while adults
often engage in teachded learning(Davenport & Davenport, 1985; McGrath, 2008)stead,
Delahaye, Limerick, and Hearn (1994pggest that there is a continuum between pedagogic and
andragogic learning (seébe model proposed by Delahawt al., 1994, infigure 2.1), following a4

step progress. The initial state is onehigh pedagogy/low andragogyvhere the learner is highly
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dependent on their teacher for driving learning. The next statehigjh pedagogy/high andragogy

where the leaner is independent in their learning but stidquires scaffolding of activities from the
teacher. Third comes lbw pedagogy/high andragogstate, where the learner displays extensive
independence from the teacher. Finalelahaye et al(1994) propose a low pedagogy/low
andragogya G S 2F Wl dzi2RARIFIE@QX ¢ KSNB (K Sdirect&llinNy S NJ
their learning activity, and learns what they need to learn, when they wish to learn it, dependent on
their own selfdetermined needsThis final state has both low pedagagydlow andragogy because

the learning process is typically informahd hocand unstructured, and so does not fit either the
pedagogic or andragogic format where learning is typically either directed by anotheasa clear

end point.

Figure 2.1

STAGE 2 STAGE 3

High Peda
High And

Andragogy

High Pedagogy Low Pedagogy
Low Andragogy Low Andragogy
(dependence) (autodidaxy)

v

Learner Maturity

Figure 2.17 Progression from pedagogic learning to andragogic learnin¢gadapted from
Delahaye et al., 1994). As a learner matures thegdilpimove from a highly dependent state (high
pedagogy, low andragogy) to a state of autodidahe(e they decide their own learning needs and

learning is primarily informal learning).
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Other critiques of andragogy focus on the limiting implicatiohihie term as well as the concefor
exampled KS A YL AOAG 3ISYRSNI oAl & 2AhdrdsKeSGraeiOnedd forld! vy R
an adult mal@, which implicitly excludesther-genderedperspectives on learnin@Sandlin, 2005)
Another challenge is the assumed focus on European/Western models of lifelong learning, which
espouse critical thinking and independence, but are not necessarily in tune with traditional norms in
Asian or Afrian educational culture¢Henschke, 2009)However, despite these challenges, the
concept at least of andragogy as a goal for lifelong learners, and especially learners in HE,aemains

potent concept

2.2.2 Andragogic Learning inigher Education

Andraggicand selfdirectedlearning can have significant benefits. A matalysis of a broad range

of literature relating to studented learning in HE oyer et al. (2013kvealed a positive correlation
between sekdirected learning and increased motivani, confidence and a feeling of control over
2ySQa 26y LINE I NBalyaisp this tim2 specHidally YiSnedical education literature
(Murad, CoteYglesias, Varkey, Prokop, & Murad, 20%f0und that studended learning was as
effective as traditional didactic teaching methods, especially when the learners are able to identify

their own learning resources to use.

The degree to which teaching approaches are pedagogic or andragogic in HE varies considerably,
based on the personal attitudes of the teacher towards learning and tea¢Bmmuelowicz & Bain,

2001, 2002)Ironically for a sector which espouses independence andliselftion inlearning, much

of the academic activities in HE tend towards beirgchercentred didactic teaching but this
practice is changin@Nright, 2011) However sudent-centred learning is seen as important for the
development of agency and independence in learring 2 @ SNJ S | f ®3 ashelivae T h ¢
metacognitive and critical skills, and skills of synthesis of informati®ennert, Sonnenberg,
Mengelkamp, & Pieger, 2018imilarly, andragogic learning can be encouraged by good assessment
and feedback prdtes, for example, byneouraging students to provide feedback on their own work,

and critique the work of other@Nicol & McFarlan®ick, 2006)However, scaflding of the learning
experience is important for successful outcomes, and without a form of structotendrthe student

led activitiesthe outcomes can be lesffective than active teaching, or even detrimen{aefroy,
Brosnan, & Creavin, 2011; Mahler, Wolcott, Swoboda, Wang, & Arnold, .ZDléde therefore,

needs to be considerable care taken in the development of students as independent and self
managed learners, and the transition from pedagogic to andragogic learning is potentially a seismic
AKATO AY +y AYRAGARZ £ Qa FLILINEBEOK (2 €SI NYyAy3
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2.2.3 Modelsof andragogidearning in Hgher Education

Developing and enhancing learning teveélop deep learning approaches, whereby the learner
understands the subject holistically, rather than merely memorising factual cofntvhistle &
Peterson, 2004; McCune & Entwhistle, 2QX&juires more than just listening and readiigjlson,

2013) Effective andragogic learnimgquires the setting of goals, the planning of the work and how

to go about the task effectively, and then summary and reinforcementstiigectmaterial. Thee
approaches can be supplemented to a lesser or greater extent by the teacher and the classroom
activities designed with the learning environment. However, the development of deep and lasting
learning requires independent activity on the part of the leanStudents working outside of the
classroom can be described in several different waysnakertakingeither independent, informal,
ubiquitous, seHdirected or selregulated learning. Each of these terms has a sudifferent

meaning or inference:

Informal Learning also known afncidentallearning, typically has an emphasis on the experiential
learning undertaken as part of everyday experierfarsick & Watkins, 1990, 2001; Marsick,
Watkins, Callahan, & Volp2008) For examplethe adoption of certain life skills and language from
those within the immediate vicinity of the learner (parents, siblings, family members and societal
peers), or orthe-job learning of skills through repetition. Informal learnirgnceither take place
outside ofthe classroomin the absence of the teachgiCox, 2013)r within classroomas an
unintended result of participating in other learning activitigge, Tsai, Chai, & Koh, 2014formal
learning is typically difficult to categorise, due to its very nature as an unintendegassive learning
experience. Informal learning typically has no defined goals orpaint (Boekaerts & Minnaert,
1999; Greenhow & Lewin, 201&nd proceds over an extended period of time. In many cases the
learner is unaware of the progress they have made as they may be learning in many ways of which

they are personally unaware.

Ubiquitous Learnings a development of informal learning, which encompasiBessocial dimension

of learning by interacting with a variety of sources of information, including recent advances in
information technology which allow access of information at all times and through a variety of media,
such as smartphones, peaetworks and learning service¢GarciaSanchez, 2012)Ubiquitous
learning is typically intuiie on the part of the learnefYang, 2006in how they identify the right
sources of information, or collaborators, based on their immediate environment, availadigdaci
and/or social context. The development of a ubiquitous learning environment, whereby the learner
has access to a range of different options for information acquisition, and a network of peers who
can support and reinforce learning, can lead to pesilearning outcomegGarciaSanchez, 2017)

and increased selfonfidence and agency on the part of the learner.
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SeltDirected Learning (SDls)usuallyfocused around the undertaking of learning activities that have
been designed and/or set by the teacher, such as homework or directed re@@bygr et al., 2013;

Lai, Shum, & Tian, 2014; Mazmanian & Feldman, 200 BDL the learner controls the environment

in which they learn, and are responsible for ensuring that they achieve the requirements of the overall
learning situation Howeverthe emphasis is typically on the learner fulfilling a specific requirement
for the course of study, such as a guided study task or a set of required reading forta-face
contact activity (Kohns & Ponton, 2006)Due to its requirement for sethotivation and seH
assessment of learning, SDL is a common requirement of HE le¢Boiyey et al., 2013; Mazmanian

& Feldman, 2011)especially in subjects such as Literature, which require extensive amounts of
reading of texts. Typically, as a degree course progresses, more SDL is expected of théBailgient

& Landis, 201Premkumar et al., 20130 supplement the material delivered in class with additional
NBIFRAY3II 2F6GSy 6AGK Iy SYLKIaAa GKIG GKAA aK?
SDL to be maximalsffective, however, it does require structure be put in place by the teacher
(Dynan, Cate, & Rhee, 2008he majority of research on S@gscribestructured or semstructured
teacherdesigned tasks within the cuculum(for example, Moos & Ringdal, 2012; Murad et al., 2010;

h Q{ K S I ,Xather thanmestigatingstudentled study behaviour to expand or develop learning.

This need for an imposed structure has signifigarglications for the efficacy of SDL.

SelfRegulated Learning (SRL9 often used interchangeably with SDL, but has a subtle greater
emphasis on the student as the manager of the learning experiéBoekaerts, 1997, 1999n SRL

there is more emphasis on the learner as the active (or proactive) party in the planning and
develgoment of the learning process. The learner adopts the key role in setting their own goals and
learning outcomes, assessing their own progress in their learning or understanding, managing the
environment in which they study. SRL is sometimes conflatedtigticoncept oimetacognition the

g NBySaa FyR 1y26¢ft SRAS 2Zimmenyad, Qa02)Metagognitidhzay { A y 3
KI@dS |y +alLlsSod 2F NBFESOGAy3a 2FSERSIQA| 23y AY
learning levelgNilson, 2013)but SRL has a greater emphasis on the student regulating the process
(aims, progress, methodology and environment) of learning, rather than just the cognitive process
itself. As the approach of SRL has the namsive student input into the management and progress

of the learning experience, and therefore the most relevance to the scope of this EdD pitoject

worthwhile focusing on this aspect in more depth.
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2.3 SelfRegulated Learning

2.3.1 Models of S#-Regulated Learning

Zimmerman(1989a, 1989b, 199M)ghlights several key aspects of SRL, which emphasise the impact
of cognitive, situational, environmentand motivational factors on the learning process, andch

can be built into functional models. According to the model by Zimmerman and Campillo
(Zimmerman & Campillo, 2003; also summarised in Zimmerman, 2002;, 8RB)passes through
three cyclic phases: (1) TReecreationalor ForethoughtPhase in which goals are set and strategic
planning ensues; this phase is strongly affected byrsetivational beliefs, such as selfficacy, goal
orientation and expectations of outcomes. (2) Bwtionalor Performance Phse the actual learning
phase where the learner instructs themfebeveloping strategies for completing tasks, self
monitoring of knowledgeand understanding gains. This phase involves-glaffervation as a key
strategy, requiring metacognitive monitoriragd selfrecording of learning gains and understanding.
Finally (3) Th@ostactionabr SelfReflectivephase where the learner evaluates their status, applying
selfjudgement to evaluate their capabilities and knowledge/ understanding level, and iésrtiifivw

they achieved that understanding by use of metacognitive strategies. This phase requires the learner
to adopt selfreactive strategies that assess the efficacy of their learning methodologies and provides

either positive or negative feedback on theictions.

BLAYYSNYI yQ&d GKNBS LIKI &Sa& | NBhadleWNBT &R OF i SOK !
Schraw (1998¥or understanding metacognitionPlanning, monitoring, and evaluatin@lanning
involves the learner asking what is the nature of the task, thedl, and the strategies and resources
required to achieve success. Monitoring involves verifying a clear understasfdhmgtask required,

whether it makes sense, are the goals being reached, and if not, what changes are needed to remedy
this deficieng? Finally, evaluating reflects on whether the goal was reached, what did and did not
work, and what should be done differently in the fut@Bach of these stages is sadflective and
seltregulatory, empowering the learner to assess their own goalsalgitities and progress. The key

focus of this checklist is in monitoring attainment and progress throughresigiction.

Both of the above models rely on a preluring and postactivity reflective process. Effective SRL is
therefore reliant on the selfeflective ability of the learnera process outlined by the model
developed byLehmann, Hahnlein, and Ifenthaler (2014; summarised in TablelZhnann et al.
describe tinee dimensions of mental processing: Cognitive, metacognitive and motivatiaeth of

these dimensions has both Structuralcomponent (stable, habitual, intuitive behaviours) and a
Processuabtomponent (spontaneous, impulsive, or instantaneous behawoor activities). The
Cognitivedimension, addressing the internal processing of information, requires desapesaific
knowledge and strategic knowledge, and the processing of information and setting of goals. The

Metacognitivedimension, involving the aldly to regulate the mental processing activities and
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Table 2.1- Summary of the selfregulated learning model proposed in Lehmann et al.

(2014) highlighting three dimensions of se#fgulated learning, each with a structural and processual

component.

Cognitive Metacognitive Motivational
Dimension Dimension Dimension
9 Knowledge of the 1 Knowledge of the 1 Intered in the subject
specific subject domail  cognitive process of the activity

Structural | 9 Strategic knowledge ol 1 Knowledge of the task| { Personal beliefs and
Component the learning activity being undertaken perspectives

9 Competence in the
subject

9 Cognitive information |  Planning of the task 1 Affective processes

processing o that support and
Monitoring of progress
Processual I g orprog promote learning

Component 9 Setting of the target 1 Evaluatiorof the . .
goals of the learning I Strategies directed by
outcomes

activity personal will

evaluate their efficacy requires knowledge of cognition and understandf the tasks involved in
learning. This aspect requires planning, monitoring and constamvaduation of the learning
processes. Finally, thdotivationaldimension, which includes factors which influence behaviour and
goalsetting activities, requ@s the learner to balance their interests, beliefs and competences, and

develop approaches that enable the learner to affect their own activity.

The interaction of cognitive processing modes anccpssal actionsare also featured prominently

in another model of SRL proposed byBoekaerts (1999)highlights the iterative nature foSRL,
emphasising that SRL is a series of procesbeth cognitive and affective which continually shape

and reshape each other in the development of understanding. Boekaerts conceives this model as a
series of three concentric rings (sBgure 22). The outer ring relates to processes of geljulation

and the choice of goals and resources. The middle layer is concerned with the regulation of learning
as a process, and the use of metacognitive skills and knowledge by the learner to direct their own
learning activities. Finally, the inside layer is focused around the regulation of modes of processing of
information, and the choice of cognitive methods and strategies involved in this. It is important for
these layers to interact iteratively with eacther as the learner gains new experiences, and develops
new strategies. Too much external influence can be limiWginert, Schrader, & Helmke, 1988

it limits development if it replaces metacognitive awareness or planning on the part of the learner.

. 2S1FSNIaQa 02y OSydNRO Y2 R S-Hependentbritis athei, &t this S O
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Figure 2.2 Regulation of

the Self

Regulation of the
Learning Process

Regulation of
Processing Modes

Se Regulated Learning

Choice of Cognitive
Strategies

Use of metacognitive knowledge
& skills to direct
2ySQa S

Choice of goals and resources

Figure 2.2 i The concentric model of selregulated learning, showing the three levels of
regulation and the strategies required for th{Beekaerts, 1999)

has considerable validity based on evidence of student learning, and the nature of the difficultie
encountered by students who struggle at SRbyle, 2011; McGuire, 20kB) . 2 S 1 SNIi a Qa

ring model will be revisited later ithe conclusion ofthis thesis(section 93).

Davis (2003)andLehmann et al. (2014highlight the importance a’roinptsCin SRL, which support

the metacognitive learning strategies (critical thinking, elaboration, mental stimulation and
motivation) of the learner. Prompts are typicallprds, short sentences, questions, images, pictures,

or fragmentsfrom multimedia sources, which induce a memory or metacognitive response. Prompts
can either begeneri¢ which involve the learner thinking and reflecting broadly, and which are
developed mtuitively by the learner themselves; alirectedprompts which elicit thought about a
specific fact or concept, or guide the use of a particular solution when generic reflection is insufficient
to the needs of the situatiorDavis (20033 dzY Y NAaSa (KSasS Fta a{d2L) I y|
l 02dziXé¢ NBaLISOlAPSted 51 gArAaQa FTAYRAy3Ia &adzaasSa
to develop deeper understanding of a sutfj@r project, and that these prompts were more typical

of students with greater autonomy and an ability to think broadly about a concept. The students
adopting directed prompts were typically molienited in the scope of their understanding and less

ableto apply their knowledge and understanding towards problem solainip unfamiliar situations.

The commonality between all of the models of SRL is that they each feature the active use of
metacognitivestrategies in order for the learner to manage thigarningeffectively Therefore, a

key area of analysis for SRL is to evaluate the methodologies adopted by learners themselves to learn
independently outside of the classroom An understanding of how students adopt these
methodologies, and why, wouldubitrate the metacognitive processes behind their development of

SRL, and thdecisionmaking processes involved.

20



2.3.2 Factors influencingtie development of SRL

CKSNB I NB ASOSNI ljdZ yiaAGrIADS YSIya 2FosBolf d
commonlyused being thenotivated strategies for learning questionna(f@intrich & De Groot, 1990)
and theseltregulated online learning questionnaif@gansen, Leeuwen, Janssen, Kester, & Kalz,.2017)
Researbers have used these measures to quantify the-@Rdiness of students, with inconclusive
results.A questionnairebased study comparing the perceptions ofHit Year bioscience students
and 47 of their tutors, dichot reveal any reproducible demograph bias regarding SRL efficacy
regarding gender, ethnicity, or discipline of stuyrtanen & Nevgi, 2010This studydid find some
correlations between demographics and disciplines, but these were very specifiéemales in
behavioural sciences were maadept at SRL, males in technology were #tept). There is perhaps

a combinatory effect of discipline and other factors, althoughtiyequallybe a bias in recruitment
into the disciplines as effect of the discipline itselin a survey-based tudy of metacognitive,
cognitive and behavioural strategies in 828 final year students in Hong Kongnon traitsaligned

with effective SRL, such as motivation, positive attitude, academic attainment arawsekness
(Ning & Downing, 2015as well as lessvident anxiety under exam conditions. Howevew#s not

clear whether these factors are contributory factors towards effective SRL, or the effects of it.

It iscommonfor learners ad teachers alike to misunderstand SRL, and/tkible impacts of effective

and noneffective sef-regulation(Bjork et al., 2013)Students can often confuse academic ability with

the efficacy of SRL, or assume that SRL is itself straightforimaadpositional artile, based on a

review ofthe key components afuccessful SReported in the literature Cassidy (20113uggests

that there is a complex interplay of factotisat influences the development of SRLefficacy of

student selfevaluation, their preference for learning approaches, and the extent to which they feel
they are independent or controlled by others in their learniktptivation is a particularly significant

factor, both the commitment to study, and the expedtoutcome can influence the efficacy of SRL.

Ly S@lftdad dAzy 2F {w[ | O0AGAGe (MBXCHLittjehn, #Heaod, I W
Milligan, & Mustain, 2013)ighlighted that differing motivations of students on the course impacted

on their study approaches and the efficacy of these. In additiora surveybased study bthe
epistemological beliefs and motivational learning strategies of 502 studer®abigen and Feldman
(2005 &0 dzZRSyGaQ SLAAGSY2t 234201t o0StASTFa | o2dzi

own perceived ability to learn, were both found to influence SRL approaches

Several methodologies have been proposed to enhance SRiefslfive portfolios appear to have
positive effects on SRLam, 2013p { 1 dzZRSy 14 Q dzaA S 2 T al€b2dirdlates RitNI { A ¢
effective SRYotDominguez & Marcelo, 2017\ combination of both of theskactors is effective
for encouraging selfeflection and discussion of the SRL proq€dseng & Chau, 2013lowever, a

longitudinalstudy of postgraduate teachesacross a year of study fact found that despite training
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in SRL, students did not become any more-sgilated during their coursgEndedijk, Vermunt,
Meijer, & Brekelmans, 2014)hese authors posit several explanations for this finding, including the
possibility that as they become more effectiae teachers, and confident in their teaching skills, the
students need to focus less on actively changing their own learning approaches. Another suggestion
is that, for the students, the year of study is primarily one of consolidation, and real progressiv
learning takes place only after they enter the workplace. Development of SRL appears to require both
the investment of the learner, and the corredrivers for development toneed to occur.
Furthermore, on a programme of study that includes teacher trginthe focus is perhaps more on

how student teachers can drive the learning of others, and less on themselves as learners.

5SaLIAGS GKS AYLRNIFYOS 2F {w[X GKSNB Aa ftAGlf
SRL and how their own Iéeegulated approaches develoBased on their review of the literature
around SRL beliefs and perceptioBfrk et al. (20133uggest that both students and academic staff
KIS O2yaARSNIOES YAaO2yOSLIiA2ya ladtsdear thesedzRS Y
perceptions from the learners themselves, and identify the core factors driving and supporting
development from their own experienced. common thread in the development of effective SRL
appears to be the importance of the ability to diss and compare experiences and strategies. This

finding aligns with models that place social interaction at the centre of the learning process.

24 Social interactions in learning

2.4.1 Sociocultural models of learning Apprenticeship models

Sociecultural models of learning emphasise that learning is a social and collaborative activity
undertaken by interaction with the person, or at least outputs, of oth@siner, 1996)As a result

of being situated in a social environment, or set of social interactions, effective learning requires the
complex interactions of the learner with knowledgeable othéfkese might b@eers, with whom

the learner isable to discuss their understanding and join in developing idalsrnatively,more-
experienced others, such as a teacher, elder, parent or regperiencedcolleague whom the

learner can observe, participate in the activities of, and/or follow instams/guidance from.

Many sociocultural theorists have defined this learning interaction between individuals. The majority
of these theorists highlight the interaction between a learner and a reqgerienced other who is
senior to them in either experieg; status or knowledge basg.y RS NJ + ¥@28)méddelof) &
learning,the relationshipbetween a leaner and an expert is key to the learning. The knowledge gap
between the learner and the morexpert otheris the ®one of Proximal DevelopmedZPD,;

Vygotsky, 1978)JThrough interactions such as observidigcussing, angarticipating in increasingly
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complex tasksthe learner develops insights and experience from the expenttowingthe ZPD as
the learner becomes increasingly adepheexpert driveghis relationshigby preseningthe learner

with tasks thatplacehim/her outside of their comfort zongnto situations where learning can occur.

Rogoff (2003) also framed the collaborative learning activitin terms of the social interaction
between an expert (e.ga parent) and a novice (e.a child, which follows an apprenticeship
framework, where in early years the child follows tparent observingtheir actions, learning
language and social norms fraheir guidance. As part of the learning relationship, the adult imparts
guidance to the child as thgyerform everyday taskd K N2 dz3 K W 3 dzA RBogoff,L.2B0BLII A O A
Rogoff & Lave, 1984pialogue between the adult and thaild is key in this interactio(Rogoff &

Lave, 1984)and the role of the adult is to involve the child in increasingly roomaplex tasks as the

child gains confidence and m@artise. Interaction and dialogue between an expert and a learner
therefore form the basis of these methods of learning. Even though many of these models are based
on a parenichild relationship,they are still relevant to learning interactions between eid
participants.An example of this adultentred interaction is the learner teacher and experienced
teacher interaction described Byogoff, Turkanis, and Bartlett (200The similar princie of guided

participation workedequallyin this apprenticdike relationship.

These appenticeship models havei G NBy 3 LI NI £ £ St & 4(2981Kmodel abS Iy
Legitimate Pegheral Participation (LPRjthin a Community of Practice (CoBjrough which a naive

learner, who is initially on the periphery ofZoPbecomes increasingly encultured within thaoPby
increasingly complex interactions. Initially the interaction, 8ihiNJ (2 w2 32FFQa VY72
observation and simple tasks, but then as the learner becomes more central @ofaehe direction

of learning changes from one where the support for learning is primarily received, to one where it is
primarily imparted © others. Again, interaction and dialogue are fundamental to this progtesse

& Wenger, 1991; Tusting, 20050 that the learner develops a negotiated understanding of their
environment and utilises the experience dfet expert to modify their own behaviouf.here are

strong parallels between the model ofGoPand the structure of higher education. There is a divide
between a novice (undergraduate student) and expert (lecturers/tutors), and an instructional
relationshp between them whereby the novice party is anticipated to become more like the more
expert party However, thee are several areas in which the HE sector does not follow the CoP model.
Frstly CoPs were initially proposed to be spontaneous and to grom Bmall communities, but be

limited in larger groupéRoberts, 200630 the development of a CaRay be limited in large university
classesor large schoolsdepartments Arthur (2016) argues that further differences are that
Universities are primarily focusemh the production of knowledge, often in a decontextualized way,
rather than the development of skills more typical adaP However, Arthur also notes that the shift

in importance withinthe HE sector away from abstract knowledge, and towards the afeani& and

transferable skillsmeans that this difference is diminishingrthur also argues that the structure of
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a university, and/or a school/department within that university, are looser structures than the-close

knit communities described by Lave angknger in their original proposals of the CoP model.

2.4.2 Sociocultural models of learning Peerbased models

The models described above each suggest a learsiagonshipbetween an expert and a novice.

The expert directs the learning of the noviaed the novice experiences the learning gaktewever,
somemodels of collaborative learning emphasise that learning is rarely unidirectional, but shared.
aSNOSNDRa NB@GAaAzZzy 2F xe3d20G4a1eQa @bZ5Merked 1906k S W
Mercer & Littleton, 2006gmphasises that, even in an exparbvice relationship, learning occurs for

both parties.The IDZ is the gap in knowledge between the individuals of a learning group
partnership, and isevealed, explored and narrowed by the members of the group questijpeach

other, anddebating ideas and concepts through discussion. As a result of this exploratory discussion,
0KS 3ANRdzL LI NIOAOALI yia OKI f &inShéiEldvn gapskknodlédgeS NI a
understanding or perception with those of theieers(Gillies, 2014)By engaging in discourse with
SIFOK 20KSNE AYRAQGARdAzZ fa NS ofS (G2 WikKAy] (2
based on their differentl experience¢Mercer, 1995, 2002)An important factor of the IDZ is that it

is a knowledge spadbat may besharedbetween learners of equal, or neaqual, experiencdt is

not necessariljthe case that the more&apable or knowledgeable learnedsive the learning or
contribute most A study of school children working collaboratively to read and understand a graphic
novel(Jakubik & Hmel&ilver, 2014)evealeda situation where the lessapable children in a group

of learnerswere able to support the learning of the meeseademic member of the group, who
misunderstood the task in question by owhinking it. This study suggests thdie lesscapable or
more-naive individuals who provide the richest insight8eerled or peersupported learning is
therefore a powerful learning activityand partners witha range of knowledge, experiences and

academic abilitiesan contributeto the learning experience

2.4.3 Peerled and peersupported Learning

There are various forms of pe@cusedlearning, each with nuanced differencédost commonly

used are ollaborative learningand ceoperative learning(Dillenbourg, 1999; Dillenbourg, Baker,
Blaye, & O'Malley, 1996 coperative learnings where individuals work as a group, but divide the
task into manageable packages that individuals undertake, before combining the outputs of these
packages to solve the task as a whdlmllaborative learningliffers by not subdividing the task
between individuals. Instead, all individuals contribute equallyach aspect of the task and develop

a shared understanding, informed by various perspectiV&illenbourg, 1999; Dooly, 2008;
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McWhaw, Schnackenberg, Sclater, & Abrami, 2@i8h co-operative and collaborativiearning are
typically taskfocused and usually highly structuredtivities,usually requiring?d OF F¥2f RA y 3
place by the teachgBruner, 1978)Scaffolding may be the gatg of specific tasks, the formation of
collaborative groups, or the mediation of group difficulties as they arise. This scaffolding, however, is
generally set in place by the teacher, and as such imposes an implicit structure, i.e. the participants
in formal collaborative learning will tend to undertake what they perceive as the wishes of the
teacher, rather than exploring their own patfHubschefYounger & Narayanan, 2003Jrue
collaborative and ceoperative learning can occur outside of formal learning environments, but this

is rare(Scott, Mistry, et al., 2014; Scott, Moxham, & Rutherford, 2014)

A lessstructured form of grougbased learning ipeerled learningwhere a group of academic peers
drive their own studying and learning regirfereszler, 2009)Thismight involve peetteaching of a
subject by one individual to their colleagues; or pderen study groups which develop their own
curriculum and share knowledgPeerled learning is still typically directed towards a goal, such as
an assignmenor revision,or completion of a taskPeersupportedearning is where peers and other
acquaintances provide reinforcement, advice, moral suppiit answers to specific questions, or

I OG & WwWazdzyRAYy3d 0621 NRAQ FT2NJ ARSIFHad Ly GKAA S
an active or passive one), rather than as an activparticipant in the same learning activity. In peer
suppated learning, the other person does nokcessarilyhave a personal stake in the learning
activity itself The other person may ke outsider (e.g. someone not taking that class or course), or
someone within the class who is not actively collaboratingttes output of the activity (i.e. not
answering the same essay, or not part of the same group actiltitgractions of peessupported
learning can be diverse, involve a range of participants, and include bottanmhibidirectional
interactions.An exanple of this diversity of interactions was foundan evaluation of a microbiology
course byTrempy, Skinner, and Siebold (2002)o found that collaborative and cooperative

activities promoted problensolving, critical skills, teafwork, and communication skills.

24.4 Impact ofpeer-supported learnng on learning approaches

Attitudes and approaches towards to learning can have a significant impact on learning behaviours.
¢ KS | R2 LdaplearyiingBirfitegldd often seen as important to HE studyhere the student
undertakes a holistic reviewf the subject area, rather than learning key or specific facts by rote
(Entwhistle & Peterson, 2004; McCune & Entwhistlel 1J0A deep approach to learning typically
involves additional reading, reflection on the subject and probfeiving methodologies. This
approach aligns with the paradigm for much of HE learning and teaching, although deep learners are
not necessarily amajority in undergraduate populationgEntwhistle & McCune, 2004Peer

supportedlearning has the potential to enhance deep learning strategies and their development. A
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key requirement of deep learningtise development of a degree of se#flection and sefawareness

in the learnerMcCune & Entwhistle, 2011} his selhwareness enables the learner to developlskil

2F WadzZLISND2 YL SEA (& Q deval dhdllengesd and conflidtinglc@mplBxSikuations A G
(Barnett, 2000, 2007)Through engagement wittialogue, a collaborative learner is becoming-self
reflective and more aware of their own competencies and limitatigterumal, 2008 Devolder, van
Braak, and Tondeur (2013)ggest that selfegulated learners are more likely to also be deep
learners as they maypareciate the broader context of a subject over the surface learner approach
of focusing on key required information, regardless of context. Pasedactivities require the
RSOSt 2LIYSy i dz# K 2 NR y(@BughlidF 2@ %)the ability to construct and curate
knowledge independent of and external authorityhich in turn is fundamental to both SRL and deep
learning (Iborra, Garcia, Margalef, & Pérez, 2QlMteractions with peers can enrich the
opportunities for leaning for an individual, both through discussion of differing points of view, and
through the increased resources for information and support. The development of these learning

support networks, a Personal Learning Network (PisNbnhportant to the develoment of SRL.

2.4.5 Personal Learning Networks

Forming learning networksvhere peers can support each other, has the potential to greatly enhance
learning. Peebased communities of learnecandevelop their owrscaffoldng forlearning Jarvela,
Naykki, Laru, and Luokkanen (208f@pwed positive effects @hcourayingpeersto co-develop their
learning approaches bgxplaining and visualising material to peers in collaborative online media.
Scott et al(2014)also found that by encouraging students to collaborate, and share their resources

using collaborative online medikarners felt that their learning was made meséective

Lee et al. (2014%uggestd that peer-interactions and BL may be mutually supportive, as both
potentially develop deep learning strategies and encourage independence armigelém. Working
collaboratively will enable learners to become aware of the gaps in their own knowledge by
compaing their own understanding with the perceptions of their peers. A combination of-peer
interaction and SRL can support the developmen#pfstemic agend@thedability of learning how

to learn), a key factor in the development of learnessucturingand supportngtheir own learning.

However, there is limited research intioe process and development obllaboration in SRL.

For peersupported learning activities to be effective, thegquire O2 Y a8 A RSNAk YD S 0 &¢
participants (Lent, Schmidt, & Schmidt, 2006dnd for true collaborative learningo function
efficiently, it requires high levels of student participatigRerumal, 2008)A gerceived lack of direct
personal gain from aollaborative or peebasedSELISNA Sy OS Oly | faz A
engagement with the learning proces¢Sillet, El Helou, Yu, & Salzmann, 20@8)en leadng to
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The change in power relationships ircallaborative learningenvironment may cause uncertainty
among the learners (AresQ@8), and personal politics or even problems with management of the
group can lead to some learners being excluded from learning group and therefore the learning

experience as a whole when the activities are collaborative in nature.

Personality is clearly significant impact on the success of pbased interactions, especially outside

of the structure of the classroom. Some students lack sufficient confidence to contribute to group
discussions effectivelfWang & Lin, 2007pr underrate their own knowledge base or ability.
Students can exhibit reluctance to share their experntiseffort with peers who are lesengaged or
lessable than themselve&Gillet et al., 2008)introverts may also eschew collaborative interactions
(Cain, 2013)Some students find the lack of a formalutture to the learning activities disconcerting
(Ares, 2008; Hubsché&founger & Narayanan, 2003)s the collaborative learning environment by
default is learnefed rather than teachefted. Each bthese concerns is a barrier to collaboration
having an effective impact and being stabitegrated within SRL. It is therefore important to

understand the extent to which scaffolding is required by students in undertaking SRL collaboratively.

Regardles2 ¥ A (& LISNOSAGSR STFFSOGA@BSySaaz | f(RLN,E SI N
Richardson & Mancabelli, 201®)ith which they support their learning. A PLN is the totality of
support resources that an individual has to draw on for learning in theiiepsional (or everyday)

life. A PLN will typically include: People the individual knows, or has contact with; social groups the
individual is part of; technologies (such as online resources, as well adigitai sources of
information) that are accessib] actions, choices, and behaviours the individual undertakes; and set

activities that are part of their professional or domestic life.

PLNs can exist as part of a broader structure Baasonallearning Environment)see Figure 2.3,
Wheeler, 2010Wwhich takes in broader experiences and informal learning experiences through the
YSRAIF YR SOSNERIFI& AYyUSNIOGA2yad LYGSNBSOGAYSZ
with their Wt SNA 2 y I £ amtl Ql6ud lted@r@inkPayd A N2, ywMch yiré @chnologjocused

spaces that provide the learner with online sources of information, or connections and collaborations

with individuals who can provide support.

The fundamental aspect of a PLN is thecoastriction of the network and its reciprocity. Human
members of the PLN (be they fatmeface collaborators or online connections) provide each other
with support, but also obtain support from each other. There is therefore awayp flow of social

and digitalcapital from each part of the network, such as providing support to others, answering
guestions,providing technical support, osharing references, ideaand/or online resourcesAn
interview based study bgRajagopal, Brinke, Bruggen, & Sloep, 20ighlighted the importance of
NBEOALINROAGRE 4A0GK WoSySo2t Skheodaboraiing Nainder sng tNdi K A Y
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Figure 2.3

PLE
PLEs are broader then PLNs
and PWTs, encompassing all
learning experiences
through every medium —
e.g. music, television, film,
books, newspapers,
Personal Personal websites, as well as formal

Learning Learning learning activities
Network Environment

PLN
The network of persons,
resources and platforms for
learning, and knowing how
to find this support

PWT
Any web-based tool used to
support learning. Usually
Web 2.0-based interactive
platforms

Figure 2.3i Interactions between the Personal Learning Environment (PLE), Personal Learning
Network (PLN) and suite of Personal Web Tools (PWT)There is overlap between PLN and PWT,
however both areonstituents of the PLE. Adapted from Wheeler, 2010.

real potential for collaboration (the potential to share information) being core themes from the
analysis. This element of reageity is of significant importance and is needed in order for the PLN to

be seltsustaining.

PLNs are setfrganising and setieveloping,sowhen the individual changes their environment, or
focus for learning, the PLN wdllout of necessity; also chage, as new social and academic groups

are formed, and contacts from the old network disappdadividuals may not always be fully aware

of the extent of their PLN, and so may not appreciate the extent to which they rely on ofhkey.

factor, therefore is what PLN forms around a particular individual, and how is it constituted. Each
PLN will be unique to the individual, and will involve both subject specialists and generalists,
technologies and groups/communities. The factors that influence the PLXuagamental to its
SFFAOIO&Z YR GKS STFAOFIOe 2F GUKS AYRAGARdZ fQ

Given the significance @ommunal learning and PLNs key question is what is the role of these
social groups, communities and networks in the developmemtsitidentQ &RR To what extent do

the saocial interactions in which a learner engages help or hinder the development of their strategies,
and to what extent to learners rely on others, learn from them, or include them in this development.
Similarly, to whaextent does the support of others facilitate the reinforcement of understanding,

and the development of learning strategies in the leafher
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2.4.6 Models of peerinteractions during transition to university

The importance of others in learning is at there of proposals for moving away from didactic
teaching in HE, championed by BlifBligh, 1971, 1990awhich emphasise the significance of
RA&aOdzaaAzy Ay S| NY A yshdively behelidata endodrayd Stddénts 2o/
disagree with the teacher, and/or each other, is reliant on those parties talking to each other, sharing
ideas, sharing diffences of opinion, and using those to come to further understanding of the subject
(Bligh, 1990h)The need for including others in the learning activity is traeetore to active learning

approaches and encouraging students to be-sgdfulated and independent learners.

There are several models of social interaction in either higher or further education. Many of these
models focus around the issue of retentiondestudent withdrawal from the course, rather than the
development of study skills, but they do highlight the significance of interactions with others. One of
the classic models of social interaction and the impact upon student suaesgsoposed byTinto

(1975) whosought to model factors that influenced student decisions to drop out of University. The
model proposed an interaction between social and academic fact@s to the persistene of a

student at University were social integration with their peers and University difel academic
integration into the culture of the disciplineNJ (i A Ij dzS & 2 F(reviewed @@efsivelyi?2 R S
Aljohani, 2016)generally suggeshat the model is tosimplisticand does not take individual factors

into account. Tinto himself revised his mod@€&into, 1982}o include individual drivetsuch as the
a0dzRSyiGQa AylaSyldAazyaz 321t kAyall Aiicked A®Yurtier O2 Y'Y
RSOSE2LISR ¢Ayii2Qa Y2RSt X SYLKLI ai i fufule carderGiid? NE&
life plans, and a steady guide through transitigres)d sense of communianything that gave the
studenta sense of belonging to a group). These two factors are mutimalgpendent, and a healthy

future vision encourages confidence and a sense of wellbeing, this makes the person more socially
attractive, and therefore reinforces sense of community. Tucksr siliggests that a healthy sense of
O2YYdzyAlé OFy KStLI NBAYTF2NDS (KISYy LENE2Y Q& V2RSS
a ¢dzO1 SNR&a Y2RSt > Ay idSNI Ol A Specifiz froufl of Coledgies NI |
vital, and te interplay between those group interactions and individual characteristics or

perspectives of the student are key.

CAYyGi2Qa Y2RSt gl a F20dzZaASR LINAYIFINARfE& 2y addzRSy
view of student engagement, focusing orotivation and student responses to failure or success.
Weiner (2000)proposed two modetsAn intrapersonal model of motivation (which highlighted
personal responses to success or failurahd an interpersonamodel of motivation (which
KAIKE ATIKGSR GKS AYLI OG 2F 20KSNEQ LISNDSLIGAZY A
WeinS N & WekeRoSuedl around the notion of agency regarding an event or outapsueh as

a failed exam. Attitudesfmthers, and motivations of the student, differ dependent on whether the

failure was due to factors that were or were notwithi i K S & (i dzR S y & Bat wodl@ haveNER f &

29



been under the stude® control (such as effort) elicited shame/guilt from tseudent, and
RSNA&AA2YK&aO2NY FTNRBY (GKS 206aSNBLSNIT T GilicaEss (K
problems with the teaching, lack of feedback, timetabling errors or administrative probkdivisdd

anger and frustration from the student, buttpiand sympathy from the observer. The combination

of these intra and interpersonal factors would encourage or inhibit motivation on the part of the
student. This model reinforces the importance of the communal environment in which the student

works.

2.4.7 Learning Communities

There is evidence to suggest that colleesi of students form learning communiti€¢eeviewed by

West & Williams, 2017However, defining these is eft challenging and open to misinterpretation.

In an extensive discussion of learning communities and their interactiaaing, Hill, Saunders,
Stokes, and Solan (201idgntify three inteconnectedearning communitiesas shown in Figure 2.4:

The student learning community (SLC), the professional learning community (PLC), and the learning
organisation ILO). The SLC intersects with both of the others, and contains ststlefént, student

faculty, and studenturriculum interactions within it. Again in these models, interaction and
interplay between the participants is important, and this interaction d¢eneither faceto-face,

virtual, or a mixture of both. Lenningt al. (2013)stress that powerful learning communities can
enable students to excel over and above what they could achieve in isolation. The structure of
learning communities is also describaddetail byLenningand Ebbers (1999Wwho identify that
learning communities can be located both within the course of study and discipline, but also within
social structures such as residential groups, hobbies and personal friendship circles. Effective learning
communitiescan both support students to excel, but also support students who are underachieving,
or have personal or emotional problems. The potential impact of an effective and established learning
community is therefore significaneind can impact upon the stud€@® G NJ yaAGA2y s O

development of a positive identity

Learning communities can also be ineffectf\éest & Williams, 2017)A focus group study of First
Year student learning collaborations lhychtenstein (2005kuggested that ineffective learning
communities were those whertthere was a larger student group, with a lack of a sense of community.
The study also suggest that a lack of coordination between teaching staff was detrimental to a
learning community. The enthusiasm goersonalengagement of the instructor was key to inspiring

the same in the students.
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Figure 2.4
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Figure 2.47 Three forms of Learning Communities proposed by Lenning et al. (2018ach
form of learning community can be codified by its membership, delivery format, and duration. Delivery

format and duration can be further divided into three aspects per parameter.
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2.5 Developingagencyand identity

2.5.1 Identity

A significant factor in the success of a learner is their own perceptions of self and their developing
identity. Wortham (2006R S & ONA 6 SR +y W2y G2t 23A0Fft | LILINERI OK
the identity of the learner. The learner not only changes what they know, orthew know it, but

also their selview of who they areAsperceptions of selfard G N2y 3f @ OSY (I NBR | NP
LISNODSLIiA2Y 2F GKSANI SYGANRBYYSYyd yR GKSANI LI I
identity are strongly influencelly symbolic interactionisrfAshwin, 2012)the development of our
perceptions of the world based oruoexperiences with that worldAshwinargues that identity is a
dynamic concept, and develops according to the influences of the environment, peers, gender
expectations, social interactions and personal expectations (and whether or not these are realistic
FYRk2NJ YSGUOUD ¢KS €SINYSNRa ARSydAadesr a AG T2
(Jarvis, 2009)a characteristic more prevalent in older learners rather than yocinigdren. As a

f SFNYySNNRa ARSydGAde RS@St21LJa |yR NBflGSa G2 |
their own capabilities or deficiencigsSchraw, 1998)and become more metacognitive in their

approaches to study.

2.5.2 Development of an agentic identity

Our dentity constantly changes as we learn, and different experiences and different trajectories
shape these identities as we progress. Identity is strongly linked to ag€rmpsky & Hammersley,
2015; Schwartz, C6té, & Arnett, 201@nd an agentic identity is where the individual perceives
themselves as capable of change and/or controlling their own future development. The perseption
that the individual idoth capable and responsible for their own development are core to this identity
(Billett, 2006; Schwartz et al., 2018)evelopment of agentic student identity is discussed at length
by Wenger (1998)who describes identity as a pivot between the social and the individual. Building
identity invdves negotiation of a range of experiences within different communities. Identity is a
negotiated experience, and part of an overall trajectory of learninglividuals will perceive
themselves as agentic, or not, depending on their experiences andetctations of themselves.
High levels of agency are related to flexibility and openness to cH&uipsvartz et al., 2016)dentity

can also vary between situations, for exampi® 6 SO1 Qa4 YA Y Ra S (i(Dwéek,R®6) 2 F
Dweck proposes two states of sekrception egarding learning: Open Minds@there the leaner

sees themselves as competent, and/or capabfeimprovement and further development), and
Closed Mindsefwhere the learner perceives thétey are incompetent, and/or unable to develop,

improve or progress). Dweck suggests thiaaner can have a closedindset regarding one subject,
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whilst maintaining an opemindset for anotherFor example seeing themselves as capable in history
orlanglzZl 3S&asx o0dzi GKI G U K-$arceptiods hawe palentiRlg sigiificanKirapacts { S
2y  GKS f Sinagd, SidIh@refaiefidntiy is strongly based on experience and social

interpretations both real and perceived\(enger, 1998).

With the development of an ageit identity being cetral to the learning experiencestudent,
identity is therefore a potential driver of student behaviour in learning. Identity, and perceptions of

agencymaytherefore impact significantly on the development ofial dzZRSy i Qa { w[ @

2.6 Conclusions and researabjectives

The key observations from this literature review are that SRL is a fundamental skill for university
learners, but is not necessarily something which is easily attained or developed. In order to become
proficient at SRL, the learner requires metacognitive ability of several aspects of themselves and how
they interact with othergSchraw, 1998)Interactions with peers, teachers, and social groups also
appear to be significant to the development of SRL, and sontttare of the® interactions is
important to investigate. Similarly, there are several factors which impact both upon the
development of study approaches, the development of -seffulation, and the interactions an

individual has with the larger learning community arduhem.

Key objectives for this studyere to identify the extent to which students exhibit characteristics of
SRL, and to what extent these are effective to support their learfiimgre is a potential change in
educational outlook moving from a teachegntred (pedagogic) to a learneentred (andagogic)
learning environment during transition to universityisimportant to maphow learning approaches

and perceptions of the learning environmenhange during the transition to and through university.

It is anticipated that a range of factors will act either as drivers or barriers to effective development
of SRL. The objective of this research is to identify tii@s®ers to suggest potential approaches to

address then, and bettersupport students ashiey progress into this new educational environment
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Chapter 3

METHODOLOGY

3.0 Introduction

This chapter outlines the epistemological and ontological frameworks for the study, as well
as the methodological approaches for data generation and analysis.tldhe was wholly
qualitative in the data generation andhnalysis using Constructivist Grounded Theory
(Charmaz, 2014) as an analytical paradigmaddition, the social interactions between the
participants and their peersvere further scrutinised usingnother analytical approach,
Situational Analysis (Clarke, 2003, 200%he rationale for theresearch design and

methodology relative to the research aims of the studye discussed.

3.1 Scope of the study and Research Questions

3.1.1 Scope of the study

The change from a pedagogic to andragogic legreimvironment is a gradual one thatcurs over
many years of study and developmeHhiowever, a baseline is needed for such an expansive analysis,
and therefore a discrete period was choséfear 1 of the dgree wasselectedas a focus for the
analysis, as it was potentially the most significant nexus of charde period was identified in the
review of the literature on transition to university, development of sedfjulation, and retention at
universityas being highly significant for student development, and in which there were likely to be
challenges experienced by the learn€ransition to Year 1 included several changes: from secondary
to tertiary education; expectations upon the learner; institutiohlearning; social environment for
the learner (and typically geographical location as well); and teaching metAsds result, the SRL
approach of the learner was likely to undergonsiderablechange during this periodRarticipants
were therefore engged in the study across the first year of their University caufke choice of this
time-point would enable the participants to reflect on their school experieatehe beginning as

well as to be followed through their formative development as an ugdeduate.
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3.12 The research questions

The research questionsrose fromthe literature review, and further subsidiary questions were
appended to them as possibéeeas to address within the interview process (summarised on Figure
3.1) Theresearchquestions and in particular, theubsidiary questionsvere usedas guides to the
development of interview questiongnd to helpinform incidentalthe follow-up questions during

the interview.

Figure 3.1
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Figure 3.11 Summary of the research questions and subsidiary questioriSach research question
(dottedline boxes) had three swjuestions aligned to it, each of which was aims to develop the lines
of questioning in that generatea. The sulquestions helped guide the development of the interview

schedule, and followp questions.
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3.2 Ontological and Epistemological frameworks

3.2.1 Research paradigm and ontological framework

As a researcher, | align strongly with the Intetpue paradigm oBurrell and Morgan @79), in which

GKS NBaSINOKSNIFAYa (2 SELXIFAY a20ALf 0SKI GA2
individuals make sense of their position within an externd#§ined society, or social world.
Fundamental to this paradigm is the natithat the lived realities of sentient individuals are created

by their own experiences of their social and physical environment, and how they perceive and react
to those experience@Morrison, 2012a)l strongly believe that even objectively real construtiay

be interpreted differently by individuals, based on their own experienagsekample, words, which

can be codified to have specific meanings; or oig@ions which may have a cleadgfined and
widely-accepted role may be perceived differently by different individuals, based on their own
experiences or world viewd@rinkmann & Kvale, 2015; Charmaz, 2084) umbrella, for example,

may be perceived as having a differgnimaryrole for an individual raised in@untry where rain is
common (i.e. it is used to prevent yourself becoming wet in the rain), compared to an individual raised

in a desert environment (where it would primarily be used as ashade).Even though there is

cleally objective reality around us (for example, there is a wigdlgred concept of an institution

such as a University), the subtle interpretations of that reality will differ between individuals (a first
@SIFNJ aGdzRSy (1 Qa LIS ND S LlarArénythalof an @xpSienceyl prafeSudh The e ¢

approach taken in this research was therefore aligned with this interpretivist paradigm.

The design of the methodology for this research is therefore based on a nominalist, constructivist
ontology- that realty is highly personal and contextualised, and cannot be codified within a single,
externallyapplied truth(Robson, 2002)Each individual in a study of social behaviour will have their
own perceptions of reality and their own personal truths. TherefareA Y RA @A Rdzl f Q& f A @
of the transition to University will be subject tbeir own personal aspirations, their perceptions of

the role of a university education, and their expectations of university life. Similarly, the experience

of developingSRLs fundamentally personal, and unique to each learner, and each individual will

perceive the same approach in different ways.

3.2.2 Epistemological Framework

Aligning with the nominalist ontology underlying this research, the epistemological framework for
the study is strongly interpretivisind nonfoundationalist. An interpretiigt epistemology posits that
knowledge is based on experiences and perceptions, and so is subjeetliespoke experiences of
the individual in constructing that knowledg€ohen, Manion, & Morrison, 2011; Morrison, 2012b)

A nonfoundationalist epistemology embeds knowledge witliinrk S LJ- NXwhn Gdliefd afidi & Q
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views, whichdo not necessarily align with observable truths or shared beliefsllips, 1993) This
epistemological framework impactoth it KS LI NI AOA LI yGaQ 26y Ay idSNL
them, and ale my observations as a researcher. An interpretivist epistemological framework
positions my findings as interpretations of the activities being observed, rather than proofs of a

theory orverifiable truths

Thisepistemologicapositionaligns closely tony own adherence to the situated nature of knowledge
(Bruner, 1996) and sociocultural models of learning (see sectiod), 2vhere knowledge is €o
constructed in asocialwortd LF¥ |y AYRAQGARdzZ ftQa fSIFENYyAy3a Aa
SYGANRYYSyYyG> GKSY SIFOK AYRAGARIZ f Qa LISNELISOGA
how those experiences have shaped their percepti@rmkmann & Kvale, 20159}he data generated

from recollections and reported aons of the participants are therefore, by definition,
interpretations of those situations by those individuals. In turn, my own analysis of these recollections
Fa | NBaSFNOKSNI Aa &adzoaSOoid (2 Yeée 26y A gcind NLINF
emphasis on different aspects of their recollections, based on mypmit of view and the research
guestions of the projectSuch highhpersonalised factors cannot be addressed within a positivist
framework (the verification of a hypothesised tiutor facty & ¢S NS RSIf Ay 3

subjective views of the reality around thefiRobson, 2002)

Individuals generate their own versions of reality, based on their own life history, interactions with
their environment and people around them, and their interpretation of the meanings of those
interactions(Dunne, Pryor, & Yates, 2009)herefore as students develop as iiMitduals, each of

them will construct their own perceptions and versions of what is real, or significant, within their own
GSNE LISNE2YlFtf O2yiSEil® 9FOK &iddRSydiQa Wt S| NYA
variety of interacting experiencemfluences and personal choices, and the impact of each of these

is highly dependent on the individual. It would not be ideal, therefore, to approach this research area
from apositivisttIS NE LISOUGA @S d® [ A1 S6AaST Yeé 2xpsfienteg cafbiLINSG {
be entirely objectivgBrinkmann & Kvale, 2015)s | am intgpreting the meaning in their reported
activities, a process which is intensely personal, no matter how much care is taken to be objective as
a researcher. The choice of a qualitative study, analysed using Grounded TB&Egr & Strass,

1967) was therefore informed by this interpretivist epistemology.

DAGSY (KIG GKAa addzReé Aa S@lrfdz GAy3 yaddedS ai
SRAzOI GA2y It AyadAadGdziazys 2y S O2dz Rh(CuNdBikiz22001) & |
to the methodology, which seeks to align positivist perceptiohestablished frameworks with

O2yaiUNHzOUADGAAG 20aSNBIGA2ya 2F (GKS addaBy iaQ
focusesY2 NB 2y dzy RSNBGFYRAY3I GKS LI NI AOALI-ai0aQ 2

draw conclusions from these expences- rather than aiming to place those experiences within an
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established framework, to prove or disprove an existing hypothesis. However, this methodological

approach was useful in determining the implications of this research for professional practic

3.2.3 Rationale for qualitative research paradigm

In order to fully assess this higlslybjective and nuanced experience, a qualitative research paradigm
was deemed to be most appropriafBilverman, 2011)n order to open a window into the rationales,
insights and perspectives that shape the ongoing educational development of the participants, what
is needed are deep, rich data from which nuancespefceptions, emotions, interactions and
experiences could emergéSaldana, 2016)Furthermore, as new perceptions build on older
experences, it was important to see how these perceptions changed over time with the same
individuals. So, a longitudinal, rather than cresstional, design was adopted for the study. Wil
guantitative approach could have identified broad themes acrosargel cohort, the essential
nuances of individual experiences necessary to understand the motivations and rationales for the
LI NHAOALNl yiaQ o0SKIFI@A2dzNAE yR OK2A0Sa g2dzZ R LR
(Hennink, Hutter, & Bailey, 2011)

Another key factor in the determination of the choice for an approach to study of indigdal
personal experiences of learning development was it@ortance of beingable to reveal the

LI NI A OA LI vy liDurtde e &l.\(200BRghlighSthe importance of enabling the nuance and
O2yGSEG 2F GKS LI NIAOALI yiG&aQ SELSNASyOSa 2
personalised experiences isexemplified LJ- NIi A Odzt | NX & AY [ KFENXYLEFT Qa
experiences of patients with chronic, painful, and terminal illneg8barmaz, 1993Indeed, the very
GAGES 2F /KENXITQ&a 062213 WD22R RF&a FYyR oFR
participants themselves, who emphasised the changing nature of their daily lives that tlsseline
caused! ljdzZl ft A0 0A@®S YSGK2R2f 238 g2dAd R SylrofS GKS
personalities, character traits, social interactions and personal experiences influenced their decision
making processes and how they determined whichrapches were effective and which motivating
factors had the greatest impacts. The relative impact of different factors would most likely be
different between individuals, based on the personality, experience, confidence levels and
independence ofeachpar2z y @ {2YS 2F GKS AyFtdzsSyOSa 2y (KS
and approach to learning in general, would be intrirfsicch as selletermined approaches, methods
adopted by observing others, or discovery through trial and eaond) others extrsic(such as advice

and guidance from parents, teachers, siblings, friends and comages) Indeed intrinsic fact@may

have beeninducedby extrinsic factors in the past, just as extrinsic factors may be more or less
impactful, based on the individi@la 26y AYUNRYAAO LISNOSLIIAZ2Ya Yy

characteristics and factors it was necessary to gain detailed responses from the participants.
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A key focus for the study was that of identifying the rationales behind deemsaking when
developing study skills anfiRLapproaches. Therefore it was important to interrogate the drivers
behind any choices made, and to encourage the participants to reveal their own conclusions and
interpretations, as each woulékely be different based on theiown world view. This approach also
FAGA 6AGK GKS 2@0SNIft 2yia2t23A0Ft FNIYSEG2N] = |
of a situation. Sometimes the decisions made afi@fiirmed or unwise, but even so these are based

on individual expgences, rather than a single shared perception of reality. Therefore an approach
GKFG ARSYGAFASR (GKS dzyRSNI @Ay 3 | &a&dadadliohstaga o0 S
necessary, which led to the adoption of an open intensive interview prq€dsamaz, 2014), using
semistructuredinterviews Semistructuredinterviewshad avery loosepre-defined frameworkand

could be modified in content or order according to the flow of the interview discug$tomson,

2002) By using this approach it would be possible to encourage the participants to voice their own
opinions and ideasand to take the discussion in the necessary direction to fully explain their
perspectives. At the same time, the participants could be guided to discuss their perceptions in the
areas required for the analysis, but not be guided artificially by the rekea It was important for

the researcher not to direct the discussion too strongly, and risk confirmation bias, with the

participant saying what they thought the researcher wanted to hear.

An additional factor in the choice of this methodology was my wigh to develop my personal skills
and experience in qualitative research and interviewing. As a trained quantitative researcher, it was
important for me to experience a fulgualitative study. The methodology was therefore chosen in

part to address thiprofessional development requirement.

3.3 Recruitment of Participants

3.3.1 Rationale for participant sample populations

As this was a qualitative methodology, large numbers of participants would neither be necessary,
desirable, nor manageab(®rinkmann & Kvale, 2015; Morrison, 201.2A% the aim of the reseein
methodology was to generate deep, rich data, the length, detail and overall quality of the interviews
was more important than having a large number of participd@isarmaz, 20147 sample that was
representative of the typical UK student demographic (including such variable factors such as gender,
native language, ethnicity, socioeconomic background, sexuality, attainment range, disabilityf, type
school) would be necessary for a quantitative analysis, but these were too many factors to be able to
accommodate within a sample size appropriate for qualitative anakse, the potential number of

variables between excessive humbers of partictpan a qualitative analysis was likely to be more
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than could be accommodated in the analytiqgaiocess(Silverman, 2011)and so ensuring a
comprehensie coverage otll demographics wasejected asa major consideration. Demographic
balance would only become a factor if the number of volunteers for the study was excdsgiug.

to accommodate for all variable® a representative sample for the popuiah of potential

LI NHAOALNl yiGa gta y2d Ay (1SSLAYy3I gAGK GKS NI GA:

It was decided to focus the variation in the sample population on only one broad differential: the
potential difference between studypproachesbetween disciplines. A comparison of the QAA
benchmark statements for the sciences and humanifies example, QAA, 2014a; QAA, 2014c)
highlights that in a scientific disciplinkbe overriding paradigm is on use of objective data derived
from experimental analysesn a humanities discipline th@aradigm is more focused towards
interpretation of existing materials and the development of argumé@iftis difference in pedagogic
focus would potentially be the most likely to elicit differences in study approaches and SRL in
students. In addition theravas a variation irtontact time that was typical of either discipline, and
therefore, by inference, the degree of independent study expected. For example, the average contact
hours per week for year 1 and year 2 Physical Sciences students is almoshéndeertage for History
students(Buckley, 2014)A science discipline will typically leea high lecture loadlvith large class
sizes, spported by laboratorybased contact time in Year 1; whereas humanities disciplines typically
focus more on discursive seminars, with fewer lectures, and more emphasis -aiirsetéd reading.

The Physical Sciences in UK HE Institutions have three qgidreenumber of small (15 students or
fewer) classes than Humanities subjects, but on average twice the number of classes betvifen 16
students, and six times as many classes of over 50 stu(Rat&ley, Soilemetzidis, & Hillman, 2015)
The proportion of small group to large group teawhiis therefore greater in the humanities,

potentially leading to greater opportunities for collaboration and discussion.

3.3.2 Recruitment of participants

The Schools of Chemistry and History were chosen as target Schools to approach for permission to
recruit volunteers for the study. Each of these Schools had a sizeable intake humber into Year 1 to
potentially enable the project to recruit a sufficient number of participants. Although 6 participants
from each School would have been sufficient for thelgsis, it was decided to aim to recruit
approximately9-10 individuals from each discipline, where possible. This number was intended to
allow for potential withdrawal of participants over the course of the project, as there was no tangible

incentive or mperative keeping the participants within the project.

Volunteers were recruited from the whole Year 1 student cohort of the target Schools. Directors of

Learning and Teaching for those Schools were approaabéshtekeeper@Hennink et al., 201 Xpr
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permission to recruit from their student cohorts, and provided with full information sheets outlining
the study. Pdicipants were recruiteddirectly from Year 1 core module classes of each discipline
during the firsttwo teaching weeks of the autumn semester. Students were introduced to the project
by my addressing the whole yeeohortat the start of a lecture. Infonation sheets were circulated

to potential participants prior to the clagsee AppendiA3for a copy) In order to provide informed
consent of the participant¢following BERA ethical guidelines, BERA, 2@1idents were given a

copy of the information sheeS I OK G GKS adGFNI 2F (GKS f SO0 dzNB
AYGiSNBadQ @Eee NppendixiAd FoCarkcgprRsking folimited background details (e.g.-A

level subjects and grades, gender, age) from volunteers, which could help inform the choice of a
balanced cohort of participants, if more than the required number volunteered. Volunteers were
asked eithera leave their completed forms in a box as they exited the lecture theatre, to return them

by internal mail, or make contagtaemail to an address provided.

Selection criteria for participants (if volunteers numbered over 10 in either School) wereealitin
the information sheet, and would be done on the basis of the data supplied in the expression of
interest form, so that a balance of genders, ethnicities, ages and educational backgi(pueds
university qualification types, levels of attainment iAL&vel, or equivalentfould be achieved if
possible. If the number of volunteers still exceeded the maximum number for the study, then names

would randomly be drawn out of a hat.

The initial recruitment strategy did not yield appropriate humbers of pauaiats for the longterm
progress of the project to be robugdnly ketween half and a quarter of individuakho volunteered
responded tosubsequentattempts to arrange an initial interview. 8 students were recruited
interview from Chemistry, which wasufficient, but only 1 from History. The search was then
broadened to Ancient History, which provided 3 more volunteers who arranged an inte Asetiis

was still too small a number for the humanities group in the study, English Literature students were
recruited as well. As attrition rates were so high in the other subject group2 athlunteers were
approached without following the planned selection process for large numbers. 12 English Literature
students arranged interviews. Although this resultednore humanities students than was ideal (and

an overall interview group of 24 individuals) no further selection was undertaken, based on the

assumption that some patrticipants would withdraw after the first or second interviews.

In order to preserve anaymity, each participant was allocated a pseudoniBrinkmann & Kvale,
2015) Athough participantswere offered the opportunity to select their own pseudonym, none
opted to do so. Therefore, each participant was allocated an appropriate pseudonym. The
pseudonyms were chosen to begin with a key letter depending on the participamp gt facilitate
identification of the cohort of the participant in the analysis and discussion of the data: English

LiteratureStudents: Letter#\-L; History Students: Letteid-P; Chemistry Students: Lette@Z
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3.3.3 Summary of participants

There wee 24 participants in the initial interview cyclef these, 13 were female and 11 malée
genders, preuniversity qualification, home environment, school type, and age abtlitset of the

study, as well as further pertinent details of the individualtggpants, are presented in Table 3.1.

All but 4participantsstudiedA-Levels as theipre-university qualification. Camilkudiedthe French
BaccalaureateandGracestudiedthe International BaccalaureatRaashid took the Indian TBSE in

his home coutry, followed by a year studying an International Foundation Programme at a UK
university Zach took the USA High School APA Exams. Camille, Grace, Raashid and Zach were

international students who had been educated to age 18 overseas.

The gender balanca ithe participants was not equal, with more women in the History and English
groups, and more men in the Chemistry group, although this did reflect (althoaghm a direct
proportion) the gender bias within the undergraduate population for those subjetthe target
AYyaadAGdziaAz2yd | NadzZ F Q4 6AGKRNI gLt FNRY GKS dzy A
exclusively male from the second interview cycle onwards. All participants had come to university
directly after school, with the exceptioof Lucy, who had come to Univershyears after leaving

school.

In interview cycle 2 there were 19 participants, as David, Isla, Orla, and Quentin did not respond, and
Ursula had left the University. For interview cycle 3 there were 15 participantdamasah did not
respond, and Emily, Lucy and Will were unavailabhe nterviews of those who did not complete

the full cycle othree interviews were still included in the analysis, as they contained valuable data
about the experience of the participanéd each individual time point in which they were included.

The interviews of those participants who only interviewed once or twice were still valid data for a
crosssectional consideration of the datéihe interviews lasted between 23 and 78 minutes,gkact
duration of each interviewis shown on Table 3.1. The average interview length for each cycle was
OTQHNEZ e Qmmé NBERINSrOaws ek fofssufficient length to obtadeep, rich

data for later coding analysis.

Table 3.1 Summary of participants (following 3 page}k Participation in each interview cycle

is identified byrecording the duration of each interviesage of each participant at the start of the
study is indicatedWhere known, the domestic environment of the participants and their school
environment prior to coming to university is included. The last qualification attempted prior to
university isshownfor each participant. Any specific notesatthave potential significance to the

analysis are included.
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Table 3.1

9 Participation in . Previous Educational Pre .
73 : Pseudonym Gender|Age| Family Background - University Notes
o Interview Cycle Institution o
=i Quialification
8| 1| 2 [ 3
o Lived with parents; | Large School with First generation university student
Q [nné¢lor Qnt Q Andrew | Male | 18| older siblings small & Form A-Level
ok attended university attached
= but withdrew.
—
%’ Livedwith parents; Small rural school School was primarily Welghedium,
o |HPQHCQnAQ Bryn Male | 18 | small rural Welsh | with Welshmedium A-Level but studied Biology in EnglisiWelsh
c speaking community teaching is native language.
® Boarding Schoolta French School, Joint Honours students (English ai
first, then lived in studied in optional Erench Journalism). Taught through mediy
pnQoTt QloT ® Camille |Femaleg 19 | apartment with sister| International Section of English in school. Friend from
. . Baccalaureat : .
during term time school stugting JournalismArst
languagss French
oy Q David Male | 18 Lived with parents sz_ill stt?te school ALevel Disruption to History teaching due {
with 6" Form staff absence at school
Lived with parents an| Medium-sized schoo Older brother studying the same
. two siblings. Strong | in local town. Small degree course (2 years senior).
nnoHol Emily | Female 19 faith tradition in | classes during-Revel Alevel Commuted to/from school with
family. parents (shop owners)
Lives with parents an| FE College (no loca First generation University student
th P
vnolnnoloco Efion Femalel 19 daughter 6" form) AlLevel Sl_ngle_mother ofadaughter_, born
during final year of Aevels. Lived g
home during Year 1
nTolnnalndal Grace |Femald 19 Lived wih parents Small International | International _ Ove_rseas student;_ grew up in
School n Germany | Baccalaureat( international community in German
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m Lived with parents an|  CofE Academy, 2 A3y QG AYyGSNBailS§
8 nmMmQnmQ Hannah |Female 18 two siblings followed by Ctholic A-Level at school; strong interest in creativ,
= 6" Form College arts.
> : .
—lonQ Isla Female 18 Lived with parents |Large 8 Form College ALevel
= (2000 students)
§ Lived wih parents | Medium-sized state Studied a year of another degree i
S lopQonQodQ Jane Female 19 school with 6 Form A-Level another University prior to starting
® the English course
Lived with parents an| Large comprehensivg First generation university student
NHQIpPp QTTQ Kate Female 18 younger sister good rgoutation A-Level Teaching at school was poor,
required extensive SRL
Lived with parents; | Boarding school, brig Left stool at 18, worked in a bar fqg
pHQHDQ Lucy Female 23 | parents were teacher| attendance at Dramg  A-Level 4 years after school
course (6 months)
T Lived with parents; | Mediumssized state Joint Honourstsident: Ancient
@ parents are both | schoolfollowed by6" History and Religious Studies.
© ny Qo dpQjpoQ Mary Female| 18 | teachers two youngerl FormCollege for A A-Level Undertook an Extended Project
< siblings Level Qualification (EPQ). Strongly religig
household.
Lived with parents 6" Form College Joint Honours Student: Ancient
HY QH pQlon Q Nick Male | 18 A-Level History and Archeology.Lived at
home during Year.1
Lived with mother Large state school Moved to large school late, afte
0600 Orla Female 19 from age 16, after | with 6" Form, then ALevel smallprivate school environment
parental divorceand | Smaller FE College f Suffered mental health issues at
moved to newarea. repeat year. school, repeated a year at schoo
Lived with parents an| Medium-sized schoo Strong determination to become a
: L At : . )
oclopQloyQl Penny |Femald 19 one sister with 6" Fornt high AlLevel teacher after_UmverstyToc_)k agap
pressureschool year prior to University.
environment
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Ansiwayd

Lived with parent®n

Medium-sized

Late diagnosis afeveredyslexiaat

HOoQ Quentin | Male | 20 | rural smallholding | comprehensive statg  A-Level school. Limited support fatyslexia
school with & Form during ALevels
Lived with parentsn Overseas school, First generation university student
middle-east,prior to followed by Indian TBSE| Studied International Foundation
onolocale nal Raashid | Male | 20 coming to UK Internatlo_nal Internatlo_nal Prqgramme gt another University
Foundation Foundation prior to starting degree course.
Programme at UK | Programme English is second language.
University
Lived with parentsiad| Goodreputation Identical twin studying at a differen
identical twin brother| (competitive entry) university, but maintain daily conta
oc QnHQpnQ Simon Male | 21 comprehensive scho(  A-Level
followed by FE
College
Lived with parents an| Large state Upper First generation university student
OHQop Qny Q Tony Male | 18 younger brother School with 8 Form A-Level
(c.2000 pupils)
No information Small rural secondar Disliked school experience prior te
00Q Ursula |Female 18 school A-Level Level. Withdrew from Univsity
before second interview cycle
onolnooluto Vic Male | 18 Lived with parents Sma!l prltvhate schoo ALevel Initial interest in drama as a caree
with 6" Form
Lived with parents | Medium sized state Took a year out working and
HhQNNQ Will Male | 20 school with & Fam A-Level travelling in SE Asia and Australi
before University
Lived with parents | Large International| American Born in USA, moved between
School in Germany| High School| Gemany and USA during school
coQmnHQno Zach Male | 18 Diploma (AP4 years. Studied Aevels in Germany
Exams)
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3.4 Analytical framework for the data

3.4.1 Adoption of Constructivist Grounded Theory as an analytical methodology

The research questions for this study aimed to identify the approachdseaperiences that the

LI NHAOALNl yGaQ F2dzyR (2 06S Yz2ald SFFSOGAGBS 2NJ
education professional, and a former student myself, a key consideration of the project was to
minimise the extent to which the projeatata generationwas limitedby my own preconceived
notions. Although it was important to use prior knowledge to inform the rationale of the project,
there was a clear risk omissing novel perspectives from the participani$ the analytical
methodology vas a positivist onel'here would potentially be unexpected features that would remain
unexplored or urrevealed.The methodology chosen, therefore, needed to be strongly interpretivist,

avoiding a positivist approach of testing grgmed hypotheses.

Grourded Theory(GTh; Glaser & Strauss, 196vas identified as being the most appropriate
analytical framework for the requirements of this project, due to its strong potential for identifying
key themes that emerged from the datrather than being aligned to previoudtyrmed theories or
hypotheses. The central dogma of GTh is that the theory is generated from théGlaser & Strauss,
1967; Strauss & Corbin, 1990@ather than the research being approached with cledsdfined
positivist hypotheses to test. Although the precise nature of the theory generate@dTh what
emerges from the da&, and the extent to which the approach is positivistic or otherwise (for example,
are there hidden truths within the data, to be revealed from the analysis?) are kighlgsted issues
(B6hm, 2004; Charmaz, 201elle, 2005) The choice of which paradigm within GTh to follow was

important to consider during the initial planning stage of the research.

After the initial publication of their work in 1967, the originators of GTh, Glaser and Strauss each
developedtls G KS2NE [f2y3 O2y UGNl aAdGAy3 LI NIRAIYAD Df
use of GTh in devising explanations or determining models from the data, preferring to focus instead
2y  WO2 RA y(Blasdr, | 1978)Cadih¢ families aim to support and heighten theoretical
sensitivity, the ability of the researcher to identify relevant dé&laser, 1978; Glaser & Strauss,

1967) but not to impose external structures on the data.

The other philosophy of GTh, developed by Strauss and Corbin (:80gs positivistic, and does
facilitate the development of theories and models from the data, thus enabling the researcher to use
iKS RIGF G2 GKS2NR&S SELX FyldAazya G2 NBaSHNDOK
of GTh (Strauss and Corbit990), included the following: Data could be used for generation of
hypotheses as well as verification of them; theories emerge from the data that may challenge
preconceived assumptions; constant comparison of data leads to robustness of interpretations;

categories of description can be generated from the coding of data; theoretical sensitivity is required
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to remain open to possible emergent themes from the data. Strauss and Corbin strongly advocated
that the researcher distances themselves from the datad approaches the analysis from a position
2T WOGKS2NBGAOIT F3y2aiA0A 3 We resedrohelkadzapgproachythie / 2
analysis without any preconceived assumptions from the previous research literature. Strauss and
/ 2NDAYQafRRLINREOKSR (KI G G K $dHdild enedge obtDMNiFe Bakal o f

w

and the coding approach aims to reveal these truths.

I KENXYEFT Qa NBFAYSYSyid 2F {GNldzaa FyR / g€BBhAyYyQa
Charmaz, 2014jliffered in two aspets that were important to my studyCharmaz refuted the
concept of theoretical agnosticism, acknowledgihagttit is a relative impossibility to approach a
subject without the influence of any biases or preconceptions. Charmaz adhieseesearcher to
recognise their prior knowledge and involvement with the subject matter of the research and actively
bringthea S G2 GKS IylrfedgAaOlrtf LINRPOSaad Lokdtraedioh dfQa |
data between the participant and the researcher, and thecoastruction of meaning between the

data and the researcher during the analysis. By integrating theirexprriences into their analysis,

the researcher gains a richer interpretation of the data generated. Charmaz also emphasises that the
findings of the coding as a consequence of being-constructed by the researcher and participant

care highlyinterprek @A a0 FyR OFyy2id NBGSIt | &aXxgedbisS aSi
critique of CGTh has come from Glaser him@8laser, 2002)who argues that GTh cannot be
O2yaldNHzOGAGAEAG AYy Yyl Gdz2NBTX FyR GKIFG / KFENYET Qa
provides. Glaser argues that objectivity can still be maintained alongside recognising the ahpact

the researchera G F Ay 3 GKFG AGaNBASEFNOKSNI AYLI OG 2y RI
GKSYSOSNI Al SY. SlouBveral mysalf whldiifctal@hgy thissjion, and suggest that

in an interview situation, the researcher impactsaihof the data generated, and this impact cannot
0S YINNRGSR R2gy (2 2yfte I FSg AyalulyoSa Ay

w»

best with my own epistemic framework as a researcher.

I KENXYEFT Q& FylFftedagAaolt FNI YSghe Adhs ahdireseargrSgRestiorS afi 6
the project, as well as the situation of myself as a practitioner as well as a reseé8ei@ETh was
adopted as the main analytical framework for the studlty.addition, key factors of Glaser and

{ 4 NJ dza & Q & madéjhéBekdesitable It was important not to confine the analysis to pre
RSGSNX¥AYSR OflaasSa 2F O2RSasx 4dzOK & ¢2dZ R 685
as a higher education professional, and a former/current student myselgstunrealistic to assume

that | could be effectively naive to theories behind the research, as Strauss and Cqdnisess

Indeed the converse was true, and as someone experienced in the subject area being researcher, |
would be able to interpret the ngorted experiences of the participants through a lens of practical

experience and a career of observing students developing as learners.
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I KENXYET Q& | LIWINRFOK |faz +ftAaA3dySR Otzaste G2 Y
expected that my reseahccould be used to develop theory and models, but | did not anticipate being
FoftS G2 NBGSHE Of SINJ GNHziKa FNRY GKS RIEGEEZ |
fundamentally situated within their own highubjective personal experiences,asll as my own.

I KIENYET Q& FLIWNREFEOK 2F FNIYAy3a GKS lylfeara

experience aligned closely to the expectations of my own research paradigm.

3.4.2 Situational Analysis of social interactions

One of the key findingfrom the pilot study and the coding of the first cycle of interviews (see below),
was that the development of SRL strategies was heavily dependent upon social interactions and
external factors. An analytical approach was therefore adopted to enable inéstwogate the data

with a particular focus towards social interactions between individuals, communities of practice and
institutional practices. Situational Analysis ($BJarke, 2003; 2005; Clarke, Friese & Niasn,

2013) was identified as a theoretical approach which could assist in highlighting these interactions.

SA is a development of GTh, which aims particutarlyighlight social interactions and influences
(eg. influences of peers, teachers, family members, educational institutions, support networks;
Clarke, 2013; Clarke et al., 20E3)they emerge from the coding. In her writings, Clarke is clear to
emphasise that SA is a heuristic device, designed tot asdiseorising and generating avenues of
analysis, rather than as an alternative analytical framework in if€dirke, 2005)Therefore SA was
adopted as an additionaltool to the CGTh analysislong with standard coding and theoretical
sampling technigued'he combined use of CGTh and SA to study student transitiamversity does

not appear to have been adopted before, so this was a novel approach to the study of this subject.

3.5 Data Generation

3.5.1 Data generation, aligned to &onstructivist Grounded Theoryamework

Constructivist Grounded Theory advocates-comstruction of the data through a discursive
relationship between the researcher and the participant. This framework-cbostruction informed
the design of the data generation methodology as well as the iterative nature of the analysis and

subsequent cycles of dageneration.

It is important, at this point, to provide a rationale for my use of the term dm@erationrather than
data collection as it is fundamental to the philosophy behind the methodology of this study. The
concept of data construction is fundami@l to the GTh and CGTh frameworks (Charmaz, 2014).
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I KENXET Q& SYLKEFE&aAAE 2y (GKS AYLERNIFYOS 2F $Yo NI«
constructing the data, is fundamental to the methodology of this study. In order to reveal the rich
datarequired for this analysis, and to sustain the study over a long period of repeated interactions
with the participants, it was important to develop a relationship with the participants, so that they
would be comfortable sharing personal experiences in anelst and frank manner. Similarly, the
iterative nature of the CGTh approach meant that interactions with the participants needed to be
fluid and not highlyscripted, with questions being developed on at hocbasis to adapt to the
direction in which theparticipants chose to describe their experiences. It was important therefore to
approach the participants with a mindset that we would explore their experiences together, rather
than one whereby the participants were a pi@med resource that could be hagsted and collected

by observation or interrogation of specific questions. Similarly, the role of the researcher in
developing and uncovering the data needed to be remembered (and indeed embraced) during the
analytical process. Therefore it was again im@ot to use a terminology which embraced and
codified this ceconstruction of data. Therefore, it is important to conceptualise the process as being

one of mutual data generation, rather than collection.

In GTh (and especially CGTh), emerging theor&part of an iterative approach to data generation.

The data, as they are analysed, shape the ongoing research process. This approach required an
ongoing process of cycles of data generation, followed by analysis which was then used to inform the
next staye of data generation. This iterative approach enabled the data generation process itself, as
well as the analysis, to take the research down paths that were not necessarily initially intended, but

which were clearly of significance to the participants @& S LJ NI AOA LI yiaQ adz2N

3.5.2 Data generation using Open Intensive Interviews

Since the aims identified in the research questions were to investigate individual experiences and
perceptions, individual interviews were adopted for data generation asd felt that this approach

would best facilitate the development of deep rich data about individual experiences, perceptions,
and emotions. As the focus for the research was the individual study activities outside of formal
teaching, an observational appach was not possible. Grodgased interview approachesuch as

focus groups, weralismissed as data sources, as they would not have provided the level of
individualistic experience necessary to address the research questions. Documentary analyses (such
as reflective diaries) were considered as a data generation methodokmyever this approach
GKAfAG 08Ay3 W2F GKS Y2 YS yeakriehcy 6t théparicntiBIR 6 A (
not have enabled the researcher to delve deeper into theorale behind the decisions made by
participants. Conversely, the use of periodic interviews would enable the participants to reflect on

their experiences as a whole, and situate individual events within a broader context.
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The interview methodology adoptewas that of open intensive interviews (Charmaz, 2014). In the
open intensive interviews, theemistructured interview schedule waglesignedaround open
discursive questionthat aimedto encourage the interviewee to provide detailed and expansive
answes with only limited input from the researchelust as important as what is said by participants

in their interviews, is what isot said, and so it was important that the participants should not be
guided too strongly in their answerBhe open questionalso allowed for the use of additionad hoc

prompts and followup questions to the participant, based on their evolving narrative. This open

I LILINR F OK FlLOAftAGEFGOSR GKS RSGFAfSR SELX 2Nl GA2Y
storythatse SR G2 6S AYLRNIFYyG (G2 GKFG AYyRAX@harRaz f Qa
2014) It was important to devise interview questionthat did notO2 ya i NI Ay (GKS Ay
responses. Questionsere phrased as an invitation to discuss key aréasp@ ® daL 62 Y RS NJ
GStt YS lo62dziXxés 2N &/ 2adehddurageopen didc@Son and a BlaxedY L

dialogue

The schedule for each interview consisted efBquestions (see Appendix Al). Each interview was
designed to last betweerB0-60 minutes. The interview questions were designed to prompt
discussion thatvould be pertinent to theresearch questionsThe aim was to ensure (as much as
L2aairof S GKIFIG eKAfad 1SSLAYy3I (GKS WwW2LISy | dzS:
participants would address the subjects on which the research questions focused. Where possible
0KS 2Ly ljdzSaldAzy T2 NXI wasaddpted, but iy'twacases aimsré directy S
guestion was asked, although each of these two questions were riEsigp elicit a discursive
response from the participant. THenguage in thénterview questions aspiloted throughthe Pilot

Study, and thehrasingof the questions (but not the substantive content) was modifsdequired,

based orexperience of angmbiguity revealed in the pilot interview$he interview process was an
iterative one, the analysis of each cycle of interviews informing the, iregtccordance with the ideals

of GTh and CGT(€harmaz, 2014; Strauss & Corbin, 1983ch interview was recorded, with the
permissionof the participant, and then transcribed into a written documemd anonymised prior

to analysis.

3.5.4 The timing of interviews

The decision was made to interview participants at three points within a single academic year. There
were two reasons for ampting this pattern: Firstly, it was important to allow each participant time to
find their own path and gain experiences-istween data generation points. To sample too
frequently might restrict the impact of substantial changes that came from expersedigeng the
academic year. Conversely, it would have been too blunt an analysis simply to have two points of

contact at the beginning and end of the academic year, as this would omit the opportunity for the
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participant to reflect on their progress as thelgveloped. The second consideration was purely
logistical, that the time taken to undertake and transcribe each set of interviews, and to analyse them
substantially prior to the next set of interviews, prohibited interviews being closer than two or three
months apart(Saldana, 2016)The use of three sampling points was therefore adopted as a

compromise that could accommodate all of teesonsiderations appropriately.

The timing of the interviews placed the first interview as close to the beginning of the academic year
a L2aairoftSzT Ay 2NRSNI G2 3FILAYy Ayarakaa Ayaz i
the universityexperience, and whilst their memories of their experiences in school or college were
still fresh. The focus for the first interview set was as a retrospective review of their studying activities

at school or college, and an investigation of their expectet of their university degree. The third
sample point was set at the end of the academic year, after dbeclusion of teachingnd
examinatonE AY 2NRSNJ (2 FFEOAECAGFEGS | Fdzt NBTFESOGA
a whole. The mighoint interview cyclevas more difficult tgposition, as the discussion with students
aroundthe mid-point of the yeawould potentially be influenceditherby LJ- NJi A (Qrepalatibrii & Q
for, or experience ofmid-yearexaminationslt was decided to holthe second cycle of interviews
immediately after the examination period (in the first two weeks of the spring semester), before the
participants had received their exam results. This timing weuldble the interviews to focus on
reflection of the previoa aSYSaGSNJ I yR GKS SEFYa GKSYasSt gSas
being impacted by exam results that they found either encouraging or upsetimgquestion set for

the second and third interviews therefore reflected the significance of then@ations, but also

aimed to high

3.6 Ethical Considerations

The interviews were designed and conducted following the BERA ethical guidelines for interviews
(BERA, 2011), and as summarisedBbopkmann and Kvale (2018hd Busher and James (2012)
Ethical approval was obtained from the Research Ethics Committee of the Institute of Education,
University of Reading, prior to commencement of the pilot stubigble 3.1 summans the key
ethical implications, and how they were addresshthre details of themitgationsundertaken to
address potential ethical issues are detailed in Appen8ixAX participants completed a Consent

Form (see Appendix A6 for a blank copy) priohi $tart of the first interview.
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Table 3.17 Summary of ethical considerations and approaches taken to address these

Et.hlcal , Reference Approaches taken to address ethical issues
Consideration

Prousion of information sheet prior to recruitment, repeated pri

to interview.

Potential participants informed of the potential benefits

BERA (2011) participation.
Informed Brinkmann Participants briefed prior to the interview.
Consent and Kvale, . . ,
(2015) Participants asked to sign consent forms prior to thestf
interview.

Participants asked to provide consent for the interviews to

recorded.

Audio recordings of interviews kept secure, until anonymi

transcript was created.

Confidentiality B:Ri‘ (2011) Files kepin a passworesecured folder, identified by pseudony
and ”2 marlm only. Transcripts identified by pseudonym.
. and Kvale, . . .
Anonymity (2015) All names of persons or places in transcript anonymised.

Participants informed of data handling and information secu

procedures.

Av0|df';1nce of | Dunne et' al. Participants for the main study were recruited from other Schg

coercion ami (2095)’ to avoid power differential possible from my role as a manage
'power. Morrison learning & teaching in my home School.

differential (2012b)

Opportunities for withdrawal from the study made clear

participants. Participants informed that they could decline

answer, or withdraw fro the study at any time without a reaso

No participant withdrew from the study during an interwieOnly

_ Ursula withdrew formally from the study, due to healing the
Oppprtunlty university. Other participants in the first or second interview cy(
to withdraw | BERA (2011) withdrew de factoby not responding to requests for an intervie
from study Interviews were held in neutral, preagreed vene (typically a

classroom in their home School building)facilitate participants
leaving if they wished to withdraw.

Participation in the study was not conditional to any reciproca

financial arrangement.

It was emphasisedo prospective participants, that the reflectiy
| . BERA2011); | process endemic to interviews would potentially be benefi
mfpr?[ve?]en Brinkmann | when considering their study approaches. 15 of the participg
_O St u_a |ond and Kvale, | noted informally, after thefinal interview, that the process ha
Investigate (2015) been beneficial to their ongoing development, due to the poten

to discuss their practice with another person.
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Ethical

i . Reference Approaches taken to address ethical issues
Consideration

Although there was no danger of physical harm, there wg
possibility of a participant becoming upset by a question,
something they had revealed.
It was made clear to participantkiring the preinterview briefing
that they did not have to answer the questions asked, arately
needed to decline to answer (and were told that no furth
BERA (2011) explanation would be asked for their motive). No particip;
Brinkmann | declined to answer a question. Participants were alsd tolthe
and Kvale, | pre-interview briefing that theycould reviewthe transcript of the
(2015) interview by contacting me, andf redact information after the
interview if they wishedNo participant requested this.

Avoidance of
harm to
participants

In cases where | had a duty of care to provide advi@rasmber
of staff of the institution, this was undertaken after the intervie
had concluded and the recording had been stopp€&tis only
happened with two participants, once after interview cycle 2,
once after interview cycle 3

3.7 The Pilot Stug

3.7.1 Pilot study

Prior to the commencement of the main cycle of data generation, the first round of interview
questions was piloted witl pilot study group of interviewees. The subsequent cycles of interview
questions could not be piloted due to the@htimescale between analysis of previous data, devising
the new questions, and scheduling the next cycle of iinterviews. In addition, many of the questions in
interview cycles 2 and 3 asked the participants to reflect on their experiences during theysrev
semesters, and so this would have required a pilot group to have been reconstituted at each interview
point, which was not possible logistically. The pilot participants veeséudentsrecruited from my

own academic School. The students recruited watishing their first year of studies on a Bioscience
degree (due to the timein the academic yeaat which this point of the study preparation was
reached) As the Pilot Study students were from my own academic School, where | am a prominent
member of saff involved in teaching and the management of students, there was a potential conflict
F2N) SGKAOa |a ¢Sttt Fa @QrftARAGE 2F (GKS aiddzRSyl
the participants(in the preinterview briefing)that this study vas unrelated to their degree course,

that anything they revealed would be treated in strictest confidence, andttieat comments would

not impact upon them or their studies in any way.
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The piloting of the interviews, and subsequent analysis, identdiesries of key findingsvhich
informed the later main cycle of data generatioBxamples of these includibe complexity of
learning strategies, the importance of peers and family members in the learning activities, and the
observation that participantesach developed their own approach to their learning, which suited their
individual needs. The pilot study also provided insight into the interview appréaidily, thepilot
proved that thequestion set and opeintensiveinterview process generated sidient deep rich

data for a robust analysis, and the duration of the interviews was between 35 and 75 minutes.
Secondly, e question order needed revisingjth questions about social interactions being better
later in the interview(it made sense to quéisn the involvement of others in studying after the
participants had discussed their own study strategies in. fithyas clear that the order of questions
needed to be flexibleso that the questions could follow the flow of the conversatiBrinkmann &
Kvale, 2015)It was observed that participants typically focused their ansvom study approaches
used when studying for exams, rather than coubssed materials. Thigsas possibly due to the pilot

LI NGAOALI yiaQ 2gof extidsCaid/ éxambuisindS NawbvgrOSnce the pilot
participants also focused very muon ther ALevel exam revision strategies, prompts were
prepared for themain interviews to ensure that participants also discussed their learning outside of

examination revision.

Most significant was the finding that social interactions seemed tchighly sigificant to the
development of learners and their SRL activities. Therefore | decided that there would need to be a
further layer of analysis applied to the main interviews to identify social influences and interactions.
This last observation gaverisetoK S Ay Of dza A2y 2 F | Y@lavké, @008, 20R5/ | f
Clarke et al., 2013 the analytical cyclésee sectior8.9).

3.8 Data Analysis Coding the Data

3.8.1 Coding of transcripts

The coding pproach was undertaken in accordance with the process advised by Charmaz (2014), in
order to provide data that wald be of use for a constructivist grounded theory analytical approach.
The coding was undertaken in four stagese below for more detailsfi) Lineby-line coding;(ii)
incidentwith-incident coding; (iii) focused coding; andiv) axial coding. Figure Billustrates the
coding process for the projecand Appendices BR4 present examples of the coding process for
each stageAfter each inteview, initial coding (Charmaz, 2014) was undertaken-fiyéne coding,
followed by incidenwith-incident coding), and then this was followed by a round of focused coding.
Lineby-line coding was undertaken on hardcopies of the text; the remainingetbogling approaches

were coded using NVivo 11 coding softwéiéatling, Jams, & Briggs, 2012After the initial coding
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and first cycle of focused coding, the data were analysed and the concepts emerging from the data

were used to develop the interview schedule for the subsequent round of interviews.

Following theapproachof Grounded TheoryStrauss & orbin, 1990; Charmaz, 2014) all rounds
except the axial coding cycléhe data were coded without reference to pselected criteria,
categoriesor hypotheses. This approach was deliberate, and designed to enable codes to emerge
from the data themskes, and not be constrained lany of my owrpre-conceived notions as the
researcher. As Charmaz (2014) emphasises, it is not possible to be truly naive dercuglitig
process, and so #vas important to recognisemy part in the analytical procesall coding was
undertaken by myself, but to minimise any potential error, omissions, or bias, Focodety@vas
replicated 24 times independently, tgrovide opportunity to identify any lessbvious codesand
achieve saturation(see section 3.8.2 for moreethil). Furthermore, regular discussion with my

supervisors about the codes emerging from the data supported validity in the findings.

(i) Line-by-line coding.The approach of lindy-line coding (Charmaz, 2014) aimed to identify codes

in an objective maner, in order to gain an overall understanding of the data as a whole. For an
example of lineby-line coding and a summary of the outcomes, see Appendix B1. Each transcript was
printed with the text narrowed to approximately half the width of the page, therode was applied

to each line. By determining an arbitrary quantity of the text on which to apply a code, the approach
gained an element of objectivity in this initial coding approach.-biakine coding was useful as a
first-pass analysis, as it rededt the subjectivity of the coding process and allowed a broad overview

of the data as a whole. The lig-line coding approach facilitated a critical view of the data, to
identify the important themes in the data, whilst simultaneously highlighting akd¥A Yy Ay 3 2 VY
26y lFaadzyLliazya 2F (GKS LI NIAOALIyGAQ NBaLRyas

Figure 3.27 Overview of the coding processoverleaf)

The coding was in iterative process involving cycles of interviamalysis of the data, which then
informed the design of subsequent interviews. The three interview cycles are identified by light grey
shaded boxes. Coding cycles are shown by white boxes. Arrows indicate the sequence order of the
activities. The data fio Interview 1 were coded using litg-line, incidentwith-incident, and focused

coding. These analyses were then used to determine the interview schedule for Interview 2. Further
focused coding of the data set from Interview 1, followed by consolidatie codes from all cycles

of the coding (to remove duplicate codes) and then further consolidated intecedper This same
process was repeated for Interviews 2 and 3. The ®a@ges were then consolidated into categories,

and the categories groupiedio themes. Once categories had been determined, each category was then

used to further code the transcript data (shown by the dotted line) for that category.
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(ii) Incidentwith-incident coding¢ KS a4 SO02y R NRdzy R 2 HWith@d3/ROMRSB ydiloa O
(Charmaz, 2014approach of the full transcriptwhich aimed to compare and contrast the key
incidents or common factors that emerged from the libg-line coding. These factors included
events and actions, interactions with othersr approaches adopted by the participanf{see
Appendix B2 for an example). For example, the use of colour in study activities was noted for each
participant, across an interview cycle. This approach was used to investigate common features
strategies, sotif RNAPSNE GKAOK AYLI OGSR dzll2y (GKS LI NI .

and negative factors or experiences which shaped their perceptions.

(iii) Focused codingt KS GKANR NRdzyR 2F O2RAYy3 Ay@2f @SR
(Chamaz, 2014), identifying key phrases, comments, experiences, perceptions, or actions, that
seemed significant to the participafgee Appendix B3 for an exampl&his focused coding approach
was undertakerde novg a minimum of twice per transcript, andhere necessary three times, in
order to enhance objectivity and move towards saturation of the datse section 3.8.2)deally, a
second and/or third party would have been recruited to independenthcede the data, before
discussing the core themes, thihis was not practicable, and so the coding cycles were undertaken
de novowith no direct reference to previous cycles, at disparate time points (at least 3 weeks apart)
by myself as the sole researcher. Once it was apparent that saturation had beeweattihe codes

from all three focused coding rounds were consolidated to remove duplicates, and then clustered
Ay il2 -PBRABSS@ettioN 4.2.2 and Figure 4.1 for an exampl@ese supecodes were then

used to develop categoried short summary foeach supercategory is included in Appendix C.

(iv) Axial coding of categoriesThe final round of coding was an axial coding approach (Strauss and
Corbin, 1990; Charmaz, 2014) teaede the data based otihe categorieghat arose from the first

three gycles of codingsee Appendix B4 for an exampl&his approach aimed to identify codes whilst
viewing the data through a motimcused lens of a single category, one at a tiech interview was
coded for the single category, by highlighting all sectafrtext that could potentially be of relevance

to that category An example of text identified from a cycle of Axial Coding is included in Appendix
A4.This final coding process was undertaken once all three rounds of interviews had been completed,

transcibed, and subjected to the first three coding approaches.

3.8.2 Reaching saturation of the data

Focused coding of each individual transcript was repeated for each replicate coding cycle. Transcripts
were coded as a collection in each coding cycle, sodbde identities could be shared between
transcripts within a cycle of coding. A new NVivo file was utilised for each cycle of focused coding,

GAGK ySg Wy2RSaQ 602RSa0 o0SAy3 yIFYSR SIFEOK GAY



of novel fies was important as it aimed to ensure that each coding cycle was original, and not simply
re-populating previously defined codes in a previous cycle. When it was clear that no substantively
original codes were being identified from the transcript, thenwihs assumed that sufficient

saturation of the data had been reached.

Focused coding was repeated a second, and in most cases a third, time until no new codes were
emerging from the data and therefore saturation of the data had been achieved. At eaehddtag
coding, the collection of codes were consolidated to remove any codes which were obvious
duplicates (i.e. identical concepts, but with subtly different napsee section 4.2.2 and Figure 4.1

for an examplg Due to the high volume of codes from thetensive amount of data, the
O2yaz2ft ARIFGSR O2RS&a ¢6SNE I-BRPRFAQ2FYBNYSRAAFGHNRAY
Supercodes were in turn consolidated into a smaller number of categq$eddana, 2016)The
categories were initially used to inform the developmghen used for the final axial codirand to

determine core themes arising from the study.

3.8.3 Memoing

A fundamental activity undertaken throughout all coding activities was the use of Memoing (Glaser
and Strauss, 1967; Strauss and Corbin, 1990; Charmaz, 2014; Saldana, 2016). The writing of memao:
was essential to the analytical process, enabling conceptsmapdrtant themes to be recorded as

the coding process was taking place. Memos were written during the transcription of the interviews,
and at each coding stage, and during the consolidation of codes and development a€edpsrand
categoriesMemos werewritten by hand, as this was found to be the most efficient and krasisive

method of making notes whilst codingn example of memos taken for the coding of one transcript

is included in Appendix B3 (Figure B3TRe consolidation of ideas enabledthg Memoing process
facilitated the analysis of the data several tingeduring each round of coding, and when the coded

text was being analysed. Memoing provided an opportunity to develop ideas during the coding.

3.8.4 Theoretical Sampling

Theoretical ampling (i.e. the examining of theories arising from the coding by comparing those
outcomes to new datpwas applied, where possible, through the iterative nature of the study having
three time points for interviews. At each of the second and third iri@mcycles, key concepts that
had arisen at previous stages were interrogated further, so that a wider picture of that concept could
be developedFor example, the importance of identity emerged during interview cycle 1, and this
was then further investigad during the second and last interview cycles. Similarly, the importance

of colour to the studying process that was cited by many participants in their first interview, was
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further discussed in later interview cycles. The impact of this theoretical sagnpks evidenced by
the reproducibility of the supecodes between interview cycles (see chapter 4). The commonality of

supercodes between interviews was indicative of repeated revisiting ofaimoncepts throughout.

3.9 Data Analysis using Situatiah Analysis

¢KS LINPOSaa 2F {! Ayg@g2ft@dSa GKS RS@St2LISyd 27
(i) Situational Maps(ii) Social Worlds/Arenas maps, afiii) Positional Maps.

3.9.1 Situational Mapping

Situational Mapsaim to highlight the intractions between actors (individuals or collective groups)

and actants (organisations, structures, systems and discourses) in a given situation (Clarke, 2005).
The development of the situational map involved noting down, from the data, any potential
actors/actantsthat appeared to impact uporof be impactedupon) by the participants. This messy
YIL) gl a STFSOGAGStEE I WONIAYAG2NXAYIQ | LILNRIF O
YIL) 6SNB GKSy (NI yaTSERBgare D1yid Appehdik DhibHRIBNEB R Y |
these factors under a range of categories. In the construction of the ordered map Clarke advises that
the researcher add any elements that they believe are missing from the data, whidtesgimg with

the ethos of CGTh, which the researcher is an integral part of the analytical process. The messy
map could then be reconstituted and for each actor/actant lines were drawn to connect it with all
other components of the map (see AppenBik, Figures @.2). The aim was to idwify the key nexus

points around which the majority of social interactions associate. The messy map was replicated
numerous times, and each factor used as a focal point for a cycle of analysis. Lines were drawn
between the factor and any other factor whiinfluenced it (in a positive or negative manner). This
mapping was undertaken for each element of the reconstituted messy map. For ease of use, those
factors which did not impact strongly on the student, or impact reproducibly on other factors, were
removed from the final map produced. The strength/significance of the impact, and whether it was

a positive or negative impact, was identified on the final composite ralapvin inFigure 6.4.

3.9.2 Mapping of Social Worlds/Arenas

Social Worlds/Arenas Magtustrate the interactions between collective groups (Clarke, 2005). Social
62NI Ra |NB 3INRdzJa 2F I Oli2NR> 1S@& y2yKdzYky StS
communities in which individuals act togethéfxamples of Social Worlds mightlude a degree

course cohort, colleagues in a work environment, a social group of friends, or members of a religious
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congregation.The Social Arena is a wider, marenceptual area of practice or endeavour, which
contains numerous different social worldsuch as the university sector, or the educational sector
The aim of tle Social Worlds/Arenamsapping process was to identify the ways in which these social
worlds interacted, and the relationships between these social groupings and other social wedlecti
and communities. The data were interrogated to identify (a) Social worlds of importance to the
participants, and how (if at all) they interacted with each other; (b) Social Arenas in which the social
worlds interacted, and the degree to which they wenabedded; (c) interactions between each of
these factorsinteractions were represented by interlinked spheres or ellipses, with ovestapsing

the degree of interaction betweesocial worldgfor example, see Figures 6.5, 7.2, 7.3 and 7.4)

3.9.3 Postional Mapping

Positional Mapsaim to identify links, differences and commonalities between the stated, and
unstated, positions taken by individuals within the data (Clarke, 2005). The positional maps aimed to
place personal positions that emerged fromet interviews, relative to two axes of factors; for
example, academic competence vs. degree of independence. By interrogating the data for discourses
related to these two contrasting factors, one is able to populate the different sectors of the resulting
graph between the two axes with different stated/unstated norms for collective groups who
exemplify the varied levels of either axis. Positional Maps were useful is devising diagnostic charts for
LISNR2Y WwWieaLlSaQ GKFG ¢SNB nNighsdBexiraddridids @@esened U K
on the axes. In this way they are somewhat similarto amyozl Y OSR GSNEA2Y 27F {
OMPpppo |yl f & GExanplé PositierialYW8ps aré shova i@ Bigures 8.3, 8.5 and 8.6.

3.10 Representatbns of the data, and validity of conclusions

3.10.1 Presentation of the data within the thesis

Data within the thesis will be presented either in the form of tables/charts of comparisons or by
guotations. Tables and charts are compiled from generalisatidtiin the responses from individual
participants, either from a single time point or across all of their interviews (specified within the
table/figure legend). Quotations are included to provide examples of rationales or experiences
provided by the partiipants or to displaya concept most clearly or vividly. Maps resulting from the
Situational Analysis are presented as diagrammatic derivations of the formats advised by Clarke
(2005), and are devised from a broad comparison of individual participamissattre studyhrough

incidentwith-incident coding
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3.10.2 Internal validity

There were two potential concerns regarding internal validity of the data. Firstly that the interview
guestions might have been leading participants to provide specific answéis. concern was
addressed by the use of open questions, asking participants to describe or explain experiences, rather
than asking leading questions directed towards a specific answer. Secondly, the robustness of the
coding approach needed to be considdy as coding ig by its very nature; subjective. This second
concernwas addressed by repeated coding of the data, followed by comparison of the codes
revealed. This constant comparison approach, using four complementary coding approaches (line
by-line, incidentwith-incident, focused and axial coding), was undertaken independently of previous
data at each stage. The saturation of the data suggests that this analysis has been conducted as
objectively as possible for a qualitative stumlyd a single anady. The codes, categories and themes

that emerged from the data should therefore be considered robust and valid. However, there will, by
default, be a level of subjectivity involved, as this is a constructivist analytical approach, and therefore
my own exferiences as a professional in the field being studied are an integral part of the analytical

framework.

3.10.3 Reliability

A principal concern from an interviebased analysis is the reliability of the data generated. In
particular, where guestions are lrg) asked regarding the efficacy of educational performance, there
may be a potential for participants to elaborate upon their reports, so as to present an idealised face
to the researcher. Charmaz (2014) addresses this concern by emphasising that éaateth
accounts provide important data about the participants. The questions were phrased to avoid this
temptation, so that the participants were encouraged to reflect upon their experiences, and there
was no value judgement placed upon their respons#iseiothan those they vocalised themselves.
There was therefore no reason to suspect that the reports of experiences vocalised by the
participants were unreliable. However, this potential bias needs to be considered when evaluating
the data. In this matterthe CGTh approach of activggsitioningthe researcher in the data analysis

is useful, as it would be likely that | could identify reports of experiences that were elaborated or
unsound, by virtue of my years of experience with students. No such olegryavere noted by me,

and | was confident that the reported experiences were genuine.
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3.10.4 Generalisability

This study identifies some key elements that are central to how SRL develops during the transition to
university. These factors are likelylie generalisable across a range of other individual experiences,
and so the insights gained here should be widely generalisable. Hows\equalitative study of 24
individuals at a single university, there are limitations to whitehfindings in thistudy can bepplied

to a general population of HE leamws, as one cannot guarantee that all learners in HE across the
globe have experienced the same evemtswever, generalisinfylly for a broad and diverse student
population as a whole is, in itse#fn impossibility as each individual learner will have had their own
unique experiencesThese data do represent a snapshot of experience for a particular group of
students, and as such has impact as a detailed case study when considering the diveieaegpe

of students as a whole. The findings of this study should therefore be possible to extrdpotaté

they are also moderated by the localised demographics of the population to which the data are being

compared.

3.11 Conclusion

The qualitativenethodology adopted enabled the study to investigate reports of the lived
experience of the participants. The following chapter will highlightabtcomes from the
coding approaches in broad terms. Then chapte8s/ll each focus on one of the four roaj
themes that arose from the coding. The implications of these themes are then discussed in

Chapter 9, along with a discussion of the implications for practice of the findings.
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Chapter 4

CONSTRUCTINE®DES, SUPERDESCATEGORIES
AND THEMES FROM THHR

4.0 Context to the analysis

The cycles of initiatoding (lineby-line and incidentwith-incident coding) and dcused coding
represented an iterative process of mining the data, which aimedawlitate emergence of
categories and themesn orderto inform subsequent cycles of interviewshe situated analysis
approach was combined with the CGTh to refine the insights that emerged from the @ouks,
facilitated the generation otheory. This chapter summarises emergent categories and themes that
arose from the coding, as well asflection on the impact ofisingsituational analysisThis chapter

will illustrate the contribution made by each stage of the coding, éestribe how these led to the
generation of multiple codes, which were consolidatetisupercodes, which were consolidated in
turn into categories, and then into théour themes. These themes are investigateih depthin

chapters 58.

4.2 Findings from coding of interview data

4.2.1 Reaching saturation in the coding

Line-by-line codirg: Lineby-line coding was useful as a heuristic device to gain a broad understanding
of the data. Not all of the codes identified in the lbgline coding were useful, and codes were very
numerous and diverse (a result of forcibly assigning a codedio lealfline of text).Lineby-line mdes

were useful in determining interview schedules for subsequent interview cycles, and for cross
referencing against outcomes of subsequent focused coéfiagexamplethe significance of negative
self image emergedrdm the lineby-line coding. Negative seléferences repeatedly emerged as
codes in this process summary of thgroups ofcodes that emerged from the liAgy-line coding is

included inB1.1.

Incidentwith-incident coding: The incidemwith-incident codng approach was an essential feature

of the analytical process. As this study related primarily to the lived experiences of the participants,
the process of comparison of the experiencéglifferent participants, or the same participant over
time, was animportant activity.By focusing on an individual event, activity, or experiemadent

with-incident coding facilitated comparisons of data fragments and quotes for all the participants
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together. Incidentwith-incidentcoding facilitated comparisons &u as the use of colour (detailed in
section 5.2.2) and the engagement in peapported learning (detailed in section 6.2 An
example of codes, andsummary of theconcepts addressed usimgridentwith-incidentcodingare

includedin AppendixB2.

Focused codingTranscripts were coded by highlighting words, phrases or sentences that appeared
to be either of significance to the participant, related to emergent themes from thebyAee
coding, or significant to the research questions. Each coa® given a descriptor using NVivo 11
software, and descriptors were used commonly for all transcripts in each cycle of focused coding.
Each cycle of coding the transcripts were coded fresth new descriptors being created for each

new code.An example bfocused coding for the same section of text shown in AppendiisBhown

in Appendix B3.

After each cycle ofocusedcoding, the codes for each transcript were compared to those of the
previous coding cycle and the themes that arose fromiyine andincidentwith-incidentcoding.

When it was clear that no substantively original codes were being identifieddteamscript, then it

was assumed that sufficient saturation of the data had been reached. In the majority of cases this
was after three cgles offocusedcoding, however in the case of Vic (interviews 1, 2 and 3), Quentin
(Interview 1),Ursula(Interview 1) and Emily (Interview 2) only two cycles of coding were required.
For Kate and Grace, each of their interviews required four cycldecosedcoding due to the
complexity and length of their interview responseghe outcomes of the focused coding are

discussed below, and form the basis for the majority of the discussion in chap®ers 5

4.2.2 Consolidation of codes into supearodes, catgories, and themes

Codedlevelopedacross the cycles of coding were consolidated to remove duplicates (due to the high
volume of data, and gaps between coding cycles, some codes were either repeated unknowingly, or
were subtle variants of the same core the). After the removal of duplicate codes from across the
replicate cycles of coding, the focused coding of the interview data produced 257, 230, and 194
individual codes foimterview cycles 1, 2 and 3 respectiveBthough the majority of these codes
were shared between interview cycles, this number of codes was too great to be of use in any
meaningful analysis of the data. The codes were therefore each combined with cognate codes into a
& SNRA Sa -@ZFR NaIHANIFENIf theprocess that led to thdormation of supercodes is
illustrated in Appendix B5Figure 41 shows thedetailed makeup of one supercode (including
duplicate codes)At this point of consolidating codes across the coding cycles, the opportunity was

taken to standardise the names$ the supercodes between the interview cycles, where appropriate.
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Figure 4.1
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A final total of 55 supercodes was created. These supedes were then combined into 15

categores, which in turn were grouped into four themes. The categories comprising each theme are

shown in figure 4.2. The distributions of the supedes, and their alignment with the categories and

themes, are shown in figures 5.1, 6.1, 7.1, and 8.1, in edobesuent chapterAs can be seen in

figure 4.2, the four themes were each comprised & 8ategories. The supepdes that comprise
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complementary dimensions of the cognate theme. In order to ensure that the analysis had reached

Ay
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saturation of the data, a round of axial coding was undertaken for each category. Theresmali a

number of newparticipant commentddentified in the axial coding which could be allocated to

existing codes. However, there were no new codes that emerged from the axial coding that had not

already been identified in the previous rounds of focusedieg. The lack of any substantially novel

codes suggested that the previous coding had been effective at reaching saturation of the data.

65



Activity
important
for Learning

Importance
of Neatness/
Order

Figure 42

Importance
of Effort

Developing
Long-Term
Strategies

Self- Importance
Regulation of Effort
Strategies

Learning

Cues Personal

Learning
Strategies

Developing
Identity

Learning
Environment

The
Development
of SRL

Reflective
Development

Learning the
‘Rules of the
Game’

Social
Interactions

Peer
Interactions

Social

Learning Personal

Learning
Networks

Personal
Development

Figure 4.217 Summary of supercodes aligned with categories and themgbhe Categories
(dark grey boxes}hat emerged from the CGTh analysis are illustrat@dounding, and linked with
arrows to,one of the four emergemthemes (black boxes].he supercodes (light grey boxes) that

form one categorydmportance of Effod are included as aexample; for more detail of the super

codes that comprise each category, see Figures 5.1, 6.1, 7.1 and 8.1.

66

Positive
Experiences

Challenges to
Identity
Development

Identity
Development

Barriers to
Learning the
‘Rules of the

Game’

Entering HE
Community
of Practice



4.3 Emergent Themes from focused coding of data

4.3.1 Key findings of the identified Themes

The55 supercodes were combined into 15 categorig@ghich were combined into 4 themes. Each

theme willbe discussed in chapters®however the fundamental aspects of them were as follows:

¢ KS F A NIDévelapiRgSSwuby>Appwaches T 2 Odza S R ledrnin@ sizstddiestiak the
participants describedrlhis themedentified strategieghat worked effectively for the participants,

and the categories comprising the theme focused on different aspects of these personal learning
strategiesthe importance of effort; visual cues to learning; the importancénefstudy environment;

the role of reflection in developing learning strategies; atrdtegies for selfegulation The analysis

of these categories suggested insights into the way in which participants developed and refined their
personal learning stratges

¢ KS aS02Sheialirefdid® WRRNBA&ASR GKS AYLI OG 2F 20F
and academic development. Theategories within this theme highlighted the impact of social
learning, interactions with peers, and PLN developm&heanalysis of these categories, combined
with the methodology of situational mapping of the data, revealed the nature and extent of the role

of other people in the participants sakgulated learning activities

¢ KS KA NBamiagt® RES ofth6amed 61 a 'y SYSNESyYyld GKSYS -
one that was necessarily expected to be a major factor prior to the analystscategories within

this theme focused on the development of personal skills and competencies, the process of
enculturation within the HE community, and the barriers &nculturation within the discipline.
Through the use of social worlds/arenas mapping, the interactions and overlap between different

groups (social worlds) was highlighted

¢ KS T2 dzNIekelofirig Slandhpciestly illustratedhe potential ofGGTh as an analytical tool,

as the concept of identitglevelopmentwas not something explicitly built into the initial aims or
research questions. Instead, this theme emerged as a significant factor from the anatysigilot
interviews and interview cycle. Questions related to identity were then included Subsequent
interview cycles. Theategories that emerged from the data focused on the process of developing an
identity, the challenges therein, the pos#ivexperiences that impact upon identity, and the
development of longeterm goals and strategies. The use of positional Mappaagnbined with the
outputs of the incidenwith-incident coding and focused codingvas particularly beneficial to the
analyss within this theme Positional maps enabled a comparison of stated perceptions and
behaviours of the participants relative to different criteria (such as perceived academic ability,

confidence, or investment in the subject).
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4.4 Using Situational Analysi as an analytical toot Insights from the

combined use of Constructivist Grounded Theory and Situational Analysis

TheSituational Analysisiapswere extremely useful in developing theofsom the coced data, and
played an integral part in the developmeot categories and themesituational analysis was used

to enhance theoretical sensitivity to the data, and provided an effectivekiidbr analysing the data

and developing theory from the dat&ituational Analysis was highly complementary to CGth

the two analytical approaches were used in parallel so that coded data was used to construct the
various maps, and the maps then fed back into the consolidation of the codes andcag@sr into
categories and themesAs Situational Analysis is firmdynbedded within GTh as rmethodology
(Clarke, 2003, 200%Clarke et al.2013), the revelation of this complementaritis unsurprising.
However, it was notable that the three types of maps used within situated analysis were each
differentially suited to dierent themes.For example Situational maps were highly effective in
revealing the complexity of social interactions support learn{ttieme 2, chapter 6) Social
worlds/Arenas maps were highly effective mapping the interactions of larger groups and
communities, and revealing how the participants fitted into thggeeme 3, chapter 7)Finally,
positional maps were ideally suited for highlighting characteristics related to personal idgntitye

4, chapter 8) The considerable power of combining C@mt SA within an analytical framework was

a major and novel methodological finding of this reseagnidthis findingis discussed in chapter 9

45 Conclusions

The four themes that arose from the coding are each disigsturn in chapters 8. In Qapters

6-8 the ceordinated use of CGTh and SA provided useful insights into the social nature of SRL in the
participants. These chapters highlight that SRL is more collaborative in nature than previous models
have suggestedrhis finding leads towardsdiscussion of this new perspective on SRL in Chapter 9,
GKAOK LINBPLIR&aSA | NBAY SNRINBIIS R A[2ST NIFA I[P | & W

68



Chapter 5

IDENTIFYING AND REFINWIGAT WORKS:
THE DEVELOPMENT OF
Wt 9w{ hb! [ [9!'wbLbD {¢

5.0 Introduction and context to the analysis

¢KS 1S@ FTAY 2F (GKA& aLISOG 27T (K Shatsélfdefuiateds | &
fSIENYAY3 FOGABGAGASE R2 |, SN m dzACRSiING Nspedeta S &
guestions to highlight strategig¢lat participantsused for their studyingseveratodes emergeffrom

the data focused on thstrategiesused by participants during their studying and revision. There were
subtle differences between each individual, bilgothere were elements that were commada most

SRL approaches adoptethese approaches, learned primarily through tdald-error, suggest that

the participants typically showed key traits of effective seljulation. The adoption and
development of thes&’t S NB& 2 y I trategi&D NIMANI[IObe discussedsing one particular

PLS as a case study. Timplicationsfor the development of SRL during the pedagaggragogy

transition of the way in which participants adopted a PLS will be discussed

5.1 Overview of the supeitodes and ategories

ThesuperO2 RS&a |t A3y SR 6AGK (KS K ge&Sfigets. 18d¢dSobiE 2 v |
on either the type of study approaches adopted, or the rationale for their adoption. The-soges

focused into five categories. The first tiereategories focused around learning strategies themselves,
which involved either (i) some form of additional effort (neatness, repetition, or creation of a learning
resource); (ii) the visual cue to learning (for example the use of images, colour, omayrs); or (iii)

the physical learning environment in which the participants preferred to stdye final two
categories focused on the logistical approaches to studying. The first category highlighted the
NEFt SOGAGBS yI GdzNB 2 T of thdeirNdvA Bakninly sfrétégi@s. Tay r@aiEng Iy |
category highlighting the extent to which these strategies wererggjtilated. Overall, the coding
revealed that the participants were highly sedgulated in their learning, and had considerable

amounts ofawareness of the benefits, or otherwise, of the PLSs they chose to adopt.
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Figure 5.1
SuperrCodes Category Theme

I 1 1
Interview 1 Interview 2 Interview 3
Importance of Activity important for Activity important for
Repetition Learning Learning
Importance of Importance of Importance of
Neatness/Order Neatness/Order Neatness/Order

Importance of Effort ]—[ Importance of Effort ]—[ Importance of Effort

Importance
ofi Efiort

Importance of colour ]—[ Importance of colour ]—[ Importance of colour

[
[
[
[
[ Use of images ]—[ Use of images ]—[ Use of images
[
[
[
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Llearning;
Cues.

Use/avoidance of Mind ]
Maps J

Personal
Learning
Strategies

Use of time ]—[ Use of time ]—[ Use of time

Study Ambiance ]—[ Study Ambiance ]—[ Study Ambiance

Llearmng:
Envirenment

Trial and Error ]—[ Trial and Error ]—[ Trial and Error

=
Recognising Successful Recognising Successful Recognising Successful

L Strategies Strategies Strategies )

Awareness of Awareness of Awareness of
Limitations Limitations Limitations

[ Organisational Organisational Organisational
L Strategies Strategies Strategies

[ Time Management ]—[ Time Management ]—[ Time Management

Rejection of Imposed ]
Structures J

Self=
Hepulation)

Strategies

Figure 5.1 7 Summary of the supefc 0des and <categories the
Str at e g i.d&esnificatiorhoétie esupecodes determined from the CGahalysis of each
interview cycle, showing the categories into which they were consolidated.-&ges (light grey
boxes) are aligned with cognate Categories (dark grey boxes), which are combined to make the Theme

Lines show clustering of supeodes ito categories, and categories into the theme.

5.2 Personal learning strategies

5.21 Summary of personal learning strategies

The study strategies adopted by the participamthough having many commonalitiesgre highly
bespokel 2 SI OK AYRA@GARdzZrfX FyR &2 O2dzZ R 06S O2yaAa
highlighted several common strategies and their impact on SRL. Table 5.1 summarises these common
strategies.However, itin order to illustrate tle extent to which the PLSs were developed through
seltregulation, one PLS will be discusssdacase study in more depth. The use of colour in note
making and revision providea rich example of a PLS that had both comaiies, but also
considerable levels of personal preference. So, the use of colour in studying and revision will be

presented as a case study to demonstrate the factors associated with the development of a PLS.
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Table 5.1 - Summary of Personal Learning Stategies commonly adopted by

participants. For eachPersonalLearningStrategy there is a summary of the key aspects of the

approach.

Personal Learning Strateg

Summary

Effort has a positive impac

on learning

Effort placed into the production of noteer revision media was
seen to be important. Even if the rest were never viewed further
the effort of producing them was seen as worthwhile. This
approach was often modified or revised in response to workloa

issues.

Neatness has a positive

impact on leaning

Several participants found that neatnesisstudy notesvas
important to their retaining (and especially visualising)

information.

Use, and significance of,

the physical learning spact

The physical space around the participant was important, ant
of the learning experience. Use of posters, pibstotes and
whiteboards were common in surrounding the individual with

information. These were legsommon at University.

Repetition of actions

Repeated performance of an activity was frequently seen as

beneficial to its becoming embedded within the memory.

Visual summaries of

information

Mind-maps and flashcards were commotiged approached for
reinforcing memory and defining concepts. Colour was often

significant in these approaches.

Use of colour taeinforce

information or themes

Colour was used extensively, and in varying ways, to reinforce

concepts or signify specific themes.

Teaching Others

Explaining or teaching others was very common. Explaining a
concept to another reinforced conceptsidirequired good levels

of understanding.
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5.2.2 Example Personal Learning Stratedyse of colour in study activities

The use of colour in the writing of both procedural notes and revision materials was extremely
common, both in science and humanitigsidents.There was sufficiently wide mention of colour to
warrant its own superode in the analysisdowever, the role of colour varied between individuals,
from having very specific meanings (such as individual colours being ascribed to specific themes,

concepts or categories) to colour simply being used to highlight items of note.

Figure5.2 summarises theoutcomes of instantvith-incident coding of the use afolour by the
participants.Only two participants (Quentin and Nick) avoided the use of colbhere were no
clearly distinctivarends in the behaviours of participants from different disciplireas] there was a
roughly equivalent distribution of participants from different disciplines in each sector of the table. It
was noticeable that the omlusers of varied shades of the same colour were English Literature
students, though the same size is too small to draw firm conclusions from'lieis Was a correlation

betweenthe complexity of the use of colour and the range of colours used. The spexfic or

Figure 5.2
Varied shades of each
Hannah Jane
colour
Andrew Ffion
Emily
A
% Many colours Glg?ge
«Q (wide range of M
® coloured penkg ary
o, Penny
8 Raashid Simon
o) Vic Ursula
S | Very limited colour set Bryn David
(g (e.g. red, blue, & gree Camille Tony
% pens, or fluorescent Kate
o highlighters) Will
. Lucy
Black & White ngntln Orla
Nick
Zach

Highlighting | Highlighting | Highlighting

No use made information | keythemes | emotions or

of note or subjects traits
Use of colour

Figure 5.21 The relationship between the purpose of use and the complexity of the colour
palette. Participans are placed according to their preferred use (if any) of colour irnmakéng. To
help highlight any potential disciplinary differences, the participant names are coloured blue (English

Literature), green (History) or red (Chemistry).
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nuanced therequirement for colour, the more shades of colour were requiréthen colours were
usedin a nonspecific manner, such as to highlight words of importance, rather than themes or
subject areasa wider range of colours wassed. In some cases (Lucy, Orla and Y gelnticipants
highlighted important words or phrases by drawing a box around them, but not using colour to do
so. For these individuals, the emphasis of the drawn box was sufficient to mark that word or phrase

as significant, withouhecessarily needing particularcolour.

The use of colour also differed in a practical sense, with some using colour to highlight or underline
key words, others to draw a box around a key word, section, or page, and others preferring to write
in the relevant colour. In someases different coloured paper was used, or gibsiotes, or coloured
folders. Again, this was a higkpgrsonal preference. The common theme was to make information
more memorable by adding a visual cue. Vic adopted this approach after a positive egpérnieng

the strategy. This approach of adopting a strategy based oratnidkerror was common.

| always used to write up my notes in normal blue ink, and then | saw someone use
highlighters, and so | said, "Oh, I'll use highlighters!". And then | rdyeesd things
much better. And pictures, they were initially just a doodle in the corners, and then |
found I'd be able to read notes which had doodles more than ones that didn't, and so |

try to put that into the actual notes.

Vic (Interview 1)

Raashid &b stumbled across the use of colour in remembering chemical equations and reactions,

using a whiteboard and coloured pens to develop visual cues that were memorable.

| decided to use a whiteboard tand so | realisé that it's much more helpful for me,
especially in chemistry learning mechanisms, it was very easy to memorise using the
whiteboard and different colours.

Raashid (Interview 1)

Iy R NJAdbiién of a strategyvas based on advice from a school teacher, who suggested the use
of colour in order ¢ identify which learning outcomes or academic skills had been addressed in an
essay. By colour coding the essay according to the purpose of the text being written, one could more

easily see if the required criteria had been met.

X {22 Iyl { &dgded aquatelmoid bé i ordnge, and then segues would

be grey, key titles would be blue, so, context red, and things like that and all the content

I NBFa ¢62df R 06S FA{fSR Ayd {2 &2dz O2dzAZ R 22
KISy Qi R2@E8BSyZTdzBEKSY @&2dz KIFI Sy Qi R2yS Sy2o

a2 YdzOK Fy@Y2NB> 06SOFdzaS X I FGSNI &SI Na 27F

Andrew (nterview 3
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Universitybecause he no longer needed that visual uerderto be effective! y RNB 6 Q& SE LIS
is typical, that he showesklfregulationby adopting a method which appeared to work for him after

he had trialled it, but then abandamy it and he felt it was no longer necessafis finding is

discussed further in section 5.3 below.

The use of colour varied between the significance of the colour itself, and the use of the colour as
either practical or conceptual. Figute3 represens another interpretation of the incidentvith-
incident coding, showinthe relationship between the personal significance of the colour used, and
whether material highlighted was factual or conceptual in nature. For the most part, when individual
words of importance were highlighted, the colour was of little importance, rather the use of a
highlight was the key factor. For subjects and themes, skill types, or different chemical reactions, the
participant usually ascribed a specific colour, but the exaciucavasusuallyrelatively arbitrary, and
sometimes changed over tim&race and Hannah, for example, would coloade complete subject
disciplines, while Mary would use colours to delineate categories of information, or for the same
subject in her planne(figure5.3).

L KIS O2f2dz2NBR y2i0S06221a FT2NJ SI OK adzomaSoi

more just coloured within each individual subject. So | think | have to have a table of

colours for each individual subject.

Hannah (Interview 2)

| use colars with themes. | have a code. So especially in history, | have one colour that
dates go in, one colour that sources go in, one colour which is for evidence, or artefacts.

Mary (Interview 3)

In the cases where colour was used extensively, the exactcalas important, usually consistent

over a long period of time, and provided a conceptual link when using colour as a visual aid. The
importance of colour in this context was as a visual cue to the memory. Participants recounted that
when needing to recalhformation in an exam, the colour provided a tag that took the learner into a

subject, or helped extract the relevant memory of a page or a diagram.

It was, essentially, just a massive list, but it was colourful. So | had the colours of all the
ions, sd could look at it and recognise that ion was that colour, immediately. And then,

| have a quite a photographic memory, so | can just remember that poster on my exam
then, and write it down.

Ursula (Interview 1)
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Figure5.3

High Emotions
Character in a poem
-D .
3 traits
3 Subject or -
5 category Historical :
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Figure 5.31 The relationship between material highlighted and the significance of colour

A range of items identified by participants in the interviews is identified.vEnticalaxis shows the
range from the colour being purely functional (i.e. different from black), to beingylpginsonalised

to the learner (e.g. a specific colour for a theme or personality ¥hi)horizontal axis shows the
range of types of material highlighted, from purely factualdaceptual or esoteric. There is a general
correlation between the infortian being more conceptual, and the colour used to highlight being

more significant.

The significance of the colour was highly individual to either the individual learner, the cohtagt
ddzo 2S00 2NJ 620Kd WHySQa dzaS 2F O02f2dzNJ g1 & LI

emotive themes within literature, such as the feel of a poem:

When | am analysing a poem, | read the poem and then think, what colour is tig?poe
And then to me it will be, like, yellow. And then I'd have to annotate it in yellow, because
it makes it stick in my head easier.

Jane(Interview 1)

AstheyearLIN2R AINB 34 SRZ WIFySQa dzaS 2 Fretahddihe edtdriondt@ré YS
of her earlier approaches. Colobecameassociated with the traits or personalities of characters

within her readingsto the extent that sheiseda wide array of pens of differing hues of colours.
LGiQa NBIffe | yy?2eHayethe sarfeSgldzNiby 20 OKH ded O (G{ISMNEE C
0KS alryYSs GKIFGQa NBIffte Fyyzeiyasd {2 L KI @&F
RAFFSNEBY(d akKFIRSa 2F INBSyod 2KAOK A& dza STdz

(s}
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likely to be light purple or something.

Jane(Interview 3)

By assigning colours a specific importance, $&eeed toanthropomorphig the colour to have an
emotive or implicit significancelne felt that anthroponorphising colour in this manner wa
a2YSK2g dzydzadzk £ o Wl y SindNB $ 3 NIRERRonsCBUKTesS aboudt thedey 2 G ¢
of a visual cue highlights the extent to which this study approach is intensely personal and bespoke
to the individud. Use of colour changed &se focus of the learninghifted from the requirement of
remembering factual information during ALevel, to remembering or understandindroader
conceptsduringdegreelevel study For those that used colour extensivellye ug of colourshifted

to focusmore around categories and themes than specific emotions or concepts.

Where colour wasiot used, the rationale wagypically because it was either not something that
helped create a visual tag for the learnéiternatively they felt that there were so many items of
importance that to highlight them all would mean covering the whole page in highlights, causing
confusion rather than acting as a visual aid. The latter reason was often associated with the
participant explaining tht they found identifying core information challenging, and so it would be
impossible to highlight specific aspects of the material, as the information was all of fundamental
interest. For example, Nick did not use colour in any systematic way, and pcttas notes to be

quite plain, without even underlining or emphasis. Bryn would use capitals or underlining to highlight

items of importance, but would not use colour in any structured way.

In all cases, the use of colour was an approach developed thnaidigicting on their own learning
strategies and what worked best for them. Frequently the approaches had been developed through
trial and error, combined with their owpersonalpreferencesThese strategies were highly bespoke

to each learner. Be of cdour again emphasises that learning approaches in participants were already
highly developed by the time they attended University, degeloped through a reflexive process of

trial and error

5.3 Develogng aPersonal Learning Strategyiterative and self-directed

Participantsalready had their own cleargefined set of study strategiewhen they arrived at
University These strategiebad developed through an iterative process of traald-error, usually

with little or no direction from teachers arndtors.

It was a bit of a trial and error thing, really. So, because | did use the brainstorms for a while

and | did think tkey worked well for some thingsuBlI think the flash cards do work best in
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the end. | had history last; so, | sort of found fleesh cards therand then they obviously
worked better than the rest, because | did better in history than the other things.

Ffion (Interview 1)

The rejection of imposed structures by teachers was very comifiois. rejection was based either

on the partcipant triallinga strategy and finding it to be ineffective, or rejecting it out of hand as they
felt that it did not with their own idealised learning approachn example of such rejection of
imposed structuresmind maps were promoted almost univergalio the participants by their
teachers at schooMind maps were rejected by the majority of participants as being ineffective to
how they learned, or how they ordered information in their minds. This rejection based on personal
experience preference alsapplies to other suggested strategiekne, for example, described her

response to being forced to develop a revision timetable in theupro her ALevels:

| would like being taught stuff, but | like to do it on my own and work it out on my own,

anddo it my way. And when they're saying, no you should do it this way, that's not the

way | do it. So when they're saying make a revision timetable, | just didn't do that. That's

just not me. And we used to have PSHE sessions in school that were dedicatgddng

your revision timetable for your GCSEs, and | was, like, I'm not going to do it. So I'd do it,
FYR YAIKG YFE1S AG Ftf LINBGGe FyR O2f 2 dzNF dz
do not work like that, and | know that | don't, so it's pibéss trying to force myself.

Jane(Interview 1)

Jane had a clear idedbout the manner in whickhelearned,so she felt thato have to adapt that to

a format that was effective fasther peoplewas a significant limitation to learning. In all casesergh

0KS {SIidRcE WaQ eedditlzvas only after the participant had tested and evaluated the
approach, and found that it worked for thenixamples of such guidancenclude= h NX | Qa K.
teacher suggesg a reflective approach to studying histoty Yy RNBE g Qa G S OKSNJ adz
fAIKGIQ a2aiSY 27F LINA 2 NA (dzaaanyyaa 20/K AYCKI Tau@giestiaval il Al
to colourcode criterionrelevant aspects of his essayRaashid and Zach, similarly, faced parental
pressure orhow they should manage thestudy time, approaches which did not match their own
preferred approaches. They each faked compliance, whilst actually managingttidigs in their

ownway. Raashid was frustrated that his parents did not agmiate that hehad his owrPLS.

And my parents they tried to pressurise you. So they insisted that you sit down and
study for three hours, but it's mostly me reading and reading but nothing is going in,
it's just reading and reading. So, My parents thought | was playowughd and just being
lazy, but it was just that things weren't going in at all.

Raashid (Interview 1)
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Raashid had already developed a clear sense of what worked for him, and this was at odds with his
LI NByiaQ 246y (BEn2rf1p96)LISRIF 323IASaQ

Xmaybe if the way | was learning is wrong, but maybe | should change the way | learn,
but | did never popped into my parents head. They just wanted me t& Warder and
harder, and | think that if | find it this way I'studyingis not really correct, | might
change it in future. | think we should keep evolving.

Raashid (Interview 1)

Even though there was individual variationeiach PLSeach participant atrady had clear concepts

of what strategieswere effective for them, either before or during University stuBfgr example,

figure 5.4 shows thevolution2 T wl | A KA RQa dz@asSepdttdd inkis threednieiviavs.o 2 | N
This highly selfegulated ierative process of developing study methodologies shows clearly that the
skills of selfegulated learning were already well developed in these new Year 1 students. The study
approaches developed through the course of Year 1 for most participants, witm#j@ change
occurring during the spring semester, between the second and third interviews. All participants had
adopted learning strategies by the end of their Year 1 experience that they felt were effective and
appropriate. Indeed, they typically sawettprocess of adapting their study and revision approaches
as being a valuable part of their learning experience. The key outcome from this analysis, therefore,
is that new Year 1 students do not require to be shown how to learn, but rather empoweredéat ref

on their learning approach and adapt it to the new requirements of their course.

Figure 5.4
Interview 1 Interview 2 Interview 3
A Use of _whlteboard o A Whiteboard used fo A Whlteboard largely
memo ideas and Use of R Use of R ignored.

logistical planning

develop theories Whiteboard . L Whiteboard A Use of walks to
. g A lterative thinking
A Interactive activityg develop conceptual
more abstract . o
constant use thinking

Figure 5.471 Outcome of incidentwith-i nci dent <coding of Raas
cuesinlearningThe boxes each summari se Raashidods u

strategies over the duration of the three interviews across the first year of his degree
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54 Pre-University Rersonal Learning Strategsare subjectspecific

PLSsvere apparently highly dependent on the needs of the subject discifdimemarised in Table

5.2). Approaches were developed that were appropriate to each discipline, which in most cases
NEIjdZA NER YIye& RAOGSNES [|-udivaxsRBytuisula svare typigallylidasddion O A L.
diverse subjects. The striking observation when discussing eseniversitystrategies with the
participants, was that the approaches were highly surfi@eening orientated(see section 2.4.4;
McCune & Entwhistle, 2011The methods were focused heavily around factual recall, or strategic
use of information, even in subjectwhere one might expect the adoption of deep, conceptual

approaches, such as English Literature or History.

For mathematics, the prime focus was on understanding and recall of methodologies. Once the key
principles were understood, then repetition wasetlkey. Past papers were fundamental to this
process. The papers would be used repeatedly, until the methodologies were cemented. The aim was

then to repeat those remembered protocols in the examination. For the sciences, the aim was to

Table 5.2¢ Summary of reported study strategies adopted for praiversity subjects

Subject Study/revision strategy

Biology Memorisation of processes, cycles and pathways
Flashcards, posters and/or nd-maps common for memaorisation.

Chemistry Memorisation of chemical reactions and formulae.
Repeated completion of pagiapers.

English Focus on a few literary texts.

Literature Identification and nemorisation of high numbers of quotes.

Flashcards and/amind-maps common for memorisation.

Practice fitting quotes together into essatyp address prescribed themes.

History Memorisation of dates and concepts.
Flashcards and/or minthaps common for memorisation.
Practice fitting factual information into essstp address prescribed themes.

Mathematics | Memorisation and practice of methodological approaches and formulae.
Repeated completion of pagiapers.

Philosophy Memorisation of philosophical concepts.
Flashcards, flow charts and/or mimdaps common for mmorisation.

Physics Memorisation of concepts and factual information.
Repeated completion of pagiapers.

Religious Flashcards, flow charts and/or mimdaps common for memorisation.

Studies Practice fitting concepts together into essdg address presibed themes.
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remember factual principleg for chemistry, the key facts and chemical reactions; for biology, the
terminology and verbatim memorisation of biochemical pathways. For physics and psychology,
learning key principles was important. For humaastsubjects, which by default are more discursive
disciplines, the approaches were even more strategic. The ubiquitous approaches adopted were to
remember key features, which could then be integrated together into essay answers in the
examination. With Eglish Literature, for example, the typical approach was to remember a collection

of quotations which could then be applied to fit whichever theme the essay was addressing.

Literature Al S@St gl a [ 602dzi WK2g Yl ye |jdz2dega O2 dz
X {2 Ay GKS SEIFIY (GKS& O02dzAZ R 3IABS dza | ye ¢
other literature pieces that were relevant. So you needed a massive range of quotes.

David(Interview 1)

A similar approach was taken with History and Religioudi&s. In each case, the approach was to
create an essay from a series of components, rather than to learn broad principles which could then

be applied moregenerally.

Participants had learned the specific strategic needs for their sdbael educationaénvironment,

and had adapted their learning approaches to fit these requirements. When discussing these
approaches in the first interview, all participants clearly vocalised that they knew their approaches
would need to change and adapt to the needs o thniversity courseThisrealisationby the
participants,that the study methodshey hadadopted in school vere potentially limiting suggests

that the participants all possessed the metacogmittapacity requiretb realise that their strategy

was simfy a means to an end. This metacogmitmeant that the participants each were able to
rationalise their behaviour to the immediate requirements of the environment, and were able to
identify the limitations and restrictions of their study approaches, a feayure of selfregulated

learning(Boekaerts, 1999)

55 Redefiningself-regulated learnng during Year 1

The participants each had developed robust strategies for their studies when they arrived at
University. However, the approach towards education at university was different to their experiences
at school, both in terms of a reduction ilmg number of subjects studied, an increase in the
complexity of those mor@arrowly-focused subjects, and a significant increase in volume of
information (either lecture content for the chemistry students, or additional reading for the History

and Englishstudents). In order to successfully transition to effective undergraduate study, the
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participants potentially needed to adapt their study methods, as exemplified by a comment from

Tony, at the end of the year:

YR L GKAY]1 @2dzQ@S tha ol carigd ardl @aid nedv idedsRANA RS & =
GKIFiQad ¢6KIFIG L RAR $6AGK dzyAd L alFAR YAYR YI L
that idea and try and work out something else. So just try and work out something else

that actually works.

Tony(Interview 3

Where the study approaches of the participants were challenged is by the different requirements of
Universitylevel activities, compared to those in school. For example, the experiences of the English
students at the point the second interview cycle (rdy through the academic year) had identified
that the approach of learning a battery of quotes would no longer be sufficient, as their University

course did not focus on three or four core texts, but rather on whole genres of literature.

LiQa | drawthg pardleldBetween multiple texts, as opposed to what used to be

2dza i Ge2 GSEGa F2N) 6KS SyiANB &SIFENW» Xo0S¥2N
jd2 084 yR GKAy3Ia tA1S GKFd X AGQA Y2NB |62
than justthe text itself.

Andrew(Interview 2)

Adaptation to this new approach to literature meant that tR&S Andrevemployed inhis previous
education would now clearly be of little use. The same situation was experienced by the History
students, where the prawus focus on core events and themes no longer applied to the broader
subject they were studying in more depth. Use of evidence and forging links between key concepts
was of more importance in the degrdevel subject, than names, dates and events. Cheynist
students, whilst not facing the radical change that their peers in the humanities experienced, were
still faced with a new challenggthat of volume and complexity. The minutiae of detail their degree
required was considerably greater than that of thpie-university courses. The challenge here was
therefore to adapt their study approaches to deal with volume of content, and a restricted capacity

to triage, consolidate and conceptualise their notes.

An additional complexity in the development of thiady strategies of the participants, once they

had arrived at University, was a general lack of a clear understanding of the assessment strategy that
they would face. As a result, none of the participants changed their study approach to any radical
extent. The revisions to the PLS were each based on changing needs, and this was very apparent in
the incidentwith-incident codingWhat was lacking in this change process was a clear concept of
what they shouldbe developingheir approaches towards, and guidamon how to do soSo, the

change in PLS was primarily reactive in response to experiences, rather than proactiveuo s

adapt to a new educational environment. The potential reasons for this are discussed in chapter 7.

81



5.6 Conclusionsandimplications forpractice

5.6.1 Ongoing development of théersonal Learning Strategy

This analysigdescribed in this chaptesuggeststhat the participantswere already effective
independent learners when they began their university studies. Each participaohtalready
developed effective methods for studying a range of subjects, based primarily on a process of trial
and error. They were already effective sedfjulated learners. However, their focus for learning was
highly strategic in nature, and focused man surfacethan deeplearning approachegEntwhistle

& Peterson, 2004; McCune & Entwhistle, 201The transition away from this surfaséategic
approach was the limiting factornd required not only guidance, but also experiential learning and
selfdiscovery Once the participants realiseathat was required of themthen they were able to
adapt their study approaches accordinglis constant adaptation aligns with the finding<airistie

et al. (2016)andMacNamara and Collins (20:ho eachidentified that thestudents who adapted

to University the quickest, and who were more settled during their courgee those who regarded

their development as an ongoing process ofra@and adaptation.

The participants had already developed the cognitive, metcognitive and motivational dimensions
outlined in Lehmann, et al. (2014). Tierticipants had very clear and bespoke strategies for studying
each different discipline. Thiiggstedthat eachparticipanthad (to varying extents) knowledge of

their subject domains, strategic methods, infornwat processing and goaktting. These are
characteristic of thecognitive dimension each weHadapted to individuakubjectdisciplines The
participants typicail had knowledge of their own abilities and limitatiohaying clear ideas of their

OF LI oAt AGASE O0F2NJ SEFYLIXE S DNIOSQa dzy RSNEGI yRA
KSNJ FGdSyadAz2y &Ll y asnéatdodaapmyddinfasntfion t6 froblésaling). K S &
They also typically hatthe ability to plan, monitor and evaluate the effectiveness of their learning
approaches Example of the ability to plan, monitor and evaluate their SRére presented
throughout the chapter, and include the observation ttimon had already developed an effective
system for writing notes, Mary had a definpl&nning approach using colours, Jane found lists useful

for planning and revising, and Raashid had a personalised LG RAR y 20 A3y
ideals of studying. These characteristics are exemplarth@fmetacognitivedimensionin the
Lehmann et al. (2014) modelhese capabilities were closely framed within their previous
educational experiences of schoahdparticipants were aware that theyeeded to adapt when they

came to University. They also had clear beliefs and motivations, as well as affective strategies for
effective study (themotivational domain. Grace and Camille reported needing considerable
motivation during their Baccalaureate studi@yn,Orla Mary and Zachwere particularlymotivated

by love ofcertainsubject, and several participants found it motivating to be seated near peers who

were also working. dain, these were closely adapted the immediate needs of their school
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environment, and needed to adapt to their new environment. The participants also evidenced core
St SySyida 27F . 2S1 SNhegiaied léamihgRgyilation dfRig fselfdgidd 4 St
identifying goals and sources, which wasas evidenced by participantgving clear aims at school

of what they wanted to study and why. They also had clear ideas of where to find information and
how to curate valuable versus useless sources of learRiegulation of théearning processequires

use of metacognitive knowledge and skills to direct effective learning. The affective strategies
mentioned above are examples of this, as was the understanding of their own limitations and
strengths.Regulatingthe modes of processirigformation requires a choice of effective cognitive
strategies, evidenced by the many bespoke PLSs developed by the participants, and the common
rejection of imposed strategies that did not appear to be uktfithem.Indeed, they were typically

highlyadapted to each of thesdimensions of the modetithin their own educational milieu.

In terms of the progress towards andragogic learning, when they arrived at University the participants
were alreadywelS Yo SRRSR Ay {0GF3S H O0PERAK2 FISRKS 2 IRE 3 K
autodidaxy described byelahaye et al. (184). Participantshad shown that theyere easily capable

of managing their own studying and identifying what worked for them and what did not. The
LINEINBaaAaAzy 2ya2 {GF3S o 0 W[ potentidiySéylira 2eByditle | A 3
transition ¢ possiblyonly the clear explarteon of the expectations required of them for University

study¢ the paradigm towards which they needed to adapt

5.6.2 Implications for the development oself-regulated learning

Thelearningstrategies of the participas were deeply personal in naturét would potentially be
counterproductive to imposalifferent study approaches on the participantsithout first knowing

what they personally found effective and impactfndeed, whenever strategies were imposed upon
them, they typically reacted badly to ahimposition. Two findings are tha¢arners already have
clearlydefined learning strategies, and these are tailored to their avdividual learning approaches.

As suchUniversity faculty support for developisglfregulated learning should perhaps focus more

on the development and redirection of their study methods, rather thateanovointroduction to

study strategies. Imposition of methodologies, such as mind maps, which the student may already
have activelydiscarded as being a poor fit for their learning style, may not simply be ineffective, but
in fact counterproductive by requiring the student to revisit approaches they have already labelled

as ineffective.

A more effectiveapproach to supporting the trasition of these students to University studyight
insteadbe to facilitated i dzR @fjecdtidn@n the approaches they use, and supporting their adapting

these approaches to the different challengesuoiversity versus preniversity study. It might be
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beneficial to approackliscussion of learning strategigsa collaborative manner, so that those with
similarPLSO | y £ SI Ny FNRBY S l¢@eHningratHerShairainvéhinttiSinth ST yeO S a
key factor in this may be to explain the expeatas of university study, and to assist the student in
matching their preferred approaches these different expectationPossibly the involvement of
discussion with others who share similar preferences for PLSs might facilitate this reflection.
Interactions with others was a key factor in the development of -sedfulated learning for the

participants, as will be discussed in Chapter 6.

84



Chapter 6

THE IMPACT OF SOCIAL INTERACTIONS ON THE
DEVELOPMENT OF SEEGULATED LEARNING

6.0 Introduction and ©ntext to the analysis

Previous worksee section 2.4.3; Scott, Mistry, et al., 2014; Scott, Moxham, et al., BatifIready
suggested thatlespitesocialor peersupported learning being powerful too| collaboratiwe learning
activities were often avoided by studentsitside of formal classei addition, the previous work on
transition to university, discussed in section 2.1 highlighted that effective transition to university
involved a wide range of interpersonaiteractions, and the student embedding or aligning
themselves with the people around thefhe second research questidfip what extent do Year 1
students interact with others as part of their sefyulated learning, and what factors affect tKi€
aimedto addressthese parametersThe key aim of this aspect of the analysis was to idetitdy
nature and significance of other peopie the learning development cd student and also, how

these interactions develoguring the transition to university.

6.1 Overview of the supeicodes and categories

The initial rounds of codingvealed that interactions with othéndividuak were fundamental to the
personal learning strategies of the participarfgure 6.1 summarises the supsrdes that emerged

from the GGTh analysjsclustered into three categoriesThePeer Interactionscategory included
supercodes that focused on the nature of the interactions with othershat form of support was
experienced/offered, and what form it took. Tis®cial Learningaegory included supecodes that
foucsed around the types of activitiemdertaken, and thalrivers and barrierso peersupported
learning. ThePersonal Learning Networksategorycomprised of supecodes that related to the
nature of mutualisticinteradt 2 y 3 @ ¢ KS O2yadGAddziazy 2F | LI NI AC
was a major feature within the coding analysis, and was developed further through the situated
mapping method. The primary outcome of the analysis as a whole was that social imesaetated

to learning were varied, complex, and highly contextualised to the discipline and the needs, attitudes,
and personality of the participanf combination of coding and situated analysis was undertaken to

investigate the types of interactiontheir dynamics, and their impact on the development of SRL.
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Figure 6.1

SuperICodes Category Theme

Inter\;iew 1 Inter\}iew 2 Interv‘iew 3

Moral Support from Moral Support from Moral Support from
Peers Peers Peers

Supporting others ]—[ Supporting others ]—[ Supporting others

Importance of Social Importance of Social Importance of Social
Groups Groups Groups

Peer or Friendship Developing Changing/reconstituting
Groups Social/Friend Groups Social Groups

Importance of mutual Social and Personal Building/Using
support networks Networking Social Capital

Eeer
Interactions:

Personal Specialisms ]—[ Personal Specialisms ]—[ Personal Specialisms ]—
Study Groups/Partners ]—[ Study Groups/Partners ]—[ Study Groups/Partners ]—
Know whom to go to ]—[ Identifying support ]—[ Know whom to go to ]—

Impact of Teachers ]—[ Interactions with Staff ]—[ Impact of Lecturers ]—

Parental Involvement ]—[ Parental Involvement } —

EErsonal Social
Lezipniing
NETWOTKS)

Interactions

Teaching others ]—[ Teaching others ]—[ Teaching others ]—s

Making learning | [ Making learning ]_
resources J [ resources

Avoiding Distraction ]—[ Isolation ]—[ Solitary Preference ]—
Avoidance of Incompatibility of Study
Collaboration Approaches

[ Fear of Plagiarism ]—[ Fear of Plagiarism }——

(@}

Figure 6.17 Summary ofthesuperc 0 des and categories the

Identification of the supecodes determined from the CGTh analysis of each interview eymejing
the categories into which they were consolidated. Scpeées (light grey boxes) are aligned with
cognate Categories (dark grey boxes), which are combined to make the Theme. Lines show clustering

of supercodes into categories, and categories théstheme.

6.2 Experiences of peesupported learning

It was clear from the coding that the involvement of others was a significant feature in the SRL
activities of the participnts. However, there waseveraldifferencesin the supercodes between the

first interview cycle and subsequent cyclsse figure 6.1)It was likely that thee was a difference
between peersupported learning activities in school, compared to universitiie codes were

analysed to identify key features of peer interactions at each institution.
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6.2.1 Experiences of peesupported learning from school

Several participants recalled pesupported learning activities at school. The involvement of others
during ALevel study was not always at the behest of the student, but in several cases was imposed
on them either by school policies, parental pressure or personal situations. For example, classes at
020K al NE FyR *A0Qa aOK2mthighacKeviRy studéntsiwidhilowgrS LJ2

achieving students, and all students were expected to engage in somesppported learning.

XY& 9y3IfArAaK (S OK Stddstudizit; & Bradé fudentisiar sumert; f A | S =
E grade student. And sm, Iwould spend my English lessons explaining the thing to the
person next to me.

Mary (Interview 1)

XGKS a0Kz22f 2FFSNBR YS:zI ¢Sttt (GKSe 2FFSNBR
someonelowerin the school, and the year group below me in chemisryttried to do
GKFG Ay OKSYAAUGNER XL G(GK2dzAKG AG 61 & 2dzad NE

Vic(Interview 1)

In most casedhowever, peetto-peerinteraction was seliitiated, based on some external catalyst.
C2NJ SEI YLX 8§ RdzNAy3 KSNJ . I OOhizbl vadeh Bstarics froen ot A S &
and so she and her sister lived together in an apartmésta resultthey developed a mutually
supportive relationship, even though they were not within the same academic year. Raashid formed
a study group with two other stdents during his preiniversity foundation courseafter a
coincidental meetingarly inthe course This relationship endured after that initial contact, and was
productive. The catalydor the inclusion of others in learning appears to be a combinabibthe

need, opportunity/circumstance, mutual interests, and in some cases driven by external agencies.

The mechanism of peer interaction appearstoeA 3 Kf & RSLISYRSy (i 2y GKS A

The most obvious contrast was between the needs in sturdying on the course, and revisiofhese
dimensions were comparedsingincidentwith-incident coding. igure 62 illustratesthe types of
activitiesadopted forstudying exam revisionor working on assignments. The role of others during
studyingoutside of examsvas typically social and motivationaproviding encouragemerib study,
andmaintainingengagementover a sustained period. Pdased interactions to reinforce knowledge
and understanding (such as explaining or teaching others, sharieg,remd discussing ideas) were
alsocommon (and seen as highly impactful) between cowstsely and exam revision. Revision for
exams typically involved questiand-answering sessions between individuals, mutual testing of
content and explaining to othet® reinforce understanding. The pebad preparation for university
examinations (what limited examples there were of this) were primarily focused aroundeserg,

and clarifying points of confusion, or uncertainty.
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Hgure 6.2

;. Teachingthers
e
Egzlt"::glrgg Studying in the
company ofother Motivation to
Discussion of Reading and critiquing beginrevising
concepts and SHOK 20KSNRa éNRGGSyY Asking/answering
ideas work questions frompeers Knowledge
o testing
Q Pairbased reinforcement
8 of classmaterial
< _
D Sharingnotes
o
g Studying in Posing
% Discussing k;vlot_|vat|0rt1_ to the same quest_lon; and
Q interesting egin continue space quizzing
findings course
Motivation t Pairbased
otivation to reinforcement of
beginstudying class material
— Peertutoring between Pee_Fmarking of
o high-achieving and lower written work
s achievingstudents

In-course study Exam revision

Relative frequency of using the study methodology for learning need

Figure 6.21 Relationship between reason for use of peaupported learning and purpose
for studying. The figure positions peetupported learning activities (grey boxes) along two arbitrary
axes of the morprominent use of the learning strategy-¢ourse study versusvision), against the

perceived positive impact of that strategy by the participants.

Some participants did engage quite significantly in gedrlearningg predominantly duing their A

Levels. However, this was usually a response to a need to do so due to insufficiencies of their school
2N O2ftS83Sd YIiSQa SELISNASYOS 461 & LRaarofeée GK
being regarded as the best in the areadascoring very highly in government inspections, was

I 002 NRAY 3 (2 CcJtadely teficied b itdSeddhiSg/ TS deficiency in the teaching led
the students themselves to have to form their own gakiight classes in order to progress ireth

subject.

We were a very close year because of our small size, we ended up working together. So

@ 2dzQR KI @S 3INRdzLJA 2F LIS2LX S yR @2dzQR KSft LJ
X ,2dQR Ffgl&a 068 Ay 3INRdZLI R2NEOR &25HRR LIBS
AYTF2NYI GA2yS 82dzQR NBOSAOS AYT2NNIFGAZYS @20
GAYS @82dzQR NBfe& 2y gKIFG 6Fa& | NRdzyR &2dz (12 =

Kate(Interview 1)
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Kate reflected that the important factor in the success of her peeugmhile at school was that the
group was quite small, and had remained close and intimate with few changes over a period of years.
At university, Kate also developeda social group of peers, and did on occasion include other
individuals in her studyindNeverthelessshepreferred tostudyindependenty during her first year

rather than rely orwhat she perceived aslesseffective peer network.

Y | (su@tion was echoed to a lesser extent by David, Jane, Ursula and Mary, each of whom were
forced by @cumstance to adopt peeled or peersupported learning activities to compensate for
deficiencies in their teachingt school(either substandard teachers, absent teachers, or a lack of

subject specialists in the schoal).

Inlessosd 2 YS (G A YS a e et aswerdgiedtiond from a book and stuff. And

S tf ard Ay | OANDES FyR Grf1 G2 SFOK 2i
together in lessons, and then outside of lessons we'd, in threes, we'd sit BthiHerm

centre, or the canteeland just go over some questions together

Ursula(Interview 1)

The combination of need and opportunity identifies that the participants wererseglfilating their
learning, but were doing so as part of a social collective, and utilising the skills anc:étgetdse
of those around them tdorm a PLN tosupport their learning where required. These PLNs being
established were extensive, mutualistic, and frequently higlffgctive. However, tb approach

towards collaboration typically changed at university.

6.22 Experiences of peesupported learning at university

Although peer interactions during studyingme common at schoopeer interactions wereeported

by participants to be far less commanUniversity. Participants focused instead on solitary leam
more, having developed these skills of s#itected study and knowledge development during school.
The incidertwith-incident coding approach highlighted that there was variation between individuals
(five contrasting individuals are summarised in Fégii2(a)), and between disciplines (summarised
in Figure &(b)). Individuals varied in the frequency and extent of the pggpported activities, and

in the nature of the individuals involved as well as the learning activities undert@kercomparison

between disciplines appeared to be between science and humanities subjects.

One of the unexpected outcomes of the CGTh and SA was the nature of the-person elements
of the PLN. The peers who appeared to have the most substantial impact were na&editteqn their
O2 dzNBE S -LOSHEONBBJENIESS o0dzi G KS AYRAQGARdAzZE & 6AGK @gK2°
LISSNEQUO® !4 gla GeLIAOFET F2NJ,SIFENIwm aiddzRSydaa A
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Figure6.2

(@) Mary

= Peers support through
domestic and social
peers (e.g. church

community).
= Active discussion of
ideas.
Zach Kate

= Close-knit study group. Avoids study partners.

* Moved away from group Supportive of others

in run-up to exams. U ¢ Might use another to

- Had developed \ sedo / bounce ideas off.

academically, but study Pstu Y More contact with
group did not.. artners school peers.
Emily Camille
= Close partnership at = (Close partnership with
School with friend former school peer.
* Close partnership = Moral and academic
formed during course — support.
proof-reading and idea = Limited subject
exchange. support
(b)
Chemistry History English

* High amount of * Large lectures, * Limited contact time.
lecture/laboratory relatively frequent. * Infrequent large
contact time. * No group-based lectures.

* Interactions within activities on course. = Poor attendance at
laboratory classes Peer- * Seminars infrequent, Peer- Lectures {‘pointless’).
every week. 4— interactions ==  but interaction is 4— interactions = = Seminars occasional,

= Pair-wise groupings on Course encouraged. on Course but low-engagement
with lab partners * Interaction {postgraduate tutors}

* Frequent lectures— encouraged by = Importance of
recognise faces. structure of course. originality leads to

* Regular interactive fear of having ideas
tutorials ‘stolen’.

Figure 6.27 Summary of findings from incident-with -incident coding for involvement of

peers in learning (a) Comparison of the experiences of five participants relatitiesio use of study
partners in their learningcross the academic ye&8ullet pointssummarise key common features of

the codes(b) A comparison of the experience of students on the three disciplines, on their experiences

of peer interactions over the first year of univetsity
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several Halls of Residence, if they reqeest (Nick and Fbn decided to live at home). Residences
typically comprised of collections of rooms around a communal kitchen or living space. These
domestic peersdespite being often from different subject disciplin@esgre consistently the ones

with the greatest impacon those participants who lived in university accommodation, both in

domestic activities and learning activities.

The comparison between disciplines appeared to be aligned to course structures, with the Chemistry
students undertaking structured pesupported learning within classuch as working in pairs or
threes during laboratory classes or tutorial workshops.the humanities subjectghe lack of
communal activities between small groups (seminars were typically 20+ students, and therefore not
anintimate environment) correlatedvith the generalabsenceof discipline peer interactions the

humanities subjects.

Overall, there was a range of adoption of péedzLJLI2 NI SR € SF Ny Ay 3 o6& LI N
university studies, and there was no c@tency to this relationship. Figu&3 maps the extent of

shared knowledge&onstruction or revision reported by each participant, in school and university.
Some participants, such as Orla and Ffion, rarely collaborated in either school or universtg. Ot
collaborated extensively at school (e.g. Kate, Vic), or at university (e.g. Hannah, Zach). What is striking
about figure6.3is that the participants cluster predominantly in the bottom left quadrant (low levels

of collaboration at school and univergi, while there are none in the top right quadrant (high levels

of collaboration in both school and university). This suggests and inconsistency of approach for
collaborationc it is either used in one institution, or the other, but not bothshould benoted that

David, Orla, Isla, Quentin, and Ursula, all of whom are positioned on the extreme left of the horizontal
axis in figure 6.3, only participated in the first interview cycle. Although tteported little
engagement ircollaborative activity at biversity in their first interview, there was no opportunity to
follow their study approaches later in the course, and theighhpossibly have adopted more

collaborative approaches as the year progressed.

Figure 6.3 (overleaf)i Comparison of the adoption of peersupported learning in school
and university. The characteristics revealed by incideiith-incident codingregarding peefed
learningfor all participants Position betweethe two axes give a general indication of the extent to
which the participant showed high or low levels of paguported learning activities between school
(vertical axis) and university (horizontal axiBoxes with dashed line borders represent paditis

who engaged in one interview cycle only.
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Figure6.3
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Few participantseported beingengaged ircollaborativelearning at university. Even in these cases,

the interactions wereypically limited, and focused more around revisi@r answering questions,

rather than ceconstructionof knowledge or ideafor example¢ 2 y @ Q& 02 f f I 6 2 NI A ¢
online group chat where each of the participants could ask questions or seek help from the group.
%l OKQa O2f f | 020N IOSZY & daiS NG OKIQES | GG SYLXG G2 NB
four peers ended in him disengaging from the group due to differences in how they wanted to learn
and study. Zach wanted to fosmore on conceptual frameworksid understanding principlegiile

his study group preferred to focus on factual recall. Zach found that approach too limiting, and so

involved himself gradually less and less in the group interactions.

| did decide to do a group study with my chemistry friends. They did a very risamgor

dar gKAfES L 61a R2AYy3a | Y2NBI a¢KAa Aa

Aad FY2dzyld 2F AYF2NNIGA2YS gKIG OFy L a
Zach (Interviev)

LINE OS
YS (K

% OKQ& SELISNASYOS 61 & vy 2 bratveSearniny&Odn dggpdact But I { |
eventually abandoned it because his learning grdigpnot align with his needd he recognition that
20KSNAR YAIKG y2id akKFNB 2ySQa 2¢6y fSINyAy3a 32|
other being a concerover being distracted) why other participants actively avoided collaborative
learning approaches. For example, Jane was unwilling to explore collaborative activity because she

felt that the input of others would be unhelpful and distracting.

liketowol 2y Y& 246ys (2 0S5 K2ySaido L R2yQd YA
9SAYy3 Ay GKS &A1YS NR2Y® .dzi GKA& A& Y& 62NJ

Jane (Interview 3)

A similar rationale was voiced by many participants, feeling dtia¢rs would not share the same
learning goals or styles as them, and so would not be conducive to studying togethena¥tie an
impact of participants having already developeBLSas detailed in chaptes. The resulbeingthat

¢ unless theymet another individual who shared thieinterests and approachegparticipantswould

have to compromise to a lesffective PLSif theychoseto collaborate with another.

Distraction was mother major concern for participants when considering collaborativarieng
approaches, and this was the most common reason given for not working collaboratively with peers.
Either participants felt that they would be unable to concentrate, or would be required to focus on
areas that they did not need to consolidateick wiced a concern that working with others would

negatively impact on his own mental state if surrounded by others prior to an exam.

| think [working in groups] is usefudut like | said not the day before the exa . SOl dza S
everyone panicsonthedayb®id® G KS SEIlFIYZ YR L R2yQi 4 vyi
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LS2LI S LQY o0l R Sy2dzaAK 2y Y& 26yd L GKAY] ¢
L OKAYl AG Aa dzaSTdz = L t&hdtddo orknhy@vihys@iougR2y S A
Nick (hterview 3)

Evenin activities such aanalysing ounderstanding a poenwhere differing points of view would be

beneficial there was a conspicuouackof adoptionof collaborative learning activés

The two exceptions where the participants reporteeneficial collaborative learning activitiagere
highly scaffolded by the teacher andt studentled approacheqi) Laboratory and tutoriatleaching

in chemistry, where participanigorkedin twos or threes on an experiment or solving a problé€iin
Qreative Writing seminars in English, where students were required to critique the work of other
students, and therefore improve their work by collaborative discussiBoth of these were regarded

as highly beneficial, butwas rare for the participant® continue group interactions outside of class
Participants didsometimes involveone other party in either problensolving (for chemistry) or
critiquingan essay (in English). In all cases where this type of exchangepuated it wasa pair

wise intgaction,rather than a group activitfexamples of this were Camille sharing work with a friend
from school who was studying some of the same mod@esapn discussing Chemistry problems with

his twin brother, or Penny asking her mother to proof read hesag's for grammatical errors.

LG A& ANRBYAO (ttedsive dndNdudcadsfptdunivraitpuse2of ie&syipported
learning apparently gavmanythe skills necessary for independent learning at universitywever,
this often meant that theydid not need (and so did not initiate) such pesipported learning
activitiesat university.For exampleVic was used tpeer teaching at Schookhich was embedded
gAGKAY Kthathing pdcte f Q

X6S g2ddZ R ASYSNI ffe KStdtudydd. Qeneradlyiifkiemvas K Sy A
someone who would ask me for help, then | would help them out, but if they were doing

I RAFTFSNBYyG O2dz2NAS GKSy L ¢g2dZ Ryudd @g2N] 6.
understand, and explaining it to them would probablglp me remember it more. ... |

don't know if | would go out of my way to ask someone to revise with me, if someone

wanted to revise with me then | would say yes

Vic (Interview 1)

However, Vic then actively avoided collaborative learning at Universignexg his solitary learning

preference to be more pervasive.

L YIAyf e NBghmabjusebyin iv@roos geyising, Xnd if | receive a message
FAalAy3 4ttSHas OFy 22dz KSt LI Yihishatte fréin ofi K A & K ¢

thoughtL QY 2y o¢od FyR (KSy LWR 32 IyR KSf LI®

Vic (Interview 2)

94



7

LT L 2dad 326G AG=T FyR y2 2yS a1SR Y83z (KSy

Vic (Interview 3)

Peerled learning is therefore potentially a fdlack position, adopted when other mouidactic
activities areabsentor lacking impact. The preferred default for masas the combination of

teacherled activity supported by individual (or at most paiise) study.

6.3 The complexity of per Interactions and social learning

6.3.1 Social interations related to the development of SRL are complex

The superO2 RSa Ay UGKS Wt SSNI LYGSNI OGA2yaQ O G§S32 N
YR GKSANI AyFEdzSyO0S 2y GKS LI NIAOALIYyGEAQ €St
investigatethe complexity of these interactions (Figurd)s.The situational map illustrates the strong
positive impacts of other people on the course of study. The map also highlights thatvieese
numerous complex interactions impacting upon the participant&ani of the interactions were
themselves part of a network of linkages that helped shape the development of SRL. Within the
situational map, one can see that individual factors impact upon the participant by both direct and
indirect meansFigure 6.4(a) higights the positive or supportive interactions, Figure 6.4(b) shows

the negative or inhibitory interactions. Figure 6.4(c) shows the combined map of both positive and
negative interactionsFigure 6.4 highlights thathe interactions are therefore compleand require

the participant to mediate the impact of social interactions, to ensure that the positive impacts are

enhanced and the negative impacts minimised.

The most significant impacts were from domestic peers. Domestic peers were involved ireelsasp

2F (GKS LINIAOALIYy(GaQ tA@SaY a20AFfX LISNBR2YITX
were integral to the studying and learning activities the participants undertook outside of class. Of
far less significance were the peers on tmurse of study, and for most participants, coupeers

were of little impact unless where there was an overlapping interaction outside of the course (e.g.
they were also domestic peers, or shared a common social interest or hobby, such that they met

outside of the degree course).
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Figure 6.4(a)
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Figure 64(b)
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Figure 6.4(c)
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Figure 6.4 (previouspages) Reconstituted 6Messy Mapb fro
of the social interactions surrounding a Year 1 undergraduatetadent. The relationship
between human and némuman factors to the student (Year 1 undergraduate). Individual factors are
indicated in shaded boxes, and broader conceptual themes are labelled in red. Positive/reinforcing
impacts are indicated by a solidd; negative/inhibitory interactions are indicated by a dotted line. The
thickness of the line indicates the importance/significance of the interaction, as revealed by the
Situational Mapping process. (a) Positive impact interactions, (b) Negative impettions, (c)
Combined messy map showing positive and negative interactions

Several key discourses have a significant impact on the participant, such as value for miwedgy of t
degree, graduate employability concerns, general social perceptions of students, and the prevalent
social interactions within their subje€@oP There are several negative interactions, most notably
those around theipersonal¥actors impacting on théJr NI A OA LI yiG=X | yR GKSANJI
perceptions of them, and their future development or security. Some participants noted particular
experience of stress or depression, or extremes of negative emotion, and these also feature in the
situational map as influencing factors. Negative impacts were primarily cerebral in ndamesing

around perceptions, conceptual frameworks, personal views, perceptions of the views of others, and
personal identities. Negative interactions tended to héess involement of other persons, but did

impact on how the participants interacted with others.

The key outcome from the situationahapping was that peer interactions as part of learning
development were complexand part of a larger network of interactions beten individuals, groups,
structures, institutions and discourses. All participants experienced some form of involvaritient
others in their learning, and although each participant was differtrégre were experiences that
were common and shared betweerapicipants. In particular there were key constituencies of
individualsc W& 2 OA | & thab & pehrédaddmpact upon each other, and upon the participant.
The participant was often a member of several social worlds, and so the next stage in thesanalysi

was to map the interactions of these groups using the social worlds/arenas mapping approach of SA.

6.3.2 Social Worlds interact and overlap within Social Arenas

The Social Worlds/Arenas Mapping approach was highly bengfadalt diagrammatised the
interactions or overlap between groups, and enabled the participants to be situated within this
collective layer of social interactionBigure €5 illustrates the most relevant map to the analysis,
identifying the social groupsand howthese social groupsteract with the University or non

university university community. This map illustrates the strong level of overlap between different
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Figure 65
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Figure 6.5 iSocial Worlds/Arenas analysis. Social worlds (e.g. Government, Hielated
infrastructure, Academic staffire illustrated bysolidline ellipses labelled with lowercase text.
Overlap of the shapes indicates commonality between the social worlds. Social Arenas are indicated
by capitalised bold text and a dotted line. Thgrde of interaction or epopulation of the Social

Worlds with the Social Arenas is illustrated by the degree of overlap of the shapes.
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social worlds. For example, the social world of discigdipecific (courseelated) peers is more
strongly embedded ithe educational arena, than the social arena. While the social world of family
relatives is firmly embedded within the needucational arena, there is ample evidence in the data

of family members being involved in study activities and support of the faatits. Examples of

LI NByidltf Ay@2ft @dSYSyid Ay tfSFENYyAy3a AyOtdzRS tSyy
al NBQa LI NByda FrROAaAAYI KSNI Ay adGddzRed G§SOKYAIlo
I IyylFKQa LI NByda Istihkryidas. Asia résdt diyhR fayga of int@ractiais, the

family social world does have a foothold in the education social arena.

Several social worlds show considerable degrees of overlap. For example, the social world of peers
on the course of stugl overlaps with the social world of domestic peers (housemates), as in some
instances individuals cohabited with peers from their course. However, most individuals within the
WIWISSNER 2y GKS O2d2NESQ a20A1 f 42 NwildsahendiBre hd® (i R
three dimensions to considertheir impact on the participant, their impact on each other, and their

wider impact on the social arena as a whole.

6.4 Forming peetbased interactions for learning

Given that SRL for all participantsafved some form of social interaction, it was important to further
investigate the nature of these interactions, and which were most effective. The analysis of the coding
and the situational map suggested that individual relationships were fundamenthfathese were

addressed first.

6.4.1 The involvement of others in the reinforcement/development of learning

Oneofthesupe®2 RS& GAUKAY GKS W{20AFLf [SFENyAyaQ OI i
by teaching another person. The majority of paigiants identified this as a beneficial approach,

both at school and during the university course. Teaching others was utilised as a stitttegy

during their general studying for their course, or in revision and preparation for examinations.

This apprach was used both as a confirmation of learning, but also a means to embed their
conceptual frameworks of core information. When asked who they felt benefitted the most form

this interaction, it was typically voiced to be the participant themselves, the doing the

explaining.

I've put the pieces back into my head and sort of make it my explanation, and then I'll

explain it to others in a clearer version, and they do understand it after a lesson. If that
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makes sense. And the same with other people, betytdo the same, and explain to me,
and | can work it out.

Ursula (interview 1)

XL KIFIR G2 1y2¢ A0 Ay 2NRSNI (2 GStf GKSY Ay
GSNYz GlFt1Ay3a (2 a2YS2yS St aSs SELlendady Ay 3
to [teach] people who were younger than me and wanted to do my subjects, because then

LQR KI @S G2 SELX LAY (2 GKSY 6KIG 6S RARZI |y

Hannah (Interview 1)

Il Yyl KQa SELISNRX fndidySat St viltaating dan&her rénéiréd the participant

to viewthe subjectholistically In order to teach it to another, one had to understand sufficient detail
oneself Explaininga subject to someone else requires consideration of the core concepts of that
subject, espeially when explaining it to someone without a background in the subject area. Indeed
both at school and universitparticipants often preferredo explain their ideas tsomeone who was

not a subject expert. The prime concern was having someone whentagsiastic about the subject,

and interested enough to follow the explanation, or someone who was willing and patient enough to
continue to listen. Several participants joked that their boy/girlfriend was tired of listening to their
explanations and desiptions of concepts, but continued to listen even despite this. Having a patient

and tolerant listener was the primary concern, and was far more impottaan subject knowledge.

| talk about it with my dad, because my dad is quite interested in histdipd that by

speaking | learn it better. So when | write my revision notes, | speak them and my boyfriend
2dzald aaida GKSNB FyR KIFLa G2 tAadSyo {2 LQY
interested at all. Becau$¢ S §btia maths brain, mydyfriend, but he just listens because

saying it kind of cements in my head.

Penny(Interview 3)

t SyyeéQa SELISNA Sasthearticipants prégieysdd frdm>schdokid uiiversity, the role
of this recipient of an explanation was primarily tragrséd to housemates or romantic partners of
the participant.So this involvement of others in learning was not impaired by the generally limited
social interactions that the participants (in particular the humanities students, discussed in section

6.54 below) had with peers on their courses.

In cases where an idea was being discussed, for example suggestions for an essay plan or discussiol

point, it was seen as beingarticularlyuseful to have someone who could confirm or challenge ideas.
Soiflgavefé@ FTNASYR®6 |y Saaleée (2 NBIFIRI Ikidw AF KS
it was a problem, and would need revising.

David(Interview1)
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It helped solidify ideas. You find when people go along with your ideas or agree with you, it
doeshelpmasstvt @ ® |, 2dz {y2¢ UGKI G €2dzQNB YI 1Ay3 aSy

Kate(Interview 1)

This was not necessarily a course peer, but someone with particular specialist knowledge (for
SEFYLX ST 9YAf&Qa FTNASYR ¢ & (sedhepjidgetinéns andBrina &

was friends with a woman who had a different subject background).

So she would read through my essays and | would read through her essays, and she
would sort of give me feedback, and ... it felt different to when a teacheddvda it.

Emily(Interview 1)

XGKSNBQ& | IANI Ay Yé Fflid oKz R2SET LIKAfL 23
her ideas and she does the same about philosophical ideas. Because in English

2YSGAYSazZ @&2dz2QNE ONR auhayd ta degich throughdhferend 2 F €
2N 2F LIKAf232LIKAOFE LISNRLISOGAGSE 2y (GKS
KS GKAyla 2F OSNIFAY ARSI& Ay LASOSa 27F f A

Bryn(Interview 2)

O ax

ax

The informal inolvement of others in the setfirected learning of the participants was one in which

they selfregulated the interaction, and selected the other person for a particular need and with
particular criteria. Thé&SRlapproach, therefore, involved the activibf others as an integral aspect

2F GKS fSINYyAy3a LINROSaas FYyR 61 & AYLRNIFYG A
activity. The key factor here is that the participants had identified a specific individual who met those

particular learningheeds, which shows they were developing (or had developad)

6.4.2 The impact of pakwise interactions

The combination of the CGTh coding LINA Y I NA& -8 NE d¢l93 k4t{ HiNERYefaNditiee & dzLJ
Situated Map showmni figure 64 highighted that manysignificant learning relationshidanvolved

active interactions between individualddmestic peers, course peers, friends, teachers, fanilyg.

most prevalent of these collaborative interactions cited by the participdatsboth school and
university)was the use of study pairStudy pairsvere not universdy adopted by participantsbut

certainly utilised by a sizeable number of the participants, and they varied in their format. Some were
active collaborative partnerships, where each partnergafed2 ¥ G KS Ay iSNI OG A2y
partnership with a housematevho was on the same course as he was, but studying different

modules
{2 S6AGK LINB2FNBIFIRAY3I YR KAY3I&X YS |yR | NF
02 KIFI@S a2vyS2ySikiy3ae 62SBHBEIR az2vyS2yS St a
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with it being literature as well, the so many different ways to think about things. |
definitely got more the advantage out of reading his, because sometimes | could see that
L RA RY Qs wglya©re duR & did things differently.

Andrew(Interview 2)

Other pair interactions, such as the partnership between Emily and a school friend whom her parents
invited to stay for an extended period, involved working independently in the same phygpiee,
but not necessarily collaborating on learning and studying. The benefit of this interaction was one of

mutual encouragement and support, each sharing ideas with the other.

SoL ®d&on my bunk bed and steRe on the floor, but we would discuslings when
we weren't, and | think the discussion was like really, really good for the studying.

Emily(Interview 1)

In several cases, such as Grace, Ffion, Lucy, Penny, and Tony, their romantic partner engaged closel!
with their studies, typically as awodingboard for ideas and to assist in keeping them focused during
studying. Others, such as Camille, who maintained a close friendship at university with a friend from
school who shared some of her modules, maintained a relationship of moral supportthare
academic collaboration, with both partners being foreigners in a new country. Bryn, Penny, Hannah,
Orla, TonyUrsula,Will and Zach each had study partnerships at school, which were focused around
mutual selftesting and checking factual recall. Arficularly interesting example was David, who
worked closely with a friend at school, to the extent that they perfectly complemented each other,
O2YLISyalidaya F2NI S OK 20KSNRa RSTAOASYOASas |

LOR FAYRR 0Ky R dzl) 2 & AQRIdzZNEIS So20\ 22 (akrSSNy 3 @
GKAAZ 2NJ OKFy3aAy3a (GKFEdiX 2SQR 221 a4 wSaal
you knew it was from a friend, you take it as reliable critioisini ¢ 2 dzf &¥o@ed. 60 S T
X L F2dzyR Y& FNASYR KIFIR | ljdzAGS &adzOO0OAy Ol 4l
comparison. So | learnt maybe to use his stylistic features in my essays, whereas he might
look at mine and use more jargon for things he was focusing on analfyguotes. So we

were almost developing one person who was good at literature.

David(Interview 1)

This close interaction between pairs was a more intimate interaction than wider groups, and was
based, usually, on reciprocity (either real or implied)e Tklationship was partly mutual moral
support, and partly academic support and guidance. This idea of building a relationship through
shared social capital was very commuiere one individual would support another, and would be
able to rely on supportnireturn. The reciprocityneant that most participants had named individuals

to whom they could turn for more than just answering incidental questions, a key feature of a PLN.
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6.5 Construction and composition of Personal Learning Networks

6.5.1 PersonallLearning Network comprise of a range of elements

Theoutcomes of SAlearly identified that social networks around the participants were important in
their experiences of transition to universityhese social interactions, combined with interactions

with learning and collaborative technologies, form the basis of a Rithardson & Mancabelli,
2011 'y FEALFE O2RAYy3 | LIINRIFOK dzaAy3a G4KS OFGS
interactions that could be aligned wignmodel for the composition of a PLN proposed-ayr (2017)

which based a PLN arourdementsof sociocultural theoryproposedby Fenwick, Edwards, and
Sawchuk (2011human contacts, social groups, technologies, actions, and actiigise 6.6 maps

the outcomes of this axial coding and elements of the situated map onto thesdifivansionsThis
analysis highlights that the PLN is not purely a network of individuals, but also a network of groups,
technologiesand the outcomes ofdy learning activitiesThe social interactions between individuals

or groups are therefore only part of a PLN, bré afundamental aspect of it.

Figure 66
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Figure 6.6 T Alignment of individual, social, activity-based and technologybased factors
contributing to a PLN. Factors, identified from the situatialmap, were aligned to fivdimensionf

a PLN through axial coding. Eadmensionidentified by a light greyox.
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6.5.2 Personal Learning Networkare formed and reformed through school and university

The interactions identified from the datso far in sections 6.2, 6.3 and 6.4 sugdest the
participants are reshaping a PLN as they enter and progress thtbadhst year of University. The
identification of human and nehuman elementsn the situational map in Figure &Bthat impact
upon the LJ- NIi A Qéainihgyeimdarddment highlights that the participants hametworks of
connections with peers, familyriends schoolteachersand university lecturers/tutorsas well as
educational institutions and discourses, that support (or in some cases inhibit) learning. Human
contacts and social groups overlapped to a great extent,thade interactions were mutdiatic. For
exampleY 4§ $Q&8 SELISNASYOS i &a0Kz22f o-teractodsiwh8iR | 6
consisted of mutual peeiesting at school:
It would tend to be reading through all our notes, and then occasionally testing each other, and
rek RAy3d AlG G2 SIOK 2GKSNJ 200l arzylrftted X 28§
LI NIa FyR GKSy Fal l[dzSatdAazya |o2dzi AGd {2
and then ask questions about it to see if we knew it.

Quentin (Interview )

When Quentin began at University, he no longer had this PLN, and realised that he needed to build a
new one. Will also had a group of peers whom he would meet before school, arriving up to an hour
before school startedalthough Will admitted that somef this time was spent being social rather

than studying. At university, this?’LNwas no longer there. dévever, Will was a sociable character

and a sportsman, and so quickly developed a group of new friends, and a new PLN at Uthivetsityf f Q
experiencediffered from the others, as he played for the Chemistry rugby team, and so mingled
socially with Chemistry students from other years. This enabled him to ask/receive advice from more

senior peers from his course, which he found benefislabwing the pantial of afunctioningPLN

The need to radevelop the PLN when the participant moved to University was therefore a key
challengelt was common for participants to maintain some connection with the human actants in
their former PLNfriends, and sometims teachers)For exampleCamille formed a close connection

with a friend from school who was also on her course. Emily had an elder brother in a senior year of
her degree course, from whom she sometimes sought advice. Penny had a cousin at the University
and maintained contact with three close friends at home. Kate maintained links with her very close
t[ b TNRY a0K22f® CFYAf&Z NRYIYGAO LI NIYySBIES |
the end of the year, the PLNs had not only changed Sohwool, but also changed during the yeas

friendship groups changeal/er time as new acquaintances were made, and friendshiplved.

The principlefactor in how the PLN developed, therefore, was the social group aspect, with social
groups changingni character and impact on the student. Both Grace and Jane, for example,

deliberately moved away from peers that they felt were engaging in destructive behaviour, such as

106



drug use. Mary, Raashid and Emily developed new peer groups as they explored gewgeli
congregations in the local area, and Nick moved from living away from the university, to a shared
house in the cityat the end of the yeaPLNs therefore appeared to continually evolve and develop,

in response to need and circumstan€her PLNs @nged little during the course of the Year: Bryn
maintained the same close group of WeBHJSI { Ay3 LISSNE>X FyR %l OKQa
students (who were also domestic peers) was established very early on, and set to persist into Year 2

through shamg a rented house together.

Activities and actions were also typically collaborative, such as going to the library, or working in a
communal space. Peg¢esting or reading each others work was also relatively common. The main
focus for activities, thoughwas predictably structured class activities such as seminars, lectures,
laboratory practical classes and tutorials, which was much the same as the activities undertaken in
school. So a major change in the PLN as it adapted from school to universityewseidl contacts

and groups. ldentifying the most impactful group on the PLN, which provides the strongest
educational or social support or the most effective beneficial influence, is therefore of considerable

importance.

6.5.3 ThePersonal Learning Netorks made limiteduse of technology

Technologiesused for PLNs were either communication platforms (temssags, Snapchatand
Skype)group chats oWeb 2.0 collaborative technologies (Facebook and WhasApp), or websites and
video sites (YouTube and KharOl RS Y & 0 @ -sappoft&dninunlyd&setd on the WhatsApp
messaging application was used to organise work, and ask peers for help understanding concepts.
Bl OK FYR A0 Ffaz2 NBLRNISR (GKS NBOSAGAYy3a 2F \
technology (although the identity of the medium was not askétBry and Simorgaveexamplesof

using technology at school to support peer interactions with a friend who lived too far away to meet

in person regularly:

We did a lot of one®n-2 y S ® [ Asit & Skype Susdl Rust throw each other questions.
Because she lived in [town], which is, like, an hour down the train line! So, we would kind
of throw each other questions and talk that way.

Mary (Interview 1)

Then if there are any questioixsyou'd just battle it out with the teacher. Sometimes, I'd
Snapchat or messadeny friend]if | had any questions, and sometimes we'd tell each
other complete nonsense, but at least we agreed on it!

Simon (Interview 1)
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There was a Facebook group chat for each ef&hglish and History degrees, however use of this for
supporting learning was limite@dnly Nick, Andrew, Ffion, Mary and Kate referred to this platform
and engagement with it was limitetllick avoided the platform because he wagomfortable with

the technology.

I know there are Facebook groups and that sort of thing, where people are talking to each
other bdz{im rot(very technologically advancéd L R2y Qi 062 G0KSNJ gAGK
Nick (Interview 1)

L 1y2s GKSNBQa | CI OS @k abputtAeN@rdabds andthiiat sor.JE | Y F
ofthingonther& o6 dzi L R2y Qi G4SYyR G2 dzasS GKI

Nick (Interview 3

The English student group chat on Facebook did seem to be effective in enabling students to ask
guestions, but these questions were primarily functibima nature, ether asking questions about
assignment guidelines, or general questiolisis notable that the use of the group chat to ask
guestions was seen as useful, and Andrew, Kate and Ffion engaged in that activity, but conversely
that the group chatvas focused on neacademic social matters, or of primary use to those students

who did not engage properly with the course.

2Sff GKSNBQa | fAGSNY GdzNBE 3INRdzZL) OKF G GKS L
LGQa Y2aidfte NIMzo o6 daen&\ith gutitie pebpleStivaSpasi stuff ondHe O 2 v

TANRG 2y S odfofcanvels&inbEOHD 46 RA/(Ba 32 A yKdandtkNSE (2 y A
YR GKSy GKSNBQ& 2yS F2NJ LalAy3a ljdSadazya

Andrew (Interview 3)

LQY Ay3> f A1 pchatonFacabdok witk,dika,350Rid&Rratn year one of English
fAGSNI GdzNBT a2 GKSNBXQa GKIFGod YR A0Q&a | ¢
GKIF{G Rdz2S AyK LGQa F2NIAGQA ol aAO0lIfE@Y F2NJ
LQY fgleéa GNBAYy3I (G2 KSfLI LIS2LX S tA1Sx GS¢
are we what goes on in this exam?

Ffion (Interview 3)

Kate was particularly disparaging about the Facebook group, but did point out that there wasg stro
mutually-supportive community established, with clear features of a PLN empowering peers to
addzLILI2 NI SIFOK 20KSNRa fSINYyAy3a: FyR Ay@g2f gay3

We have got a literature group chat on Facebook for our year, and honestly it is the most
chaotic thing | have ever seen. We are actually quite good at helping, and if someone
YySSRa a2YSUiKAy3d: FAFTOE LIS2LA S Attt 3ISG ol O]
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now muted it because they are having discussions about Doctor Who at 3 in timénigho
FyR &2dz NB 2dzat tA18% 4L OFyQd O2LI sA0GK

Kate (Interview 2)

There was only one example of a collaborative technology having a deeper impact on learning beyond
asking and answering logistical questidgry recounted an experience where hese of Facebook
to share an idea prompted a discussion, which had the effect of reinforcing the information in her

memory.
L 2LISYSR CIF 0S6221 (2 diédRS YRR dZS0QKINE NI MR I &
LiQa odod-AGiana X3 MmBaHiéatiddd dhayfaRture with this vase, which has (as
a lot of classical things do) some very sexual images ongthéind | just posted it into
the group chat and when | got home, they were @iary, what the hell was that?So, |
got to explain tothem, the whole meaning and the whole, like historical background
0SKAYR Al® IyR L (KAY]l GKFG YSIya GKEG LQf

Mary (Interview 2)

Technology was also commonly used as a resource for information gathepegjaly videerelated
sources such as television, YouTube and Khan Academy. The use of technolagthevaer
reinforcement of learning, or supporting the initial stages of understanding (before developing it
further from books) At schoolMary and he friend adopted video technology for a particular form

of reinforcement,

We did actually film a load of, (with one of our other friends) film a load of, like, YouTube

atetsS OARS2a 6KAOK ¢S ySOSN Llzi dihJd20 . dzi = G |

seO2yRaz fA1ST KSNBEQa SOSNRGKAY3 &2dz YySSR (2

Mary (Interview 1)

Technology had significant potential to support learning, however, its use was limited, and
when used it was primarily either a source for information or a source for asking and
answeringquestions. There was the potential to build social and digital capital through this
interaction, but the technologies were not used to support collaborative learning activities or
theoretical discussions and debates. This finding aligns with previoustwalggest that
students do not recognise the potential positive impact of collaborative technologies on their
learning(Rutherford & Standley, 2016)
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6.54 Comparative roles of domestic vs academic peers in Bersonal Learning Networks

A major outcome from the CGTh and map asiglyvas that participantsespecially in the humanities
¢ involved domestic peers more in their PLN than peers on their course. This is potentially surprising,
as one might expect the contributiaio learnng made by nofdiscipline peers to be minimal. &h

role of domestic peers, however, was quite complex, but formed fundamental features of the PLN.

Because | am the only English student in my flat, everyone asks me to proof read things. So
GKFGQa 0SSy [[dzZA S dzaSTdz K Btprp and ghie had ¥nS 2 F
2LIGA2Y 2F R2AY3I Ly 9y3IfAaK Y2RdA S X {2 &KSC
her some context.

Hannah(Interview 2)
lFyylIKQa SELSNASYyOS sl a (GeLAOlfr yR aK2sSR
support retwork with her housematefomestic peer®ften spoke of their involvemerih academic
support This support was usually not reliant on their being in a similar discipline. Indeed, in most
cases the participants were housed with peers fratmer disciplires, and found this to be beneficial
in developing a support networlhey quicklyormed mutualistic academic relationships as a group,
with each individual playing to their strengths within that community. Individuals within this peer
group would each cdribute according to their disciplind=or exampleEnglishLiterature students
typically acting as proeateaders for their friends, science and mathematics students supporting in
technical ways and with numeracy. For example, Hannah described her riiis ipeersupport

network and could clearly see the potential benefit of this diverse community

| think having people doing different courses in the study group is beneficial, because we

tend to sit in our kitchen area and we all do our work collectiireirere, and even though

S Yle& y2id (y2¢ FdAte gKIGQa 3I2Ay3 2y A0Q
€2dz Oy R2 Al GKAA ¢l & 2N GKFd gl e&¢d 9@Sy
approachesare much the same.

Hannah(Interview 2)

The polyglot nature of the peer group was clearly seen as a positive factor for Haspedtially as
she perceived that the fundamental skill of essay writing was transferrable between disciplies
lack of specialist knowledge in the PLN wegan seen as a limitatioseveral participants would use
their domestic peers as sounding boards for academic ideas, for-sbes&ing concepts, or reading
over drafts of work. These mutualistic communities blur the lines between social and academic
arenas, which is unsurprising for individuals who are lodged together for the purposes of attending

an academic institution. The one common factor between all of the domestic peers was that they
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were all Year 1 students, and this common experience was imgadrtaheir identity development

and perception of their role within the institution, as Mary pointed out:

XAG G221 YS I @S NEathigesghdol, anidl $odeiriy orcedl B five HitkA Sy R 3
people, especially people | might not have talked to nallyn or have any connection

with. [ A1S L ¢2dzZ RyQid KIF@S AYyGiSNI OGSR az20Al ff
aldzRSytaz a2 L ¢g2dZ RyQid KFE@S GlIf1SR (2 GKSY
gAGK GKSY Ay &2 O0ASaASakndwy tRemihiobgyl that. Butthey L & 2
I NB NBFffte& yAOS LIS2LX Sz FyR 0S0OlFdzasS LQ@S o
better bond with them than any friend | may have known for a year.

Mary (Interview 3)

In some cases the extended social groups wumutual interests replaced those of the domestic
peers. For example, Mary, Emily and Raashid each had strong connections with members of their
religiouscongregationsBryn had close links with the Welshbeaking community in the University

Some partigpants (such as WilLucy Vic, Zach and Tonyadh links with student societieg)Jthough

these interactions tended to focusore on personalkupport (such as encouragement, supporting

morale or other emotionasuppori than academic

The domestic peerrgup sometimes changed over the course of the academic year, either by the
participant growing personally or emotionally, and gaining new interests or meeting new people, or
by their expectations of what they wanted from a peer group changing. This rdaggot of
friendship groups did not appear to have had a significeagativeimpact on the peesupport role

of the social group. In fasthenever the change of groups was noted, it was typically a refinement
for the better, andthe removal ofindividualsfrom the peer group whm the participant feltwere
inhibiting progressor causing a challenging environment. Jane distanced herself from a particular
group of friends that she felt wenenpactingnegatively on herboth emotionally and academically

by their wild behaviourZach deliberately removed himself from a circle of friends whose socialising

he felt was distracting him from his studies.

Few participants made many acquaintances on their course, and those that did were primarily the
Chemistry studers. The fundamental issue appears to be whether the students were placed in
academic situations that required close interaction. The Chemistry students each worked in pairs or
threes in their laboratory practical classesften with the same individuals ve& after week. These
pairings were typically random at first (either faces they recognised from early lectures or briefing
sessions, or chance meetings whilst looking for a partner), but soon became more regular

collaborationsIt wasstill uncommon for tlese interactions to proceed outside of the classroom.
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6.55 Impact of personalityrelated factors on the formation of a PLN

A key impact on the formation of a PLN was the personal disposition of the learner. While personality
types were not measured imng quantitative way, it was possible to participants did refer to their
own personal characteristics as affecting their interactions with others. Camille, Raashid, and Ffion
noted being very shy, and therefore more reluctant to engage with others. Thies Etnsisted of

one or two close friends at most. For example, Camille discussed how she did not really form a
network with her university housemates, compared to the close relationship she had with her sister

when they lived together in an apartment whig school.

LiQa 2dzad OSNE RAFFSNBYy(GsI Ay GKS asSyasS (Kl
GAUKD® YR L 1ySé Ye araidsSNI gSNe Sttt IyR L
RATFSNBYG Ay (KIFIG aSyasSs o&Qtatkzhd@musts O2YS |y
Camille (Interview 2)
/P YATESQa 2yte NBFE O2ydl Od NBIAFNRAY3I dzy A OSNE
studying Journalism at the university, and shared some modules with Camille. Zach, Grace, Hannah
and Bryn were aafident engaging with others, and so had mangensive PLNs that formed more
easily. Bryn was confident enough socially to ask the people around him for their ideas, something

which Camille would not have been comfortable doing.

You read something that vgaeally interesting and you go to someone and say | think you
Gl t{1SR lo2dzi GKA&A (GKS 20KSNJ RI&sz -lefelSNBEQa a
about this, can you just give me a bit of an insight into what people think about it, and
whether people tlink about things in the same way. So when you get an idea of things
TNREY RAFTFSNBY(G LISNELSOGADGSas AdGQa SEarsSNI i
0S50l dzaS 82dz IS0 RSSLISNI AYyaArA3aKad Ayid2z2z gKF{G (K

perspective asvell which is always a good thing.
Bryn (Interview 3)

Hannah had a similar experience of getting to know people by actively talking to them, something
she was very comfortable doind Yy K RSAZONAROSR KSNARAStETFT Ay. G4KS

Ay (GKS aSYAYIFNI INRPdzLJA> AF (GKS 3INRPdzL) Aa |
people in that group.X | got to know a variety of people who also do things like
22dzNy It AaYX KAaUG2NEX DSNXIY |yR GKAWWIAD {2
AT L R2y Qi dzyRSMEIIQAY R 285K/ ATy K a{i2 NA Ol f =
KAalG2NREo® {2 S@OSNB2YyS GSyRa (2 o02yR 2y Failhi:
idea. So if we collaborate and discuss what we are doing, we tend toggetieral idea.

Hannah (Interview 2)
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The positive impaaif communicating with otheren Brynand HannaR & € S N Ay Zheis I a O
perspective. It enabled them to form a wide network of diverse peers, with a range of expertise, to
whom they could @rn for help.However,this level of collaboratiomequired them to be proactive

and make the initial social contact. Thisuld probably have been harder for someone who was more

shy, or introverted.

Ly a2YS OFaSaz (KS LI NEROARBYESQALINEWHR2FFt A &
was confident and independent, which correlated with her scepticism of-paeed learning. Kate

did not feel that she needed to go to others for help. Similarly, Tony, who was confident and outgoing
as a persn, felt that gregarious nature was a hindrance to his learning when in group situations, as

he would be distracted by others.

L adAftt R2y QG NBFIffte Ay@g2ft@S Fye 2GKSNJ LIS2L
X GKAyYy3AS odzii LL GRNEBY QHly RNBH @ X 28R REK [YUdZDK 6 2 NJ =

YAYR SAYy3 FNRBdzyR 20KSNJ LIS2LX S 6KSy LQY y2i
L R2 SyR dzlJ 2dzai NBtIFEAY3 | yR y2( F¥20dzaAy 33

(@]

Tony (Interview B

Grace and Mary, who were passionate about their subject and enjoyed having discussions had more
interactions with disciplinary peers than many of their colleagues. Zach, Grace and Vic were readily
willing to share their expertise and knowledge, evendid not benefit themselves directly, whereas

others were less altruistic and/or concerned of peers stealing their ideas. Personal preferences, based
2y NBFESOUGA2Y 2F 2ySQa 2¢6y LISNAZ2YlfAGE GNIAGaA

significant, but highly personalised, impact on the establishment, scope, and use of PLNs.

6.5.6 Institutional barriers to involvement of peers in learning activities

Even those who were not opposed to the idea of involdagrsepeersstill typically didnot do so,

citing lack of time, poor timeanagement, or simply a preference not to. Most did not see this lack
of interaction as a limiting factor or a restriction to their studying, despite recognising the potential
impact of collaborative discussionsrftheir studying. One of the primary reasons for a lack of
collaborative or peesupported activity at University for many participants was the structure of the
degree course itself, and the teaching methods used within it. This wasprevalent in the Eglish

and History students, whose courses were predominantly lecture and setm@s&d. The lack of pair
based activities that were common in the Chemistry students (working in laboratory practical classes
or tutorials in pairs was common for these stut®mmeant that the humanities students did not have

the same opportunities to work closely with fellows on their course. Even seminar sessions were
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larger groups thamvasconducive to forming networks, amhly Hannah found them to be an avenue

for makingfriends on the course.

| think it offers a lot of opportunity to make friends. The lectures are quite static, but the
seminars tend to be a lot more relaxed, which is quite nice. We get to chat to people on
iKS O2dNBESsE a2 GKF{iQa NBlIffteée 3I22RO

Hannah (Interiew 2)

Thereforemost of the humanities student8ryn and Hannah being the only exceptioreg)orted
not being close to anyone on their course unless they happened to cohabit with them in halls of
NEA&ARSYOSd C2NJ SEI YLX SZ whdy & ehé codrde | d8eNhy3hg &l of2 T

the year:
L R2Yy Qi KIF@S yed FTNASYRA 2y Y& O2dNES® L 2«
fABSa Ay wKFff 2F NBAARSYyOS6XI IyR L R2yQi®

Jane(Interview 3)

As a rsult, participants in the hmanities, even participants who were confident in their studies, and
felt they had wellinformed opinionssuch as Katd,ucy,Hannah, Penny or Mary, felt disengaged
from the group dynamic, and reported being reluctant to speekin class, preferring the shield of

anonymity.

A particular issue for participants studying English was the requirement to show originality in their
work. The imperative to present innovative and original ideas inadvertently discouraged collaborative
adivity. Participantstudying humanitiefrequently reported that they actively avoided collaborative
activities or sharing ideas in seminars for this reagoan though they knew that sharing ideas was

acore activity in a seminar setting. Kate emphadgitteés conflict of interest:

There have been times when | have written something in a fictional piece and then the

next week a lot of other people have applied that technig8eX & 2 dz R2y Qi NBI f f ¢
gKIFEG @&2dz OFy | yR OF yQiou &novw sbmeor® Ods digled yoirK S vy S
ARSI |yR @2dz KIFI @S LI F3AAFNAEASR Iy Saaleée (KI

Kate(Interview 2)

This factor was an overriding concern for many, and was further reinforced by the proactive stance
of their academic Schools on discaging plagiarism and collusion. Many of the participants avoided
collaborative discussions and working for this very reason, having a palpable fear of being accused of
O2tfdzarzy 2N O2LRAYy3 20KSNJ LIS2LIE SQa sHamwhate / 2
iKS&8 LISNOSAGSR Fa 3I22R 2N AYyy20FGADS ARSIA& 6A

it as their own. This latter concern was more prevalent and was a fundamental driver for the actions
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of many participants in avoiding collatadive activities. Whether this impression was intentional on

the part of the academic School, or not, its impact on developing an effective PLN was significant.
This attitude is anathema to the aims of a semibased curriculum, and participants reportétat
seminars were often viewed as stilted or ineffective as a resultléf2 L SQa& dzy gAf f Ay :Z
their original ideas for fear of them being stoleihis experience illustrates how the limited
interaction at the level of the discipline can havesignificant impact on the development of an
effective PLN. The fear of being the victim of, or accused of, plagiarism was a sigfafitanfor

these students, and detracted from their embedding effectively in the academic life of their discipline.

6.6 Conclusions

6.6.1 Peer interactions are fundamental to the development of SRL strategies

This analysis suggests th&r from being a solitary activity, sefgulated learning is (to a varying
extent, depending on the situation and personal preferenaesocial activity, or at least an activity
which involves the influence of others. None of the participants was entirehcgptiined in their
learning activities, evenoutside of class, and all involved others in either the
acquisitiorireinforcement ¢ knowledge, verification of understanding, shaping of ideas and
opinions, or persistence of study and study strategies. An additional three themes are of particular
significance from the analysis, and have potential impact for the development of indiviéhigt-
firstly, true collaborative learnings relatively rare secondly,PLN develop over time, and are
reciprocal arrangements within learning or social communities; findllying the first year of the

degree,social peers are of more significanceRLNs than disciplirgpecific peers.

The absence dfrue collaborative learning activitiesvhere learners work together to develop a
shared understandings potentially surprising considering the large body of evidence supporting its
benefits (Dillenbarg, 1999). However, despite the evidence of its effectiveness, collaborative
learning was largely shunned by the participants. This reticence to collaborate was discipline specific,
with humanities students (especially English students) being more re¢ticestudy together, largely

for fear of either being plagiarised, or accidentally plagiarising another. This is a potentially limiting
concern, especially in year 1 students, as discussion of ideas, challenging opinions, and developing
robust points of \@w are the cornerstone of discursive humanities subjects such as English and
History. It is possible that this overriding concern is being coymteductive. However, even in the
Chemistry students, collaboration was ramestudentled studyoutside of tie classroom, due largely

to each individual having their own preferred style and methodologies for learning. Collaborative

learning was perceived as requiring compromise between the participant and the peer, either in
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terms of the subject they wished tdugly, how they should study it, the speed at which each person
worked, or their desired outcomes. As discussed in Chdpttdre participants already had deeply
embedded selregulated learning strategies, and so adapting or changing these was seen as
anathema to most, and those that attempted it soon abandoned the enterpfi$és reticence to
collaborate was seeevenin individuals such as Kate, Mary and Vic, who had collaborated with others

at school, but who avoided the involvement of others in thearhing at university.

| 26 SOSNE ogKSy O2ffl 02Nl A2y gta KIyRfSR 2y @K
as beneficiag, either sharing ideas, asking/replying to questions, or moral support keeping each other
motivated. There is a fine Enbetween peeisupport of learning and collaborative learning, across
which few participants ventured The key factor seems to be the integration of others into the
AYRAGARdZ £ Q& t [ bchbllabedatirekeaningirdtegyy The nature @ thiktedettions

with others being peesupport interactions ¢ encouragement, maintenance of focus,
asking/answering questions, verification of understanding and sharing/refining of ideas, was more in
keeping with populating key requirements of a network, tlikaveloping disciplindocused or active
learning communities. The focus was therefore more in terms of supporting learning and making the
LINEOS&da SIAASNE NI GKSNI TéPofythe HistipiSehsiniaylyd Web 2.6 Q &
collaborative technlogies, if used at all, were primarily utilised as a means taaglanswespecific
guestions. Participants who reported using these platforms were very happy to answer questions as
well as ask them, but they were not used as platforms for academictelelral the reinforcing of
concepts through discussiofiechnology was therefore a mediator of communication rather than

collaborative learning and developing shared understandings.

A fundamental issue was that the very structure and ethos of the Univearsit/perceived by the
participants, actively discouraged collaborative endeavours. Communal activity in lectures was
discouraged, and opportunities for social interaction were negligible outside of taught activities. This
structural limitation was most lenly felt in the humanities subjects, where the students had little or
no opportunity to develop social links with their counsetes. In courses where contact time was
low, oftentimes the participants were not required to be on campus; and when they e would
attend their lecture or seminar, and then typically returnnhe. Even in seminar groupshichwere
supposed to stimulate discussion and interanti(Broady, 1986participants were reluctant or
unwilling to speak out. As a consequence, usld®y happened already to know someone on a
course, thehumanitiesstudents formed very few friendships within thelisciplines Friendships or
associations, when made, were typically serendipitqus person one sat next to in a class, or
someone you reognised form a society, sports team, or hall of resideNoek and Ffiorfwho lived

at home)were still further limited in the opportunity to forge contagtand their PLNs therefore
consisted primarily of family members and a small number of peers @n ¢burse (Nick had three

closefriends on his course, Ffion only gnAs a resulfior the majority of participantsghe key players
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in the PLN were domestic peershat than disciplinary peers. Up to a poaunstituting the PLN with
non-discipline perswas not limiting, as the constitution of the PLN was itself highly fragmented and
strategic in nature. A diversity of experiences would therefore be beneficial to such a disparate PLN,
which was focused more on skills development and immedjaeythe need for someone to proof

read work, help solve a specific problem, or answer a specific questathgr than immersion in a
discipline. The extent to which such a diverse PLN is beneficial or limiting in later stages of the degree,
as the need for digplinary support increases, would be interesting to follow. It could be that the PLN
NBO2yalGAGdziSa AGaStT Ay 2NRSNJ G2 |RIFILWG G2 GKS
PLN will not be able to adapt, and may become a limiting fagtbereas a PLN that was more

disciplinefocused earlier might subsequently be more robust.

6.6.2 A putative model for reconstituting Personal Learning Networkduring the

transition to University

During the course of the first year, the participants appeel to reshape their PLN. In most cases the
PLN had already been defined during their school experiences, with peer groups, family contacts and
school teachers playing major rolespétative model for the establishment ci PLN at University is
proposedin figure 67, whichintegrateskey factors that were highlighteith the data.This model is

based on the observations in the study, but is currently highly speculative and requires further
investigation, testing, and validatiol.he tentative model prope@s that there are several core
aspects that impact upon the rate of development of a PLN, its breadth and scope, and the potential

educational impact of the PLN on the student.

In the procesof establishing the PLM,central requirement appears to betablishing a network of
peers and social coatts who campotentially supportthe individual and theitearning. These peers
largely fall into two groups: Social peers (flatmates, partners, friends in social organisations) and
academic (disciplinspecifi peers. On occasion there are individuals who occupy both of these
groups, andearning activities withirthe coursemight facilitate this .g.requirementto work in

small groups, on collaborative projects, or interact informally within or outside ogtta class
sessions)although most often for the participants the course did not support collaboratioother

factor impactingupon the rate of establishing a PLN, and the extent to which the PLN is broad or
restricted is personaity-related factors and drivers underpinningthe student. Although no
guantitative personality test was undertakethe personalinfluences, motivations and driversf
several participantsvere implied by the narratives provideth the course of the interviews. he
degree towhich the participants exhibited setbnfidence, or ease of making friends, did appear to
impact on their willingness or ability to establish academic contacts (for example, Bryn, Tony, Hannah

and Grace were all confident and displayed traits of extraearsand formed PLNs readily.
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Figure 6.7
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Figure 6.7 1 Putative model for PLN development previous pagg. This model illustrates
collections (dotted line boxes) of key factors (solid line boxes) which interact to influence development
of the PLN (interactions shown by black arrows). Factors are: Prior experience; personal factors;

academic factors; interpersonal interactions; and structural opportunities of the current degree course.

Conversely, Camille, Raashid, Ffion and Quentin, who reported beingrégssious by nature,
developed PLNs that focused more around their family or a very small number of close friends.
Similarly, the extent to which the parti@pt displayed altruistic tendencies (such as Zach offering his
adzLILI2 NI G2 &0GNHZAIf Ay FStt26 addRSydas 2N Y
LIS2LX §3aQ ARSIa y aSYAYIFINBO faz2 Kra | adNRy3

Technology also has the potential to support the development of the PLN, but the way it is used, and
the degree to which it is engagedth are key issues. Technology has the potential to be used either
for collaborative learning and the creation of sharewlerstandings, cooperative activity (asking and
answering questions), logistical management (scheduling meetings, arranging group work) or avoided
altogether (either because its use is perceived as limited or the learner does not have the digital

literades to support its use).

The need or opportunity for collaborative experiences in their prior learning environment (e.g.
school) also has a strong potential impact. A learner with low academic attainment may rely on a PLN
more than one with higher attainamt. Conversely, reliance on the PLN might be seen in high
FGaGFrAYyYSydG €SFENYSNAR K2 |NB SELISNASYyOAy3d | fh
school experience is an example of this. Kate was an individual with high levels of ability and
attainment, who nevertheless engaged fully in a PLN due to the need for the peer groupteashif
GKSyaStgogSaod ''d dzyAGSNARAGEZ GKS (1 0} 2F OKI f
disengagement from it, meant that the PLN that Kate developadiersity was limited and not as
intimate and functional as her PLN in school, despite her understanding the value of sueh peer

support networks from personal experience.

The proposed model aims to highlight that the establishment of a PLN is not stoavgdutd, and
involves several interacting factors, which will vary in their significance between individual students.
The PLN is therefore a higldgspoke construct, unique to each learner. This model aligns with
CAyi2Qa Y2RSta 27 &TindaR1S361988)Avkich lalso suygestd tSher® vire
numerous interacting factors that impact upon the student. However, with the formation of a PLN,
the engagement with the academic and social cultures of the institution are potentially only minor

factors within the process of PLN formation. It is possible that the establishment of a robust PLN could
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in this chapter suggest that social support of leagnisimportant to the experience of the learner,

their succesl SRLand persistence within the university environmehktore analysis is required to
confirm or revise the details of this putative model, but its aim is to highlight that there are various
interacting and interconnected factors that drive the development of the PLN, some of which are

positive, and some deleterious to the process.

Given the potential significance of the PLN, and the factors associated with its development, a
significant imfication for practice from this analysis is that institutions may need to structure their
courses to facilitate the development and establishmeri PLNs. Key to this might be two
approaches. Firstlgncouraging students to make social contacts with peartheir cours€perhaps

by designing social activities, or learning activities that involve students working in small groups).
Secondly, establishment of the PLN might be aidedagylitating student engagement with the
culture of their disciplinghrough small group tutorials, working with a mentor or personal tutor, or
encouraging students to discuss their views of the discipline in small gféwqasiraging students to
reflect on their PLN how it is populated, by whomwhat activities and technologs are important

to it, and whatexternalfactors influence it; might be of potential benefit in transition activities at

the start of each academic year, in order to encourage students to reflect on where they gain their

most effective learning support.
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Chapter 7

[ 9! wbLbD ¢19 Ww!'[9{ hC
ADAPTING TO UNIVERSITY LIFE AND GAINING ENT
¢h We¢l9 !'/159a. Q

7.0 Introduction and contextof the analysis

Social groups may be defined by their conventifirenning et al., 2013; West & Williams, 20Wijh

any community of individuals, there is the need to understand the conventions and expectations, or
WNMzf SAQ 2F GKIFG O2YYdzyAlde o DIGNyRASYYHe IAZS RIGHeY Q T dzt
section 2.1.1)involvedearning the rules for university life. This chapter will discuss and evaluate the
key factors that impacted on the participants as they embedded themselves within the university
community. These factotst A 3y aiGNRBy 3t & gAGK G2 NBaSHkNOK |jd
a0dzZRSyGaQ LISNDODSLIiAzya 2F dzyyAGSNEAGE fSIFENYyAy3C
RSOSt2LIYSyid 2F {w[] Qd ¢KS SOARSYy hépaidipanddseded R A
to understand the rules of several social arenas as they progressed through their first year of study,

to support their integration into the academy and the culture of the university.

7.1 Overview of the supeicodes and categories

A range of codesand supercodesSYSNHSR FNRBY (GKS RIFEGF GKEFEG N
enculturation within the university community. These codegere grouped intothree relevant
categories(summarised in Figure 7:1¢ategoriegelated to learning theconventions of university

life; specific barriers preventig learning these conventions; arftetimpact of personal development
(learning new study skills, developing existing transferrable skills, developing social skills and increase

in selfconfidence)in the transition to university.

A commonfeature shared by thearticipants was the rapidity with which they developed coping
strategies and adjusted to their new physical and social environment. The key to this rapid
acclimatisation seemed to be the mivement of others. In the first round of interviews there was a
common theme that the participants realised that all their peers were in the same situation, and
therefore could learn from, and support, each other. The importance of social groups in this
acclimation process suggested that the Social Worlds/Arenas mapping process would be a valuable

analytical tool.
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Figure 7.1
SuperICodes Category Theme

r T 1
Interview 1 Interview 2 Interview 3
Adapting to new Adapting to new Involvement in the

environment environment University Community
Understanding HE Understanding HE Understanding HE
Requirements Requirements Requirements
[ Discipline Specificity ]—[ Discipline Specificity ]—[ Discipline Specificity

[ Familiar Unfamiliarity ]

Developing Academic Developing Academic Developing Academic
Skills Skills Skills

Developing Social Skills ]—[ Developing Social Skills ] J

Surviving Being Surviving Being 1
Independent Independent J
(

EntEnnealiie

Academy

Learning the

Fersonal ‘Rules of the
evelopment ,
Game

Lack of Teacher Support]—[Lack of Contact/Support]—[ Lack of Support ]-s
Lack of Direction ]_[ Lack of Direction ]

Confusion/Lack of Confusion/Lack of |
Understanding Understanding

Frustration/Irritation ]_[ Frustration/Irritation ]_[ Frustration/Irritation ]_

[ Value for Money ]—[ Value for Money ]—
[ Year 1 Doesn’t Count ]—[ Year 1 Doesn’t Count ]—4

barriersito

(@}

Figure 7.17 Summary of thesuperc odes and categories the
Game 0 tldenifivegion of tle supercodes determined from the CGTh analysis of each
interview cycle, showing the categories into which they were consolidated.-&ges (light grey

boxes) are aligned with cognate Categories (dark grey boxes), which are combined to make the Theme

Lines show clustering of supeodes into categories, and categories into the theme.

7.2 Becoming an independent individual

One of the key challenges to transition to universtfor students to operate as independent people
outside of the home environmer{Tinto, 1975)Being an independent adult was the first social arena

to which the participants needed to adapt. Everydaynadstrative tasks, such as shopping, cooking,
cleaning, or managing finances, are novel experiences for many who previously lived in a supportive

family environment. This was certainly a factor in the transition process for participants in this study.
TS GNIyaAlAaAz2y 2F KFE@Ay3a (G2 R2 SOSNRBGOKAYy3I @z
R2y Qi 2dzad 3SG 3IAGSY AlGd ! yR R2AYy3 Yeé akKzLl
of a shock

Penny(Interview 3
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This attempt to master the logistics of indepemd living was common across the vast majority of
participants, as all but two of the participants (Ffion and Nick, who still lived at home) were living in
University accommodation. The mutual support of a group who shared the common aim of learning
to live independently was key to mediating the change successfully. FigRikustrates a map of

the social worlds which link the two social arenas of dependent (reliant on others for guiding or

performing everyday tasks) and independent living (performireyyday tasks oneself).

Figure7.2

INDEPENDENT
LIVING

-

-

University
Support
Services ./

O

Domestic
Peers

School
Friends

DEPENDENT
LIVING

Figure 7.27 Social Worlds/Arenas Map of independent living auniversity. Social Arenas

are indicated by capital letters, sdoieorlds by circles and elipses labelled with lowercase letters.
Degree of overlap shows the extent of interaction between social worlds and arenas, or between socia
worlds and other social worldgse of dotted lines indicates social worlds not mentiomederviews

Shading is used to highlight the contrast between the Dependent and Independent Social Arenas.
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The social worlds situated most in the dependent living arena were theipikersity worlds, such

as family, friends, and school. These didenaeme impact on the independent arena, for example
families would often require the participants to take responsibility for themselves and others. Emily
was expected to supervise her younger brother, while Camille and her younger lsstdived
togetherin an apartment away from home, while she was at school. Similarly, the family and school
helped prepare students for independent living at university, and so touched on the university

community social world.

The university community social world inclubldomestic and course peers, as welkasialfriends

from university and student societies/community groups. Although these groups were, by default,
communal, they did provide the participants with insights into the process of independent living by
obsewing others and bieg offered advice and supporthe university support services, personal
tutor support, and guidance from lecturing staff, were all potential drivers for negotiating
independent living; however they were not reported by the participahence they are delineated

by dotted lines in Figur@.2). The general lack of use of professional support networks suggests that
the transition to independence wamt problematic for the participants in this study who completed

the academic year.

The transition to independence was easier for Will, Raashid, Jane and Ffion, who had each taken a
year before coming to the University. Will, who had taken a year to go travelling, noted that those

who had not taken a gap year seemed to be less independent.

You @n definitely see the people who are fresh out &ffsorm. You can see the people
K2 KI@S KFER | @SIN)2dzido 2 KSy @2dz GFft1 G2
Will (Interview 1)

The key to independence seemed to be aligned to the time spent semhfaben the family
environment. Howeverto FfionandNick, who lived at home more significant issut addressvas

the time taken up each day with a train or bus commute (a particular problem for Ffion, whose spare
time was limited due to having a youwhild, see Table 3,1p.43. In each case these participants
developed strategies for managing their time, and making effective use of the commute, a form of
adaptation to independence. So perhaps the challenge is more to do with taking the participant ou

of their comfort zone, than the domestic environment.

An example of taking an individual out of their comfort zone was placing them in an unfamiliar social
context (see Table 3,1p.43. Camille, Grace, Raashid and Zach needed to also adapt to lidng in
foreign country. Bryn, Camille and Raashid were not studying in their first language. BrynOEmily,
and Ursula moved froramallrural community settingto a city-based University. For these students,

the cultural adaptation was a further challengeliving independently. The overseas participants, or

secondlanguage participants, each found communities into which they integrated: Raashid with a
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supportive religious community; Bryn with the Welgheaking community at the university; and

Camille witha friend from her school in France, who was on the same course.

L OKFG G2 LIS2LXS Ay aSYAYFENBR |yR fSOGdNBaxz
O2dzZNES AiGaStFT 0SOldaS vYzadafe LQOS 0SSy Kly
society, rather than gople on my course.

Bryn (Interview 3)

By the end of the year, once new social groups had been defined and stabilised, the participants were
universally confident at livingndependently Participantstypically found the experience of living
independentlyof the family environmento be animprovement on their previous social situation.

For example, Zach found the clelsait community of his housemates to benefit his wellbeing:

It was challenging. Different social interactions between living with six qteeple my
I 3SY Aa OSNE RAFTFSNBYy(d (2 ftAGAYy3d gKSNB L 4t
lie on their bed and just talk for three hours, then go back to your room.

Zach(Interview 1)

While the transition to being an independent adult may appearal, it is particularly relevant tthe
development of SRL While the participants were developing these coping strategies for living

independently, anddeveloping new social groups, their attention was diverted from gtud

I'm just socially overwheied. ... Moving to a new city, making new friends, settling in.
Just like surviving, really. | spend so much time cooking, washing, just doing things, but
I'm not spending so much time on studying.

Grace(Interview 1)

So athe very point where the partipants were most keen to learn new material and experience the
subject they had chosen to study, they also needed to cope aviitydaylogistics Reshaping their

SRL strategies needed to occur as early as possible in the university.cbhes¢eaching and
aaSaaySyd 2y GKS LINIHAOALIYGaQ RSINBSa o6S3tky
example, the English and History students were given their coursework assignments in the first week
of the semester for most modules, and the Chemistry stusiérad regular laboratory and workshop
sessions from the start of the course). Therere & DNJ 0SQa O2 Y ¥r§ gelnyinl 6 2 & ¢
the participants being able to focus their attentions on stuyld potentially prove detrimental.

Andrew also exemiifies thiswith his statement in the first interview that he was preoccupied with
GONBAY3I (G2 FFEYATAFINRAS YeaSt T g Rhéperiodéf &ddaton OI
to independencevasshort. During or after, the second interviewycleno participants cited adapting

to independencéde.g. doing their own cooking, cleaning, washing, and managing their own finances)

as a concerrkacilitatingthis transition process was therefore key to successful transition.
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7.3 Learning the conventains of university learning

7.3.1 Learning the rules of a new game

Asoutlinedin Chapter 5, each of the participants already developed d&ategiesfor studying at
school, which they then adapted to use at university. Similarly, they each understaod th
expectations of the community of learners at school, both within each discipline, and of school in
general. Through years of experience, they had each developed a clear understanding of what was
expected of them, and how best to achieve success in gtadies. Figure .3 illustrates a social
worlds/arenas map to identify the components of the two social arenas of being a learner in aschool
based (pedagogic) environment to univerdigsed (increasingly andragogic) environment. Each
social arena contaminteracting social worlds with which the participants engaged (to varying extents

based on personal need).

Figure 73

UNIVERSITY-BASED
(ANDRAGOGIC) LEARNER

SCHOOL-BASED
(PEDAGOGIC)
LEARNER

Domestic
Peers

Figure 7.31 Social Worlds/Arenas Map of engagment as a learner in HE Social Arenas
are indicated by capital letters, social worlds by circles and elipses labelled with lowercase letters.
Degree of overlap shows the extent of interaction between social worlds and(ardreween social
worlds). Use of dotted lines indicates social worlds not mentioned in intervielzding is used to

highlight the contrast between the Dependent and Independent Social Arenas.

126



The participants had been part of a community of learners at school, each gainingaskills
understandings of this community as they progressed, moving from novice learners being guided by
others, to oftenhighly-agentic individuals who woulthemselvessupport others. The social worlds
impacting upon their development in this arena werenparily those of the teachers, their friends,
and their family members (especially parents and older siblings). This interaction was close, with

parents and teachers typically understanding theividualrequirements of the participant.

The schoebased scial arena was cleariynderstood bythe participants in their first interview.
However, their understading of the universityearner community was typically underdeveloped,
and they did not really understand the expectations that had been placed onabademic activity

at first. In some casebe schoolbased social worlds interacted with the university community social
world. Emilyhadan older brother in the final year of the degree course, dad&€) Bnglish teacher at
school was a graduate tife samedegree cours®n which she was enrolled. Many participants also
had parents were universifeducated.Even sowhen the participants movedot the university
communitythey did notoften understand the expectations on them, or how social worlds withn

andragogic arena interacted.

The social worlds in the university learner arena were complex and highly mutualistic. There was
often overlap between different peer groups, and there was support available from acasepmiort

6 Wt SNAR2Y |t iverditi BoNEer®, but kngWihg by to access that support was a challenge.
For example, coming from an intimate and supportive environment at school weey uncertain

how mdzOK Ay GSNI OGAz2y gAGK &d4FFTF g a LISeNtbaei Aot S

tutors was a typical expression of this.

X ©w0aoOKz22f GSIFOKSNBR FOGe6 | t2G Y2NB tA1S GKS
like they know the way that you learn, and they know what you need, and you can

ask them questions without feeling 6 { ¢ NR® X y2¢ L FSSt fA]1S
SYFAtAYT Y& &SYAYI N Gdzi2NARZ fA1SZT al Stt23

Jane(Interview 2)

2KEFG 6la&a AGNRALAY3I gl a GKS LISNOSLIIAZ2Y |Yz2y3 Lk
new social arenaTo most participats, logistical independence and selfganisationwere seen as

the primary expectatiors of HE studyrather thanhigherorder analytical thinking andcademic

rigour. When asked in the first interview what they thought the expectations were of them at
Uniwersity,every participant referred to the fact that they would have to manage their own workload,
direction of studytime managementor completion of assessments themselvesNE y Q& NI & LJ2
this question is typical of the aspects of learning that plagticipants focused on in response to this
question of their perception of the educational expectations placed on them at University compared

to school.
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I think more sort of having to do research by yourself and not having the text given to you;
Imeanw® NB 3IA GBSy GSEG 0221a& 200A2dzat &3 odzi K
| OQlGdzl t & dzy RSNRGFYRAY3I gKIFIGQa Ay GKS GSEG o
So, | think being more, more individual learning, rather than having the linewhatsed

in the course itself, was; studying rather than being taught.

Bryn (Interview 1)

The level of independence required was acknowledged to be a majochtmpge from school, even

postcompulsory education. The different expectations were seen adisagnt:

LiQa 2dzadG | O2YLX SGSte RAFFSNByid sl e (G2 S|
nothing, but it is such a major evolution to be in charge of how you learn and to be in
charge of your own deadlines.

Grace(Interview 2)

D NJ O S<pectivd Ifudttates the two aspects to this sedfjulation that were identified by all
participants: Intellectual and logistical. Intellectual self regulation required participants to direct the
focus of their studies and develop an understanding onrtloevn, what Grace described as

G RATFSNBYy (. Teny and NicR descBoled\sihidar perspectives.

At Uni your lifestyle is so independent; and | think that transfers onto the way you learn.
POPAGTQa fA]1SET KSNBQa (SKNS NS ai2Kd3NIDR32T] -4K SN &y
@2dzQ@S 3A20 (2 FTAYR AlG 2dzio

Tony, Interview 2

XGKS FY2dzyd 2F GAYS GKIFIO 22dzQNB y20 o0SAy3 |
2F GKFIG &2dz KFI@S (2 R2 Al @2d2NEStTd X LG ¢
difference. It was the biggest thing that you never had before.

Nick (Interview 3)

The participants expected to have to work in isolation developing these understandimgjsiot be
WALIESRQ (KS gl & GKS& o0dzyA @SNEI thbok The setdhdvieddof I G S
seltregulation logistical, focusdF N2 dzy R G KS ySSR G2 YIylF3aS 2ySQ:z

without guidance:

You can go to a lecture and write nothing down, and learn nothing, aroneowould
OKSO1l @ XoKvaMiBdrea SN t+ 2NJy 2F dza Ay GKS Of I
with not doing much.

Will (Interview 1)
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| think people can still get away without doing any independent study at college, because
(KS (8FHOKSNE NB adGAtt GSF OKAyjast gvéndthe i KS Y
material, and you have to pick out and learn what you need from it.

Hannah (Interview 2)

I think 1 will be treated more like an adult, and expected to understand the topic, rather
than a child who has to be taught. I think that will be thain difference

Raashid (Interview 1)

wkd8KARQa SELISOGFGA2Yy G2 06S WiNBFGSR fA1S |y
LI NI A OA LI ¥ (cdh& univiSditydéhinifighofly e less structured, and they would not be
guided in their jouney. To some the independence was a worrying and potentiaiyaging
environment The oncernto these participants (Ffion, Grace, Hannah, Isla, Jane, Kate, Orla, Penny,
Quentin, TonyUrsula,Will and Vicwas thatthe general lack of guidance could pot&lly have led

to the participant going in completely the wrong direction.

Living on your own is okay, but | felt like | was quite independent anyway before | came

2 dzyAd {2 L RARYQU FAYR OGKIFG (22 HaNRS O2;
X .dzi SRdzOlF GAz2zylFffe Ad A& OSNEB RAFFSNBy(dH 7T
I fAGGES oAl Y2NB fA1S !yAd X {2 &2dz R2yQi

Tony (Interview 3)

This feeling wagocalised mostly in the second interview cyead to a lesser extent in the third, but
was voiced by Kate, Jane, Quentin and Ursula in the first interview. The concern was universally was
@20t AaSR a FTNHZAGNI GA2y (GKIG GKS® ¢gSNByQil o685
or effectiveto be given the details didactically.
XGKSe 3IAPS &2dz a2YS addzFFzZ yR GKSy @&2dz 32
to learn more by like teaching ourselves, but we might be learning the completely wrong

thing. And if they really want us o well, they should just teach us.

Jane(Interview 2)

Not all viewed the sudden independence, and need3Bi_as an obstacle. T@amille, Emily, Tony,
Raashid, Will and Zactihe independence and relative anonymity was a bonus, and it enabled them
to have more flexibility and freedom to follow their own path. Tony and Emily recognised that the

change was integral to ongoing development.

Just kind of, 1 just feel like you, kind of, adapt to how you get taught. You kind of adapt
yourself to how you lear it, rather than the other way around. ... | think the teaching
changes how you learn.

Tony(Interview 2)
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Xa lot of the time when | was doinglévels, | was forced to do things. Whereas here, |
can approach things the way that | want to approach them.eSen though it is more
y2yeyY2dzaz L K Aomio siudy hélkapthat IwanNBE T NB SR

Emily(Interview 2)

In all cases,in the final interview at theend of the academic yeatj K S LJ- NXedpOnsesl y ( 3
indicated that the understood the expectains on themin terms of academic skills (independent
study, critical thinking, application of knowledge to forming ideas). Howévreftew, Jane, Kate, and

Penny still didhe reason for being required to study a braaaldy of literature All of the paritipants

reported that they fad settled in to the routine of university, and made effective use of the social
worlds around them. For Simpuaniversity was nowothing unusual to him, and he had settled in to

the previously unfamiliar environment & student, of living asan independent person, andf

studying chemistry

XAdG G221 YS | gKAEtS (G2 3SG dzaSR G2 Al odzi
NBIFffex AGQa || y2NXIf NRdziAySe® L 2dmmid GF 1S
LQY f221Ay3 F2NBFNR (2 AGO

Simon(Interview 3)

Adapting to a new paradigm for learning and teaching was a hurdle for all participants during the first
year, and the realisation that independence was a significant factor was key to success. The sooner
they realised that they were on their own, and needed to take control of their own learning, the
easier they reported finding the transition and their courBeyn, Ffion, Kate, Will, Jane and Zach
reported being quite settled in the second cycle of intews. Conversely, Camille, Emily, Grace,
Raashid, and Simon were more reticent when reflecting on how well they had settled in to date at
that same pointHowever, thigorogressiorwas seen as an individual journey, not one involving the
support of others,despite thee being clear social worlds of importance to this new arena of
experience. Gaining these new skills as a university leamsiseen as importantand dl of the
participants in the second interview cycle stated that they had learned new. &killsnples of these
skills includedresearching of information (all participants said that they felt they were better at
researching information independently for themselves), managing their time (for example Raashid
repurposing his whiteboard to plan higorkload, or Mary writing extensive plans in a personal
planner), or making notes in lectureswias rare in the initial stagdsr participantsto see themselves

as part of a community of university learneasmidonly TonyRaashid, Zacind Mary saw themselves

as part of a disciplinary community, or linked themselves overtly to the identity of their discipline
Thisdisconnect appeared to be most prominent in those participants (such as Andrew, Penny, Vic,
Jane, or Kateyho did notappear tofully appreciatethe expectations of thahcademiccommunity

or the requirements of the Academwt the beginning of their courselhis aspect of a lack of

professional identitys discussed in more detail in Chapter 8.
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7.3.2 Limited initial awareness of the expectains of The Academy

When asked about their expectations of their university experience in the first interview, participants
typically understood that university studies operated by different rules and conventions compared
to school. However, their expeciahs (as shown in 3.1 above) were primarily around
independence of activity, ndtigherorder thinkingexpected of HE study by the sect@iKrathwonhl,
2002; QAA, 2018None of the participantsould explainwhat the conceptual epectaions were,

and lacked a clear understanding of theademic literacies required of their discipline. There was
typically a vague feeling that university study would be different from school, and that the workload

would be high, requiring SRL, but littleymnd this.

X[the lecturers]said that in the first year that you're expected to do about 1700 hours
2F X 62NJAy3IT FyR (GKS fSO0GdNBa FALG Ayidz GKI
that | don't really know.

Vic(Interview 1)

| think theyreexJSOGAyYy 3 YS (2 R2 | t24G 2F aSt¥F¥ NBI RA
it's a case of, they'll give us the basic understanding in lectures, and then we'll need to
find, to do a lot of extra reading ...

Quentin(Interview 1)

| think a lot of indepenent reading around the textbooks, the different critical books
and things like that. That's going to be a big difference from theval, because in the
A-level you didn't really have to do that. Half of the time the teacher would give you the
critical quotes and things. But, I'm not sure. I'm not too sure what to expect really.

Andrew(Interview 1)

Some patrticipants appreciated that there would be mohallenging academic expectations of them,
and that university expectations would go beyond rearning. Some expressed concern that they
did not understand the academic expectations that were being referoedor example, Ursula was
confused at the difference in language used by the lectuversusthe textbooks supporting those

classes, while Raashédpected some differences, but was unsure what those would be.

L R2yUdid 1y263x AdUa Y& FANRG GAYS Ay | dzy A @S
be a lot of surprises, and | don't know now what else they will be. | don't know, right now
it Aa fSOGdNB oFaSR FyR floas FyR GKSNBUAE f 1
RaashiqInterview 1)
Alp NITAOALI yiaQ SELISOGlIGA2ya 2F (GKS WNHzZ Sa 27
functional: Thg perceived that the main chafige facing them was theeed towork independently

andmanage high wrkloads, vith anunexplained RRA G A 2 y I f  Y\&ad lhSddio thémO (i 2 NI
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The gap in understanding of the conceptual requiratse of university study impacted on

LJ- NI A Ghghdeneirtavith the third social arena, the practice of the academic discipline. This
social arena was the most challenging of them all for the participants to understand, as it required an
understanding ofthe intellectual expectations and conventions of academia. The participants
typically did not understand the (often implicit) expectations of The Academy, and the academic
discipline. At the second round of interviews, there was still no clear conggphdst participants,

of what was expected of them in terms of intellectual or academic competencies, beyond a general
observation that the academic staff were expecting somgetsinidentified quality from their work.

Isla was the only participant who darstood the rationale behind a broad thematic focus to the

taught material and independent reading.

It doesn't seem to be as much of a memory test dewls, it's more of a skill tesKSo

we spent four months on just one book Atlevel, and we hadt6 S+ Ny 2FF o6& KSI
And then here, you read about three books a week, and you have to analyse them and

write about them, but it's less this specific point, and more what the general book says.

Isla (Interview 1)

Bythe second round of interviewsll participants except Bryn, Emily and Wilbcalisecthat there
was an aspect of the expectations placed on them that they still couldgonde grasp. The
participants did not perceive the core academic skills commonly expected of a graBuataples of
these graduate skills included knowing how taeigrate information; to see parallels across a body
of literature;to use literary or historical criticism, or historical sourcegpaapply core knowledge to
problemsolving in the laboratorfQAA, 2014a, 2014b, 2014& common approach was for the
participants to focuinsteadon a facet of their stdies that they could compreherat conceptualise,
0dzi RAR y20 @S0 fayilrunfddiarity® 2 O ZRye (Wil tikihodie p&bvasive
unfamiliarities that they could not conceptualise. The typical familiar unfamiliarity for the chemistry
students was how to manage the volume of information being presented to them. They focused
mostly on how to remember core coapts and facts, and how to curate the information that they
had been given.
L RARYQG GKAY]l 6SQR 06S FaaSaaSR a YdOK Ay
SOSNES tA1ST €10 LINYOGAOKE FyR addzF¥ tA1S

Tony(Interview?2)

The humanities students also focused on managing the workload of reading expected of them, but
more commonhfocusedon mastering writing and referencing conventions as a familiar unfamiliarity.
Referencing was the most common of these, as they weregawithe need to cite their sources of

information, but the exacteferencingformat was obscure andifficult to reproduce
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Hannah (Interview 2)

[aN

XGKS& | NB a
[referencingE a2 ¢S 2dzad a2NI 2F 3ASGatidchallengingk A G @
lyR 68 INB tA1S8Z 4L Y y2( 08Ay3 FTdzyyeo 2

most complicated referencing system knowntomearny R KIF £ ¥ 2F (KS LJS2 L3X
(2 NBFSNBYOAy3IsZ 80 f2yS ag@ipeSkhad G (K
!
GKAZZ L OFy NBFSNBYOS yedKAyIdé 2A0K (KA.

OKIftftSy3aay3ao LGQa y2aG tA1S | FNBFNR ¢gKSNB

reference a book, because it changes with everykat things are don® ¢

Kate(Interview 2)

Aff Y2l yAy3 |G dz&a y265 odz2i GKS

é

~

YIG8Qa FTNHAGNI GA2y F G 0 &tStraf madik of tha sysedzivaslcom®énz |

among her fellow literature students. In additicd@race also focused on the different conventions of

Americanversus British grammar and spelling, which were a major sourtagifationto her:

The Uni does advertise how international they are, and people are from all over, so |
thought different backgrounds, different spelling. It is still correct spellirig,jist of a
different country, how can that be wrong?

Grace(Interview 2)

YIiSQa FyR DN} OSQa ¥FSStAy3da 2F o6SAy3a STl 2y
penalised for something irrelevant, paralleled the anxiety felt by the ppéidis of all disciplines that

there was some additional hidden competency that they were expected to understduaedfamiliar
unfamiliarity appeared to badoptedas a tangible and achievable goal for the participants at this
stage in their understandingThis goalprovided a potentialachievementthat would evidence
progress in their studies. At the stage of the second round of interviews, most participants had not
yet received the grade or feedback on their autumn semester work, and so had few tangible
benchmarks on which to compare their progress. There was still apparent frustration at not being
able to conceptualise the other requirements being placed upon them. Participants knew that there

was more that was being required of them, but for the most it not understand what this was.

A uniform observation of all participants in the second interview cycle wadlibgtwere becoming
competent and confident members of the social arena of University leariiéith a few exceptions
such as Camille and ¢y they felt theycould study well and manage the workload effectively
However, all of the participants described a study environment in whichfeédegxcluded from the

broaderdiscipline itself.
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7.3.4 Emergent understanding of the conventions of thesdipline

The final social arena of significance in the development was the arena of the dis(figlime 7.4).

The social worlds of importance in this arena were similar to the other arenas, and so there is some
alignment thereKey social worlds ¢amily members and friends, which hadportance to the maps
described in figure 7.2 and 7.3, were of lesser importance here (unless a family member happened
to be a member of the discipline)he industrial partners (potential engylers) and learned societie

or regulatory bodies are a key feature of the discipline social arena, and there is considerable (but
y2i O02YLX SGS0 2@0SNIFL) 0SG6SSy (GKS dzyADSNRERAGE
personal tutor and lecturers being central to this overldjere was some impact of teachers who

were aligned with the disciplin@e W ySQ&a 9y 3t AakK GSFEOKSNI i aoOKz?2
{AY2yQa / KSYA&GNR GSIIOKSNJ aSSYSR (2 6S KAIKE &
Ina minorityof cases (such as Mary, whose father was a clergyBraily, whose brother was already

in a senior year of the courser, Penny, whose father has a strong interest in history) family members

did have an impact on théeveloping understanding of thgiscigine.

The implicit rules and expectations of The Academy revolve around key academ{Bekail et al.,

2004; Gildersleeve, Kuntz, Pasque, & Carducci, 2aa8)in particular core concepts of the academic
discipline. There were digginary differences in understanding the intellectual rationale for their
studies. These core concepts were elusive to the participants, and they understood them at varying
rates through the year (and some not at all). One of the factors that confused paatigipants was

the rationale for the work they were being asked to do. Chemistry students did not always understand
the rationale for the volume of content, and it was common for participants in English and History
not to accept the rationale for the #gansive reading lists, as these were perceived as being of little

or no relevance to their studies. In many cases, a single essay or piece of written work was the sole
item of assessment, and so academic activity beyond that assessment was often sepacEssary

and frivolous. Penny, Jane and Kate expressed this opinion clearly:

Xe82dz R2y Qi ySSR (2 NBIR GKS SyOGANB f AGSNI N
essay and know what you are talking about.

Kate (Interview 2)

So we spent the whole yeatudying 12 books, and then only one of them goes towards

2dzNJ | Ofdzq f 3INFRSE 423 LUY y23d 3I2Aay3a G2 NBI
not really that much prep but you have to do. You just have to read the books. And you

don't really have taead the books. I've haven't actually read half of them. Because you

write your essay on one book.

Jane (Interview 3)
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Figure 7.4
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members
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Figure 7.41 Social Worlds/Arenas Map showing the interactions between the discipline

and non-discipline arenasof HE. Social Arenas are indicated by capital letters, social worlds by
circles and elipses labelled with lowercase letters. Degree of overlap shows the extent of interaction
between social worlds and arenas, or between social worlds and other soclsl butrthe size and

shape of the elipses is otherwise arbitrary and does not have a signifidsseoé dotted lines indicates

social worlds not mentioned in interviewShading is used to highlight the contrast between the

Dependent and Independent Sddirenas.

Jane and Katdid not see the relevance of reading books that did not contribute to the assessment.
{AYAEFINIT &S 2Aff O2dz R y20 4S35Id&zRESHBt BHNYROEA 2
when he knew he would only need to answer questions on 6 in the exam. There were some
participants whohadrecognised the significance of the broad coverage of material in the déxyree

the point of the second intereiw. Simon and Raashid reported that they felt they were being given
the beginnings of an understanding of a subject, but recognised that their lecturers were merely
opening them up to possibilities of more information that they could obtain throughdiedtted
learning. Ffion, despite being one of the leasnhfident of the participants in her own abilities, was

clear on the beneficial impact of reading around other material on her academic development
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it, because the text is so dense. But then when | go to the lectures, | think my ideas just
ALINAY3I 2FF GKSANI ARSIFHa® {2 LQY y20 fSIENYAY
inspiration.

Ffion(Interview 2)

Ffionunderstood that the aim was to generate a broader understanding, and use the readings as

background with which to enter a critical relationship with the lectuféion used the act of agreeing

2NJ RAalIIANBSAYy3 gAGK GKS fobritdedB NQA ARSFA & |
| think the lectures are important, in making your own ideas, because you have to hear
a2YS2yS StasSQa A R&ealdmdreeducaid tioh Padziahd liké ti S
hear theirideas first. B2 YS G A YSa L QY 2 adieie | coriydleidl disagree y S a &
with them, but their ideas are still integral to the process.

Ffion (Interview 2)

In the final interview, Bryn described the impact of a wide reading base on understanding a core
concept. By reading extensively, he felt thatvires gaining a broader conceptual understanding, and

that this was important:

After reading more materiak G KIF G0 O2y OSLJi 2dzad 1SSLA O2YAy
context with other concepts, and the way that it worked with all the different contexts,

it justmade it clear how it works and why people didi2 2 dZQNB 2dza il GKAY 1 AY:
aL FY 3I2Ay3A (G2 dzyRSNRUIYR GKA&X GKS Y2NB ¢k

Bryn(Interview 3)

For Bryn, the important factor was gainiadproad conceptual background, with frequent exposure
to a concept building up a wider context for the literature he was reading. So the books themselves
were not important, but rather the concepts of the genre. Emily also appreciated the significance of

focusing on a theme across a body of literature, rattm@n an indepth analysis of a single book.

At SPSt L RAR 3ASG G2 (1y26 GKS o0221a NBIFffe |
AGQa Y2NB ftA1S GKSYFGAOFfte F20dzaSR I NRdzyR
really well and all the themes will just know this one theme really well through [each]

0221® !'YR LQff 068 FofS G2 RNI}g dzJ 2y Y2NB &

Emily(Interview 2)

This variation in the understanding of the significance of the broader context sughastiifferent
students develop this undertstanding at different rates. Just as individual learners develop subject
based understanding at different rates, so too will they develop broader understandings of the

conventions and concepts of the disciplinevelop at different rates also. For the majority of
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participants, this understanding developed during the gap between interview cycles 2 &fidr8.

Simon and Raashid appeared to develop this understanding by the second interview cycle.
Conversely, Andre, Jane, Kate and Penny did not vocalise this understanding digulice 7.5
summarises significant aspects of a selectioncoftrasting LI} NIi A OA LJ y 14 Q LIS ND
conventions of thalisciplineg and how this changed over a period of tirfi@vo exanples are shown

for each group of participants (those who developed an understanding by interview 2, those by
interview 3, and those who did not within the scope of this study)e moment of understanding of

the academic requirements of thdisciplire is marked by an asterisk in each timeline. In the case of
Ffion, the understanding of these key concepts of diseiplinecame in the gap between Interview

1 and Interview 2, as she was able to vocalise the relevance of a broader reading base in interview 2.

L GKAY]l NBFRAY3I | 20 2F ONARGAOAAY Aa |ljdzd
Oty GKAY]l lo2dzi GKSY @2dz2NBRStF>X S@OSy AT e2dz
GKAY1X G2 NBIR 2ySa GKIG @&2dz Ravwtaights.INES 6 A

Ffion(Interview 3)

C2NJ CFAZ2YS AlG 61L& AYLRNIFIYG G2 NBFIR 20KSNJ LISz
LISNOSLIiA2yad | SN addzRé | LILINRPIF OKSa GKSNBT2NB |
ideas to inform her owroriginal concepts. Ffion gained this understanding early on in her overall
development, which suggested an awareness and investment in the subject discipline that other,
more-confident participants did not yet realise. Jane and Kate, for example, whoasefaent in

their abilities, still did not vocalise this understanding, even at the end of the study (although they,
Andrew and Penny did vocalise that understanding in later interviews in a sepanately
continuation of this study). In the other casib® realisation of the rules came between interviews 2

and 3 in the latter part of the academic year, such as Mary who was frustrated by the additional

reading at first, but saw its benefit in the final interview.

The lack of investment into the rationaler study activities had an impact on the study approaches
undertaken by the participants. As understanding of the intellectual expectations developed, so there
was a general move away from surface or strategic approaches to studying (such as accumiulation
knowledge content, or making detailed notes) to an emphasis on more conceptual frameworks.
Examples of these more conceptual frameworks included: looking for commonalities or themes
across subjects, books or historical events; using information tee gmeblems in chemistry or
Fyag SN OKItfSyaAay3a ljdSaitAazya Ay KAAG2NBET 2NJ |
FNIYSg2Nla G2 AYTF2N¥SR 2ySQa 246y ARSIao

¢CKSNBE ' NB Of SENJ RAFTFSNBYOSa Ay G(KS Né&dsSpling,¥ RS
and not all participants achieved a full understanding by the end of their first year. There is a clear

need to support students in understanding the conceptual requirements of the discipline early in the
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Figure 75
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Figure 7.51 Perceptions of the Rules of the disciplineStepby-step summaries of the positions and

perspectives of participants pertaining to the conventions and requirements of the discipline. Each
summary is taken from the interview transcript. Titerview in which the participant vocalised an
ng t he t he

did not exhibit this understanding within the scope of the project.

under standi of 6rul es of gamed is i
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course, in order to facilitate engagentewith the learning activities, and an appreciation of the
requirements of developing holistic understanding of the subject as a whole. This has potential
significance for how curricula are designed and developed in HE, especially the Year 1 curriculum, to
AYO2NL1LIR2NFXYiS YSGK2RAa GKIFG SYLRSSNI aGdzRSyda 2

for their discipline.

7.4 Barriers to understanding the expectations of University
7.4.1 Defining the drivers and barriers

The varying rate at which the paipants were able to conceptualise the requirements and
expectations being placed upon them was due to a conflicting range of environmental and
institutional factors. The driving forcésr, and barriersagainst the appreciation of the conventions

of the discipline are summarised in Figufé. Figure7.6 represents the competing impact of these
factors as revealed by the perceived or inferred significance by the participants in their interviews,
through a forcefield diagramArrows represent factors theeither drive or support students to
become embedded within the culture of the discipline (arrows pointing right) or inhibit this process
(arrows pointing left). The size of each arrow indicates the relative significance of the factor, gauged
either fromthe frequency of mention in the interviews, or the degree of emphasis placed on them

by the participants.

The drivers for integration were primarifpcused aroundcontact with established practitioners
within the academy (either through mentoring, or tletting of authentic learning activities and
assessments), and salfscovery of the requirements of the academy throughl and error. The
extent to which the participant aligned themselves, and their career goals, with the discipline was

also a drivindactor, although career goals appeared to be less significant.

The barriers to conceptual understanding of the expectations of university education had more
substantial impacts. The lack of social integration on the course was a significant factongrtbani
participants were limited in their peesupport network for the discipline, and restricted in the ability

to collaboratively explore the conventions of the subject. Similarly, the assessoragalfocused
attitude was prevalent, and meant thaagicipants could not see the longéerm requirements of

the discipline. The factors that were most common, or appeared most frequently as codes, were the
lack of a clear rationale for learning activities, the lack of guidance and contact from acadafinic st
(i.e. expert members of the discipline), and conflicting concepts or impressions being given to the
participants (such as the importance of critical evaluation being emphasised, but then the classes

focusing on content and knowledge acquisition)..
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Figure7.6
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Figure 7.61 Forcefield analysis of the drivers and barriers to integration into the discipline.
Arrows on the left (pointing to the right) represent drivers, arrows on the right (pointing left) represent
barriers to itegration. The size of the arrows represents an approximation of the relative significance

of that factor in the data.
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7.4.2 Lack of direction and guidance

The most significant limiting factor to all participants was the relative lack of direct support and
guidance from a morexperienced individual in the discipline. This lack of mentorship limited the
SEGSYyl (G2 6KAOK GKS LI NIAOALIyGa O2dAf R 68 SEL
the conventions of which they knew nothing, or vetildi about. Simon summarised his experience

Fda NBIFIfAaAAY3d aK2g YdzOK &2dz KI @S (2 1y263 6AGK
of information delivery, thearticipantswere not informed how best to use that information. Lack

of oneto-one communication is a key factor in the failure of a commufRyobst & Borzillo, 2008)

and the relative lack of guidance and mentorship had a significant negative impact on all participants.

Xe2dz YySSR GI2NJy 2Nl y2R2(Ye FilDilaz e2dz KI @S G2
I f 023SGKSNE NBIffte SELIAOAGEE@D ! yR &2 dzQNB
Ay £SOGdzNBas &2dzQNB G2fR GKIFEG Ay Gdzi2NRLFf &

Simon (Interviewd)

This may be explained by the divergent aims of the communities of students and feazilyas
observed by Engstrom, 2004, in his study of studefaiculty interactionsat Syracuse University)
where students are aiming for a qualification, but faculty geedisciplineas a vocationk-or example,

Kate disagreed with the type of guidance she and her peers were being given on essay writing:

That was the style guide aryu are expecting people to know exactly how to write the

perfect essay from day one. We have only been here for three months. You have given

dza GKA& 3JdzZARS GKAOK A& RAFFAOdA G G2 3ISEG GKN

actually needbecause it is not necessary to you. It is just simple things like the page

YydzYoSNJ Ydzad 6S Ay (GKAa O2NYySNIIFYyR Ay GKA& 7

In the wider scheme of things does it matter? You should give us this year tomatt it

And the urgencys tobe really perfect straight away, and | am not lgefanny, this is not

tfA1S 6S INB 0SAYy3 YINJSRZ YR 6S IINB LI &AyYyS:

Kate (Interview 1)

YFGSQa FTNHAGNI GA2Yy gl & Ay y2i o0 &ihyedateskilhéeded (i K S
(i.e. essay writing and referencing), while she felt that the faculty focus was more on laying the

foundations of proper presentation and formatting.

Lack of guidance was also compounded by a-gnahtated rationale for studyingi.e. a strategic

focus on assessment and grade results) causing the participants to be seeking different advice from
what academics expected to provid& y SQ& 02 YY Sy (i 7.8.4) duddi réiisindityread S O (i |
the whole reading list is exemplary thiis ¢ her priority was producing a good essay, rather than the

broader aim of developing an appreciation of the genre on which the module was focBmigrly,
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Zach developed a very shdadrm strategy to cope with passing one difficult module thasveatirely
focused on the result, rather than the learning experience of the discipline.
L oFlaAaldltte KIR 2yS SEIFY [yR TAGS Oflaa GS
ME: 2F GKS O02dzNBS:E a2 y2i ySOSashéaNgfore |y

those. | mean, | did quite well in them, getting 70% on most of them, but the exam |

a
S

studied for by putting all key words on to like Quizlet, which is the online flashcard site,
and then just getting to know the key words and key equatichsRly Qi ¢2 NJ 2 dzi @
for me. | got a 43% happy that | passed that.

Zach (Interview 3)

A few participants did highlight guidance in academic skills, for example the application of problem
solving was made clear to chemistry students in tutorial workshapd there were some guidance
sessions for humanities students:

X6S KIR | fSOGdz2NBE 2y K2g (2 oNARGS Iy SFFSC

about the idea of an essay; it sort of changed my perspective on how | should write one.

...you have to rake a clear argument and then continue arguing that while providing

counter arguments and that sort of thing.

Bryn(Interview 2)

Conversely, others felt that there had been relatively little, or no, guidance on the conventions of
academic thinking and ghconstruction of a supported opinion. Jane reflected at the end of the
academic year that it would have been beneficial to have been informed of the academic

expectations at the outset:

Yes, they should've told us at the beginning. | think it's diffimbyiously, for them
because it's so obvious to them. And | think they didn't really tell us at the beginning.
That would've been better.

Janeg(Interview 3)

It is unclear why there was this discrepancy. It could have been a mddutdrdifference between
levels of support, or it could have been that some participants missed the guidance when it was given.
Despite involvement in seminar discussiimgheir coursesall of theparticipants in the humanities

felt that mostly they had been left to work outhie requirements and conventions for themselyes
even those such as Bryn, Ffion or Jane who recollected specific study skills Gadsasirequent
interactions with specific members of staff provided effective guidance from the faculty. Jane, for
exampe, had one lecturewho clearly defined the ideal approach for shaping an argument and an
essay, towards the end of the year, which she found invaluable, but equally also felt that the insight

should have been provided earlier.
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An interesting perceptiorvoiced bysome participants was the feeling that perhaps this level of
uncertainty was the norm for university life, and that a lack of guidance and support dediberate

andintegralchallenge of the universitigarning process.

XiKS& R2y Qi usaltyeltlues. Zhe@vikagt $ou to work it out yourself, they
R2y QU gltydG G2 3IAGS &2dz ftf 2F GKS FyagSNES
0SGUSNE o0dzi AdGQa KINRSN® ¢KSe glyid G2 &aSS ¢

Jane(Interview 3)

| feel sometimesK | G @2dz R2y Qi 3ISG F f2G 2F AYyF2NNI G

dzy A@SNEAGE tATFTS 2N y2d0ed L FSSt L KIXS (2 7T
having to adjust to actually understanding what they want you to do for your work.
Hannah(Interview 2)

Al1S 0SAy3 G2t RT { K-S@d$likd tiNan targo BeydBd tRa? dzQNB |

2 KSNBlFax ¢6KSy 6SQ@S y20G 0SSy (2fR 6KIG 6SQN

Mary (Interview 2)

al NEQa O02YYSyl KAIKT Ardpkoci ai thigiukcertainip. Otfiey aisb felf thaytie 3 |-
lack of guidance would have a negative impact. The lack of positive reinforcement and guidance from
a teacher was seen by Ursula as a major limiting factor to her stuilee noted the benefit that

posdtive reinforcement provided, and the potentially catastrophic impact of a lack of support.

| need that sort of friendly person to encourage me, otherwise | just won't do it.
Someone that is quite harsh towards me, | went to their work, | feel really uwliaged

from it. X @ I'm insecure about something, like | would break down. In my maths lessons
I'd have five breakdowns a week, because | couldn't answer one small question, or |
needed just a little bit of help to get over one little bump.

Ursula(Interview 1)

Mentoring and support were important for Ursula, far more so than for other participants, and its
lack was potentially disastrous for her developmeXd.mentioned in section 3.3.3, Ursula withdrew

from the university before the second interviewate. Unfortunately it was not possible to ascertain
GKSOGKSNI GKAAa 101 2F adzJLR NI s+ a L+ O2y i NR G dz

University during the first semester.

The perception that participants were expected to figure out the pararsetof their studies
themselves was even more apparent in the narrative around assessed work. Participants were

unclear what was expected of them, either in the volume/focus of content and detail required for
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examinations (in the case of the chemistry statk), or the expectations academic staff had for

essays and assignments (in the humanities students).

L {AYR 2F X ¢2NJ SR 2dzi K2¢ (2 R2 AlGX @&2dz |
gKeXgl a GKA&a Saaleée y20 322 R hkawewotiitgst KSy L
easier to work out what they wanted us to write.

Jane(Interview 3)

Often this lack of direction was challenging for the participants to get started in their work. Without
a clear set of guidelines of the parameters of the assignnikay, were unsure of where they should
begin. This was quite a st@mange from school, where the activities were highly prescriptive; well

explained and welupported.

The expectation to work out the rules and requirements of the expected academic practicmade
problematic by a limited amount of feedback, and apparently inconsistent marking, in the eyes of the
participants. This was problematic as it meant that there was no baseline for comparison, and

participants felt that they were building theirilk on weak foundations.
L adAftt R2y Qi KIF@S lye ARBWRsKIMG AGES  FRT LS
KFIdS Fye ARSI ¢gKeé GKS@& R2y QG 3IAGBS @2dz I yeicr
Mary (Interview 3)
The significant impact of such guidance, when it did occus agparent. For example, Jahad
revelatorydiscussions with one member of staff over an assignndening amodule. Jane was mid

way through writing her essay assignment, aaduestedguidance and supponvere revelatory

about the expected approaches.

| just had a really good lecturer, actually. And she went through stuff to do with
introductions and conclusions to essays, which is obviously like the hardest bit and

GKSY L ¢Syid>x ahK (0KFGQa 6KIFIO LQY &adzll2aSR
Jane(Interview 3)

Guidance from expert members of the discipline was clearly important and valuable when it was
received, but problematic when it was omitted. The perception that a lack of guidance was somehow
part of the learning experience, however, was poialtly damaging to both confidence and self
esteem, and limited both progression and the development of appropris®iskills in those

individuals who experienced the lack of support.

A compounding factor for a lack of guidance was that when guidance fiesd it could conflict
with guidance received from others. The participants did not yet have an understandorg

necessargoping strategies for the nuance and variation in how material is presented by individuals
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within HE. This variation the expectations of different academics over what a good answer looked

like, limited the effectiveness dBRI6 SO dza S G KS LI NLAOA LI yia RAR y
FAY F2NE Ay O2y(iNrad (2 aoOKz22f3 ¢KSKBquedidh. T2 0
This challenge was especially difficult at the beginning of the course, as the participants adapted to

the change from school.

XGKS Y240 FTNHZAGONIGAY3I GKAYy3I L KI @GS F2dzyR K¢
professor saysone tfiid I YR Y23 KSNJ LINPTFSaaz2N) area azy
little bit frustrating, because at the end of the day | have to write the exam, so what will

come to my paper so this is very important to know.

RaashidInterview 1)

Additionally, themessagse given to students werelissonantand caused confusiorLecturers
emphasisedthe importance of selflirection, originality, and critical thinking. Yet the teaching
received on the courses was primarily througjdactic lectures, with littledirect person&contact
with the lecturers.In chemistry practical laiyatory classe, the most common contact was with
postgraduate(Ph.D)student teaching assistants€Even in the humanities subjects where seminars
were common seminars were conducted by postgraduatidents, andthe only contact from

academic staff was durirdjdacticsessions

They do expect you to have your own ideas, rather than just repeating what they taught
@2dzd {2 GKSEQNB t221Ay3 FT2NJ ONBIFrliA@iie ood
f SOGdz2NBE GKSe& 2dzaid a1 f 1 A yustidngior @anghdag likeé tyakR ( K S &

Ffion(Interview 2)

The confusion and lack of support felt by the participants s@wetimesvoiced in terms of their
perceptions of fairness or value for mgnemphasising the significance of it to their lived experience.
The impact of this uncertainty and lack of directiwas profoundon the reimagining of theiPLSs
from school touniversity Without guidance, the revision of these strategiesuld potentidly be
unfocusedmisguided odetrimental.Issues aroun@nculturationinto the various disciplines within

the academy have significant impact on the development of SRL.
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75 Conclusions

7.5.1 Interacting social arenas inligher Education

The particip y i 4Q SELISNASYyO0Sa &adaA3Sad GKIG RdzNay3a | S
a2O0RAl € F NBY I a A YL} OG SR (i)dehd2disciplin& Ge. helingNdastionig LI y
chemist, historian, or literary scholag)i) Being a Learner iHE (being a student, and learning how

to learn); andiii) Living as an independent adult (learning to live without the family support network).

Learning to be independent was the major focus for the participants in the early staghsiof t
university perience, anatould be conceived as a gateway for the other two arenas, as without it
the student could not function. The participants were embedded within several interacting social
worlds. Theparticipants who returned tat leastinterview cycle Zachinvestigated and understood

the requirements of living independently, in collaboration with others and with other social worlds.
A delay in embedding within the arena of being independent could potentially limit the development

of other arenas and, as asult, SRL.

Engagement with the social arena of being a university learner was unique to each participant, and
involved their developing of both study skills and academic literdajgscts that Ashwin et al., 2015,

pp., highlight as particularly important for learning developmeAtfjhough there are accepted norms

for learnersg their levels of engagement, learning approaches, behaviours and expectgteath
individual established their own interpretations of thes€his individuality is evidenced by the
differing rates of understanding the core principles of the discipline (as shown in Figure 7.5), as well
as differing participant views on the importance of exteading, attendance at classes and seminars,
and the perceived levels of support offered to them (as detailed abdve).key social worlds of
importance here were those of the course peers, academic staff, and domestic peers. Central to the
function of ths arena was understanding the importance of independence sptakning and the
development of learning strategies. Integration into this social arena consisted primarily of swapping
the conventions and expectations of the school learner social arenagapiging those insights to

the social ana of the university learner.

¢KS FINBYIl 2F (GKS RAAOALAAYS 46l & GKS 203SNF NOKA
aim of most degree programmes is to develop a graduate who can fungtiwteastin part¢ as a
professional in that disciplinéBiggs & Tang, 2011; Bligh, 1990a; Daily & Landis, .20&dically,
however, in most caseparticipants felt the least embedded within this arena. It was clear that
learning activities were undertakeuwritical essays for the humanities students, conservation work
and interpretation of sources for the historians, and laboratamrk for the chemistry students.
However, these were not viewed by the participaasauthentic, examples of professional practice.

The challenge here, therefore, appears to be one of perception, that the participants did not feel that
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they were members of the disciplinbut rather students who happened to be studying that subject.

This issuef identity is discussed further in Chapter 8

Each of these social arephadkey activities or competencies the participants reported developing
Theseawere eitherembedded within one arenar shared between ther(see figurer.7). Writing skills

and refeencing conventions, for examplejere fundamental competencies of being a university
learner, but also important to the disciplin®ersonal administration (such as cooking, cleaning,
shopping and doing the washindloweverwassolely competencies of ligg an independent adult.
Mastering some key competencies therefore had impacts on more than one arena, while other
factors had very specific impacts. Building PLNs and academic relationships were core to all three

arenas, which highlights the significarafeall three arenas to the development of SRL strategies.

7.5.2 Grasping for the unobtainable

There was a strong sense of the participants trying to understand the requirement of the discipline,
but just falling short of attaining that during much of he\J FANEG &SI NX¥» ¢KS
dzy FI YATAINAGASAQ ¢l a + agyvYLiz2y 2F GKAAX 6KAO
tangible in the face of something that could not be conceptualised (such as critical evaluation of
historical data, broad syhesis of a genre of literature, or broad principles in a branch of chemistry).
In several cases participants exhibited an understanding that something different or unusual to their
established experience was required. But none could vocalise what thiatvtlae start of the course,

and only a few expressed an understanding of this at the end of their first year. This inability to
understandthe requirements expected of them, combined with a lack of guidance or direction in
many cases, led to frustraticand disengagement in those participants who had not reached a point
of understanding of the requirements of the discipline. There appeared to be a strong correlation
between those participants who had understood the rationale behind what was being remfired

them, and general satisfaction with the course.

A lack of understanding of the rules of the discipline (and the consequent exclusion from the
discipline) could limit academic success and effective development of SRL strategies during the First
Year.L®]1 2F a20Alf O2ydl Ot 2y (GKS O2dzZNES 27F 4&aiddzR
individuals from a different subject area, rather than those within the discipline. This meant that the
progress of understanding these rules was slow. The veldick of contact with academic staff also

inhibited integration with the discipline.
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Figure7.7
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Figure 7.77 Alignment of key factors into three social arenasThree arenas are identifie@eing
an independent adult (green); being avdrsity learner (blue) and the discipline being studied (Pink).
Each social arena comprises of essential factors and competencies, which may or may not be sharec

with other arenas (identified by the position within the intersecting regions).

753 LYLI OO0 27F tSIFNYyAy3d segumeddetrSidy 2F (0KS DI

When discussing their experiences of the year as a whole during the final round of interviews, the
participants refleatd that they had developed significantly over the year. Common to students
beginning universityMaunder et al., 2013) the participantsinitially had varying (but generally
limited) understandings of the expectations of university, and the academic literacies required of
them. All Participants had clear expectations of, and reached confident inclusiba scommunity

of independent adults reasonable expectations of, aridcreasing expertise in being university
learners, anda partial understanding of the requirements of thiscipling even if there wadittle if

any inclusion within it. Learning the rule§the game is integral to the development 8RLfor the
discipline, and in turn effectiveRb is essential for success in that discipline. Without effectie S

strategies, integration intdhe Academy is inhibited, but without thegtraction and suppor of the
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discipline, and its community(for example lecturers, researchers, pasaduate students)
developmentof § At 0SS Ay KA onodeidto, 193NIOPG)dErtiRy lack afy (G 2 Q
engagement with the discipline as a key factor fudents leaving their courses, arRfobst and
Borzillo (2008tite lack of direct engagement with tleeademic communitgs a factor for failuréo

persist in HE

One of the key fears of the participavas that without guidance they might be learning the wrong
things, or developing in the wrong way. As the participants were reconstituting $ftistrategies
over the course of the first year at university, there was a real threat that without propieagce,
they might revise these strategies to support the learning requirements that theyght they

needed to develop, rather than those they actually did require.

7.6 Summaryand putative model for empowering students to learn the
WNHzf Sa 8® GKS 3L Y

The analysis of the social worlds and arenas around the participants suggested that a key factor for
iKS RS@OSt2LISyid 2F {w[ ¢la (GKS O2yOdzNNByild RS¢
for the academic discipline in which the participant veagaged. However, this process of becoming
embedded within the community of the discipline faced several barriers. Two major barriers were
the need to first become an independent adult (albeit in a highlgported environment, such as a
University Hall oResidence), and secondly to become embedded within the community of university

learners overall.

The process of becoming embedded within the community of the discipline required active
interactions between students and the academic staff (both lectuf@essonal Tutors, pogjraduate
seminar tutors and teaching assistants), and also between peers (both within the discipline and
external to it). A lack of engagement between these constituencies potentially leads to a delay in
embedding the student withithe discipline, and in several cases in this study led to confusion and/or
frustration. These findings have implications for professional practice, as they suggest a framework
of key stakeholders who need to interact in order to support the student imlegrthe professional
practices of the disciplineRepetition of the core fundamental messages about the academic
discipline may be required here, as here was evidence that although the academic Schools had
explained theconventions of the discipline, thigas not fully either understood or remembered by

the participants.
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Figure 7.8llustratesa putative model for how such interactions between stakeholders could function
(2 adAdl NI GKS ad0dRSyd Ay RSOSt 2 LA ybasedioy thedzy R S
findings described in the chapteFormal teaching activities (shown by the black arrows) have the
potential to be used to reinforce the established norms of the disciplieeturers were reported by

some participants to provide useful guidamn academic skills, though due to the social situation of

a lecture, where students would be unlikely to enter a dialogue, the arrow in the figure is
unidirectional, highlighting that the communication is form the lecturer to the student. The possibility
for more fruitful dialogue is through interactions either with a seminar tutor (in Year 1 this was usually
It K5 &aiddzZRSyidoz 2N I GSIFOKAy3a Faaraidlyd Ay
though tutorial sessions and mentorinbhese iteractions would be tweway discussions, hence the
double-headed arrowsln addition, one of the potential benefits of a postgraduate student would be

as a lesghreatening person to whom the student could turn to for guidance about the discipline by
askid ljdzSadAzya GKFdG @SNByQid LI NI 2 FEach of Thesely | f
academic staf§takeholders need to present a-codinated message, however, tiee data suggested

that conflicting or contradictory messages caused confusion. Therelwere are also arrows

between these in the figure.

There is the potential for student peers on the degree to be part of this learning of the rules of the
discipline, as there were some limited examples of participants learning from each other, either
during class sessions or outside of class. These course peer groups would also be impacted by the
lecturers and posgraduate tutors.Peerinteractions could beeither facilitated discussions within

formal teaching sessions or tutorials (black arrows),nforinal conversation®utside offormal
teaching(white arrows) There is also a role to be played by the domestic peers (and possibly family
for those students living at home) in supporting the development of the student as an independent

individual and uiversity learner.

The key factor with the proposed interactions is that they are rich in dialogue. The lack of effective
dialogue about the rules of the game for the discipline was evident in the data, and where there was
successful progress (for examplgl y S Q&8 SELISNASYyOS sAGK GKS &dz
| FyylFKQa AYyiSNIOGA2ya oAGK GKSANI LISSNRBRO RALIf
aGrayradAzy o0F2N) SEFYLXS YIFIGSQa FNHAGNI GA2y | (
situation was static, though printed media or didactic instructions. So, as in the development of SRL,
there appears to be a key social element to learning the rules of the game for the discipline.
Embedding within, and understanding the conventions of, theigliie was also important for the
2y32Ay3 RSOSt2LIVSYyd 2F {w[= YR 2F (GKS RS@St 2

The impact of identity is discussed in Chapter 8.
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Figure 7.8
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Figure 7.81 A putative model for support of a Year 1 sudent in the development of an
understanding of the conventions of an academic disciplin&ey stakeholders are identified

by boxes, with interactions between them shown by arrows. Black arrows represent formal instruction
or formal classes. White arrowepresent informal interactions outside of taught activities. Two headed
arrows indicate dialogue, single headed arrows indicate direct (didactic) instruction. Italicised text

shows the nature of the interaction
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Chapter 8

IDENTITY AND AGENCY HE
DEVEOPMENT OFELIREGULATED LEARNING

8.0 Context to the analysis

This chaptet f Adya 6A0GK wSaSlINOK vdzSaadgArAz2y oY a2 KIFG |
students regarding SRandthe extent of their agency and responsibilities within the HE s8ttné

The aims of this research question were initially eSS G A 3 §S G KS LI NI AOA LI vy
own responsibilities in the learning experience at University. A common concern in contemporary HE
Ad KFG aGdzRSYy (& SR alich DRy 201580)Bhe ddcedRi® that students

are overly taughto-the-test, and provided wh all of the information they require, with little need

to investigate knowledge themselves. The transition to an HE environment where the syllabus is less
closely defined, anavhere much of the studying is expected to be skiected can therefore be a
challeng (NewmanFord, 2018 ¢ KA a NBAaASHNOK jdzSadAz2y FAYSR 0;

their own roles and responsibilities in their learning at University, caegbéo school.

One of the key principles of Grounded Theory is that the researcher remains open to unexpected
concepts emerging from the data (see section 3.4.1). This was indeed the case with this aspect of the
analysis, e outcomes of the CGTh ar8lA suggested that the understanding of roles and
responsibilities was morauanced than originally expecteds a result it became apparent that
0SGUGSNI f Sya (KNRdAK 6KAOK (G2 SELX2NB (KS LI N
identity. This rexsed focus enabled the consideration of how perceptions of roles and responsibilities
F2N) E SENYAYT 6SNBE AYyTF2NN¥VSR 0@ & dsB&ignw an howdS N S
they believed they fittedn to a wider educational and social contekhis outcome also exemplified

the potential benefit of a nowpositivistic analytical approach, such@&Thfor identifying themes

and concepts that had not previously been anticipated.

8.1 Overview of the supeitodes and categories

The theme of identityonsisted of four categoriesifmmarised inigure8.1): Identity development;
challenges to identity development; positive feelings; and developing-tlermg strategies. Using
Positional maps to support the CGTh analysis, this chapter will focus onythddteities that the
participants presentedn addition the barriers that impede identity developmewere defined as a

supercode as these also directly impact the effective developmerRistrategies.
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Figure 8.1

SuperICodes Category Theme
r T 1
Interview 1 Interview 2 Interview 3
[ Established Identity } [ Studenltd/:rr":)i:issional
[ Establishing Identity ]—[ Evolving Identity Iel=iiny :
[ Self-reliance ]—[ Independence ]—[ Independence bavelogrmant

[ Learning as a Journey

Learning Style ]—[ Learning Style ] 1 ({_' m
hallENEESHO)
Small Fish, Big Pond ]—[ Small Fish, Big Pond ] IdENTItY;
- - - = : : WEVEIOPIENT
Negative Self-image ]—[ Negative Self-image ]—[ Negative Self-image ]—J Developing

\ ( Identity
[ Euphoric Feelings ) L Euphoric Feelings
- - - BOSItiVE

[ Self-confidence ]—[ Self-confidence ]—[ Self-confidence Experiences

[ Satisfaction ] [ Satisfaction

[ Living in the Moment ]—[ Living in the Moment ]—[ Living in the Moment
Developing

[ Future-Planning ] [ Future-Planning Long-Term

Uncertainty over the Uncertainty over the ] TR
Future Future

Figure 8.171 Summary ofthesupa-codesand cat egories the O0Deve
Identification of the supecodes determined from the CGTh analysis of each interview cycle, showing
the categories into which they were consolidatepercodes (light grey boxes) are aligned with
cognate Categories (dark grey boxeghicharecombined to makéhe Theme Lines show clustering

of supercodes into categories, and categories intin¢mee

8.2 Drivers of idenity development

In the analysis of all three interview cycles there were codes relating to factors that impacted upon
either established or emerging identiti¢glustrated in Figure 8.2)The emergentcodes could be
broadly clustered into intrinsic facts (personal motivations and perceptions)milar to the factors
identified byLa Guardia (2009and extrinsic factors (social or societal factors established by others
and acting upon the participant). Each factor could have enhancing or inhibitory influences on the
LJ- NI A OA LJ yelioviag idenfit(\Vengef, 1998)TIe emergence of identity as a factor from

the data aligns with similar themes in thigerature around transition. & discussed in section 2.1,
external factors such as interactions with social groups (Hughes and Smial, 2014), class (Reay, 2002)
and a sense of belongifBalmer et al., 2009) were key in facilitating transition. Thesalhexternal
FTFEOG2NR NBtFGAY3I (G2 &0dzRSY (betweeByWIIiATA SEPE { AtYIA

(2009) proposd is an intrinsic impact on identity, as is how the student relates to their own family
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Figure 8.2
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emerging from the data are clustered into Extrinsic and Intrinsic factors, each of which is subdivided

into two further clusters (grey boxes). White boxes indicate codatedeto student/professional

identity categorylLO = Intended Learning Outcomes (Biggs & Tang, 2011).

and friends (Baxter & Britton, 2001). Taken as a whole, these extemmalinternal factors that

influence transition, have concepts of identity and $elage at their core.

8.2.1 The impact of &trinsicfactorson identity development

Extrinsic factors could be divided into societal factors and cewgisged factors, ad broadly align

with key concepts discussed in chapters 6 and 7. Participants used these factors as benchmarks for

their own general position itheir course, the universitygociety, class, their worldiew (in particular

those participants who were padf religious communities), or political persuasioksr example,

religious communities were an important part of the identity for Mary, Emily and Raashid, while sport

gl a

Tdzy RFYSY Gl ¢

g2

2 Attt Qa

ARSYGAGE S

| y/dRverd S f

for Bryn, Grace and Camille, respectivelhis latter factor was particularly potent for shaping self

perception and identity relative to their peers.
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XIa |y AYOGSNYyFGA2ylf addzRSydsz Ad4Ya 2dzad |
difficult for me to get into the group, especially as | have so much different from them.

Raashid (Interview 1)

L rfglrea GStf YeaSt¥Fx ab2 AG Aa 21Fre& G2 o
they are interested. They are not trying to single you dligy are not trying to
NBAYF2NDS GKIG &2dz  NB RAFFSNBYG FyR &2dz |

Grace(Interview 2)

Focusing on how the society impacted on their own identity empowered participants, as they were
able to situate themselves and theisgirations within a largecontext An example of this wase

quote from Grace in 7.3.3 regarding her being challenged over American grammar and spellings
Although this experiencsituatedGracel & 'y W2 dzidaARSNR GAGKAY ,0KS

her response to the experience was proactive in revising her study approach to address the issue

So what | do now is | write the essay or creative writing piece or whatever. | write it how

| would write it, my spelling, my referencing, my everythinggd éhen at the very end |

Ndzy AG GKNRdJzZAK |y 9y3firak aLlsStt OKSO1xZ Iy
Grammarly, and you can change the language. So | changed that, and then also changed

X 0S0OlFdzaS a2YSiGAyYSa O2YYl & g asSdifféerentF TE&NB Yy (1 @
learning something new every day.

Grace (Interview 2)

DN} O0SQa NBalLkRyaS (2 GKAa AaadzsS gl a G2 0Gddz2Ny A
isolation was a source of growth rather than a limitatienNJ OS Q& Ayl iwtSrd|techiobdy &
and peers though this experience suggests that the experiences shevaecesintegral to the
formation ofher PLNand the development of her approach 8Rl.and to her framing hedentity

la |y W2dziaARSND eAyid2 | LRAAGADBS SELISNARASYO

Extrinsicfactors typically had little impact on the development@R[but did have some impact on
GOKSAN) FoAtAGE G2 aSGdftS FyR 0S02YS O2yTARSy
the societal perception of students was a fact@re. The overridingocial identity of a student
experienced by participantsvasof students beindiedonistic and worshy. Some participantée.qg.

Kate, Mary, Tony or Nick) tottkis as a challenge to refute, whilst othees@.Andrew, Grace, Raashid

and Quentin) savit as being mordimiting, and it affected their own selfiorth and selconfidence.

The projected identities from course structureere important for how the participant saw
themselves in relation to their discipline, and their futudentity as a graduate ¢ KS WNXzf S &
3 I YtBeme (discussed in chapter) Wvaskey here, showing that there was considerable overlap

between the themes of identity and communities. The extent to which the participant viewed
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themselves as part of the aipline was a major factor in how they identified themseltresughout

the course, and in particular at the end of the first y@iscussed in more detail section 8.3

8.2.2 The impact of intrinsic factors on identity development

Intrinsic factors ould also be subdivided, into motivational factors and -pelfceptions. Codes
relating to motivational factors were primarily related to seifage and emotions. For example,
participants who were more positive or content saw themselves as agentic aradbleasuch as

Grace, Will, Simon, Lucy and Andrew). Contrastingly, participants who wessategigd with their
environment, such as Jane, Kate, Ursula, Orla, Penny, or Quentin, saw themselves more as individuals

caught in a process over which they Hdtle control, or were dissociated from

Fear of fitting in to the peer group or academia was also major driving factor, in particular for those
who perceived themselves as coming from different backgrowsadh as: Clagsuch as Ffion or
Orla);comingfrom overseas (such as Camille, RaasindGrace); or returning to study after a break
(Lucy). Fear of failure waaso particularly potent, either based on sgierception, or previous
experiencs. Typically a lack iseltconfidence inLJ: NJi A @wrLabilifies &v&s based on previous
experience ¥ FlLF Af dzZNB LINA2NJ (2 ! yAGSNERAGEeS adzOK | &
6KSY FIOSR gA0GK ¢gKIG akKS al ¢ Fa dzyadzZN¥y2dzyal of
Year 1 of a maths degeeor Orlaexperiencingnental health issues at schoéifionandlislahadboth
struggled at schoolLucy, as a mature student, had the perception, which is typical otnaalitional
student entrants(Mallman & Lee, 2016)hat shedid not have the academic skills of traditional
entrants, and wouldhot be able to adapt or fitn to university. Quentin, as a dyslexic, was worried

that his disability would be a limiting factor.

These motivationaMgerceptions of belongin@ A Y L#nQhe &R at which the participarg
embedded themselves sociallywtiversity, and saw themselves as part of the university community.
These factors led teome participants viewing themselves as &mposteiQ and one who did not

deserve to be at university.

LO@S 3204 F o6A3 FSIENI o2dzi FlLAEAYy3 Y& TFANR
GK2Qa | YIFGdzZNE adGddzRSyid Fra ¢Sttt IyR 6S YSi
0StASOSAGONBAYEdY a2 L GKAY]l 6SQNB 020K A\
Lucy(Interview 1)
Thoseparticipantswith more confidenceand less fear of failuresuch as Andrew, Emily, Grace, Kate,
Mary, Nick, Simon, Tony, Vic, Will and Zditted-in with their peers very rapidly As discussed in
Chapter 7, time spent settling in socially tended to impact on the developme8Rastrategiesg

especially for formation of PLNs.

156



The second intrinsic factorW LISNOSLIJGA 2y a 2 7F & ( Hdsy HamkupercbdéR 6 S
related toselfevaluationand selfcriticism A comparison of these codes highlighted commonalities
that we used to develop a series of Positional Maps of declared positions or behaviours in the
participants.In particular selperceptions of academic ability, leang style, openness to change
perceived skills angderceivedimitations. The perceived limitations appeared to be the most potent

of thesefactors affecting identityg especially at the beginning of the ye&eltperceptions were
particularly powerfulin defining the identity of the learnesis agentic or otherwise. The perceived
a02L)S 27F ( Kpgerceivibddpabiitied, Jany theektent to which they saw themselves as

fixed or fluid in their development, were key factdarsdefining perceived lat of agency in their

studies. Figure8a K2 ga | L2 aAdGA2yFf YI LI O2 YLI NXR yagainstd NI A

their perception of themselves asapableor incapable of change. Perceived capabilities and
openness to change formed boundariegheir identity, suggesting to them that they were incapable

of, or limited in, further development, and whether or not it was worthwhile developing as a learner.

If one reviews the positions associated with those participants open to the concept ofelfthe
right-hand of Figure 8.3), the key features of those positions are the expectation of improvement and
development. If the participant viewed themselves as academically capable, then this expectation of

change was linked to personal development aefllecting on their transferrable skills.

LQY RSTFAYyAGSte 3I2Ay3 (2 0S OKFy3aIAy3a 2SN i
I Y2 dzy 4 @ XAGQa 3I2Ay3a G2 KILLWSYy® 2 KOG AGQa
can say for sure that | will noelthe same person in two years.

Zach (Interview 3)

When viewing the map through the dimension of academic achievement, those particyvhnots
reported being higkachievers at school (scoring high grades and receiving good feedback on their
work) were lessopen to change viewed themselves as restricted or static. They did not see
themselves as growing or developing, or see the need to do so, but were confident in what they had
achieved and were comfortable how they were. For example, Kate felt that she apable of
completing her course already, and her success was not dependent on personal development, but
thorough understanding her own capabilities. Kate did not see change or compromise as an integral
and necessary part of her ongoing progress throughctiase.

L GKAY]l LQ@S 02YS Y2NB G2 G4SN¥xa 6AlK YvYeasSt

K2 L Y X YR LQ@S NBIfAaSR GKIG L R2yQi

Kate (Interview 3)
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Figure 83
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Figure 8.3 1 Positional Map of perceivedacademicability compared toperceived mutability of
learning approach and personal growth Individuals are positioned into quadrants of the map based
on their reported perceptions fratime first cycle of interviewslndividuals are dentified by their

initials in bold (e.g. A = Andrew, B = BryrC=Camille, etk
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Thoseparticipants who exhibitedess confidence in their academic abili§amille, Ffion, Jane, Lucy,
Orla, Quentin, Raashid and Ursulalt pessimistic about the futureas they saw that there were
challenges ahead, but did not see how they could overcome these. For participants who were less
confident in their abilities, but open to change.g. Ffion and Lucy)hey saw improving academic
skills as the means to be susséul, and were confident of achieving success, but were limited by the
concern of whether they would be permitted to stay on the course long enougketo that
improvement realisedSo academic ability gave confidence about the future, while openness to

change empowered the participant to see themselves as capable of growth.

The factors that led participants to see themselves asdapsble of change were primarily based on
previous experiences, or belief in a pet identity. In particular, especiallg the initial interview

cycle, it was common for the participants to describe themselves in terms of what therenetre
rather than what they were. For example, not being good at maths or science, or not good at
grammar. Tony identified himself as beiagable to apply information he had learned, and Camille
focused heavily on her difficulties in focusing and concentrating. Quentin saw his dyslexia as a
significant limitation, and this strongly impacted on his own-peliteption. By identifying their
limitations, the participants were not engaging in a seflective cycle, but rather identifying areas

of themselves that defined thepandthat were immutable as aresudVl y S Qa LISNOSA OSSR
previous cause was a recurrent factorinhergalf 3S G KNR dzZZK GKS &SIF N { A)
that she was not sufficiently capable of her course did not change over the course of the year, despite
her reporting receiving good grades in her work in the final interviévis lack of openness to aige

has significant potential limitation on the iterative nature 8RL which requires continual re

evaluation of perceived skills and limitatiofi3oyle, 2011; Dweck, 2006; McGuire, 2015)

An example o&n identity which potentially discouraged change was that participants often defined
themselves by their perceiveiéarning styl® most commonlylabeliy 3 G KSY a@suabSa |
f S NysSoNtheParticipantslearlyidentified with a learning stylebased ortheir own research

andor experiences
L az22y o6S8S3ary (42 NBIFftAa&aS GKFG X LUY ljdAGS ¢t
it down a few times, but writing in different forms, different colours Xaoloured paper

Grace (Interview 1)

S it's very difficult for me, especially as | am a very visual type of a learner, so | visualise
stuff and then learn stuff. So | can't sit on one page and memorise things, it's very difficult.

Raashid (Interview 1)

Tony was encouraged by teachers at sdhooli 2 A RSY (GATFeé& KAa Wi SINyAy3
his findings
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We did a few things, like, what sort of learner are you (are you visual, audio, kinetic
[kinaesthetick & G dzFF¥ € A1S GKIFIGOUZ YR L F2dzy R GKIF
kinetic, ... But I'm quite visual and auditory.

Tony (Interview 1)

Mary, while not identifying with a single learning style herself, did identify a style in adviend | NE Q &
perceptioni KI & GKAA& RSFAYSR KSNJ TNRASyY Ragainst BHcNGI y 3 |

gauged herself.

Despite the general dismissal lefirningstyles in the recent literaturéNewton, 2015)it was clear

that these labelswdB & G At € LISNII aA JS Apfior éddcatioralenMidriment. LI v {
This identity was potent to the development®RL as it clearly delineated how they felt they learned

the best, and informed their choices BL SsThe perceived learning style was the basis for the study
approaches they found most sucsfs, and so it was not necessarily a restrictive factor. But the
potential impact onSRLhere is that participants might dismiss a novel study approach or a

methodology on the basis of this fixed perception, if it did not fit with their perceived leaatyie

Professing having a particular learning style also aligiedhe positional map wittopenness to
change Participantssuch as Andrew, Mary, Nick, Raashid, tony and Z&astthemselves (to a varying
degree) as capable of changing and developirg @erson, or as a learner. When asked to refliect

the final interview,on how they had changed over the year and if they felt they would change in the
future, these individualsaw themselves very much as undergoing a process of change, in which they

were at the opening stages.

8.3 Disciplinary identity

Thecourss(NBf I G SR FIF OG2NE Sy O02dzN} 3SR (KS LI(BEGherOA LI
1989) either of the discipline (though this was rare), as a student, or as a student of the discipline
6SP3Id Ly WOYyIfAAK alGdzZRRSYdIQ 2N I W K&Mgaked NBE
specifically in the final round of interviews, at the point in which the participants had spent a year
embedding themselves within the course. When asked how they would describe themselves to a

stranger, only Tony referred to himself as a pitmter of his discipline, rather than as a student:

LOR LINRPOL@Y®OKSNaAG® L R2 fA1S GKFEG® LQR f
S@SyihGdzrttes 06SOlIdzasS GKIFIGQa GKS 3I21t NBIF T
what can you do? | can say yealtan make things really. | can takeotthings and

put them together, and make whatever | really want.

Tony(Interview 3)
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Figure 8.4

Figure 8.47 Summary of personal descriptions made by participant3hen asked how they would
describe themselgeto a strangein the final interview the participants either identified as a student

(in some cases a student of a subject, a student and something else, or a student of their institution), c
as a member of the discipline. Mary and Andrew both qudlifieir answers with conditions, meaning

they could be considered part of two groupings. Camille was not asked this question in the interview,

and so is missing from the data.

TonQa ARSyGAGE st a 2yS 2F || GNIAYSS LINRPFSaarzy
clear ideas of his career pathway. All of the remaining participants described themselves as a student,
but that identity as a student was nuanced. Figure 8uinmarises the distribution of these
responses: Some defined themselves simply as a student; others as a student of a subject, or a

student at their named university.

For some participants, the nuanced description of themselves as a student seemedhighbe
significant to their identity. Raashid and Zach perceived themselves as a student of a discipline, while
Andrew and Mary said they would explain that they would define themselves as a student first, and
then, if asked, emphasise their disciplineislinteresting that the three participants with a strong
discipline alignment were all Chemistry studerfisrhapsthis trend washecause there is a clearer
discipline identity in this subject, but there was insufficient data to be conclusive. In arsimaitaer,

Ffion identified herself as a student and a mother, because her daughter was a major factor in her
life. The reference to the institution of study was a significant factor for those that mentiofBd,it

Jane, Penny and Simormsuggesting a geger affiliation to the institution rather than the discipline

for a collective identity. Bryn noticed this, as it was a cultural and linguistic difference, he felt, related

to Welsh and nos#Welsh individuals:
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XGKS gFe GKFIG @2dzQR ORYWY dH K Ot §8AKKI ¥R &R gzC
jdzZA §S RAFFSNByldd X LQ@S y2GA0SR AdGX FyR A
WAY 2SftaKe8 ¢gKIF(d &2dz R2X AGQa aLQY Ay ! YA |

you study. Whereas if you talk to someaneEnglish, then they say the subject first.
Bryn (Interview 3)

In some cases, participants said they would modify their response depending on whom they were
addressing. For example, Andrew and Nick said they would provide more or less detail, depending on
0KSANI O2y@SNEFGA2YyFE LI NIySNRa oF Ol INRdzyR® all
history rather than religion, because she felt that mentioning religion would potentially cause a
sociallyawkwardnegativereaction. Mary retained this peeption, despite having already decided to
change to Religious Studies as a single honours subject. There was a clear sense of being apologetit
Fo2dzi 6SAy3 | &addzRSyd Ay Y2ad LINIAOALIYGaAQ
negative societalttitudes towards students. Identity was particularly impacted by-selisciousness

I 6 2 dzii 2 KS N@especlalfy petz&ieliineghtygécietalperceptionsabout being a student.

The Wstablished identitsupercode (Figure 8.1) fronthe third interview cycle parallels codes

related to Wstablishing identit@dn the second interview cycleAt the second intervieveycle the

participants had clearly identified their role and position within their social grangd their role in

their own (and othe&)®LN. For example, English studeofien established an identity based on

their writing and proofreading skillsas Hannah emphasised (see sectionr®.b. yy I KQa 02 Y

suggests that this identity gave the participants a purpose, and reinforcée@m®didence and

perceived value in their own worth. In turn, this confidence led to motivation and a feeling of being

part of a larger communityDespite the lack of feeling embedded in the discipline (see chapter 7),

LJ- NI A Ggtdhlishmiérit 61 an idgtity as part of a tribe, or series of tribes, appears to be a key

factor in the transition during year 1. Along with the issuesmdfulturationin the discipline, raised

in Chapter 7, there is also a key issue of aligning new students with a sensengfihglto a positive

and supportive group. Inclusion in a group can help define identity, and lead to feelingswwbgalf

and agencyTinto, 1998, 2012 his was the case withdlseparticipants who were part of defined

social group. For example, Bryn felt empowered as part of the Welsh community in the University.
CSIEKE LQ@S 0SSy dzlJ ljdzAdS I oAl @gAGK 2Sfa
GKSNBQa || &2af2®] TAXSYRBIXY: X L dKAYy]1l GKS
YR &2 LQY adlFNIAy3 (2 1y2¢ Y2NB LIS2LX S 2y

R

that next year, really, because you get more out of university the more people you know.

Bryn (Irierview 3)
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Agentic identity can potentially suffer if this sense of belonging is impdiifezh, for example, partly
due to her commuting to university, and having a child to raise, did not see herself as her own agent
of change, but rather as a passpartner in the process of her learning.
L GKAY]l L ySSR (2 LISNFSOG a2yYSsS gsleé&a 2F R2A)
2dza i ONBSL) dzLJ 2y @&2dzz |yR AGQa 2dzad | Kdz3$s
| 2 LISTdzAf £ & oSt feXtyedri 62y Qi KI LIWISY VY

Ffion (Interview 3)

Developing an agentic identity wéserefore a fundamental factor to the successful transition and

developing SRL.

8.4 Investment in thediscipline,and perceived levels of ability

Agentic identity was alsmfluencedby the extent to which the participant was personally invested

in their chosen subject. Some individuals had a strong passion for their subject, and were highly
motivated by this; others saw their choice of subject as a means to an end for obtaining a goasl degre
grade outcome. This integration of factors led to characteristic positions andtlsalities, as being

either agentic drivers of their own learning, and capable to developing ascsgifated learners, or
passive passengers in a process which wagllaenacteduponthem, rather than driven by them.
Figure & illustrates a positional map of theggerceptions between the two axes of perceived
academic ability and investment in the subject. It should be emphasised that the positional map was
dawn baS R 2y (KS LI pgedeeptdnsaflkhgiriabiliies, 2athgr than from ray direct

gquantitative measurement of engagement, or reference to previous grades.

Highlyinvested individuals who were confident in their own academic ability, such as Graom, Si
Mary, or Hannah, each showed openness to ongoing development, but identified themselves as being
limited by their environment and the course structure. These individuals saw themselves as highly

agentic, and able to define their own future developmeifithe opportunities were afforded them.

Participants, such as Kate and Penny, who were confident in their own abilities, but relatively lacking
in personal investment into their subject, were confident in their progress, but did not see themselves
as aentic within their studies. They felt restricted by course structures, logistical issues, and what
they saw as activities that were needless or obstructive. For example, Penny was intensely frustrated
at being forced to study ancient history due to ovecruitment of students onto the history course

that year. Kate and Penny felt that that they had the potential for growth, but were being restricted
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Figure 85
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Figure 8.571 Positional Map of perceivedacademicability compared to pesonal investment in

the subject. Individuals are positioned into quadrants of the map based on their reported perceptions

from the interviewsData were used from all interviews with each particigandividuals are identified

by their initials in bold €.g. A = Andrew, B = Bryn).
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from realising that potential byvhat they perceived aseedless bureaucracy or course structures
(such as a focus on format of essays rather than content, limited numbers on modules of interest, or
seemingly needless readiagsignments before seminarg)s a result, they did not identify with their
discipline, seeing their degree as a necessary step to enable future career options.

LQ@S ltgleda 0SSy AYiSNBAGSR Ay KAAG2NEZ 0 dz
O2YS (2 dzyA@SNBAGE L ¢2dZ RYyQiod X odzi AdGQa |

Penny (Interview 3)

Individuals with high perceived ability, but lda-medium investment typically saw themselves very
much as consumers of a product, rather thative participants in the learning process, and mention

of value for money, or the importance of the cost fees, was comratividuals who were highly
invested, but lacking in confidence in their ability (such as Lucy, Quentin and Ffion) also viewed
themselves as being restricted, but due to their own inability to cope with the academic demands of
the course, either based on their own perceived intelligence, and/or ability to cope with disabilities.
These individuals also presented as feeling inadeqimteeffective growth, and unsure of what
constituted a good outcome. However, both Ffion and Lucy completed the year successfully, and

Ffion saw herself as moegentic at the end.

L GKAY]l L ySSR (2 LISNFSOG az2YSdwbetmbre2 ¥ R2 A\
2NHF YAASRT LQ@S 06S02YS Y2NB 2NHIYyAaSRI 0 dz
X LQY t221Ay3 F2NBINR (2 ySEG &SI NE 06SOF dza S
YR GKAYy3ao YR LQY SEOAGSR G2 fSFNY Y2NEB«

Ffion (Interview 3)

Thosédndividuals with medium levels of perceived ability saw themselves as agentic and able to grow,
but with limitations. They could identify restrictions to their development, but usually could think of
ways around these limitations, or were confident thdtey would overcome them in future.
Increasing levels of investment meant that they identified more with their discipline. Raashid and
Tony (high levels of investment) saw themselves as fundamentally embedded in the discipline, but
potentially limited fromfull integration by their academic skills and competencies. Conversely, Will
(low investment) was not motivated by Chemistry, and identified more with social and sports groups

within the university.

Intrinsic factors of motivation and perceived abilityetkefore appeared to have significant impacts

on how the participants perceived themselves in relation to the subject and their role in the learning
LINEOS&aad LYy LI NIAOdAZ NJ GKAa OFdzasSR GKSY G2 | ¢
the university, or victims of an unfair system; or to feel trapped or empowered by their own academic
ability. Their ability to identify as agentic individuals was therefore impacted by perceived ability and

investment in the discipline.
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8.5 Investment in the sibject and perceived levels of agency

Identity also appeared to be defined by how investment in the subject was related to perceived levels
of independence and agency. Figuré ghows another positional map of these factaad how they
manifested themslves in tle identity of the participants.Highlyinvested and highkagentic
AYRAGARdIzZL fa al¢g (GKSYyaStg@gSa Fa Wg2Njla Ay LINRIN
of selfdevelopment. These individuals typically saw themselves as havingyethasignificantly

across the course of the year, and that this was part of an ongoing process-@éseldpment that

would continue for the near future.

L 0StAS@GS | LISNE2Y OKlFy3daSa FNRBRY 2yS RIFe& :
but | believethat you always change as a person.

Zach(Interview 3)

L GKAY]l LQ@S -mikién2j0sSn tefrashBdeds. 38, ¥oncept that | read
in books, but | have no idea of before, is just those sorts of things that you realise that
obviously there are wre things | have to learn.

Bryn(Interview 3)

| would definitely sayK I S 6802Y8 Y2NB AYRSLISYRSydGo® 94
nottheplacek v2 a i O2YTFT2NIFo6fS 6SAYy3IT AdQa KSNBO®

Simon(Interview 3)

Zach felt that he had changed significanthhis personality, and continued to do so; while Bryn and
Simon recognised that their outlook had changed to become either more-opeded, or more
independent and comfortable as a student. This view of identity development as part of an ongoing
process ofchange is characteristithat correlates withthose who manage transition to university
successfullyChristie et al., 2016; MacNamara & Collins, 20IBgrefore seeing identity as malleable
YR 'y 2y32Ay3 W22daNYySe&Q Aa +y AYLRNIIFyG T Od

Participants with lesser investment in their studies, or perceptions of agency, focused more on the
sodal aspects of change. Penny claimed to have becomestasable, while Jane identified that she

was in a better social group now than before.

L GKAY1l | oAG tSaa az20AlofSed® L aK2dAZ R 0S5 VY

feeltheneced2 06S &a20Alf |yeé Y2NB® LG az2dzyRa (SNNJ

feel the need to push myself out of my comfort zone, and to force myself on other people.
Penny(Interview 3)

a® Ydzy area L KI@S wOKIFIYy3aISR8d {rekab[fernert A1 S=

dzy AGSNBAGEBED® X L GKAY]l AdQa 0S50NdsaS X L @K

166



Figure 8.6
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Limited interaction with
others; fears distraction.

I, P, W

Perceived Level of Agency High

lecturer. Expects to be
supported.

activity.

Low

Highly dependent on teacher/

Does not seek out independent

Actively places blame for failure

Driven by success and
resultts.

Limited engagement with
the requirements of the
course.

Strategic approach, does
what is required, and
further (if interested)

D,

Identifies lack of support and
progress, but not overly
frustrated by it.

Exhibits annoyance when
requirements are not
explained, or perceived to be
unfair. Dislikes that Year 1
does not count to degree.

N,V

Keen, but shows evidence
of frustration at the lack of
guidance.

Progress is stified by the
lack of guidancei
frustration at lack of

Highly driven to succeed

Independent work,
including outside of course
(e.g. blogging).

Selective groups of peers,
good peeiinteractions.

Proactive about the future.
B,G, M,S,Z

Motivation is high, but
frustrated by limited support.

Recognises that support is

there if you ask for it, but

frustrated that more is not
provided.

Good interactions with peers
and PLNs

ACEFRLRT

Highly-driven, but feels
restricted by the lack of
support or guidance.

Does not understand the
parameters of the course, or
why certain activities are
required (e.g. extra reading).

or lack of information on others progress. Highly frustrated, perceives
. . Highly focused on grades poor O6value f
No clear rationale for studying and o6value for monge bﬁ _
U J,0 '
>
Low High

Investment in the Subject

Figure 8.61 Positional Map of perceived agency vs personal investment in the subjeEach

guadrant identifies positions takbw individuals who map to each axis (individuals representing the

data are identified by their initials).
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in Bristol were very posiXand she liked that influence on me. Whereas my friends here
YR y20 LRAKI NBlIffteo @@L OUZA] §QYE KSLIER W2 NF

Jane(Interview 3)

Both Penny and Jane recognised that they had changed personally and socially, but similarly they felt
very much driven by their degree and their current situation, rather than agentic drivers of their own
experiencesKate, who was highly agentic, but lackpagsonainvestmentin the subjectsaw herself

as being able to achieve excellent results without the effort that others required. Kate did not feel at
all stretched by her degree, and was very practical aboutélationship to the course, seeing the

final outcome as a goal, rather than the developmental journey being of importance. A similar
approach was taken by Penny and Will, who saw the course as progress towards graduation and a

qualification, rather than #&arning process of setfiscovery and development.

High levels of agen@ssociatedvith investment with the idea of personal development, only if they
were also matched by high degrees of motivatitdentity can change for the worse if the activity of
the student is not matched with their eventual goals or aspirati@msdblomYl&nne & Lonka, 1999)
Without the motivational drivers, the agency almost became a hindraoddentity development,

with participants feeling restricted by their progress on the course, rather than supported by it.
Motivational drivers are highlighted by Wenger (1998) as key fundamentals to the development of
agentic identity.Agency therefore eeds to be tempered with other factors, and can impact on

identity in both positive and negative ways.

8.6 The importance othallengein developing identity

Participants were posed a hypothetical situation whereby they could travel back in time totspeak
their younger selves during enrolment week. When asked what they would say in such a situation,
the responses were grouped into one of two ways. Some individuals, such as Andrew, Raashid, Vic,
or Camille suggested very specific pieces of advice, sscépecific things to do or not déxamples

of these suggestions includsthrting revision earlymanaging workloadyr avoiding a particular kind

of study technique.

/1Y R26y> R2 | aLRNI 006S50ldaS L Kltop&y Qs |
it. Because there were a couple of points during the year where | had let my work lag behind
where it should have been. | felt like that was a big mistake because then during the next
5551 LQR 065 F2NDAY3I YeasdtFT HadaduithechsaladS (K S
week | had a week off for no reason except lazin€ssyeah, keep on top of it.

Vic (Interview 3)
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The vast majority of participants, however, suggested that they would not provide any guidance other
than a reassurance that thingguld work out, and their younger self would cofdéis was the case
for all but two of the participant¢Camille and VicEven Andrew and Raashid who had also made

specific suggestionsilso offeredbroad advice that the future would work out and notwarry.

52y Qi 62NNEB a2 YdzOK | o2dzi GKAy3asz R2y Qi 62N
because everyone is in the same process in the first)eseryone is in the same boat.

Bryn(Interview 3)

L R2Yy QG (1y26d L LINELISNIGE Si SATG oy &La Ri2F Qiiz NIBH A
0K2dzZ3KX o6dzi L OFy GSftt 6KSYy LQY ySNW2dzaI 0 ¢
y2i GKS SyR 2F GKS ¢2NIR 2F L R2yQl LI} aa |If¢

Penny(Interview 3)

| think | would tell them that this is the righburse for me, because for the first few
$65S14a L 61 ayQi adz2NB I 02dzi Xbutyéath gensfadR G KI G A (
stuff like that. Just more assuring.

Simon(Interview 3)

. 2d2008 R2yS 6S8tf3 82dQff FAIANB Al 2dzi o

Zach(Interview 3)

Thisavoidance of offeringdirect advice waselatedto the participants viewing the transition to HE

as a learning journey and a process of discovery. To them, the act of experiencing both the good
aspects and the bad, complete with frustrations and problems, wégndamental part of the
learning experience. In additipas shown by Camille beloseveral participants suggested that they

probably would not have listened to the advice anyway, and needed to discover it for themselves.

| think | needed to try differd i G KAy 3ad X {2 L R2y Qi GKAY]
SOSYy AT AG slrayQd fglea adOO0Saa¥tdAgz L GK
had been told the right way to do it.

Camille(Interview 3)

Thisobservationsuggests thatll of the participants who reached the third interview cycleaw
themselves as part of an ongoing learning process, which involved both successes and mistakes,
positive experiences and struggles. The mistakes and struggles were just as important as the positive
outcomesEve/ +A O0Q& I ROAOS |jdz2GSR 0620S> 6+ a ol &SR
general improvement for himin this regard, which was quite separate to the course itself, the
participants did identify themselves as being part of an ongoing processefapment, even if they

saw their own academic development as limited or fix€dis metacognitiveunderstanding that
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learning requires failure and struggle, as well as success,ksy component of setegulation
(Schraw, 1998and reinforces that thparticipantswho took pat in the final cycle of interviewsere

effective and reflective seliegulated learners.

8.7 Conclusions

The formation of an agentic identifgee section 2.5.4% fundamental to a student developing self
reflective learning/Ashwin et al., 2015)These identities are both intrinsic (personal) and extrinsic
(social), so that the identity developsparallel between personal drivers and those of society around
them. Students are constantly reconstructing identities from when they begin to plan on their choice
of university, to the choices they make when on their coygsshwin et al., 2015)dentity can be
impacted by events as well as social groups, and is closely aligned with the demelayrearning
approaches and academic progré€ggortham, 2006)Sudents who perceivéhemselves as capable

or successful were better able to overcome challenges to their development (MacNamara & Collins,
2010). A student who struggles with finding their place within the institution and/or social groups will
struggle academically, evertlifey areacademic higfachievergMendaglio, 2013)ldentity is highly
significant for effective transition to an andragogic style of learning.

¢tKS ARSYyGAGASa NB@GSIfSR Ay GKAAa lylrfeara adza3
wereselfperceptions of academic ability and their own sense of agency, linked closely to motivations
such as their investment in the subject and feelings ofwelfth. Of all of the factors, it appears to

be that selfperceptiong(in particular the negativeelftA Y 3S & LISNBI RAy 3 GKS aid
and worth) are the most limiting to the development of an agentic identity. However, social and
societal factors are also important, as they influence the development of persondglese#ptions.

The inportance of social and societal influences is supported by previous (Bdkktt, 2006; Nixon,

1996; Schwartz et al., 2016; Ugur, Constantinescu, & Stevens, [#ghbyhting the impact of social

and widersocietl factors on identity.

Those who were less confident in their academic ability, such as Ffion, Lucy or Ursula, struggled to
acclimatise to the course at first. Ursula withdrew from her course during the first semester, but Ffion
and Lucy did manage to dicoatise and gain confidence throughout the year. Indeed, Ffion was one

of the first to understand the requirements of university study, although she remained unconfident

in her academic ability, and in the second interview, where she was awaiting thigsretter first
assignment, she had no idea of whether she had been successful or not. Jane quickly developed
confidence in her abilities, using her previous experience as a benchmark for her progfesse&o

2y G(GKS&S LI NI A Oik islpggsible that $hétiidSoNal BgfotsSer Those with less

confidence can either be a route to catastroplfailureor accelerated success.
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A potential model of identity development, based on the data and the literature, is propo$eagure

8.7. Identity is femed from both personal, social and societal factors, and these are depicted as
concentric rings to highlight that each layer is impacted by the other layers around it. The most
immediate to the student are the personal fact@motivations, seimage, grceptions of strengths

and limitations, personal goals and reactions to emotions. Personal factors are affected by immediate
social factors, such as relationships with peers, friends, family, their teachers/tutors, and the
discipline with which they areligned. Finally, ovearching societal factors influence both social and
personal factors. For example, negative perceptions of students in the media, societal images of class,
gender, ethnicity, social demographics, treatment of foreigners, or peopleSperd SR | & WRA T+
well as the expectations placed on young people. These factors all impact upon the degree to which

the student can identify with their discipline, engage with their studies, and dev&Rip

The finding that the participants salwemselves as fluid or fixed for certain characteristics or aspects
2F GKSANI £t SFNYAy3 ¢l a KAIKEe NBYAYyAaOSyid 27F
(Dweck, 2006)Althoughchallenged by somge.g. Hattie, 2012) 56 S 01 Q& {pdehBtRINA Sa

Figure 8.7
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Figure 8.77 Model for the factors impacting the developmat of identity as a learner in HE. The
concentric layers of intrinsic and extrinsic factors define identity as a learner. Personal factors, such as
selimage, mindset and sqberceptions of ability are informed by social interactions with peers,
family, teachers/tutors and ndruman factors such as previous experiences, future aims, and the extent
of inclusion in the community of HE practitioners. Societal factors influence both of these layers,
defining personal perceptions and social interactions. Toad$of impact from changed learning and

teaching practice are indicated on the left.
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be aninteresting model against which t@view these findings Fixed mindset individualsuch as
Jane, KateQuentin, Ursulaor Ffion in this studyare incapable or mwilling to forsee significant
development in their cognitive abilities. A refusal to be reflexive and open to change reg8fling
could parallel this concept, and potentially stifle academic growthdewklopment over the course

of a degree.

In his guidnce for encouraging development oRS Doyle (2011)suggests approaches for
encouraging reflexivity througscaffolded social interactions and group discussions between peers,
and between students and the teacher. The challenge to academics therefore may be to support the
identity development of students, so that they can acclimatise and enculturalise themsgalveise

new community of learners that they find themselvesThe two boxes inigure 8.7highlightthose

layers of influenceveridentity that couldpotentiallybe supported- either bychange in educational
practice, or the support of students. THeey appeargo be linking perceptions of agency and
confidence in their academic ability, as well as inspiring engagement with the discipline, and
involvement with the practical community of the discipline. The balance between these factors can
be either msitive or inhibitory for the development of a proactive agentic identientity may be a
gatekeeper to willingness to attempt the academic development required for effective transition to
University. Openness to change may impact upon outlook and @efay A 1 A @S | 6 Af A& |
ability to define their position, relative to their peers, the teachers, disciplinary experts, and even
theirpastselves9 EI YL Sa 2F 2LSyySaa G2 OKIy3IS Ay GKAA
his tiedandtSa G4 SR G SOKyAljdzS 2F O2LRAYy3I 2dzi KAa y20S

setbacks or challenges

| sat there and said okay, I'm getting bad grades, I'm not understanding it, I'm feeling
frustrated, and overall I'm not feeling happy. So | thiotd started to think what helps
me. So, | tried out different things.

Grace (Interview 1)

Philosophical models of perceptions of the self mbpbe an interesting additional layer of analysis

that could be applied to these data. In particular esseistiaersus noressentialist modeléDulaney,
Graupmann, & Quinn, 2019Essentialist models of self suggest that an individual perceives
themselves as an entity capable of agentic change towards a particular goal or aires$émiailst

models suggest that the self is fundamentally impacted by external factors, which push the individual

in one direction or another. These notions align closely with the concept of agency, and it would be
AYGiSNBadadAaAy3a (2 Ay dSa lparceptianS of éf Sas hdindNJrin&ily Lelithgh (i & Q

essentialist anégentic or non-essentialist andubject to external impacts.

The findings summariseth this chaptersuggest that identity is formed in concert with the

development of social interactions, drparticularly PLNs. This finding aligns with the findings of
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Christie et al. (2016)whose longitudinal study of student experiences, showed that identities
continually reshaped themselves over the course of a degree. These identities were defined by social
interactions and relationships, and so they changed and morphed with each stage and its new
relationships that were formed. This does imply that identity is something that can be shaped, and
even assisted in its developmentlentity developmenthas an implication for practice within the
sector, that support for identity development may be as impottas support foSRImethodologies,

as well as delivery of content, and courses potentially need to adjust to accommodate this

requirement.

Theidentification of identity within this study was not an explicit focus within the initial research
questions, btiinstead emerged from the CGTh analysis. Identity and identity change are extensive
and complex issuesvith numerous impacting factorespecially in relation to educatiddiscussed
extensively in Chickering & Reisser, 1998greforethis aspect of the analysis requires consatde

further investigation. In particulait will be important to identify how identity changes over the
course of the degree, and what disciplinary differences there are between students of vocational or
professional degrees versus mesieademic subjest The link of identity to agency, and of these to
LISNDSLIiA2ya 2F 2ySQa 24y NBf Sa . woyldbe NiBréstidg g6 a A 0 A
evaluate further Each of these will have significant impact on howsgjfilation develops, and how

the learner involves others in their learning development.

173



Chapter 9

DISCUSSION, FUTURE DIRECTIONS,
AND IMPLICATIONS FOR PRACTICE

9.1 Aligning key findings to research questioasd implications for practice

The findingsaddressedhe research questionfRQs)and providel insightsto inform professional
practice.The four themes, and the categories within them, each adé@sse or moreRQ.Figure

9.1 summarises the alignmentf R to categoriesthemes. RQ1 and RQign closely with

W5 S@PHSE 2 LIALLANR{ iOkS& Q! YR W{20Alf LYyGiSNIOGA2YyaQ
DFYSQ | RRNB&daSa facusesonlbIaNIIRIOMAI YREEWVS GASsa 27F
discipling® W5 S @St 2 LAYy 3 L RSy (A {ithsGherheRoRUNE ardidSainaj& faGor Sy (i 2
that Ay Ff dzSy 0Sa G(KS LINRPINBaaAiAgdS RSGSt2LIVSyd a |
helps address RQ3, as identityliisked to perceptions of agency and responsibility within the

disciplinary social world

The categorieand themesin Figure9.1are positioned to show the strength of alignment with each

RQ. Some categories are maresely aligned to one RQ, whereas others exhibit alignment with more
GKIFY 2ySo W[ SINYyAy3d /dSaQ | yR VIRgLAMNhdve |HIE 2 F
NEBf SOFryOdS (2 20KSNI wvad Wt SNE2YIE [SIENYyAy3I y
to interactions with peers. This category also focuses on a participant understanding their role in the
learning community, and theipotential impact (RQ3); the PLN is a social and environmental
construct, which addresses RQ4, and the support offered as part of a PLN impacts on the study
I LILINBF OKSa (KFd AYyRAGARdZ fa RSOSt2L) owvmid WL
developing independence (RQ4), but also addresses the developifgessdiptions of agency and

responsibility, and so is equally relevant to RQ3.

9.21 Research Question:What selfregulated learning activities do Year 1

undergraduate students undeake, and why did they adopt these?

EachparticipantK F R RS @St 2SR WLISNER2YFf SENYyAy3a &adNF i
and this had been an iterative process of trial and error over an extended p&asticipantsthen
attempted to revse these PLSs over the initial stages of their degree course. PLSs were highly
bespoke, and based on both personal experience, experimentation, and the advice of others,

although typically personal preference was the key decider in which strategy wasatibpeed.
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Figure9.1
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Figure 9.17 Alignment of themes and categories with the research questioriBhe four

research questions are summarised in the ddstedoxes. Each of the themes (ellipses) and

categories (lozenges) is ptished relative to the research question(s) they are-mststimental in

addressing. Themes and their cognate categories are indicated by the same colour of shading.
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While there are commonalities in approaches to each PLS, each individual approachlaved ta
FTANRGE R G2 GKS AYRAQGARdAzZ £ Qa 2¢gy O2yOSLIidzf TN
how they remembered things, or understood difficult concept3his approach required
metacognitive ability, a core element of the Leahmann et24114) and Boerkarts (1999) modeif

SRI(see section 2.3.1Rarticipants also tailored their PLS to the needs of the subject disciplkay

aspect of andragogy, as defined by Knowles (1990) in section as well as the 2.2.1. They developed
different strategies for factuabased (e.g. science), procedural subjects (e.g. maths), or discursive
subjects (e.g. English, history, or philosophy). These PLSs were often highly strategic i{seature

section 2.2.3)and directed towards performing well in examiioa conditions.

The keyfinding for RQ1was that theparticipants actively selected eastudy approach, and used

these to build &PLSvhichtk S& | £ A 3y SR ¢ A idetityiakdSpertelptidlds af Govbest y (i Q a
they learnedParticipants aligned welith all elements of 2 S NJ (1999)tiére@-Fayered model of
SRLRegulation of theselfwas evident, as participants were capable of identifying their own goals,

and the resources needed to achieve theRegulation of the learning processas clearly evident
FTNRY GKS LJ NI A Odspake PLiSRayuldtidr 2flplivdeszigg mddesas also evident,

as the participants had identified clear cognitive strategies that worked and were efficient for their
needs.A common assumption within the HE sector is that undergraduate students lack the capability
for SRL(Doyle, 2011) This study has identified that the participarafready evidencedhighly

developedSRLand exhibited characteristics of effective sadfjulated learners.

The challenge to participantgasadapting those strategies tine different requirements of learning
in HE(as discussed in section 2.1.Z)e needs of theuniversitydiscipline were quite different to
those at school or collegagapthat was a potential cause student¥ I A f dzZNB Ay ¢Ay (2 Q
The strategic approaches adoptgdior to universitywere no longer effective for the volume of
content (in both science and humanities students)to address thalifferent (and pooly-explained)
academic competenciesquired for universityTheadaptationof SRlwas therefore the kedlifficulty

in the transition of the participant to university study, not the adiopt of SRL from first princigd.
This aligns with the findings &aunder et al. (2013that successful transitions to HE were ones of
adaptation of preexising experiences and perceived as an ongoing journey efleelopment.The
adaptation of SRL to the new andragogic environment needed to be supportedfoanttie
participants,that support was typicalljimited. Indeed, there was range of barriers teffective

adaptation of SRL approaches that inhibited their developnieattion 7.4.1)

Implications for practice A key implication of these findings is that SRL does not need tauight

to new undergraduatesbut the adaptation ofPLSs an&RL strateags needs to be supported
G&LRAOI f ' LILINBF OK AY 19 OdzNNAOdzZ I Aa (2 RS@St
WGNFyarxadA2y OGAQGAGASEAQ G GKS 0S3IAYyYyAy3a 2F G

and teach tem to be selregulated learnersThis study suggests that teaching students to be self
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regulated is unnecessargpssiblyevencounterproductive. Instead, a better approach might ae
two-step processThe first stage might b&o facilitate sharing of best practice tweeen students.
Instead of imposing recommended study methods on students, there should be opportunities to link
with peers who use simild?LSsSome of these PLSs might be effective, some less so, and there will
most likely be differences between PLSsdifferent disciplines. However,stursive talk between
these individuals should empower them to evaluate and adapt their current favoured approaches
(Martin, 2004; McGuire, 2015The second stage in this process mightderovide students with

an opportunity(or, ideally, several opportunities spread out over time, as this is a developmental
process)o put their PISinto practice within the HE discipline they have chasEmere would need

to be opportunities tareflectuponthe success of the PL%%d discuss how they need to adapt their
PLSo meet the needs of the HE curriculum, compared to their previous expezsChristie et al.,
2016) The learners would then have ownership of the#w PLSwhich would still be persotiaed

to them, but would have been encouraged to critique, evaluate, and develop it to meet the different

needs of their new disciplinary environment.

It is important to note that these findings are based on the experiences of -aelelfting group of
students ata researchled university with a high entry tariff. The same findings may not apply to
lower-achieving students, students froffiailing schools or disadvantaged social backgrounods,
students whose educational histories medrey did not have th@pportunity to develop strategies

at school. In these cases a mesgpported approach, facilitating the triahd-error experiential
learning enjoyed by the participants in this study, woulddseferable Encouraging students to
reflect on what is effectie and what is not would be the key here, and supporting them in

metacognitive strategies to identify effective learning approaches wouldgeired.

9.2.2 Research Questio2: To what extent do Year 1 students interact with others as

part of SRL, and wdt factors affect this?

A major finding of this studywas that peer interaction is of fundamental importance to the
development of SRParticipants utilised others in their learning in a variety of ways. Study partners
or groupswere sometimes used to ecreate ideas, or collaborate towards a shared understanding
of a subject.A common approach was tdevelop effective networks for knowledge sharing,
reinforcing understanding, omutual support Key to effective learning was the establishment of
WLISNE SY NY A y 3 PWN§ invoRing]béatiindividuals, groups, activities and technologies
(Elliott, 2009) PLNs were highly persoraaid bespoke to each individu&#LNs were wed#stablished

at school, andvere remodelledquicklyat university and underwent ongoing adaptation over time.
Paticipants typically featured in the PLNs of otheand there was a strong element of building social
capital (Bourdieu, 1986)hrough the reciprocity of support. What was surprising frire data was

that coursebased peers were of little impact on the development of PLiNgarticular for the
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humanities studentswho rarely interacted with others on their course. Instead, the domestic peers
(housemates) of the participants were more iagbful. This finding was unexpected, as humanities
disciplines, being highly discursive and based on argument and opimigint a prioribe expected to

be the more social disciplines. Howeviimited class contact timeand concern over plagiarism or
theft of original ideas, meant that the humanities students typically failed to interact with their course
peers. The science studentsy contrast were forced into mutualistic groups, such as in laboratory

practical classes, and therefore quickly grew towrpeers on their course.

The strategic requirements of a schdmsed environment, and the requirements of a fastyategic

view of the Year 1 course, meant that the constitution of thisl Bteither level was highly functional.

The PLN was primarilyeprs who could perform functions such as answering questions or proof
reading;individualswhose function was to motivate or provide moral support;idividualswho

could challenge ideas and help confirmdavelop ideas. However, by the thiitaterview cycle, the
participants were beginning to redefine their PLNs and gain a +holistic view of their subjecfThis
follows the findings oDabbagh and Kitsantas (201@}ho noted that students continually redefined

their PLN as they developeWith a few exceptions, the participants were interested and engaged in
their subject matter, and keen to develop a baer understanding. They had begun to understand

the wider focus and aims of the degree, and in some cases had begun to form networks focused on

more conceptual understandings, rather than highly strategic solutions to short term problems.

Implications for practice Implications for practice centre around supporting social interactions

between peers. Approaches could be the encouragement of personal interactions, such as including
regular group work, or bonding, teamwork, or discussion activitiegroups small enoughto
encourage social bonds to forim addition, care needs to be given to remove barriers to interaction,
such as discourses around plagiarism and originality. The clear effect of this on the humanities
students was to stifle discussion andnomunication, which potentially limited the academic
development of the students. Certainly it bred an environment of-ab#orption, rather than

O2tft 62N dA2Y | YR ONAniaddiiodztlentdyingttie PI9Ns @ éoncRpit6 W &
students, and encouraging them to reflect on their own current RloNghtbe a beneficial approach.
Providing social spaces where students can work and collaborate together would also be beneficial

to this development.

As the domestic peers are of major impmice to the development of B&, there is gpotential
argument for sociaéngineeringpeer groups by locating students of specific disciplines together in
university accommodations. However, the nature of the PLNs formed by the participants was
enriched bythe diverse nature of their social groups. Each member of the group was able to
contribute differently to the PLNs that were created, with some supporting writing, others proof
reading, maths, or study skills, even life skills and answering everydayem®hbf being an

independent adult. Therefore there is a clear potential benefit to having diverse groups of domestic
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peers. What is more important is to strengthadditional opportunities for coursepeer friendship
groups to form, so that students are prided with more social links, and more opportunities to

construct enriched PLNSs.

A key factor for consideration in this aspect of the project is regarding those students who did not
have domestic peers within the first year, such as students who livedmaéand commuted. These
participants had potentialjimited PLNs, and were therefore potentially challenged in their
development of BL. This challenge is a particular issue for institutions whose student populations do
not typically populate halls of regence in their first year. Courses with high proportions of -non
traditional students, commuter students, students with caring responsibilitiggadrtime students

who are in employment, will not have environments conducive to the establishment of RLNs.
addition, distancdearning courses will be limited in their scope for encouraging teqeer
interactions on their courses. The students on these courses will still develop their own PLNs, but
these PLNs are likely to involve nacademic individual¢friends, family, work colleagues), and
therefore the development oPLSsnaybe affected Care needs to be given, therefore, in courses of

this nature to encouraging courdmsed peer interactions as much as possible.

A final, and important, consideratiofor this element of the research is tecognise that not all
students will wish to interact with others. Indeed, some might actively eschew this form of learning
support. The diversity of the student body means that a high number of students willfideusti
introverts, and for these individuals extensive collaboration may be unprodu@@iam, 2013)As a
consequence, consideration ng® to be given over how to support meigrovert students in
developing networks with which they feel comfortable, but which still provide the vital element of

community support.

9.2.3 Research Questiol: What are the perceptions of Year 1 undergraduatidents

regardingselfregulatedlearning; the extent of their agency and responsibilities

within the HE setting?

It was clear that the participants understood that independent learning was required of them at
University, although it was not always cléarthem what this would entail. However, independent
dldzRé A& RAFFSNBylG (2 {w[X la {w] Ay@2ft@Sa Y2I
time and deadlines. To truly appreciate their role in the learning process, the participants needed

be able to position themselves relative to others, and to their developing world view being shaped as
they learned about the new environment of the university. Key to understanding their role in the

learning process was development of an identity tmeuded a degree of individuality and agency.

However, a strong common theme in the data was tldniity was primarily characterisedas
YySAtGABST FyYyR 6FaSR 2y | LISNOSLIAZ2Y (KFG GKSNJ
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learning.This aspect of theirdentity wasoften constructed around negative percepticnghat the
participants felt they werenot, or skills they felt they could not mastésee section &.). Open
mindedness and willingness to change could potentially support theldpment of 8., as the
individuals themselves were reflexivedhopen to new approaches, if those approachesved to be

effective.

Agentic identity idinked fundamentally to selperceptions of independence, academic ability, and
personal investmentni the subject(Wortham, 2006) Identity is also linked tenculturationwithin

the disdpline, and so identity and learning the conventions of the discipline are interlinked and
AYGSNRSLISYRSyGd ! 1Se8 16aSyO0S TFTNRBY LI NIAOALI
profession of the discipline. THiack of investment in the discipk could have potentialiimiting

impact on the development offR, and misdirection or limitation of activiti€slatheson & Sutcliffe,

2018) In order to develop appropriate competencies, the student will need to align themselves with

a disciplinary framework, and use this to scaffold their development. When this framework is
obscured or absent,hen both their study approaches and identity have the potential to develop
inappropriately, and therefore inhibit learning. Failure to embed within the discipline was a key factor
AY ¢AYyG2Qa Y2RSfta 2F ¢gKe (inoddR%y168} andparticanist® s T N

this study rarely identified themselves with their discipline when considering their own identity.

Implications for practice The implications from this aspect of the study are twofold: Firstly, identity

is interwoven with alignmet to the discipline, and each are mutuatlgpendent(Wortham, 2006)
Therefore, in oder to support fullenculturationwithin the discipline, a positive identity, aligned to
the discipline, and invested in that discipline, is an important aspect kivate. This could be
achievedas part of a programme of disciplimelated events, aimedt promoting the identity of the

student as an earfgtage practitioner of the discipline, rather than a student, or a customer.

The second implication is thakegative experiences, or perceived failuaggpeared tolead to the

learner identifying themdeges as limited and incapable of improvement in some or all aspects of their
learning.Restrictive or perjorativeabels such as|HAK/VARK S| Ny Ay 3 adGet Sz o0SAy
a certain subject or skill, oreing labelled as lacking wortled the learner to adopt that ekernal

locus of identity(Krotosky & Hammersley, 201,5gather than being truly reflexive about their own
potential. Therefore, teaching practice needs to support students in being reflexive about their
learning approaches, and to see theeftvesr & Wg2 NJ & Ay LINddelNBSnanu@ide NI 0
entities (Christie et al., 2016)n particular there needs to be encouragement to challengsrtbwn
preconceptions about themselves, so that they can question lahatdave little or no validitysuch

as VAK/VARK learning style; Nemt2015)hat they might have adopted (or had placed on them)
previously .Regulareflexivediscussions with an academic men{such as a Personal Tutevpuld

be an ideal means of facilitating thpsocess providing genuine opportunities to discusgpabilities

and skills.
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924 Research Questiond: What social, situational, or environmental factors
O2YyUNROGdziS (2 (GKS &aGdzZRSyidQa LINPINB&AA:;:

Thereare severatocial, situational and environmental factors which intpgoon the development

of . These factors can be logistical and interacgivavolved in thedevelopment of effective
strategies and networks to support learnirlgowever, a fundamental aspegot greatlyanticipated

in the initial plan for the projecs & G KS AYLR NIy OS 2F dzy RSNBRUI yF
communities in which they were embedded. Mastery of at leéhste social worlds wasequired¢

learning to be an independent adult, adapting to being a univetsitgl learner, an&ncuturation

in the discipline. Achievingompetence inthese three areas was fundamental to the effective
development of BL. Without being able to function as an independent adult, redefiniRy S
strategies wasmpeded. Similarly, without understandirntge expectations of the discipline,R5
approachesnightpotentiallybe misguidedor developed along inappropriate lines. Conversely, being

an effective learner at university was fundamental to being part of the disciplinary community.

The major limiting faar inthe process of understanding these social workdss the lack of active
engagement in the culture of the discipliexperienced by participant®\lthough it wagprobable
oFaSR 2y WFHySY . NBYX YIGS | YR DNE @ Socoumentdom S NB y
0KFG GKS WNXzt Séxplaingd afiskn$ pdnit dadn@ thaseGryJBart of the courstls

there was littlerecall oracceptance of these by the participants buyin to the conceptsRepetition

of the message would appear be the key here, and inclusion of the students in authentic activities

of the disciplinary community.

The Social Worlds identified in the analysis are strongly reminisceaitfS 02y OSLIG 2 F |
2Tt NJLaDel & \Wedder, 1991; Wenger, 1998)d so aCoPmight be a valid framework with

which to view these interactiondVengerTrayner and Wengefrayner (2015pescribe aCoPas
GANRdzLIA 2 F LIS 2 ncérSor aspfassionddl $oidhing the@ &o, and learn how to do it
0SUGSNI a GKS& AGoRmBdelintplicitlyhitygedis thaNthedmbobntral M&nbers

of the community interact with the lessxperienced ones on the periphery, involving them i
authentic tasks to increase their active participation in the community as a widide there did
appear to besome interactions experienced by the participants in this study, these were limited.
Interactions did not appear to encourage the periphengimbers of the community to become more
central. This paucity of interaction is a potential severe limitation for the Aparipheral members

of the community. Such interaction was, however, what the participants were expecting, and the lack
of it could pasibly be why there was a restricted sense of inclusion within the discipline. Extensive
use of postgraduate students as demonstrators in laboratory practical classes, or seminar tutors, had
the potential to provide an wthreatening bridgepoint into the community. However, use of
postgraduates typically insulated students from experienced practitioners of the discipline, thus

limiting integration.
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Implications for practiceThe implications for practice here are to structure academic courses so that

they support and encourage understanding of the conventions and norms of academic practice in the
respective disciplines. This is particularly challenging for subjects, especially humanities subjects,
where there is no clearigefined profession associated Wwithe discipline. Repeated reinforcement
from teacher and tutors is potentially the key to tléaculturationprocess. Postgraduate student
researchers are a potential means of providing arthneatening point of access for undergraduate
students to the @scipline, and bridging the gap between new students and experienced academics.
However, this needs to be managed so that the postgraduate students utilise their own experiences
of adapting to the discipline as a means of helping the undergraduates uaddrite conventions

of The Academy. Repetitiomnd selfdiscovery ardikely to bekey © the enculturation process.
Perhaps an approach pfoviding students with a trail of hints at the requirements of the discipline
(perhaps repeatedly through tutoriglessions, formative assessment, or guidelines for/feedback on
summative courseworkgach of which is mutualgeinforcing, rather than a oneoff or limited

explanation would be ideal

¢CKS 1S& FIFOG2N G2 &adz00SaaTdz t partitigahts\yasd effectivel K S
dialogue with several stakeholders. Regular and repeated dialogue with academic staff (experienced
members of thediscipling would befundamental to successf this model Dialogue is fundamental

to the success of @@mmunity ofpractitioners of a disciplin@Venger, McDemott, & Snyder, 22))

and in particular dialogue across different levels of involvement ictimemunityis essential for new
members. Where participants were able to expedera moment of close mentorsh{gvhich very

few participants reported, so must be assumed to bieeiguent) the result was transformative. A

lack of effective dialogue, arafthe ability to moderate and review progresgere great challengs

FT2NJ GKS LI NIAOALIYGAQ RSOGSt2LIVYSYyids YR fSR (2
and dialogue wh academic staff, and the inclusion in authentic activities fordtseipline(such as
teaching or assignments that clearly aligned with academic research or professional workplace

F OGAGAGASE &a4dzOK & bAO|l Qa LINppWidgidddchemity doackmsy A
to industrial problemsgould potentially bridge that divide.

The practice of using postgraduate students as seminar tutors had the potential to provide a less
daunting interaction for the students than being faced with animent academicHowever,the

relative lack of experience of the postgraduate tutor meant that they were not able to provide the
experientiatbased insights to the professional discipline that mexgerienced faculty could have
provided Some participantgFfion, Jane, Kate, Mary and Penny) noted that the postiuate
students did not always seem as informed to the broader concepts of the discipline as their lecturers
appeared to beThis interaction has the potential to be highly effective, provided thatPG tutors

are trained not only in mediating discussions, but also in supporting academic literacies. An aspect of

this support could be discussing their own journey learning the conventions of the discipline with
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students, to demystify the process,quided that students were able to ask questions in return. More
focus on developing academic literacies, compared to discussion of academic content, would be a
LRGSYdArt o0SySTAG G2 aiddzRSyiaqQ RS@OSt2LISydo
There needs to be effective communication betweengomal tutors/academic mentors and staff
delivering Year 1 teaching to ensure that messages are consistent and there is a supported process
of understanding the academic expectations of the course, alongside the delivery of content.
Explaining the rules ely in the course, and repeatedly reinforcing them at key points afterwards,
may also support students understanding them. Being mindful that different individuals will come to
understand the rules at different rates is also an important consideraiamlly, opportunities for
students on the course to discuss their academic expectations and the requirements of the degree
with each other would enable students to negotiate those meanings collaboratively. Collaborative

discussions would enable those who hattlerstood the rules to guide those who still did not.

The lack of discussion of tisenventions of the disciplinkeas the potential to limit the development

of A and engagement with the course in general. Repeated, but not repetitive, reinforcement of
the core concepts of the rules is perhaps the key to success here. Focus on explaining the rules of the
game could potentially have more profound impact than any other activity during the transition
period to UniversityA radical approach might be to fog primarily on supporting understanding of
0KS WNMz SaQ 0STF2NB Fyeée 20KSNJ FaLISOG 2F GKS Oz
content from the outset of the course. However, a better approach may be to fowu® on
academic concepts at theutset, using a moderate amount of core factual content as a vehicle for

the teaching of these practical academic skills and concépthis waythe conceptual framework

of The Academygould becomewnell embedded,while the students were introduced tihe content

at the same time as the core conventions of the discipl@entent could still be delivered as part of

this developmental process, but with the focus on taking that contentdmaloping the academic

skills that would provide the foundation fduture application ohigherorder academic skills, such

as evaluation, application, or creativifi¢rathwohl, 2002)n later years of the degree

9.2.5 Additional findings not aligned to research questions

A broader finding of this atly was that transition to University is a complex process, involving the
coordinated development of a range of skills and competencies, of which SRL is a central factor.
Transition involves the student revising and developing a range of skills, frorpardenal skills, to
academic skills, to logistical understandings around living independently. Negotiating these new
experiences is set against a backdrop of learning complex theoretical concepts and content to a level
and depth not previously encounterexd a part of their studies. The transition process is challenging,
and difficult to navigate. In particulaadditional challenges can make this process even more

challenging, such as personal lack of confidence, or a lack of understanding of the aims and
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expectations otiniversity. A new student is unlikely to adapt immediately to this new environment,
and will need to be supported in the transition process. This finding has significant implications for
the practice of academic schools in university. Thechto support transition is not a majaolesign

focus of most currical, and yet may have significant impact on student success.

There did not appear to be fundamental differences between genders in the study, although it was
unfortunate that the only ferale Chemistry student withdrew from the course of study before the

end of the first semester, and so could not be followed further in the project. As women are in a
minority demographic in HEB Chemistry{Bertozzi, 2016)t would possibly have been useful to follow
womey Q& SELISNASYyOSa&a GKNRdAAK2dzi (K Sial linttatiehS ¥rA O &
strictures faced. However, iadoption of PLS, the development of PLNs, or the establishment of
identity, there were no clear differences between men and women, and gackleradopted or

avoided similar approaches to the other.

Finaly, aninteresting finding from the study was that the participants acknowledged that the
development as a learner, and the transition to univergigre challenging, and that a necessary part

of this challenge was the difficult or uncomfortable situatioeguired as part of the learning process.
Jarveld et al. (2008uggest thateffective learning @2 f @Sa WS T ¥ 2 NI FdzfitheAy (G S|
action of the expert challenging the learner with activities that place the learner outside of their
O2YF2Nl T12yS Aa FdzyRFYSydlt G2 +&320alygoRy, Y2R
1978) When offered the hypothetical opportunity to revisit their younger selves and offer
themselves somadvice, most participants chose not to offer specific guidance, but rather to merely
reassure theiryounger self that their eventual outcome would be positive. This appreciation that
learning involves challenging situations is characteristic of the mgtatton required for effective

SRI(Boekaerts, 1999; Lehmann et al., 2014)

9.3 StudentMediated Learning

9.3.1 A proposed revision of the concept of Sé¥egulated Learnig

SRLappears to be a highiyocial process, and social interaction needs to be supported and
encouraged for effective development of PLNs and learning strategies. This study proposes that SRL
is toolimited a term, as it implies that learning is egocentand individualistic, and ignores the
important social aspect of the learning process. | propose an alternative terminatgyent
mediated learning(SMIY @ ¢ KS (1 SNOR AW EIISRRS yaldzZ33SaGa GKFG GKS
the process, and aghs their activities according to their own needs, for example following the
RAYSyaAirzya 2F . 2SNJ] I NI aQa inSwitspreis nolinipidBiSplidatio® S NJ

that the self alone is undertaking the regulation, but rather the studentesliating an interaction
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between their own metacognitive abilities and the support and interactions of others. Fayre
LINPLI2ASE Iy FRFLIGEFGAZY 27F . 2 S NRéghdiich afanteM@idds f =
g A UK hwhighSriN@ives theegulation of interactions with peers, teachers or family, based on

the needs of the learner for their disciplirspecific or personal requirements.

Figure9.2
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Figure 9.2 7 Student-Mediated Learning. A re-imagining of the thre¢éayer model of SRL
(Boekaerts, 299). In addition to the three concentric layers of-setjulation, a further laydras been
added The regulation of interactions with othefBhe skills required for this form of regulation involve
utilising andcurating the impact of the involvemeritathersin the learning process, adapted to and
according to the needs of the learner

9.3.2 A Model for the supported development dbtudentMediated Learningat University

A nodel for the supporteedevelopment of SML during the first year of university is illusttate
figure 93. Four key factors identified by this analysis directly drive the effective development of SML:
(i) establishing effective personal learning strategjiéii) establishing effective personal learning
networks; (iii) establishing a clear understanding of the rules and conventions of The Academy in a
disciplinary context; andiv) establishing an agentic and positive identity, embedded within the

disciplire. Each of these factors also influence each other, so the formation of a PLN will support the
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Figure 93
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Figure 9.3 1 A model for the supported development ofStudent-M ediated L earning
(SML) during the transition to university. Ellipses represent key factors tirapactdirectly
upon the development of effective SML strategies. Rectangles represent thatinuence these

primary factors, and enable their development. Text in italics suggests practical approachigbthat m
be tken to facilitate the development of the primary factors.
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development of an agentic identity and effective personal learning strategies. Various secondary
factors are required to support these four core requirements, such as managing social interactions
with others, and how these inform the development of study strategies, support understanding and

knowledge acquisition, and help one settle in to university.

There are various approaches that academic staff can adopt to facilitate the development @éithe f
factors above, and encourage the establishment of effective SML strategies. Example approaches
include providing opportunities for social interaction within the course, encouraging students to be
reflexive abouttheir learning approaches and identitgr providing opportunities for students to
discuss their learning approaches with their peers. In some cases the removal of barriers is important,
such as barriers to effective and productive collaborative learning activities. Other approaches involve
the repeated use of authentic tasks or conceptual frameworks, to effectively embed an

understanding of the context and validity of learning activities that are part of the curriculum.

Above all, the key concept driving this model is that the development df BMstudents is not
entirely the responsibility of the student themselves; academic staff also need to be active agents in
this process, through their learning and teaching activities, assessment and feedback approaches,
guidelines to students, and cumilum design.Experiences of the participants in this study (see
section 65.5, 7.3.2, and 7.4)Zuggested that there were pockets of active engagement by academic
a0FFTFT G2 RSOSE2L) GKS LI NIAOALN yGaQ { dyminim@.dAr A

9.4 Implications for development of academic practice

9.4.1 Suggested Development of practice for the researcher

This work has already begun discussions on the best way to support transition to University within
my own academic Schqathe $hool of Biosciencedn particular the importance of supporting
students in becoming part of the disciplinary communiyen though the majority of our students

do not remain in the academic or industrimbsciencesector, in order for them to functioaffectively

within the parameters of the programme, they need to be part of the research culture of the
RAAOALE AYySd t SNOSAQGAY3I GKS addzRSyida yz20 | a wa
importantly), ensuring thathey see themselve in this manner, is an important change to make to
our teaching environmentEmbedding learning and teaching activities within a clear and authentic
professional environment for a scientist is key to this, especially in a discipline such as the bigscience
where factual content and practical skills are often emphasised over academic competencies and
critical skills(Virtanen & LindblonYlanne, 2009)The importance of peesupport has also been

emphasised, anfliture practice will increase pedo-peer and neajpeer mentoring of new students.
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programme of tutorials with staff has been modified to emphasise thedaruthe discipline and its

conventions.

The final element of practice that will be instituted is the use of workshop discussions in the early
weeks of Year 1 that will encourage students to identify their preferred PLSs for different disciplines
Core tothese workshops will be encouraging studentgéflect on theeffectiveness of their PLSs,

and to discuss these with peers. An important aspect of this discussion will be reflecting on how these

PLSs will need to change to adapt to University learning.

9.4.2 Suggested Development of practice for thegHer Education sector

The key implication for the sector is that students are not typicatgbte rasaregarding SML, and

may have already developed effective and personalised strategies. The developmémse
strategies to be effective in an HE setting, and aligned to the objectives of HE, is the key factor. The
redevelopment of SML therefore needs to be embedded within curricula from the outset of each
course. Additionally, SML is not solitary actvity, and its effective development requires the
development of social links and networks, and the sector needs to consider what implicit barriers are
presented which might inhibit this development process. Discourses, such as the importance of
original thought, or the primacy of content over application present conceptual barriers and cause
confusion among novice members of the discipline. Moreover, inclusion of students within the
discipline is a key priority, in particular where HE across the UK, and ofitbe world, is facing
increasing challenges as part of a marketised economy for education. Within the sector it is important
to approach students as novice, but active and agentic, members of a community of the discipline,

rather than customers purchasy a product.

9.5 Impact

9.5.1 Impact on participants

Informally, the participants did report a beneficial outcome form the project. When asked if they
would be interested to continue the research beyond the scope of thiB.Futoject, allof the
particdpants who had continued to the end of the year were keen to do so. The reasons given for
wanting to continue were all that they reported that discussing their study approaches had been
beneficial to their ongoing learning. This finding suggests that atéfle on study and learning
approaches is a beneficial activity for the letegm development of SML. A structured approach to
discussing and reflectingpon learning strategies, as part of a curriculum, could therefore be highly

effective in supporting l@rning development.
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In some cases, the participants were eager to hear the findings of the study, as they were interested
to hear the experiences of others, and to compare their learning approaches to the other participants

in the study. This suggests thdiscussing learning approaches with peers is a potential benefit for
somestudents, and thasomed G dzZRSYy & I NB y I (G dzNJ £ £t & OdzNA2dza | 6

benchmark to their own methodologies.

9.5.2 Impact on theteaching practice of theesearcher

A key finding was the importance of developing PLNs and supporting social integration with
supportive peer groups. In my School, we aim to encourage interactions between students through
a range of approaches including mentoring, groupwork andnfeg peerled communities. In
particular we encourage students to form studdad, academic support communiti€Scott, Mistry,
et al., 2014; Scott, Moxham, et al., 2018)it engagement with these is often limiteUnderstanding
the social dynamics of students may help us identify benefits and limitations for these communities,
and identify ways of improving their impact. For example, focusing them on developing discipline

identity, or sharing experiences of studgproaches, might be highly beneficial.
In particular, | plan on making four key changes to my academic practice as a result of this research:

(i) Previously, our approach has beentédl the students how to study, but the findings here
suggest that the is wasteful at best, and even potentially damaging. During induction week for
new students, | plan to facilitate discussions between students over their learning/studying
approaches, and through this to firstly group students with similar approachesttiolying
together to share their experiences; then to group students with differing approaches, so that

they can enlightened their peers to possible approaches the peers might not have considered.

(i) We already encourage social interaction between stusiebut the importance of social
networking revealed by this study means that | will embed more opportunities for students to

form these smaller peebased communities, as well as those within their halls of residence.

(iii) Enhancing the reinforcement 6fK S NBt S@F yOS |y R | LILX AOF GA2Y
academia. Couching all assignments within a disciplinary framework, and referring to academic
concepts during class contact time, would follow the model of repeated reinforcement suggested

in chapter 7.

(iv) Actively encouraging students to reflect on their strengths and weaknesses needs to be a key
activity throughout the degree curriculum. Realuating what are perceived as weaknesses and
strengths¢ based on empirical evidencge. alignng the strategies with results from those

subjects) rather than supposition, would encourage students to apply a process of continual
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change to themselves and their perceived capabilities, and keep them open to potential

improvementsg even if they do nbperceive the need for improvement.

Dissemination of these findings has already taken place within my School, in other Schools within the
University, and externally. In particular the academic schools whose students participated in the
study will receivea summary of the key findings of relevance. In particular the importance of
embedding the humanities students in the culture of academia, and encouraging -gesepl

activities will be a key priority.

9.6 Critical reflection on the methodology

9.6.1 The wse of qualitative research methodologies to investigate development of SRL
This study addressed e potential of qualitative research methodologies for addressing the research
questions of this project were revealed clearly. The codes, categories, andshbatemerged from

the data were highhnuanced, and provided a rich variety of experiences, whilst also showing key
commonalities between participants. The CGTh approach in particular was fundamental to the
success of the analytical process. CGTh enatsedral aspects of the data to emerge that were
unexpected, and would not have been highlighted in a rqasitivistic analysis. The benefit of CGTh,
compared to other GTh paradigms, was that it facilitated the involvement of myself as a researcher
within the data generation process. The questions asked, and insights gained, were therefore
potentially richer than if the process had been undertaken with the theoretical agnosticism suggested
by Strauss and Corbin (1990). The insights gained by the quealitaialytical paradigm have the
potential to reveal the lived experiences of the participants, and from these to reveal the factors that

impact positively and negatively upon the development of SRL.

The aim of this study was to investigate factors thatuieficed the development of selégulated
learning strategies during the transition from a pedagogic to andragogic learning environment. The
development of SRL and the transition to university are closely linked, such that the issues that impact
on one invaiably impact on the other. An unsuccessful transition to university can be caused or
exacerbated by an unsuccessful development of effective SRL methodologies. Conversely, a turbulent
transition to university can potentially inhibit or delay the developm®f effective SRL. The

development of SRL was mtfiticeted and involved a range of interacting factors.
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9.6.2 Critique ofQualitative methodology

This thesis details an analysis of the factors affecting the development atgalhted learning in
students as they transition from a pedagogic to an andragogic environment. It was important to
undertake this approach as a qualitative study, as the key requirement for the research was to
ARSY(iATe AYRAGARIZ f aQ S E LIS Niedviewdisased heghddoldgKvias & G 2
SFFSOGADBS Ay Ay@SadtAaAaridAayda GKS LINIAOALIYGAQ
an effective analysisndividual interviews were an effective approach, rather than a discudssed

approach suclas focus groups

The methodology focused on three interviews, one near the beginning of the academic year, one
mid-way through, and the final one at the end of the academic year. These were reasspabbd

to enable a good contrast between each samplitage, and to show progression in the participants

0 KNRdzAK GKS &SIENWY 12SOSNE GKS YSGK2R2f 238 RA
level study approaches, rather than capturing them in the moment. There is a possibility of reporter
bias (Brinkmann & Kvale, 2015; Cohen et al., 204ith the interview process, with participants
potentially telling the researcher information that they think the researcher wishes to hear. However,
the openintensive interview proess, involving open questions, should have minimised this potential
bias by inviting the participants to describe and explain their experiences, rather than answer direct
guestions. The qualitative approach enabled the detailed experiences and perceptdnthe
participants to be revealed, enabling their motivations and decisi@king processes to be analysed

in depth. This allowed for a range of insights to dawn over the factors that impacted their
development and thought processabat could onlybe revealed in depth as part of a qualitative

methodology.

The questions asked in the interviews were sufficient to engage the participants, and encourage them
to reflect on their experiences and practice. The questions were sufficiently open so as not to
encourage the participants to answer in brief responses. However, responses did vary by individuals
¢ Vic and Emily, for example, tended to answer in short focused answers, while Mary, Kate and Grace
were more loquacious. Followp questions were importanto ask to help guide the discussions
towards relevanh areas, if the participant had not discussed the information in particular depth. On
reflection, some of the more effective questions at encouraging reflection were those where the
participant was asketb describe an experience or an incidéatich as Q6 in Interview 2, and Q5 in
Interview 3) This encouraged the participant to reflect on the impact of that event, and consider the
change to their practice that it inducet. WO NI { A EhniqualppiOdcitFRaGEarald) Seale,
Kerins, & McElvaney, @8; Kain, 2004inight, therefore, have been useful tincorporateinto the

interviews.
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9.6.3 Reflection on thedemographics within the study

Recruitment to the study was challenging, and meant that the sample of participants was not
representative of tie full range of diversity within the Universitypotential limitation to this study

was thereforethe relative homogeneity of the sample of participants involved. The participants were
all students of an elite university with high entry tariffs, and #fere the study would not have
included students who struggled academically, or who did not have effective learning strategies. The
relative lack of cultural and socioeconomic diversity was also potentially limititigpugh this was

not objectively testR > G KS LI NIAOALI yiaQ RSAONARLIIAZ2Yya 27
majority were from middleclass backgrounds, and none were from significantly underprivileged
socioeconomic demographics. Only one of the participants wasaiote, which agaims a potential
limitation as there is evidence of challenges to transition to, inclusion in, and progress through HE,
for black and minority ethni¢BME)individuals (OfS 2017) Similarly, a focus on student with
disabilities would be an important additional focus, both physical disability, and learning/written
word disabilities, and these students are also noted in the literaturiate challenges with either
adaptatian to academic studyBelch, 2004; Field, Sarver, & Shaw, 2003; Getzel & Thoma, &008)
social inclusion(Gl, 2007) Only two participants selflentified as diagnosed with a recognised
disability.Finally, only one student had returned to university after a break of several ydaaee is
extensive literature regarding mature students and their transitiomiversity(e.g. Mallman & Lee,

2016) so it would have been helpful to have a stronger perspective from such students in this study.

This currentstudy can act as an effective benchmark for comparison, bmagor priority for this
researchwould be to see how the findings of this study apply to key variations of the student
experience. A future developmentill therefore be torecruit participantsfrom minority ethnic,
gender, orother social demographics for the degree courses included in this resdakgbuld also

be important to apply a similar approach with students at a university where students perhaps enter
with lower qualifications, or wére there is a higheproportion of students fromunderprivileged
backgrounds, noitraditional entry, a higher proportion of firgieneration HE entrants, and students
who commuted touniversity, or were parttime. It would be important to identify wherehere were

commonalities, and what was the basis of any differences to this study.

The study focusd on a science and a humidies cohort, based on the assumption that the former
would involve more didactic content than the latter. However, an alternatoragarison, in the

light of the significance of identifying as part of a subject discipline, would bempare vocational

and nonvocationaldegree coursg A highlyvocational course, such as medicine, dentistry, music,

or nursing would provide a cleastestinationdiscipline to which the student would be strongly

aligned. It would be if interested to see how a strong sense of disciplinary identity impacts upon the
development of independence and sedfgulation. However, a potential limitation to this pywach

might be the teaching approaches involved in a highly practical or ciasald discipline, which

192



might itself obviate the need to effective sedgulation, if the course structure is higkdgaffolded,
and also often impacted by placement elent®to the curriculum. However, evidence from the

literature suggests that effective SRL is just as challenging to develop in vocational students
(Agrawal, Norman, & Eva, 2012; Corrigan, 2012; Premkumar et al.,\2@L8lander, Scheja, Hult,

& Wernerson, 2014as in nonvocational courses.

9.6.4 Reflection on the use of Constructivist Grounded Theamyd Situated Analysis as
research paradigms

This study adopted a CGTh approach to generating and analysing the Tat.approach was
fundamental to the study, ag was important to reveal the factors that impacted on the students
themselves, rather than to investigate pdetermined factors from previous research or my own
personal experience. As educational praotigrs it is highly beneficial to be able to view the learning
experience from the perspective of the learner rather than the educator. This study identified aspects
2F (GKS LINIAOALIYG&EAQ fAOSR SE sI§Midas,ysodd sashei K |-
importance of domestic peers in establishing SML, the impact of identity, or the lack of inclusion in
the discipline. These factors were not anticipated, and therefore would possibly have been missed if

a morepositivistic analytical approach had beedopted.

The distinctive feature of CGTh compared to previous iterations of the approach is the inclusion of
the researcher as a key element in the data collection and anallsis.was a useful approach,
especially for an EdD project where an applicatidrthe research for practice is a core factor.
Although it was important not to overtly guide the research based on my own experiences and
interpretations, in the generation of the data, and interpretation of the findings, it was useful to be
able to phras questions and followap questions, and to situate the findings based on my own
experience as an educator. In particyldme CGTh approach of encouraging a dialogue between the
participant and the researcher was useful in generating deep rich detgibing experiences in a
geruine manner. Developing a relationship with the participargduced reporter bias from the

participants, and enhanced the validity of the data.

The use of Situated Analysis itself grew out of the data, as the first round ofiawer, and the pilot
study,suggested that social interactions might be significant. The benefit of the SA approach to this
study was significant, and the various mapping approadioes SA were important heuristic devices

for interpreting the data. In paicular, situational maps and positional maps were useful in identifying
commonalities and making comparisons of dimensions within the data. In turn, the finding that the
three mapping approaches in SA were each useful for understanding three of thehtmes,
supports the validity of th&A approach as a paradigm for investigating qualitative data that contain
a component of social interactions. The limitation of some of the approaches for large datasets

as this studyg was that above a certain Vel of complexity, some of the mapping approaches
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(especially situational maps) become too unwieldy to be practidavever,the SA approach was
AYLRNIFYG G2 ARSyGATe (Seé LRairdAizya yR AyidSN

9.6.5 Rdlection on potential alternatemethodologiesfor the study

2 A0K Fye addzRé Ad Aa dzaSTdzZ G2 NBFESOG 2y GKS
most immediate question might be to question the exclusion of quantitative methodolérgiesthe
study.However, the ovet NOKAY 3 FAYa 2F (GKS &adGddzRe ¢g&a®d (2
investigate how those experiences informed the decisions they made and approaches they adopted.
wS@SItAy3a GKS AYRA DA Rielzbet, v fuadargeNtdl ® dhat, addkivgre bistt A €
revealed by using a qualitative approach. A qualitative analysis empowered the participants to share
their experiences, feelings, motivations and perceptions, and in turn enabled them to reflect on their
own learning approaches. A qualitative approach also offered the potential to discuss aspects of the
findings with the participants themselves, and to furthevestigate their perceptions of thHendings,

and how they potentially impacted upon them. A highlyalitative methodology was therefore
beneficial to both the study, the participants, and in identifying the nuance of the findings. While
other methodologies might be able to address the broader applicability of the findings, they would

not be able to inestigate the rationale behind these from the perspective of the participants.

An interesting alternate analytical approach might have been a phenomographic arfékesind,

2008) This study focused very much on commonalites between participants, while a
phenomographical approach would highlight aseof differencéAkerlind, 2012)An alternative data
gengation methodology to interviews might also have provided different insights into the
developmental journeys of the participants. A Life History apprgktbyd, 2012; Goodson & Sikes,
2001)would have been very useful in identifying the progression of choices and experiences over a
f2y3ISNI LISNA2R 2F GAYSsE IyR (12 a88S Kz2g (Kz2a$S o:
in HE. As the development of SML is a ltergn process, a methodology that was grounded in the

longitudinal timeframe might have provided a different perspective

The timeline of the study, being across only a single academic year, was potentially redtrithive
overall analysis. Ideally a longitudinal study would be undertaken to follow ongoing changes and
developments in participants. In particular, taking a further round of interviews in the second year of
study would have investigated how the partiaa used their experience of the schagtiversity
transition to inform their yeato-year transition in University, and folleup on those individuals who

had not yet learned the rules of the game for their discipline. It would be interesting to see if th
vacation after the end of Year 1 had an impact as a time of reflection and grb\ethever, within

the scope of an EdD project, this longitudinal study was not feasible, and so the time period with

potentially the highest rate of change for the partiaipswas chosen instead.
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9.7 Futuredirections

There are several aspects of this research that warrant further development. One approach, which is
already underway, is to extend the scope of this study into a longer longitudinal study, following
individuak throughout their degree, and mapping how they develop over an extended period of time.
This approach would provide insights into how individuals embed themselves within their discipline,
and how theymanage their increasing levels of agency, indepentamight, and complex academic
skills. Charting how the chemistry students developed within a reaslydefinable professional
framework for their course, compared to the lggfessionallyaligned humanities students would

be an interesting approach tdevelop.

A key area of development would be to parallel this study with participants from &ussell Group
university, ideally one where students were a broader mix of demographics, with more commuter
students, nortraditional entry, and/or part time stdents. This current study provides a baseline for
how interactions can lead to the development of SML, but it would be interesting to apply these
principles to students who are lesgademic, who have barriers to forming PLNs (either personal or
logistic) or who are from backgroundbat might make social integration moihallenging. How

does the model for the development of SML stretch in these other situations?

In a similar manner, it would be useful to apply this analysis to students with a cledionata
outcome of their degree (such as medicine, nursing or music). It might be anticipated that these
students develop a disciplinary identity sooner, and perhaps learn the conventions of that discipline
as a result. The conventions of a cleatifinedprofession (such as nursing or law) might encourage
more-rapid identification of effective SML strategies, but equally might inhibit those by theldwgh

of practical application of the knowledge, compared to the mooaceptual academic disciplines of

this current study.

Another aspect of this researatould be to extend the analysis to earlier stages in the educational
process, such as preand postcompulsory (or even primary) schoolingwestigating how SML
strategies develop in highlscaffolded larning environments would be of significant benefit to
supporting effective learning, and potentially even reducing the pressure placed on young people in

the secondary (and increasingly also primary) environment.

Finally, an area worthy of investigationight be the practical engineering of social interactions
between learners bgombining domestic and courdmsed peer groups. Placing students studying

the same course together in student accommodations, compared to those in mixed groups, would
be an inteesting strategy to adopt and monitor. Identifying whether this approach enhanced or
restricted the PLN of each individual involved would provide useful insights into the ideal way to
adzLILI2 NI K2fAadGAO0 t[ b RS@St 2 LIVS yoimErevisighRof K@SML i K A

strategies. There are clear ethical implications of this proposal, however, as the study could have
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negative as well as positive outcomes. So a better approach might be to identify examples of
institutions where thisis already coffi2 y LINF OGA OSX FyR G2 3IF GKSNJ Ay

and infer comparisons from this

9.8 Conclusions

9.8.1 Reflection on my development as a researcher

As stated in chapter 1, my background as a researcher farithis project was highly qumitative.

The use of qualitative research methods was a novel experience, but one which was highly
illuminating. The use of qualitative methods enabled the understanding of the rationale behind the
LI NOGAOALNI yiaQ o0SKI @A 2 dzNJveal the factbré which iffacted Goorkiige R &
LI NHAOALN yiaQ RSOSt2LIYSyd 2F GKSANI {w][] adaNraGs
FIOAfAGIGSR GKS RS@St2LISyd 2F (KS2NB Ay | &
(Charmaz, 2014) fanhancing theoretical sorting. The combined use of CGTh and SA, supported by
my own experiences in presenting and charting quantitative data, provided mechanisms for
investigating the data in depth. This combined approach represented a novel methogfoaaping

the analysis of qualitative data.

Undertaking this research reinforced my own epistemological and ontological positions, stated in
Chapter 3. Undertaking a qualiti A S &a G dzReé KAIKE AIKGEA Of SI NI & (K
reality ae highly contextualised, and based on their own experiences and motivatksan
educator, and a lifelong learner, it was transformative to hear the experiences of other learners. Due
to the massification and ongoing commercialisation of HE in théHokhsby & Osman, 2014here

is an increasing risk of seeing studeatsa homogenous collective. This study clearly showed that
although there are many commonalities, students are highly individualistic in their study approaches
and the wagthey relate to their discipline. Each has their own motivations for study, ditjdévels

of engagement with the discipline, and differing perceptions of their identity, strengths, limitations,
and futures. As a result, it will be important to highlight this diversity to colleagues, and to encourage

curricula and teaching approacheasreflect this.

9.8.2 Contribution to knowledge and practicemethodology

A significant finding revealed by this study was the high degree of complementarity between CGTh
and SA as research methodologies and analytical tools. The emepiary use of cding and the
development of maps through SA enabled the data to be considered in a holistic manner. The use of

SA as a heuristic device was the primary aim of its inve@larke, 2003). This study highlights the
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potential power of the combined use of $Ahich requires the inclusion of the researcher and their

experiences in the analytical process) with the equadflective approach of CGTh.

In addition, the adoption of arguably merpiantitative approaches to presenting data (e.g. graphs
and maps) fatitated the analysis of a large qualitative dataséhe use of incidenwith-incident
coding was particularly helpful in the analysis of commonalities or trends/differences over a
timescale The approach enabled the larger picture of how the participdetseloped, or compared

to each other.

9.8.3 Contribution to knowledge and practice learning and teaching

This research project has two broad findings of particular significance to learning and teaching
practice. First ishe observation that SRL isrfiom being a selfocused and oriented activitygs

name would suggest. Instead, the learner appears to act more as a mediator of several
interconnected and interacting support mechanisms (of which their own personal agency and
learning activities aréwo factors). By reconsidering SRL as a studeetiated learning, there is the
potential to recognise this interactivity, and to encourage it. By supporting the development of
networks for learning support, we may have more impact as educatespeciallyupon individuals

who are part of a highkgonnected society which features collaborative technologies and diverse
online communities Use of these technologies for collaborative learning needs to be encouraged
(Kitsantas & Dabbagh, 2011; Rutherford & Standley, 2@it6Yyided that students are guided in their
proper use and the need to critique information obtained from these sou(Bsabazon, 2007)
Encouraging students to see themselves as part of the learning community, and to identify their place
within thiscommunity, has potential benefits for both the students themselves and the Academy in

general.

The other significant finding, which reflects back upon the aims of this prageitiat these findings
suggest thastudents potentially already are seligulted learnersvhen they arrive at University.

The pervasive opinigrhighlighted in section 1.4hat undergraduate studentare incapable of SRL,
and needto be taught these rudimentary skills, fgejorative andoverly simplistic. Instead of
suggesting mnedial support for students, a better approach might be to support them in exploring
their own capabilities and potentials, and learning from their colleagues. By reflecting on their own
experiences, students have the potential to identify strategies thatk to support their learning,

and to develop an ageittlearning identity that is essential for an independent, lifelong learner.
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APPENDIX Al
INTERVIEW SCHEDULES

Interview 1

1) Introduction from researcher and brief discussion of process.

2) Can you tell me a little about yourself and why you chose to study [subject] at University?
3) Whathave you done in [subject] so far, and how have you interacted with other students?
4) Can you tell me a little about how you manage your study time outside of class?

5) Can you tell me a little about studying activities you did outside of class, ptibmversity, that
involved other students?

6) Can you tell me a little about the sort of learning activities you are expecting to undertake, as
part of your upcoming course?

7) Can you tell me a little about how you feel about your future studying on youse?

8) Thinking about when you are studying something on your own, can you explain how you know
whether you have understood something?

9) Is there anything you would like to add, or anything else you would like to comment on?

Interview 2
1) How have yo found your course so far?

2) Could you tell me in what ways has your experience of the course differed from your
expectations of it when you started?

3) Could you describe to me how your approaches to working outside of class have changed
compared to ALevel?

4) Could you describe to me how your approaches to revision have changed comparkdwvel 2
5) Could you describe to me any interactions you have with other people regarding your studying?

Could you describe to me how your interactions withatktudents have changed compared to A
Level?

cO /ty @&2dz RSa4ONRO6S G2 YS |y SEIFYLES 2F az2vYSi
first, but which you came to understand after a while? Can you describe the process you went
through? [follow up rélecting on how that was different to-Revel]

7) Could you describe to me whether you think expectations of you as a learner have changed
between Alevel and now?

8) Could you tell me how you feel about the rest of your course? Has that changed sirggou
your course?
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Interview 3

1) Can you tell me a bit about how you think your first year at university has gone?
Subquestions How have you found your first year socially?
How have you found your first year academically?
What would you say werthe main challenges you faced during year 1?
How successful were you at overcoming them?
What did youdo to overcome the challenges you mentioned?

2) Can you describe to me what you think is tinest effectivawvay of studying outside of class?
Subquestions How did you develop these approaches?
How did the methods change compared to those you used fievél?
How effective were they?
| 26 RAR @2dz ARSYGATe I LIWNRI OKSa G(KI i
How doyou get the most out ofyourlearning?

3) Can youwlescribe to me what you think is theost effectivevay of revising for exams?
Subquestions How did you develop these approaches?
How did the methods change compared to those you used fieval?
How effective were they?
How did you identify apprdaK Sa GKIF G 6SNBy Qi STFFSOI

4) Can you describe to me if there are any ways you expect you will change your study approaches
next year? [Follovup ¢ Can you explain the reasons for those changes?]

5) Can you tell me a bit about any person or people ww think have had a significant impact on
your learning over the past year, and why?
Subquestions If you need help/advice about your studies, whom do you go to, and why?
Can you describe if/how you involve any others with your studying?
When yau study or do coursework, can you describe the ideal environment
for you? Do you prefer to be alone or around others?

6) Can you describe to me how effective do you think you are at studying independently?
Subquestions Do you think you have dewsded as an independent learner over the year?

7) Can you tell me a bit about how you would describe the differences between university study
and study at school?

8) Can you tell me in what ways do you think you have changed as a person over the past yea

9) If you were to describe yourself to a stranger at a party, what would you say?

9) If you could go back and meet yourself during enrolment last year, what would you say to
yourself?

10) Can you tell me a bit about how you feel about next year@dedcademically or socially, or
both)
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APPENDIX A2

ETHICAL APPROVAL DOCUMENTATION

University of Reading
Institute of Education
Ethical Approval Form A (version May 2015)
Tickone: Staffproject: ~ PhD__~ EdD X
Name of applicant (s)Stephen Rutherford

Title of project:

University of

Reading

Investigation of individual and collaborative seltmediated learning activities in Year 1

undergraduate students

Name of supervisor (for student projec8):Elizabeth McCrum and Dr Naomi Flynn

Please complete théorm below including relevant sections overleaf.

YES| NO
Have you prepared an Information Sheet for participants and/or their
parents/carers that:
a) explains the purpose(s) of the project X
b) explains how they have been selected as potentiaiparts X
c) gives a full, fair and clear account of what will be asked of them and how| X
information that they provide will be used
d) makes clear that participation in the project is voluntary X
e) explains the arrangements to allow participdao withdraw at any stage if the|] X
wish
f) explains the arrangements to ensure the confidentiality of any material col| X
during the project, including secure arrangements for its storage, retention a
disposal
g) explains the arrangements faublishing the research results and, if X
confidentiality might be affected, for obtaining written consent for this
h) explains the arrangements for providing participants with the research reg X
they wish to have them
i) gives the name and signation of the member of staff with responsibility for | X
the project together with contact details, including email . If any of the projec
investigators are students at the IoE, then this information must be included
their name provided
k) explairs, where applicable, tharrangements for expenses and other payments to b N/A
made to the participants
j) includes a standard statement indicating the process of ethical review at th X

University undergone by the project, as follows:
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60 Thi s p beernreviewed fbllavdng the procedures of the University
Research Ethics Committee and has been given a favourable ethical opinior
conduct 0.

k)includes a standard statement regarding insurance: X

G¢KS ! YABSNBRAGE KI & (K& FHl détaieRredNailable 8n A
request".

Please answer the following questions

1) Will you provide participants involved in your research with all the informal X
necessary to ensure that they are fully informed and not in any way deceive(
misled as to the purpose(s) and nature of the research? (Please use the sub
used in the example information sheets on blackboard to ensure this).

2) Will you seek written or other formal consent from all participants, if they { X
able to providat, in addition to (1)?

3) Is there any risk that participants may experience physical or psychologid X
distress in taking part in your research?

4) Have you taken the online training modules in data protection and informg X
security (which catve found here:
http://www.reading.ac.uk/internal/imps/Staffpages/irtasning.asp)?

5) Have you read the Health and Safety booklet (available on Blackboard) al X
competed a Risk Assessment Form to be included with this ethics applicatio

6) Does your research comply with |[X
Research?

YES| NO | N.A.

7) If your research is taking place in a school, have you prepared ematifmn X
sheet and consent form to gain the permission in writing of the head teacher
other relevant supervisory professional?

8) Has the data collector obtained satisfactory DBS clearance? X

9) If your research involves working with children @ndhe age of 16 (or those X
whose special educational needs mean they are unable to give informed
consent)have you prepared an information sheet and consent form for
parents/carers to seek permission in writing, or to give parents/carers the
opportunity b decline consent?

10) If your research involves processing sensitive persond| dathit involves | X
audio/video recordings, have you obtained the explicit consent of
participants/parents?

11) If you are using a data processor to subcontrgcpart of your research, ha X
you got a written contract with that contractor which (a) specifies that the
contractor is required to act only on your instructions, and (b) provides for
appropriate technical and organisational security measures to pheteta?

12a) Does your research involve data collection outside the UK? X

! Sensitive persomaata consists of information relating to the racial or ethnic origin of a data subject, their
political opinions, religious beliefs, trade union membership, sexual life, physical or mental health or condition,
or criminal offences or record.
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12b) I'f the answer to question 12a X
legal and ethical requirements for doing research in that country?

13a) Does your resezh involve collecting data in a language other than Engli X

13.2) I f the answer to question 13 X
sheets, consent forms, and research instruments, where appropriate, have [
directly translated from the Engh versions submitted with this application.

14a. Does the proposed research involve children under the age of 5? X

Mno® LT GKS yagSN (2 ljdzSadAiazy wmnl Aa X
My Head of School (or authorised Head of Department) has given details of the pdoy
NEaSIENOK G2 GKS ! yAGSNARAGEQAa AyadzaNI yo
have confirmation that insurance cover is in place.

If you have answered YES to Question 3, please complete Section B below

Please completeither Section A or Section Band provide the details required in support of your
application. Sign the form (Section C) then submit it with all releatathments (e.g.
information sheets, consent forms, tests, qu
Ethics Committee for consideration. Any missing information will result in the form being

returned to you.

A:-My research goes beyond the O6acce|X
consider that this project has significant ethical implicationgPlease tick the
box.)

Please state the total number of participants that will be involved in the project and give a breg
of how many there are in each category e.g. teachers, parents, pupils etc.

18 Year 1 Undergraduate students from Cardiff Usrisity;

9 from a Humanities discipline and from a Science discipline

Give a brief description of the aims and the methods (participants, instruments and procedure
project in up to 200 words noting:

title of project

purpose of project and itsagemic rationale

brief description of methods and measurements

participants: recruitment methods, number, age, gender, exclusion/inclusion criteria
consent and participant information arrangements, debriefing (attach forms where nec
a clear and comse statement of the ethical considerations raised by the project and hov
intend to deal with then.

estimated start date and duration of project

oukhwnE

N

Investigation of individual and collaborative selfmediated learning activities in Year 1
undergraduate sudents

The aim of the project is to identify the key approaches students take-imeskéted learning (SML
outside of the classroom, to identify their perceptions of the effectiveness of strategies taken,
student sd per cept itsofsditarg vs peeshpportedeSMIa Thie rateonale tomthy
approach is to inform support of students during the development of independent learning stra
in undergraduate higher education.

Participants recruited will be divided between two Schddistéry and Chemistry) at Cardiff
University, to gain insight into potential subjesgdecific differences. Year 1 students are targeted
subjects in order to highlight issues related to transition between school and University learnin
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Data collection Wi be by means of individual serstructured interviews with aspen-ended
guestion strategy (see Appendix A for indicative Interview Guide), following an Interview Guids
specifying specific questions which will then be elaborafedn dependent ontherpa i ci p a
answer. The analytical approach will be a Constructivist Grounded Theory approach, the anal
Interview 1 will inform the design of questions for interviews 2 and 3; therefore the detailed qu
for Interview 1 are attached. Althougfhtérviews 2 and 3 questions are likely to be similar, they
cannot be specified exactly at this stage. Each interview will last no more than 60 minutes.

efore students are approached for permission to participate, the Director of Learning and Teag
the relevant School wildl be approached to
information sheet Appendix B).

The 18 participants will be volunteers from the targeted academic Schools (different to the
resear cher 6s h dafter a shorhpoesehtation torthe ¥ egarucohbrieby the main
researcher at the start of the academic year. Age and gender will be selection variables only t
achieve a representative demographic balance of participants, where possible.

Participants will beasked to commit to completing a short-prierview questionnaire (Appendix C
and 3 interviews across the academic year (September/October 2016, January/February 2017
May/June 2017).

Participants will be informed of the study via email (with the perimissf the Director of Learning
and Teaching for that School) during the enrolment week of their Year 1. Subsequent to this, 1
project will be introduced to students, and volunteers requested, at the beginning of a timetabl
teaching session, with thangicipant information sheet being distributed (Appendix D). Students
volunteer by completing the pisterview questionnaire (Appendix C) which will include their nar
contact details and some basic demographic information which will be used @ldtiBos procedurs
if more than the required number of interviewees respond. Students may volunteer in person (
the session, or via email or internal mail after the introductory session.

If more than 6 students volunteer per School, then participalihtse selected using the demograpli
information on the proforma, in order to achieve an equal gender balance and a representativg
range. If further selection is needed, this will be done randomly by pulling names out of a hat.

A pilot set of interve ws wi || be wundertaken with 6 vol
School prior to the commencement of the data gathering. These volunteers will be sought via
the current Year 1 student cohort, including the gplartticipant informatiorsheet (a version of the
Student Participant Sheet, modified to refer to one interview rather than three). The same selg
procedure as above will be used for these participants. These interviews will be transcribed ar,
analysed before the commencemdrthe main data gathering period, subsequent to which the a
files will be deleted.

Participants will receive details of the interview process, and a list of the questions (see Apper
for Interview Guide) at least 5 days prior to the date of thenigw. Interviews will be arranged by
the researcher with the participants, and will be held at a muagiéed location. Participants will
be briefed before the interview and debriefed afterwards. Consent will be sought to record the
interview using aligital audio recorder. Transcripts of the interviews will be created and held in
passworeprotected file. Audio files will be retained until the completion of analysis and then de
Participants will be offered a copy of the transcript of eachvi@erfor their records and provided
an opportunity to redact any information prior to analysis.

Written consent for the interview and for permission to record the interview will be retained for
interview session.

Ethical Considerations

Anonymity: All names and place names in the transcripts will be anonymised. Each participan
be asked to specify a pseudonym to be used in data analysis and publication, and the matchir,
pseudonym with their real name will be kept in a passyootected fie. No demographic details
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wi || be used in publication that coul d i dg¢
will be shared with any"3Party.

Asking students to list their prior academic attainment and to rate their ongoing academic
attainment: This information will be kept confidential and will not be possible to link back to a
named individual.

Personally sensitive information The interview questions are not anticipated to require the
participants to reveal information of a peratiyrsensitive nature, however if a question elicits a
response in this manner from the participant then the situation will be handled appropriately.

Data Security: Proformae and details of identities of participants will be kept in a locked filing
cabinet Recordings of interviews will be held in a passwprdtected folder on a desktop compute
Audio files and transcripts of interviews will be identified by pseudonym only. Proformae and
interview recordings will be destroyed following publication of theearch, or after 5 years,
whichever is sooner.

Potential power-difference relationship: To minimise this concern, as the researcher is a lectur

the participantso institution, all/l partici
Colleges (Faculties) within the institution. Pilot interviews will be held with individuals from the
researcherods own School , but these student

Interviews will be held in a mutualgigreed location betwea the participant and interviewer.

The pilot interviews will occur in June/July 2016; main data collection will be between 1/9/16 &
30/6/17. The project analysis is anticipated to complete in December 2018.

B: | consider that this projeahay have ethial implications that should be brough
before the Instituteds Ethics Commi

Please state the total number of participants that will be involved in the project and give a breg
of how many there are in each category e.g. teachers, parentsgptipils

C: SIGNATURE OF APPLICANT:
Note: a signature is required. Typed names are not acceptable.

| have declared all relevant information regarding my proposed project and confirm that
ethical good practice will be followed within the project.

Signed: Print Name Stephen Rutherford Date 9/5/16

STATEMENT OF ETHICAL APPROVAL FOR PROPOSALS SUBMITTED TO THE
INSTITUTE ETHICS COMMITTEE

This project has been considered using agreed Institute procedures and is now approved.

Signed. Print Name Andy Kempe Date 23.5.16

(IoE Research Ethics Committee representative)*

* A decision to allow a project to proceed is not an expert assessment of its content or of the possible risks involved in
the investigation, nor doéisdetract in any way from the ultimate responsibility which students/investigators must
themselves have for these matters. Approval is granted on the basis of the information declared by the applicant.
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APPENDIX®A
INFORMATION SHEETS FOR PARTICIPANTS

Student Participant information sheet

Research Project: Investigation of individual and collaborative self-mediated learning
activities in Year 1 undergraduate students.
Researcher: Dr. Stephen Rutherford

Dear Sir/Madam,

I would like to invite you to take part in a research study about self-mediated (self-directed) learning in
Undergraduate students.

What is the study?

This study is part of a Doctorate in Education (EdD) research project undertaken by me, Stephen Rutherford
of the School of Biosciences at Cardiff University. The Ed.D project is registered with the University of
Reading (Ed.D supervisors Dr Elizabeth McCrum and Dr Naomi Flynn).

The study aims to investigate students’ experiences of self-mediated learning during the transition
between school/college and university education (during Year 1 of an Undergraduate degree). The project
aims to identify strategies for self-mediated study that students find effective, how these change over time,
and the extent to which study approaches are individualistic or collaborative in nature. The findings of the
study are anticipated to help inform the way in which Higher Education study support is provided to
students.

Why have you been chosen to take part?

The main aim of this project it to investigate student study approaches, and how these develop as
undergraduate students move towards the independent learning that is typical of a University degree
course. Therefore, | am specifically interested in the experience of Year 1 students, as you will be
undertaking a transition process from studying at school/college to studying at University.

In order to investigate any discipline-specific factors which might impact on students’ self-mediated study
activities, | aim to recruit participants from two contrasting disciplines — a science and a humanities subject.
| aim to recruit 9 participants from each School, who represent an appropriate balance of ages, genders
and background that will enable the project to reflect the balance and diversity of students on your course.

Do you have to take part?

It is entirely up to you whether or not you participate. Approval has been gained from your Director of
Learning and Teaching to approach you, but participation is entirely your decision.

Should you agree to participate, you may subsequently withdraw your consent for participation at any time
during the project, without needing to give a reason, by contacting me either by telephone :
or by email: | |
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What will happen if you take part?

With your agreement, | will ask you to complete a very brief proforma (see attached) which will provide
some basic demographic information about you and your background. This information will be used to
select a balanced mixture of participants, and as background for the first interview.

If more than ¢ individuals volunteer, the proforma will be used to identify 9 participants that have an
appropriate range of ages and pre-University subject qualifications, as well as a gender balance, that will
be conducive to a balanced study of your peer group. If there are still more than 9 volunteers after this
selection process, then participants will be further selected by drawing names out of a hat. It is therefore
possible that you may volunteer but not subsequently be asked to participate in the study. | will respond
to all volunteers, regardless of the outcome of this selection process.

Subsequent participation will involve a series of 3 interviews, undertaken during the forthceming academic
year (in September/October 2016, January/February 2017 and May/lune 2017, respectively). Each
interview will last no more than 60 minutes. Interviews will be undertaken in a mutually-agreed location.
The interviews will ask you to discuss your prior and current experiences regarding your study activities, as
well as your future expectations regarding your studies.

If you agree to participate, you will be asked to give your written consent (see attached proforma). You will
be asked permission for the interviews to be recorded with a digital audio recording device, however
participation in the study is not conditional on consenting to this audio recording.

What are the risks and benefits of taking part?

The information given by you, and your identity, will remain confidential and will only be seen by myself
and my Ed.D supervisors, Dr Elizabeth McCrum and Dr Naomi Flynn, of the University of Reading. Neither
you nor your academic School will be identifiable in any published output resulting from the study. Please
note that information about you and your responses will be confidential, and will not be shared with your
School, or any other third party. Responses that you give will not, therefore, impact either on your
assessment, or your progress, within your degree course.

Participants in similar studies have found it interesting to take part. In addition, you may find it beneficial
to reflect upon your study strategies and approaches. | anticipate that the findings of the study will be
useful for helping to develop support for future students in Higher Education, in developing their study
skills and in identifying what approaches to study are most effective. The project will hopefully be beneficial
to both your learning experience, and that of future students.

What will happen to the data?

Once each interview has been completed, the audio file will be transcribed into a typed document. At this
point you will be offered the opportunity to review the transcript if you wish. You may also ask to review
any of your interview transcripts at any point subsequent to this.

Any personal data collected will be treated as strictly confidential. No real names will be used in this study

or in any subsequent publications. You will be asked to choose a pseudonym, and will be referred to by
that pseudonym in all subsequent analyses and publication. No identifiers linking you or your School will
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be included in any published output of this research. Research records and data will be stored securely in
a locked filing cabinet and on a password-protected computer and only | and the Ed.D supervisors, Dr
McCrum and Dr Flynn, will have access to the records. The original audio recordings and any records
identifying participants will be destroyed securely once the findings of the study are written up and/or
published, or after five years, whichever is sooner. The results of the study may be presented at national
and international conferences, and/or in written reports and articles. If you wish to be sent copies of these
publications, please email me at| |

What happens if | change my mind?
You can change your mind at any time without needing to give a reason. If you change your mind after
data collection has occurred, we will discard all data from your interviews.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact the primary Ed.D project supervisor, Dr
Elizabeth McCrum, University of Reading; | |

Where can | get more information?
If you would like more information, or to discuss this project further, please contact Dr Stephen Rutherford
Tel: 029 208 70251, email;| |

| do hope that you will agree to your participation in the study. If you do, please complete the attached
proforma, and return it to me, either at the end of this class in the box provided, or as a scan/photograph
by email to |

If asked to participate in the interviews, you will be asked to complete a further consent form prior to the
commencement of the first interview.

This project undertaken a risk assessment in accordance with the University of Reading guidelines. The
project has been reviewed following the procedures of the University Research Ethics Committee and has
been given a favourable ethical opinion for conduct. The University has the appropriate insurances in place.
Full details are available on request.

Thank you for your time.

Yours sincerely

B
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APPENDIXA
EXPRESSION OF INTEREST FORM

CONFIDENTIAL
Expression of Interest in participation in Educational
Study

Information on this sheet will remain confidential and will not be shared with any third party.
This information will be ugkonly to inform selection of participants, and as background for the
interviews and analysis.
Please return to the box provided, by email (scan or photograph) to

| of

Name:

Degree Course:
Email Address:
Age:

Gender:

Country of residence immediately prior to attending University (please tick one) :
Wales England N.Ireland Scotland Other BJ | Non-EU

Please can you outline your previous qualifications used as entry qualifications for University (e.g.
A-Level, Bacculaureate, Access Course, or equivalent)

Qualification Subject Year Taken Grade
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APPENDIX A5
ETHICAL ISSUES AND MEDIATION FOR POTENTIAL PROBLEM

Informed ConsentAll potential participants were provided with a hardcopy of the information sheet
outlining the aims of thetady, and clearly outlining the time commitment, the framework for the
interviews, for what purposes the data would be used, and highlighting issues of confidentiality and
anonymity. The potential participants were also informed of the potential benefifgadicipation,

adzOK |a GKS loAfAle G2 NBTFESOG 2y GKS STFFAOIO
participants were provided with another hardcopy of the information sheet, and a verbal summary
about the study and their role as anpiaipant. The parameters for their involvement were explained

that the start of the interview. All participants were asked to sign consent forms prior to the first
interview, and were also asked to provide consent for the interviews to be recorded using a

electronic audio recording device. Consent forms have been kept on file in a locked cabinet.

Confidentiality and Anonymity Audio recordings of the interviews were kept confidential, and
available only to myself, until the transcript was made and theigipants anonymised appropriately
(BERA, 2011, pp-& Brinkmann and Kvale, p.91). In cases where the transcription was undertaken
by a third party, this was a professional transcriptional service experienced in the transcription of
confidential materigl and audio files were identified using the pseudonym of the participant.
Interview audio files were transferred to a computer and kept in a passywartkcted folder, as was

a spreadsheet aligning individual participants with their pseudonym. All patitspvere allocated

a pseudonym for anonymity, and the names of people or places identified in the interviews were also
changed in the written transcript. It was made clear to the participants that their home School was
unaware of their participation, anid would not be possible to trace their identity in any subsequent
written reports. Participants were offered the opportunity to review the transcripts, if they wished
to do so, and were also offered the opportunity to be informed of the outcomes of thésis of the

data. Participants were also informed that the any comment made in the interviews would be
confidential and would not be reported to any third party (including their home School), unless as an

anonymised quote within a publication.

Avoidanceof coercion and power differentialAn important consideration for the main longitudinal
study was that the participants should not be of the same academic School as myself, as | am well
known to, and an authority figure for, students within my own Sch8oich a relationship would
potentially provide a restrictive, or potentially coercive, environment for the participants. Within the
Schools of Bioscience, History and Chemistry, there is a tradition of formality between students and
staff, with most staffpreferring to be addressed by their title and surname, rather than their
forename. This therefore could potentially have created a power differential between the researcher
and participants, and so it was important to remove all trappings of institutistetlis (such as

academic title in emails, and email signatures) when communicating with participants.
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