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Abstract

This thesis reports the process and findings of an empirical study conducted in an Australian
university focused on Chinese postgraduate accounting students’ learning. This study was
conducted in the context of a preponderance of Chinese students’ in Australian postgraduate
accounting programs and recently tightened migration policies. Prior studies on Chinese
students’ learning in Western universities have treated Chinese students as a homogenous
group but, as Chinese students increase in number and become the majority in postgraduate
accounting programs of many Australian universities, the diversity within the group needs to
be investigated to obtain a more comprehensive understanding of Chinese students’ learning.
This study thus treats Chinese students as a diversified group and aims to understand Chinese
postgraduate accounting students’ backgrounds, learning orientations and learning approaches

in Australian universities.

This study uses the Student Learning in Context model (Ramsden 2003) to interpret the
relationships between students’ backgrounds, learning orientations and learning approaches.
Students’ learning orientations are measured and analysed using the Self-Determination theory
(Deci & Ryan 1985, 1991), while students’ learning approaches are measured and analysed
with the Students” Approaches to Learning (SAL) model (Biggs 1987). Prior research found
that Chinese students are strongly motivated to study accounting in Australian universities by
favourable migration policies (McGowan & Potter 2008). This extrinsic learning orientation,
language barriers and the teacher-centred learning context in China resulted in Chinese
students’ adoption of surface learning approaches in Western universities (Evans, Burritt &
Guthrie 2010). This learning approach does not fit the Australian accounting education context
that promotes deep learning approaches through a student-centred learning context (Wong,
Cooper & Dellaportas 2015).

This study adopts a quantitative approach to answer three research questions: What are
the backgrounds, learning orientations and learning approaches of Chinese students in
Australian postgraduate accounting programs? What background and learning orientation
factors help explain the differences in Chinese students’ learning approaches? How do Chinese
students’ learning orientations and approaches change during the time they study in Australian
universities? Longitudinal surveys are used to collect data from 428 postgraduate accounting

students at the University of Adelaide, including 316 Chinese students and 112 other students.

Xiv



The findings describe unique characteristics of, as well as diversification within,
Chinese students’ backgrounds, learning orientations, and learning approaches. The
relationship between Chinese students’ backgrounds, learning orientations, and learning
approaches are illustrated. The comparison between semesters found that Chinese students’
extrinsic learning orientations decrease over the length of the study. Their adoption of surface
learning approaches increases in the second semester and then decreases to its lowest level in

the third semester.

This study provides insights to future researchers by treating Chinese students as a
diversified group and proposing a combined model that measures and analyses students’
learning orientations and approaches. The empirical findings can help Australian universities
better understand their largest international student group and help accounting educators
promote deep learning. This study is limited by its small sample, which is a result of

environmental restrictions, especially the COVID-19 outbreak in 2020.
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Chapter One

Introduction

This study treats Chinese students as a diversified group and investigates their backgrounds,
learning orientations and learning approaches in an Australian university’s postgraduate
accounting program. The research objectives include describing the characteristics and
diversification of Chinese students’ backgrounds, learning orientations and learning
approaches, explaining how Chinese students’ backgrounds and learning orientations affect
their learning approaches, and identifying their changes in learning orientations and learning
approaches during their study in an Australian postgraduate accounting program. This chapter

introduces the background that motivated this study and provides an overview of the thesis.

1.1 The Environmental Background of the Study

This section introduces the environmental background of the Australian accounting education
sector. It describes the key issues facing the sector and the changes in the last decade. This
forms the environmental background for this study. It also explains why this study chose to

focus on Chinese students’ learning in Australian postgraduate accounting programs.

1.1.1 The Accounting Education Industry in Australia

Following the global trend of treating university education as a marketable product, since the
1980s, the Australian Federal Government has supported higher education to become a major
commercial export industry of the Australian economy (Evans, Burritt & Guthrie 2010). In
2018, annual revenue of $32.8 billion was generated by 43 institutions in higher education. The
majority of this revenue was generated by business schools, with the major revenue of business

schools coming from accounting programs (Munro-Smith 2018).

In 2004, accounting was included in the Migration Occupation in Demand list, which
opened the door for international graduates to receive Australian permanent residency with a
university degree in accounting. According to the migration occupation assessment criteria

(CPA Australia 2020), a graduate with an Australian Bachelor’s degree or 12-unit Master’s



degree in accounting is eligible to apply for Australian permanent residency as an accountant.
Compared with the 3-year undergraduate programs, the postgraduate coursework programs are
especially popular with international students because they usually take only 1.5 to 2 years and
therefore save much time and costs for the potential migrants (McGowan & Potter 2008). As a
result, many universities have expanded their accounting programs, especially postgraduate
coursework accounting programs, to attract full-fee-paying international students (Ekanayake
& Jackling 2014). This move proved to be a success since international enrolment in
postgraduate commerce coursework programs increased by 40.39% between 2004 and 2009
(the Australian Trade and Investment Commission (Austrade) 2018). For many international
students, the opportunity of migration was one major selling point of Australian postgraduate

accounting programs.

Government policy changes in the early 21% century have not only boosted international
enrolments but also pushed the universities to rely on international students’ tuition fees to
survive, while declining government funding in the higher education sector pressured the
universities to rely on self-generated funds. Since international students are charged higher
tuition fees than domestic students, they are seen as a major source of industry revenue (Munro-
Smith 2018). To attract more international enrolments, and consequently more income,
Australian universities have an increasing need to understand the international student market,
especially students’ backgrounds, the main reasons that attracted them to study in Australia,
and how they study in Australian universities.

1.1.2 Chinese Students and Australian Accounting Programs at the Beginning of the
215t Century

There are over 44,000 international students enrolled in Australian universities’ accounting
programs, 37% of them (over 16,000) are from China, making Chinese students the single
largest group of international students (Austrade 2018). The high enrolment of Chinese
students in accounting programs is a result of the previously discussed environmental and
institutional changes in the Australian higher education sector. With the growth in the size of
China’s middle class during the same period, Chinese enrolments brought the Australian higher
education industry an enormous revenue increase in the first decade of the 21% century

(Marginson 2011). In 2010, Chinese students’ enrolments reached 55% of all international



enrolments in Australian postgraduate accounting programs (Austrade 2018). The high
proportion and increasing number of Chinese enrolments make Chinese students a major group

of interest in accounting education research.

Though the increased Chinese student enrolment brought much needed funding to
Australian universities through accounting programs, the income growth is fragile and
unsustainable. An external policy or environmental change can strike heavily on enrolment
numbers and income, as demonstrated by the recent impact of the COVID-19 pandemic on the
Australian higher education sector. Many educators are also concerned that reliance on Chinese
enrolments may bring challenges to the quality of Australian universities’ accounting programs
(Evans, Burritt & Guthrie 2010; McGowan & Potter 2008). This concern comes from the
difficulties Chinese students face when studying in Australian universities as well as their
preponderance in number. Chinese students come from a highly-structured teaching
environment that emphasises memorisation and transmission of knowledge (Rao, Chi & Cheng
2010; Wang 2005). Australian universities, on the other hand, often use unstructured student-
directed learning activities, such as case studies, to encourage active participation and
emphasise the need for understanding and the application of knowledge (Wong, Cooper &
Dellaportas 2015). Facing a different learning environment and language barriers, Chinese
students often rote-learn course materials and have difficulty in understanding and relating
subject knowledge in Australian accounting programs (Bhattacharyya 2010; Charlesworth
2008; Pang, Ho & Man 2009). As Chinese students continued to grow in number and
proportion in Australian accounting programs, their strong migration-based learning
orientations allegedly pushed universities to change the content, assessment and delivery of
accounting programs to maintain pass rates and graduation targets (Evans, Burritt & Guthrie
2010). As aresult, it has been suggested that the accounting programs, especially postgraduate
accounting programs, in Australian universities are losing their reputation in both Australian
and overseas labour markets because the graduates fail to meet employers’ expectations
(Blackmore, Gribble & Rahimi 2017; Yap, Ryan & Yong 2014).

Concerns about declining education quality and reputation have forced the Federal
Government to make policy changes in the second decade of the 21% century. Concurrently, a
slowdown in the Australian economy has intensified employment competition for accounting
graduates. The government thus reassessed the migration policy towards international

accounting graduates, especially after receiving reports from the employers claiming that the



international graduates cannot satisfy accounting skill shortages (Blackmore et al. 2014). The
policy changes from both education and migration departments have caused much turbulence
in Australian accounting education programs (Marginson 2011). The following section will
present the policy changes in detail and explain their effects.

1.1.3 Environmental Changes in the 2010s

In 2011, as educators continued to raise concerns about the unsustainable growth pattern of the
Australian higher education sector, the Federal Government established the Tertiary Education
Quality and Standards Agency (TEQSA) to assure higher education quality and safeguard the
reputation of Australia’s higher education sector (TEQSA 2017). To improve course quality,
accounting educators proposed addressing student-centred learning in curriculum design
(Evans, Burritt & Guthrie 2010). In a student-centred learning environment, students are
expected to actively engage in learning activities and obtain knowledge through understanding
in the learning process (Wong, Cooper & Dellaportas 2015). Curriculum development in the
following years received positive feedback from students. According to the Graduates Careers
Australia’s statistics, the overall satisfaction of course quality in undergraduate accounting
graduates increased from 63.5% to 84.2% from 2009 to 2015 (Carroll 2016; Coates & Edwards
2010). The positive student feedback has, in turn, supported further curriculum development
in the same direction. Australian accounting programs are expected to maintain a student-
centred teaching style and continue to address learning-through-understanding in the future.
For Chinese students who are trained in a teacher-centred education environment and rely on
memorisation in learning, the challenges of the different learning environment may be

intensified.

In addition to the curriculum changes in the universities, migration policy changes for
accounting graduates have also increased the pressures felt by Chinese students. As discussed
in previous sections, the favourable migration policies were a major incentive behind
international accounting enrolments. However, since 2011, a series of migration policy changes
have significantly restricted international accounting graduates from receiving Australian
permanent residency (Munro-Smith 2018). As the invitation quota for accountants shrank from
over 10,000 in 2011 to fewer than 1,000 in 2020 (Department of Home Affairs 2019), the

chance to receive a permanent residency invitation has been heavily reduced. For many



Chinese accounting students, this means migration is no longer a practical option after
graduation (Blackmore, Gribble & Rahimi 2017).

Without a permanent residency visa, Chinese accounting graduates will be forced to
seek employment back home (Blackmore, Gribble & Rahimi 2017). Chinese employers,
however, have also raised their expectations of the skills and attributes of overseas graduates
in recent years (Hao & Welch 2012). This employment environment change urges Chinese
students to focus more on acquiring the ability to apply and relate knowledge from their

overseas studies to improve their competitiveness in the future job market.

The changes in Australian universities, Australian migration policies and the Chinese
employment market indicate that Chinese accounting students’ main reasons for studying
accounting in Australia and the ways they study accounting in Australian universities may
change and must change to adapt to the new environment. To obtain sustainable growth in the
higher education industry, accounting educators must understand and respond to these changes.
This study is motivated by the interest to obtain an understanding of the Chinese students’
learning in Australian postgraduate accounting programs in the context of the changing
external environment of the late 2010s.

1.2 Gaps in Prior Literature

Under the environmental changes identified in Section 1.1, it is possible that the prior research
findings on Chinese students’ learning no longer apply in the new environment. In addition,
gaps exist in prior theories and models explaining how students learn in universities and in
prior empirical studies of Chinese students’ learning. This section briefly introduces the gaps
that this study aims to close and introduces the theoretical framework that underlies the
approach of this study. It should be noted that prior studies do not always use the same
terminology to describe the same aspect of student learning. To avoid confusion, this study
uses one set of terminology based on the theoretical framework adopted for the study. The
terminology used in this study is summarised in Table 1.1. A more comprehensive discussion
of the development and verification of the theories and the findings of prior empirical studies

can be found in Chapter Two.



Table 1.1 Terminology Used in this Study

Terminology Meaning Model/Theory adapted from
Learning The reason why a student chooses to enrol in a Student Learning in Context
Orientations university model (Ramsden 2003)
:_netfl:’lll‘?lsi:‘]Cg To exper_ience the pleasure and satisfaction in
Orientation the learning process
Extrinsic Self-Determination theory
Learning Seeing higher education as a means to an end (Deci & Ryan 1985, 1991)
Orientation
L Lack of motivation, neither extrinsically nor
Amotivation | .~ " " .
intrinsically motivated
The combination of learning motives and
learning strategies:
Learning Learning motives: the reasons to adopt a
Approaches certain learning strategy
Learning strategies: how to prepare for and
complete learning tasks
Surface L(_earning through memorisat_ion and repetition Students’ Approaches to
Approach W|_thout understanding; motivated by fear of Learning (Biggs 1987)
failure and pressure to pass
D Learning through understanding, relating and
eep . ) . .
Approach gpplylng knowledge; motivated by internal
interests
Achieving Learning throu_gh hard work a_md organ_ised
schedules; motivated by the desire to achieve
Approach
good results

1.2.1 Gaps in the Theories that Explain Student Learning

Prior studies have many theories and models to explain how students learn in universities. This
study constructs a theoretical framework based on the theories and models that are most useful
to observe and explain students’ learning when they are in a new learning context. The Student
Learning in Context model (Ramsden 2003) is such a model, because it focuses on explaining
differences in students’ learning approaches by their background, learning orientation and
learning context. It addresses the role the current learning context plays in shaping students’
learning approaches and it posits that students can gradually change their learning approaches
under the influence of the current learning context. Another key factor that shapes students’
learning approaches is their learning orientations, which are developed under the influence of

their background factors.

The Student Learning in Context model provides general descriptions about how
learning orientations affect learning approaches. For example, extrinsic learning orientations

lead to the adoption of surface learning approaches, whereas intrinsic learning orientations



relate to deep learning approaches. However, the Student Learning in Context model does not
provide further explanation about what extrinsic and intrinsic learning orientations are. It
adopts the Students’ Approaches to Learning (SAL) model (Biggs 1987) to define and classify
learning approaches, but it does not have a model that defines and classifies learning
orientations. To better understand how different types of students’ learning orientation affect
their adoption of different learning approaches, a more detailed model is needed to identify the

types of learning orientation.

To close this gap, this study incorporates the Self-Determination theory (Deci & Ryan
1985, 1991) into the theoretical framework to measure and classify students’ learning
orientations, so that the relationship between learning orientations and learning approaches can
be investigated in further detail. This theory was selected because it sees students’ learning
orientations on a continuum from a lack of self-determination to the highest level of self-
determination. Both the Student Learning in Context model and the Self-Determination theory,
and other theories and models relevant to the development of them, are further explained in

Chapter Two.

1.2.2 Gaps in Empirical Findings of Chinese Students’ Learning

Chinese students have been attracting researchers’ interest because of their unique background
and growing numbers in Western universities. This subsection briefly summarises the key prior
findings with regard to the characteristics of Chinese students’ backgrounds, learning

orientations and learning approaches and identifies the conflicts and gaps in the findings.

Prior research that focused on Chinese students’ cultural and educational backgrounds
has mixed conclusions about their learning orientations. For example, one study found that,
under the influence of the traditional Confucian values, Chinese students believe a model
learner should have intrinsic learning orientations (Li 2002). However, recent empirical studies
found that Chinese students are often extrinsically oriented by pressure from family members’
expectations (McMahon 2011) and migration opportunities (Ekanayake & Jackling 2014).
Chinese students can also be amotivated because their parents often make education-related
decisions for them (Wang & Byram 2011). Another recent study also found that Chinese
students become amotivated over time because of stress (Liu 2015). These inconsistent

conclusions about Chinese students’ backgrounds and learning orientations are partially a result



of treating Chinese students as a homogenous group. In prior studies, the term “Chinese
students” was used to represent students from various countries and regions, including
mainland China, Hong Kong, Taiwan, Singapore and Malaysia (Watkins & Biggs 1996). Given
the differences in the education context among these countries and regions, treating students
with different backgrounds as the same group can cause confusion and produce inaccurate
conclusions. Prior investigations found that even within mainland China, the education context
differs between urban and rural areas (Rao, Chi & Cheng 2010). Given the impact of students’
backgrounds on their learning orientations and learning approaches, to obtain a better

understanding of Chinese students’ learning, their backgrounds should be differentiated.

In prior literature, Chinese students’ learning approaches have been discussed
intensively with reference to their backgrounds. As mentioned in Section 1.1.2, the learning
context in China features highly-structured learning under the teachers’ guidance and
memorisation and repeating practice are emphasised (Rao, Chi & Cheng 2010; Wang 2005).
Students under such a learning context tend to adopt surface learning strategies and have
difficulties in adopting deep learning strategies (Wang & Byram 2011). As for learning
motives, Chinese students who study overseas are under much pressure to succeed and see
failing a subject as unacceptable (Wang & Byram 2011). With these surface motives and
language difficulties, Chinese students were found to adopt surface learning, such as reliance
on memorisation, as a survival approach in Western universities (Bhattacharyya 2010; Jackling
et al. 2012; Pang, Ho & Man 2009). Some researchers discussed Chinese students’ use of
memorisation in more depth and argued that using memorisation in learning does not
automatically classify a Chinese student as a surface learner (Biggs 1993; Cooper 2004). This
is because Chinese students were trained in China to utilise memorisation as a strategy to
enhance understanding. The understanding of the text is renewed and deepened with each
repetition (Biggs 1996a, 1996b). A more recent study confirmed this argument in finding that
Chinese students can use seemingly surface strategies to achieve deeper understanding over
time (Patel, Millanta & Tweedie 2016). Other recent studies found that Chinese students have
high achieving motives and can adjust their learning strategies to adapt to the Australian
learning context (Sikkema & Sauerwein 2015; Wong, Cooper & Dellaportas 2015).

The gap in the prior findings about Chinese students’ learning approaches is a lack of
longitudinal studies. Though some prior findings confirmed that Chinese students can adapt to
the Western learning context and adjust their learning approaches as time passes (Sikkema &



Sauerwein 2015; Volet, Renshaw & Tietzel 1994; Wong 2004), very few studies have followed
the same group of Chinese students to understand how they adjust their learning approaches
over time. Existing longitudinal studies used short investigation periods that are unlikely to be
long enough for changes to occur and/or did not focus on mainland Chinese students (Cooper
2004; Wang & Byram 2011). To have a comprehensive understanding of Chinese students’
learning approaches in Western universities, a longitudinal study that follows the same group

of students throughout their study programs is needed.

Prior empirical studies of Chinese students’ learning orientations and learning
approaches are also limited by the scope of the Student Learning in Context model (Ramsden
2003). As mentioned in Section 1.2.1, the Student Learning in Context model lacks clear
definitions and classifications of learning orientations. Empirical studies that used this model
thus often mix the concept of learning orientations and learning motives (for example,
Honkimaki, Tynjala & Valkonen 2004; Ramburuth & Mladenovic 2004), and the conclusions

lack a detailed description of what learning orientation is related to which learning approach.

Based on the gaps identified above, this study focuses on mainland Chinese
postgraduate accounting students and treats them as a group with diversified backgrounds, so
that the impact of the students’ backgrounds on their learning can be explained in more detail.
When investigating Chinese postgraduate accounting students’ learning orientations, this study
incorporates the Self-Determination theory to more clearly define, measure and classify
students’ learning orientations, SO that the relationship between learning orientations and
learning approaches can be described more comprehensively. To better understand Chinese
postgraduate accounting students’ learning approaches in Western universities, this study
conducted a longitudinal investigation that follows the same group of students throughout their
postgraduate accounting programs, and compares their orientations and learning approaches

between different semesters.



1.3 Research Overview
1.3.1 The Research Questions
To close the gaps identified in Section 1.2.3, this study has the following research questions:

1. What are the backgrounds, learning orientations and learning approaches of Chinese
students in Australian postgraduate accounting programs?

2.  What are the relationships between Chinese postgraduate accounting students’
backgrounds, learning orientations and learning approaches? How do their background
factors affect their learning orientations and shape their learning approaches?

3. How do Chinese postgraduate accounting students’ learning orientations and approaches

change during the time in Australian universities?

These research questions will be readdressed in Chapter Three. The research aims and

objectives are also presented in Chapter Three.

1.3.2 Theoretical Framework

This study uses a theoretical framework developed based on the Student Learning in Context
model (Ramsden 2003) to identify the relationships between students’ backgrounds, learning
orientations and approaches. Students’ learning orientations are captured and analysed using
the Self-Determination theory (Deci & Ryan 1985, 1991), and the students’ learning
approaches are measured and discussed using the SAL model (Biggs 1987). The theoretical
framework is presented in Figure 1.1. Further explanations of the theoretical framework and

the hypotheses’ development can be found in Chapter Three.
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Figure 1.1  The Theoretical Framework of the Study
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1.3.3 Research Design

To answer the research questions, this study takes a quantitative approach and deductively
identifies the relationships between the variables. To better describe Chinese students’
backgrounds, learning orientations and learning approaches, Chinese students’ characteristics
are compared with other students in the same learning context. Surveys were distributed to all
postgraduate accounting students in an Australian university to collect data. In this study,
Chinese students are defined as the students who completed high school and undergraduate
study in mainland China. Students who completed high school study in mainland China but
completed their undergraduate degrees overseas are identified as Chinese-overseas students,
while the remaining students (who did not complete high school study in mainland China) are
identified as non-Chinese students. The non-Chinese student group includes Australian
domestic students and other international students. Domestic students are not identified as a
separate group because their sample size (17) is not high enough to support a reliable

quantitative analysis for the purpose of this study. They are also not the focus of this study.

Four hundred and twenty-eight students participated in the data collection. The numbers
of Chinese students, Chinese-overseas students and non-Chinese students are 316, 43 and 69,
respectively. Unfortunately, because of the COVID-19 outbreak in early 2020, the data

collection progress was forced to end early. Only 43 students, including 40 Chinese students
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and three non-Chinese students, completed all three surveys over three semesters. 94 students
completed two surveys and 291 students completed only one survey. Nevertheless, all students
who completed at least one survey had their responses recorded and their data were used in the
analysis for the first two research questions.

Descriptive statistics for the survey responses are presented and discussed to answer
the first research question. Mann-Whitney U tests are performed to compare the distribution of
Chinese students’ responses With Chinese-overseas students’ and non-Chinese students’
responses so that Chinese students’ characteristics can be described in comparative terms.
Multinominal logistic regression analyses are performed to answer the second research
question, which concerns the relationships between Chinese students’ backgrounds, learning
orientations and learning approaches. To answer the third research question, the surveys were
distributed to the same group of students to collect information about their learning orientations
and approaches over three semesters. The Friedman Two-way Analysis of Variance (ANOVA)
by Ranks tests are performed to identify any changes in learning orientations and learning
approaches for the same student group through the different semesters. Justifications for and
further details of the research methods, including data collection procedures, ethics approvals

and regression models, are presented in Chapter Four.

1.4 A Summary of Research Findings and Recommendations
1.4.1 The Answers to Research Question One

This study observed diversity in the backgrounds of the Chinese student group. The locations
of Chinese students’ prior education institutions range from the most developed cities in China
to rural areas with very limited education resources. From high school to universities, Chinese
students have a trend to move to more developed areas for higher education. Chinese students’
prior accounting knowledge is also very diverse, but the distribution is not significantly
different from other student groups at the 0.05 level. Chinese students also have some unique
background characteristics that differentiate them from other student groups. The gender
distribution of Chinese students is significantly different from other student groups, where the
female students’ proportion is much higher for the Chinese student group. Chinese students are

also the youngest student group and consequently have less working experience and rely more
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on family financial support. Their English competency is significantly lower than for the other

student groups at the 0.05 level.

The findings on Chinese students’ learning orientations reflect Chinese students’
changes in the new environment, especially the tightened migration policies of Australia. As
introduced in Section 1.1.3, since 2011, the opportunity for international accounting graduates
to obtain Australian permanent residency has been significantly reduced. This study’s
participants commenced their study between 2017 and 2019 and were under the influence of
this environmental change. Their responses in regard to learning orientations suggest that,
compared with non-Chinese students (including domestic students and other international
students), Chinese students’ migration-related orientation is not significantly stronger at the
0.05 level. Although 76.6% of Chinese students still considered the migration opportunities
when deciding to study an accounting Master degree in Australia, migration is no longer one
of the strongest learning orientations for Chinese students. Compared with non-Chinese
students, Chinese students are more extrinsically motivated by career-related learning
orientations and less intrinsically motivated by an interest in accounting knowledge and the
pleasure they may experience in learning. It is also easier for Chinese students to feel lost and
become amotivated after spending some time in postgraduate accounting programs. Overall,
Chinese students have both extrinsic and intrinsic learning orientations, but their extrinsic

learning orientations are stronger.

Consistent with prior findings of Chinese students’ use of memorisation (Biggs 1996b),
this study finds that Chinese students use memorisation as a common strategy regardless of
which learning approach is adopted. It should be noted that their reliance on memorisation is
not significantly higher than for other student groups at the 0.05 level. Compared with non-
Chinese students, Chinese students scored higher on surface learning approaches and scored
lower on deep learning approaches because they have more difficulties in understanding and
relating course materials. However, they are also more willing to take a critical stance and learn
through understanding, which is a deep learning motive. As for achieving approaches, Chinese
students are less determined to excel and less organised than non-Chinese students, but they
are better with time management than Chinese-overseas students. Overall, Chinese students
score high on deep and achieving approaches, though not as high as non-Chinese students.
Surface learning approaches are the least adopted approaches by Chinese students, but the
scores are still higher than for non-Chinese students.
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Research question one is answered by the findings from the descriptive statistics of 49
variables and 45 comparisons between three student groups. The details of these analyses are

presented in Chapter Five.

1.4.2 The Answers to Research Question Two

The answers to the second research question focus on the diversification within the Chinese
student group. The findings of relationships between Chinese students’ backgrounds, learning
orientations and learning approaches can help explain Chinese students’ unique characteristics

described in the answers to the first research question.

Chinese students’ background factors were found to affect some of their learning
orientations and learning approaches, whereas personal background factors’ do not affect as
much the learning orientation and approach variables as institutional background factors do.
The only difference between female and male students is that female students score higher on
achieving learning approaches. Students’ age positively affects their intrinsic learning
orientations and the adoption of deep learning approaches. Given that Chinese students are the
youngest student group, this relationship helps explain their lower scores on intrinsic learning
orientations and deep learning approaches. Another finding that can help explain Chinese
students’ learning orientation characteristics is the effect of English competency. English
competency is found to positively affect intrinsic learning orientations and negatively affect
extrinsic learning orientations. Given that Chinese students’ English competency is
significantly lower than that of the other student groups, it is not surprising to see them scoring
lower on intrinsic learning orientations and higher on extrinsic learning orientations. A
background variable that can help explain the differences within the Chinese student group is
prior accounting knowledge. Chinese students who have more academic accounting knowledge
before coming to Australia are more motivated by intrinsic learning orientations. However, the
effect of prior accounting knowledge on deep and achieving learning approaches cannot be
explained well in a linear model. Chinese students’ places of origin do not have a strong effect
on their learning orientations except that students who graduated from universities in less
developed areas are more extrinsically oriented to use an Australian accounting Master degree

to prove their capabilities.
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As stated in the Student Learning in Context model (Ramsden 2003), Chinese students’
learning orientations heavily affect their learning approaches. However, the relationships
identified in this study do not completely agree with prior findings. While some extrinsic
learning orientations, such as to find more prestigious jobs and to prove one’s capability,
positively affect Chinese students’ surface learning approaches, migration-related learning
orientation is found to negatively affect surface learning approaches. One intrinsic learning
orientation, to experience the pleasure of accomplishment, positively affects deep learning
approaches, but the effects of some other intrinsic learning orientations, including the interest
to know and the pleasure to experience stimulation, are not explained well in linear models.

Amotivation was found to positively affect the adoption of surface learning approaches.

The relationships between Chinese students’ background, learning orientations and
learning approaches are complicated. Some relationships, especially the relationships between
some learning orientation and learning approach variables, cannot be explained by linear
models. Chapter Six presents the regression results and provides more detailed explanations of

the relationships.

1.4.3 The Answers to Research Question Three

The third research question is answered by comparing Chinese students’ learning orientation
and learning approach responses for different semesters. As mentioned in Section 1.3.3, only
40 Chinese students provided responses to make the comparison over three semesters. The
comparison results show that Chinese students’ extrinsic learning orientations and surface
learning approaches are lower in the third semester than in the first semester. While the change
of extrinsic learning orientations follows a steadily decreasing trend, the change in surface
learning approaches follows a bell curve. Chinese students’ adoption of surface learning
approaches increases in the second semester and then decrease to its lowest in the third
semester. The increase in surface approaches could be explained by an increase in the
complexity of subject materials in the second semester. However, after one year’s study (two
semesters), Chinese students’ concerns in coping and understanding the course material and
reliance on memorisation are reduced to their lowest level. More details are presented in

Chapter Six.
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1.4.4 Recommendations

Based on the study’s findings, this thesis makes recommendations to Australian accounting
educators, student support and student recruitment departments of Australian universities, as
well as to future researchers. The detailed recommendations and discussions can be found in

Chapter Seven.

The recommendations for Australian accounting educators focus on how to efficiently
promote deep learning in class. It is important to understand that Chinese students’ reliance on
memorisation is not equivalent to rote-learning. Chinese students do have a strong deep
learning motive to understand what they need to learn. It is their limited English competency
that creates difficulties for them to understand and cope with course materials. Educators can
reinforce Chinese students’ deep learning motives by keeping an open communication channel
and encouraging them to ask questions. It is also important to provide academic support,
including more detailed explanations of practice solutions and timely feedback, so that the
students can take their time reading and enhancing their understanding of subject knowledge
and better organise their study. The first semester is of particular importance and thus needs to
include assessments that focus on understanding fundamental concepts instead of replication
of journal entries or calculations. This can help Chinese students adapt to the Australian
education context faster and so avoid a steep learning curve in the second semester. In the
meantime, student support services of Australian universities should provide additional
guidance to help international students understand the student-centred teaching environment in
Australia, so that students can receive help when they feel lost and confused in their new
learning context. Additional support in English language, time management and stress-relief
counselling will also be helpful to reduce the risk of students becoming overwhelmed and
frustrated when transiting to the different learning environment. These recommendations are
consistent with the ones provided in prior accounting education research (Chan & Ryan 2013;
Quan, He & Sloan 2016; Wu 2015), but this study has provided the reasons why these practices

can help enhance Chinese students’ learning by understanding.

Some recommendations are made for the student recruitment departments of Australian
universities to maintain a sustainable operation in the recruitment of Chinese students,
especially after the COVID-19 pandemic. The findings suggest that, although they are no
longer strongly motivated by migration opportunities, Chinese students will still choose
Australian Master degrees to prove their capabilities and gain a competitive advantage in the
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Chinese job market. This is especially true for Chinese students from more rural areas and with
higher prior academic performance, lower English competency as well as some working

experience.

This study also has some recommendations for future research that focuses on
understanding student learning. Firstly, caution must be taken when using the SAL model
(Biggs 1987) to interpret students’ learning approaches. For Chinese students, scoring high in
memorisation does not automatically classify them as surface learners. A student can have
learning motives and learning strategies from different categories of learning approaches, such
as a critical stance to learn by understanding (deep motive) and a strategy to learn through
memorisation and repetition (surface strategy). When describing a student’s learning approach,
the interpretation should focus the extent to which the student adopts surface, deep and
achieving approaches instead of simply labelling them as solely a surface learner or a deep
learner. To provide such a detailed description of a student’s learning approach, their adoption
of each type of learning motive and learning strategy should be measured individually.
Secondly, student groups with diverse backgrounds and that are many in number, such as
Chinese students, should not be treated as a homogenous group in analysis. Identifying and
analysing the diversity in the group can produce more useful information and provide a more
comprehensive understanding of the students. Thirdly, to better understand the relationship
between learning orientations and learning approaches in the Student Learning in Context
model (Ramsden 2003), it is necessary to understand and classify students’ learning
orientations at the same level of detail as the students’ learning approaches. Having clear
definitions and classifications can help researchers better capture the components of the model
and test more aspects of the relationships. The Self-Determination theory used in this study is
a suitable model to measure students’ learning orientations. Lastly, this study found that linear
models cannot capture very well all the relationships identified in the Student Learning in
Context model very well. Future studies should consider constructing non-linear models to test

the relationships between learning orientations and learning approaches.

1.5 Contributions and Limitations

This study makes theoretical contributions to the accounting education literature and practical

contributions to accounting education practice. The study incorporates two models from
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different disciplines to better capture and analyse Chinese students’ learning. It also provides
a different approach to treating Chinese students as a diverse group to gain a more
comprehensive understanding of this student group. The findings provide a more
comprehensive understanding of Chinese students’ background, learning orientation and
learning approach characteristics in a new external environment. Especially, it adds to the
literature by describing the diversity in the Chinese student group. The findings also illustrate
the relationship between different aspects of Chinese students’ backgrounds, learning
orientations and learning approaches with details that prior research does not have.
Furthermore, the longitudinal study provides new findings on the changes in Chinese students’
learning orientations and learning approaches over one year of study. The recommendations
made based on the study’s findings can help Australian accounting educators promote deep
learning in class, help student services provide more efficient support to Chinese and other
international students, and help Australian universities to maintain a sustainable operation in

the recruitment of Chinese students.

The limitations of this study come from both the external environment and the research
methods. The small sample size that resulted from a series of environmental restrictions,
especially the COVID-19 pandemic, may reduce the reliability of the conclusions. This study
used only one university to collect data, so the findings may not necessarily apply to a larger
population. The data analysis used only constructed linear regression models to test the
relationships between Chinese students’ backgrounds, learning orientations and learning
approaches. Some findings suggest that the relationships between some aspects of learning
orientations and learning approaches cannot be captured well in a linear model. The discussions

of these limitations and delimitations can be found in Chapter Seven.

1.6 Thesis Structure

This thesis has seven chapters. The structure of the remaining six chapters is as follows.

Chapter Two reviews the prior literature. It starts with a detailed introduction of prior
theoretical developments on student learning. The discussion covers the theories and models
used to develop the theoretical framework of this study as well as other widely used theories.
It also provides the justification of this study’s theoretical base. The literature review then turns

to prior empirical findings on Chinese students’ learning. The final part of Chapter Two
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identifies the gaps and limitations in the prior literature and further justifies the focus of this

study.

Chapter Three elaborates upon the research questions and objectives. The study’s
theoretical framework is described and the 23 hypotheses that are used to answer the second

and third research questions are derived.

Chapter Four covers the study’s design. The introduction and justification of the
research methods, including data collection and data analysis, are covered in this chapter. The
chapter explains the measures used to capture Chinese students’ background, learning
orientation and learning approach variables and the development of the survey questions. The
ethics clearance information is also included in the chapter. The chapter ends with the

description of the 62 regression models used to answer the second research question.

The research findings are presented in Chapters Five and Six. The findings in Chapter
Five are used to answer the first research question and the findings in Chapter Six are used to

answer the second and third research questions.

Chapter Seven is the last chapter of the thesis. It starts with a discussion of the key
findings presented in Chapters Five and Six and then presents a series of recommendations.

The contributions and limitations of this study are included at the end of Chapter Seven.
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Chapter Two

Literature Review
2.1 Introduction

This chapter discusses the key findings from prior literature. It starts with a summary of the
key theories, models and tools developed to explain student learning in higher education. The
models are then critically discussed to justify the choice of the theoretical models used in this
study. This is followed by a summary of empirical findings on Chinese student learning,
including the Chinese learning context and how Chinese students learn in Western, particularly
Australian, universities. The last part of the chapter identifies the gaps and the limitations in

the prior literature as justification for the focus and scope of this study.

2.2 Prior Literature on Student Learning in Higher Education

2.2.1 Early Theories that Contribute to the Development of the Students’ Approaches
in Learning (SAL) Model and the Student Learning in Context Model

Research that focuses on understanding how students learn in universities emerged in the
1970s. Miller and Parlett (1974) started by surveying how students prepare for different
assessment tasks and classified students into different types based on how they approach the
learning tasks. Marton and Sélj6 (1976a, 1976b) further explored students’ learning approaches
in different assessments in experiments and found that students can change their learning
approaches to adapt to the learning tasks. That is, students’ learning approaches can be shaped
by their learning environment. Through experiments and interviews, Marton and Séljo (1976a)
identified two distinguishable types of learning approaches in university students: deep-level
and surface-level processing. Students who adopt a deep-level processing approach to learning
focus on understanding the meaning, capturing the key logic and ideas, and draw their own
conclusions. With the surface-level processing approach, however, students see learning as a
reproductive task and simply accept and memorise course materials without obtaining a
thorough understanding of the key ideas and connections. Furthermore, Marton and Saljo
(1976b) changed the assessment design in their experiment and found that students would swap
between surface-level and deep-level processing as the assessment design changed. However,

they found that it is harder to use assessment design to change students from surface-level to
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deep-level processing than the other way around. These findings formed the foundation of the

theories that interpreted student learning in the following decades.

Biggs (1978) looked further into the contextual factors that could affect students’
adoption of surface and deep learning and proposed a general model to explain the effects. This
model classifies student learning into three stages: presage, process and product, thus was
referred to as the 3Ps model (Figure 2.1). The presage stage includes both personal and
institutional factors, such as the student’s home background, personality, education institution
and discipline. These presage factors directed the motives students have to undertake further
education, which determine their learning strategies in the learning process. The motives and
strategies of student learning form the learning process, which directly affects students’

performance.

Figure 2.1  The General Model of Study Processes (the 3Ps model)
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(Source: Biggs 1978, p. 267)

Using factor analysis, Biggs (1978) identified three different approaches to learning in
the learning process stage: reproducing, internalising and organising. Each of these approaches
to learning is a combination of values, motives and strategies with similar characteristics. The
characteristics of reproducing and internalising learning are like the surface-level and deep-
level processing described by Marton and Saljo (1976a, 1976b), but Biggs provided further
details to describe the characteristics of each learning approach through values, motives and
strategies. In each identified learning approach, the values describe a student’s conception of
higher education, the motives refer to the reason why students adopt certain strategies, and



strategies capture students’ study behaviours. Under the reproducing approach, students see
higher education as a means to some other end, are anxious about assessments, and rely heavily
on lecturers’ detailed instructions. Conversely, under the internalising approach students see
universities as a place to question and discover values, are intrinsically motivated, and study
by understanding and relating materials. Under the organising approach, students are eager to
show their excellence in universities and are motivated by high achievement. As a result, they

study in a well-structured, organised manner.

Further research was conducted to identify the contextual factors that could explain the
differences in students’ learning processes. Ramsden (1979) focused on institutional factors
and found students’ perceptions of their disciplines and lecturers strongly affected how they
approached learning tasks. He also confirmed the existence of the organising learning approach
described in Biggs’s study (1978), that some students are strategic with assessments — they
adjust their learning approaches to adapt to the learning context of learning. He argued that the
type of learning approaches, such as surface, deep and achieving, are not used to describe the
characteristics of the student, but to describe the student’s learning in certain contexts. Under

different learning contexts, the same student’s learning approaches can be different.

Entwistle and Ramsden (1982) also investigated why students approach learning tasks
differently and identified four categories of learning orientations: meaning, reproducing,
achieving and non-academic. Each learning orientation describes an attitude, conception or
motivation for learning. It should be noted that a student can have more than one type of
learning orientation at the same time. For example, meaning orientation was consistently
related positively to achieving orientation. Entwistle and Ramsden (1982) found that meaning
orientation is related to deep-level learning approaches and reproducing orientation is related
to surface-level approaches. Students with achieving orientations are ready to adopt either
deep-level or surface-level approaches, whereas students with non-academic orientations study

in a disorganised and dilatory manner.

The early studies use different terms to describe the distinctive factors that can explain
the differences in students’ learning process. These terms include students’ approaches to
learning (Marton & Séljo 1976b; Miller & Parlett 1974; Ramsden 1979), styles and strategies
of learning (Pask 1976), values, motives and strategies in study processes (Biggs 1978),
conceptions of learning (Saljé 1979), and orientations to studying (Entwistle & Ramsden
1982). These terms have overlapping meaning and similar classifications because the studies
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are related and have a similar focus. Table 2.1 summarises the meaning and classification of

these terms used in early studies to explain the differences in students’ learning process.

Table 2.1 Terms Used to Explain the Differences in the Learning Process
Literature Term used Scope Classification
. Students’ How students react to and | e Cue-consciousness
Miller and i
approachesto | prepare for different e Cue-deaf
Parlett (1974) .
learning assessment tasks e Cue-seekers
Marton and Students How students prepare for e Deep-level processing
e approaches to . .
Saljo (1976b) learning different assessments e Surface-level processing
How students reach the
Styles and -
. same level of e Serialist
Pask (1976) | strategies of S .
learni understanding in different | e Holist
earning
ways
Values: students’
motivation to enter
Values, university
motives and Motives: reasons to adopt | e Reproducing approach

Biggs (1978)

strategies in
study

certain strategies in
learning

Internalising approach
Organising approach

learning

nature of learning

processes Strategies: activities
performed to process
course materials
Ramsden ztufgfﬁ]es to How students prepare for : guerefz;pgmigzch
(1979) PPro different assessment tasks - app
learning e Strategic approach
. Students’ subjective
Salj (1979) Conceptions of understanding of the e Taken for granted

Thematic

Entwistle and
Ramsden
(1982)

Orientation to
studying

Students’ attitudes and
motivations to learning

Meaning orientation
Reproducing orientation
Achieving orientation
Non-academic
orientation

To avoid confusion, this study uses “learning approaches” to represent the different
types of student learning process, which focuses on the strategies adopted to tackle learning
tasks and the motives for the strategies. The term “learning orientations” is used to represent
students’ general conceptions and motivations to learning. Figure 2.2 illustrates the focus of
prior literature with these terms. The next subsection summarises the development of the
instruments that capture the different types of students’ learning approaches and explains the

factors that affect students’ adoption of learning approaches.
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Figure 2.2  Prior Literature’s Focus on Learning Orientations and Learning
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2.2.2 Students’ Approaches to Learning and the Factors Affecting Them

The students’ approaches to learning (SAL) model is a widely recognised theory that identifies
and explains the differences in students’ learning processes (Biggs 1987). The SAL model
defines students’ learning approaches as the combination of learning strategies and motives,
where learning strategies are the methods used in the learning process and learning motives are
the reasons behind the students’ strategies. Following the early classifications of learning
approaches (Biggs 1978; Entwistle & Ramsden 1982; Marton & Sélj6 1976a, 1976b; Ramsden
1979), Biggs (1987) proposed three different learning approaches: surface, deep and achieving.
The surface learning approach consists of reproductive learning strategies that result from
surface motives, such as meeting minimum requirements and fear of failure. The deep learning
approach is motivated by intrinsic interest in the subject knowledge and includes meaningful
learning strategies such as wide reading and relating knowledge across different topics. The
achieving approach describes the motives and behaviours of what Biggs referred as a “model
student”; they are keen to obtain the highest grades and can use both surface and deep strategies
in a well-organised way. A key characteristic that differentiates achieving strategies from the
surface and deep strategies is the organisation of the adopted strategies. Though both surface
and deep strategies describe how students engage with the learning context, the achieving

strategies are highly organised actions to adapt to the learning context. A highly organised rote-
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learning strategy is thus classified as a surface-achieving strategy whereas reading for meaning

in an organised way is classified as a deep-achieving strategy.

In the SAL model, Biggs (1987) stated that students may adopt any or all of the surface,
deep and achieving motives to any extent. For example, a student with high performance tends
to have both deep and achieving motives. Although a student can have surface and deep
motives simultaneously, it is unlikely that they will rote-learn and seek meaning
simultaneously. It is also possible for a student to change their motivational mix and consequent

strategy from time-to-time.

The SAL model has been used and interpreted in many studies. Many studies applied
the SAL model in the investigation of students’ learning under certain learning contexts,
especially Asian students’ learning in Western universities (for example, Biggs 1996a; Niles
1995; Volet, Renshaw & Tietzel 1994). These empirical studies confirmed Biggs’ earlier
arguments, that students’ adoption of surface and deep learning approaches differ under
different learning contexts. Section 2.3.2 provides a summary of the key findings that are
relevant to Chinese students’ learning.Ramsden (2003) proposed that one key interpretation of
students’ learning approaches is that the meaning of surface and deep approaches may not be
the same in different subject areas. For example, a deep approach in the history discipline may
address the intention to interpret and relate materials in a personal way from the beginning, but
a more ‘technical’ discipline, such as physics, may involve an initially narrow concentration
on details before making relations. Deep learning approaches are particularly important for
professional disciplines, as Ramsden (2003) stated that the learning approaches used in these
disciplines are also a part of the learning outcomes. Since professional disciplines involve a
large number of problem-solving activities, a deep approach would include establishing
relations that link observations in practice to theoretical knowledge, whereas a surface
approach would focus only on isolated observations and the replication of existing procedures

to reach a result.

In addition to adding interpretations to the SAL model (Biggs 1987), Ramsden (2003)
modified Biggs’s 3Ps model (1978) and presented the Student Learning in Context model (see
Figure 2.3). Compared with the original 3Ps model, Ramsden’s model reduced the personal
factors in the presage stage to focus only on educational experiences and replaced values with
orientation to study. Ramsden stated that learning approaches are attached to specific learning
tasks rather than to a student, since the same student can learn differently in different situations.
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He also identified students’ perceptions of task requirements as another key factor that connects
the learning presage factors to the learning process (Ramsden 1979). Nevertheless, the
orientation to studying plays a critical role in shaping students’ general learning approaches —
a meaning orientation is linked to a deep approach whereas a reproducing orientation leads to
a surface approach. Ramsden (2003) also used the term ‘learning outcomes’ instead of
academic performance to represent the learning product. He stated that the learning outcome
of a surface approach would be an unstructured accumulation of disparate knowledge. In
Ramden’s (2003) view, only a deep approach can help students develop flexible and adaptive

skills, which are the proper learning outcomes of higher education.

Figure 2.3  The Student Learning in Context Model
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Though both the 3Ps model (Biggs 1978) and the Student Learning in Context model
(Ramsden 2003) identified several factors that affect students’ learning approaches, it should
be noted that these models are heuristic and not deterministic. The relationships presented in
Figures 2.1 and 2.3 should be seen as a chain of interactions at different levels of generality

instead of inevitable causal sequences (Ramsden 2003).

The Student Learning in Context model (Ramsden 2003) focuses on explaining how
learning context and learning orientation affect students’ adoption of different learning
approaches. While describing the relationship between learning context, learning orientation
and learning approaches, the model adopts Biggs’s SAL model to classify and measure learning
approaches. However, it does not have a systematic measure to capture the different aspects of
learning context and students’ learning orientations. This makes it difficult to clearly identify
and examine the relationship between different aspects of learning context, learning

orientations, and learning approaches. Following the Student Learning in Context model,
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researchers developed a variety of instruments to capture students’ learning approaches, but
there is a lack of development in measuring learning orientations. The instruments used to

measure students’ learning approaches are discussed in the following section (Section 2.2.3).

2.2.3 The Development of Instruments Used to Capture Students’ Learning

Approaches

The theories discussed above have generated a body of research that aims to understand
differences in student learning. These studies often adopted quantitative methods and used
questionaries to collect data. Several similar questionnaires were developed for different
purposes and reflect the different conceptual bases described above. This subsection briefly
summarises the development of some key instruments that focus on capturing students’

learning approaches.

Based on the understanding of students’ learning processes obtained from early studies
and the 3Ps model, Biggs (1978) developed a study process questionnaire (SPQ) to capture
differences in students’ learning processes. The original SPQ had 80 Likert questions sorted
into 10 unidimensional scales to capture students’ different values, motives and strategies in
their learning processes. Based on Biggs’s SPQ (1978) and findings from earlier interviews
(Entwistle, Hanley & Hounsell 1979), Entwistle and Ramsden (1982) revised the 3Ps model
and developed a 64-item approach to studying inventory (ASI) following the revised model.
The SPQ was later revised by Biggs (1987) and was restructured to 42 items and six sub-scales
drawn from the SAL model. The six sub-scales are surface motives, surface strategies, deep
motives, deep strategies, achieving motives and achieving strategies. The ASI was also revised
by Tait and Entwistle (1996) with a more balanced number of items, more transparent
expressions, clearer distinctions between different sub-scales and an additional academic self-
confidence sub-scale. The revised approach to studying inventory (RASI) has 52 items sorted
into 13 sub-scales and three types of learning approaches (surface, deep and achieving) from
the SAL model. The items in RASI continued to be revised and were later included as a section
of the Approaches and Study Skills Inventory for Students (ASSIST) (Tait, Entwistle &
McCune 1998). Following the SAL model (Biggs 1987), both the SPQ and RASI assess
students’ use of the surface, deep and achieving learning approaches based on their motives

and strategies, whereas ASSIST follows the 3Ps model (Biggs 1978) and includes two more
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sections to assess students’ conceptions of learning and their preferences for different types of

course and teaching.

Since their introduction, SPQ, RASI and ASSIST have been extensively tested for their
psychometric properties with a variety of student groups in different geographical areas and
disciplines. SPQ was found to be able to clearly distinguish between the surface, deep and
achieving learning approaches with Asian and Western student cohorts (Biggs 1993; Bolen,
Wurm & Hall 1994; Burnett & Dart 2000). SPQ was also found to have good reliability and
validity in longitudinal studies (Murray-Harvey 1994) and with South-east Asian students who
study in Australian universities (Volet, Renshaw & Tietzel 1994). However, with the rising
number of international students, one study argued that some SPQ items needed rewording for

clarification (Zeegers 2002).

Being an instrument developed using some SPQ items, RASI has also been found to
have high construct validity with the surface, deep and achieving learning approaches sub-
scales (Tait & Entwistle 1996). Other studies that examined the validity of ASSIST confirm
clear identification of surface, deep and achieving learning approaches for the items adopted
from the RASI (Byrne, Flood & Willis 2004). A more recent Australian study with Chinese
students as the largest international student group (35%) also verified that the ASSIST was a

valid measure of students’ learning approaches with this student cohort (Bilgin et al. 2014).

Though SPQ, RASI and ASSIST are all found to be psychometrically robust
instruments, their full versions contain 42, 52 and 66 items. Considering that the large
questionnaires may reduce the response rate and burn out participants, some researchers have
reduced the number of items in these questionnaires and assessed the validity of the shorter
versions. Fox, McManus and Winder (2001) reduced SPQ to 18 items and found good validity
in a longitudinal study with medical students. A shorter version of the ASSIST that also
contains 18 items was found to be valid and robust in a more recent Norwegian study (Pettersen
2010). For RASI, Duff (2004a) excluded the items from the sub-scales that had been found to
have a poor factorial structure in his earlier studies (1997) and tested the psychometric
properties for this shorter version of RASI. This shorter RASI has 30 items and focuses on
measuring surface, deep and achieving approaches. Duff (2004a) tested the shorter RASI with
business and management students and recommended using this shorter version of RASI to
measure students’ learning approaches. This study followed this recommendation and

developed survey questions based on the shorter version of RASI.
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Theories that describe and explain students’ learning approaches continue to be
developed and amended alongside the development of the questionnaires. With the amendment
of SPQ, Biggs (1987) proposed the students’ approaches to learning (SAL) model. The 3Ps
model proposed by Biggs (1978) was also modified and incorporated into a Student Learning
in Context model by Ramsden (2003). Both the SAL model and the Student Learning in
Context model have been widely used in later studies to capture and interpret differences in
students’ learning. The next subsection introduces and discusses the key developments of these

two models.

2.2.4 Research on Students’ Learning Orientations

Students’ learning orientations has been identified in earlier studies as a key factor that explains
differences in students’ learning approaches. In general, students’ orientations to learning are
interpreted as their motivations to enrol in universities, while the motivations are described as
intrinsic or extrinsic (Entwistle & Ramsden 1982; Ramsden 2003). The intrinsic and extrinsic
classification describe students’ different psychological drives, but prior education studies that
used learning orientations to explain the differences in learning approaches seldom used
psychological instruments for measurement purposes. SPQ has some items that measure
students’ motives as a part of their learning approaches, but the motives focus more on the
specific reasons behind the adopted strategies instead of psychological drives. Some
researchers thus found that the differentiation between motives and strategies is less clear
(Bolen, Wurm & Hall 1994). Items that measure motives, especially surface motives in SPQ,
have been found to have low reliability (Biggs 1993; Zeegers 2002). A more reliable
psychological assessment instrument may better capture students’ learning orientations and
explain the differences in students’ learning approaches. This subsection, therefore, reviews
some psychological literature to introduce a theory and its related instrument to capture

students’ learning orientations.

Psychological researchers argue that a theory of motivation must be able to explain
behaviours that are motivated by rewards that do not satisfy fundamental physiological needs
(Eisenberger 1972). Such rewards could be pleasure or enjoyment that is not from the external
environment and such motivation is described as intrinsic motivation. Based on empirical

psychological studies, Deci and Ryan (1985, 1991) developed an organismic theory of human
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motivation, the Self-Determination theory. This theory focuses on the development of an
individual’s motivation via continuous interaction with the environment. The Self-
Determination theory is particularly helpful to education practice because it is concerned with
promoting students’ interest in learning through the internalisation process via the external
learning context (Deci et al. 1991). The internalisation process describes a continuum in which
an individual changes behaviour and beliefs under a constant environmental influence over a
long period of time. This theory led to the development of an instrument that measures
students’ learning orientations, the Academic Motivation Scale (AMS). The AMS captures
students’ motivation towards education through seven sub-scales, including three intrinsic
motivations (to know, to accomplish, and to experience sensations), extrinsic motivation
(external regulation, introjected regulation, and identified regulation) and amotivation
(Vallerand et al. 1992). The meaning of these terms is explained below.

The Self-Determination theory classifies human motivations into intrinsic and extrinsic.
Psychologically, intrinsic motivation is defined as an innate need for competence and self-
determination that energises behaviours and psychological processes for which the primary
rewards are the experiences of effective interactions (Deci & Ryan 1985, p. 32). Practically, an
intrinsically motivated person does an activity for pleasure and satisfaction and not for reward
or requirement. For example, a student’s intrinsic motivation can be the pleasure of gaining
new knowledge or the satisfaction of accomplishing difficult learning tasks, but not a higher
grade or a better career opportunity. The opposite of intrinsic motivation is extrinsic
motivation, which derives from external reward and pressure. Extrinsically motivated
behaviours are thus instrumental in nature — they are performed because one believes they are
a means to some separable consequence (Deci & Ryan 1991). It should be noted that the
perception of the existence of pressure plays a key role in determining whether a behaviour is
extrinsically motivated. The individual may suspect that some consequence awaits and be
extrinsically motivated even in the absence of any apparent external award or regulation (Deci
et al. 1991). In education research, Ramsden (2003) has a similar argument, that students’
perception of the learning tasks plays a key role in determining how they approach them.

One contribution of the Self-Determination theory for education practice is that it
explains an internalisation process where extrinsically motivated students can gradually
integrate external regulation and eventually become fully self-determined (Deci et al. 1991).
Based on the extent of autonomous self-regulation in the internalisation process, Deci and Ryan
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(1985, 1991) identified four types of extrinsic motivation: external regulation, introjected
regulation, identified regulation and integrated regulation. External regulation represents the
least self-determined form of extrinsic motivation, where the behaviours are driven by an
existing external reward or punishment. For example, a student with external regulation
motivation may choose to enrol in a university to receive a degree. Introjected regulation
involves some internalisation of the external demand, so it does not require the existence of
external contingencies, but it still involves pressure or self-aggrandisement and requires
management of conflicting impulses. A student’s introjected regulation motivation of enrolling
in a university can be to prove one’s capabilities or to avoid feeling inferior to their peers.
Identified regulation involves more self-regulation and less internal conflict, where a person
identifies with and accepts the regulatory process. In this stage, a person has partially
internalised the regulatory process and thus values the behaviour and does the activity more
willingly. An example of identified regulation is a student who chooses to study accounting to
become a more competent accountant. It should be noted that, although identified regulation is
considered more self-determined, it is still an extrinsic motivation because the fundamental
drive comes from the external environment instead of internal pleasure and satisfaction. The
most developmentally advanced form of extrinsic motivation is integrated regulation, where
the regulatory process is fully integrated with one’s values, needs and identity so the behaviour
is an expression of who the individual is and what is important to the individual. With this
motivation, a student would enrol in a university degree because becoming a university student
is very important to them. Integrated regulation has some similarity to intrinsic motivation
because both are forms of autonomous self-regulation. It is distinguished from intrinsic
motivation because intrinsically motivated activities are performed by an interest in the activity
itself, whereas integrated regulated activities are performed for a valued outcome (Deci et al.
1991). Nevertheless, the internalisation process provides opportunities for educators to
promote values and self-determination to students by creating appropriate external regulation.

Figure 2.4 illustrates this internalisation process as described by Deci and Ryan (1985).

Figure 2.4  The Internalisation Process
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(Source: Deci & Ryan 1985, p. 139)
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Although Deci and Ryan (1985) identified four types of extrinsic motivation, the
Academic Motivation Scale (AMS) included only the first three as the sub-scales. Integration
regulation was not included because: (a) empirical studies revealed that integrated regulation
IS not a perceived reason for students to join universities; (b) in the experiments and
development of the AMS, integrated regulation did not distinguish itself from identified
regulation; and (c) psychologists argue that university students may be too young to have
achieved a sense of integration to school activities (Deci & Ryan 1985; Deci et al. 1991;
Vallerand et al. 1992).

Drawing on the early literature that classifies intrinsic motivations (Vallerand et al.
1989), AMS also included three sub-scales for intrinsic motivation: to know, toward
accomplishment, and to experience stimulation. Though all three types of intrinsic motivation
are related to pleasure and satisfaction, the causes of such pleasure are different. A student who
is intrinsically motivated to know would choose to study in universities for the pleasure that
they experience while learning new knowledge. A student who is intrinsically motivated
toward accomplishment would also study for pleasure, but the pleasure comes from the
experience of accomplishing something challenging. If a student is intrinsically motivated to
experience stimulation, then pleasure could be from a stimulating class discussion. The three
intrinsic motivations are considered to be at the highest end of the self-determination
motivational continuum, that is, engage the greatest extent of self-determination (Carbonneau,
Vallerand & Lafreniére 2012).

The last sub-scale of the AMS measures, amotivation, is a concept that describes the
situation where a person is neither extrinsically nor intrinsically motivated. Deci and Ryan
(1985) used this term to identify motivation where there is no perceived outcome related to an
activity. A student with amotivation would have a sense of incompetence and perceive
enrolment in the university as caused by forces out of personal control. Such a student may
eventually stop participating in academic activities (Vallerand et al. 1992). Compared with
extrinsic motivations, amotivation has an even lower level of self-determination in the self-
determination motivations continuum (Zhang et al. 2016). Figure 2.5 shows where the seven

sub-scales in AMS sit on the self-determination motivational continuum.
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Figure 25  The Self-Determination Motivational Continuum
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Like SPQ, RASI and ASSIST, AMS has been validated by a variety of empirical studies
in different languages and with different student cohorts. The original French version of the
AMS, I'Echelle de Motivation en Education (EME), and the English AMS were both found to
have satisfactory internal consistency and high stability with Western university students
(Vallerand et al. 1989; Vallerand et al. 1992). The reliability and validity of AMS have also
been supported by several studies in different Western countries, including Canada (Guay et
al. 2015), the US (Cokley et al. 2001) and Europe (Barkoukis et al. 2008). A more recent test
conducted in China supported the seven-factor structure of the questionnaire and found the

questionnaire to be psychometrically robust to apply to Chinese students (Zhang et al. 2016).

Subsections 2.2.1 to 2.2.4 discussed the key theories and models of students’ learning
orientations and approaches. Many other studies have also attempted to describe and explain
differences in students’ learning. The next subsection will provide a brief introduction to the

findings and arguments of these studies.

2.2.5 Other Theories that Contribute to Explaining Student Learning

In addition to the development of the theories and measurement instruments of learning
orientations and approaches, researchers also attempted to explain the dynamics of learning
with other theories. The learning orientations and approaches studies discussed in previous
subsections focus on students’ differences in learning under the impact of external elements,
such as external regulations, prior education experience and their current learning context. A
different perspective to explain students’ differences in learning is to focus on the impact of

internal elements, such as cognitive styles and personality types. Investigations that take this
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perspective often use “learning styles” to describe the different ways students react to a learning

environment (James & Blank 1993).

The concept of learning styles was used to describe an individual’s cognitive learning
style in experiential learning theory (Kolb 1984). In this theory, the learning process is
described as a cycle of translating experience into concepts and then using the learned concepts
as guidance in responding to new experiences. Learning styles are thus defined as students’
preference for employing different phases of this learning cycle (Kolb & Kolb 2005). Kolb
(1984) identified four different learning styles in students: diverging, assimilating, converging
and accommodating. These learning styles are distinguished from each other on the basis of
cognitive capabilities and personalities. For example, a student with a diverging learning style
is best at viewing things from many different perspectives. They tend to be social, imaginative
and emotional and prefer arts disciplines. A student with a converging learning style is best at
applying concepts and theories. They prefer technical tasks than interpersonal issues and are
effective in technology disciplines. Kolb found that students’ styles are influenced by
personality and education discipline. The learning styles are relatively stable and tend not to
change under the impact of learning context (Biggs, Kember & Leung 2001). Given that this
study investigates Chinese students in the same discipline (accounting) with a focus on their
learning under a certain context (Western universities), the experiential learning theory is

considered unsuitable for this study’s scope.

Some other researchers argue that the definition of learning style in experiential
learning theory is too narrow and they suggest that the term be broadened to include cognitive,
affective and physiological styles (Keefe & Monk 1986). The cognitive styles dimension is
similar to Kolb’s learning styles and focuses on students’ information processing habits and
preferences. Affective styles describe students’ motivational preferences such as the preference
for a given discipline, whereas physiological styles focus on students’ biological differences
such as personal health. This three-dimension model of learning styles was developed by the
National Association of Secondary School Principals (NASSP) and is often referred as the
NASSP Task Force model (Keefe 1985). Although with a broader scope than the experiential
learning theory, the NASSP Task Force model describes the different conditions under which
a student learns best, such as brainstorming discussions (cognitive), visual presentations
(affective) or in the morning (physiological). The NASSP Task Force model is unsuitable for
the purpose of this study because the learning styles in the NASSP Task Force model focus on
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describing how learners “most efficiently and most effectively perceive, process, store and
recall what they are attempting to learn” (James & Blank 1993, p. 48). This study, however,
aims to contribute knowledge to help Chinese accounting students adapt to Australian
universities’ learning context, not to find or create multiple different conditions that are best
suitable for different learning styles. In addition, following different learning style models such
as the NASSP Task Force model, several instruments were developed and used to measure
students’ learning styles, but researchers argued that the validity and reliability of them are
inconsistent and questionable (James & Blank 1993; Murray-Harvey 1994).

Another study that used the “learning styles” term but took a different perspective is
the development of the Inventory of Learning Styles (ILS) (Vermunt 1998). This study used
an approach similar to the 3Ps model (Biggs 1978, 1987) and the Student Learning in Context
model (Ramsden 2003) and identified four integrated aspects of learning: cognitive processing
strategies, regulation strategies, students’ views of learning, and orientations to learning. It
should be noted that, although the term “learning styles” is used, Vermunt’s (1998) theory
mainly concerns the relationship between students’ motives and strategies, which is different
from the focus and scope of Kolb’s experiential learning theory and the NASSP Task Force
model. In addition, the instrument developed by Vermunt to measure students’ learning styles,
the ILS, has some sub-scales that are similar to the surface and deep learning motives and
strategies in SPQ (Biggs 1987) and RASI (Tait & Entwistle 1996). Therefore, the meaning of
“learning styles” in Vermunt’s study (1998) is similar to the concept of learning approaches
(Entwistle & McCune 2004). Vermunt’s study distinguished itself from other learning
approaches studies in its data analysis method. Though most studies, including the ones using
the ILS, used factor analysis to identify students’ learning approaches, Vermunt (1998) also
used regression analysis to examine the links between the different aspects of learning. Using
factor analysis, Vermunt identified four distinct learning styles: meaning-directed,
reproduction-directed, application-directed and undirected. The first three learning styles have
similar meaning to the deep, surface and achieving learning approaches in the SAL model
(Biggs 1987) and the fourth style represents a lack of regulation and learning orientation. An
empirical study argued that Vermunt’s four-factor model had a better fit than a three-factor
model (Boyle, Duffy & Dunleavy 2003) in distinguishing students’ learning approaches.
However, the same study did not fully support Vermunt’s regression findings of the
relationships between different aspects of learning. Boyle et al. (2003) argue that learning

orientations have a stronger impact on students’ learning strategies than Vermunt suggested.
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There were also some concerns regarding the reliability of the items in the learning orientation
sub-scale. Although Vermunt’s learning model did not focus on the impact of the external
context on students’ learning motives and strategies, and is thus less relevant to this study’s
scope, it provided an approach to understanding student learning as an integrated process. That
is, it constructed a measurement instrument that captures different aspects or stages of learning

and examines the relationships between those aspects or stages through regression analysis.

2.2.6 The Selection and Justification of the Theoretical Models

Based on the discussions regarding different theories and models that describe student learning,
the Student Learning in Context model (Ramsden 2003) was chosen as the main theoretical
framework of this study. The focus of that model is most relevant to this study because this
study aims to understand student learning in a very specific context. The students who are the
subject of interest in this study have been learning in a Chinese education environment for over
15 years and then moved to an Australian university to study in postgraduate accounting
programs. This study also aims to use the findings to help such students adapt to the Australian
education environment in their 1.5 to 2 years programs. This study thus needs a theoretical
model of learning than incorporates students’ previous education experience and current
learning context into how students learn in universities. The Student Learning in Context model

satisfies this requirement and thus was adopted for this study.

A limitation of the Student Learning in Context model (Ramsden 2003) is that, although
it identified students’ learning orientations as a key factor explaining student learning, it did
not explore students’ learning orientations with the same depth as used for students’ learning
approaches. The study uses the SAL model (Biggs 1987) to identify and explain students’
learning approaches in detail, but that did not provide a clear model to analyse students’
learning orientations. This study thus adopted a psychology model to identify and classify
students’ learning orientations. The Self-Determination theory (Deci & Ryan 1985, 1991) was
selected because it views students’ learning orientation as a developing process (Deci et al.
1991). As shown in Figures 2.4 and 2.5, with appropriate stimulation from the external
environment, students’ learning orientations (motivations) can engage more self-determination
and progress to the right-hand end of the motivational continuum in Figure 2.4 (Deci & Ryan

1985). This view of changes under the impact of context is consistent with the Student Learning
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in Context model (Ramsden 2003). In addition, the seven-factor model of the Self-
Determination theory has also been found to be suitable to measure Chinese students’ learning
orientations (Zhang et al. 2016). The Self-Determination theory was thus adopted to fill the
gap with regard to learning orientations in the Student Learning in Context model.

2.2.7 Empirical Findings Regarding Accounting Student Learning

When studying accounting students typically try to learn terminology and basic concepts with
more surface strategies such as memorising textbook contents and reproducing tutorial
practices (Chan & Ryan 2013; Lynn 2013). Under the threshold concepts theory developed by
Meyer and Land (2003, 2005), only after students have understood the fundamental accounting
concepts and procedures can they progress to application and analysis, which are classified as
higher levels of understanding. As a result, in accounting education, students are found initially
inclined to use surface learning approaches before incorporating surface strategies into deep
learning (English, Luckett & Mladenovic 2004; Hall, Ramsay & Raven 2004). As a result, in
comparison to students from other disciplines such as arts, education and science, accounting
students were found to have higher scores in surface learning approaches (Booth, Luckett &
Mladenovic 1999; Eley 1992).

Accounting students’ adoption of surface learning approaches were also found to be
linked to the environmental background of accounting education in Western universities. As
introduced in Section 1.1.1, with the rapid growth in international students, Western accounting
educators are faced with the challenge of increasing class sizes, deterioration in staff-student
ratios and many students with limited English language proficiency (Arkoudis et al. 2009;
Parker 2002, 2011). The reduced staff-student ratios reduced accounting students’
opportunities to interact with teaching staff and this has a negative impact on students’
engagement in learning. For international students, the language barrier created further
challenges for them to actively engage in accounting classes and cope with the academic
requirements (Arkoudis & Tran 2010; Bhattacharyya 2010; Sawir 2005). Furthermore, the
differences in tertiary teaching and education systems between their prior and current learning
environment add even more difficulties to international (especially Asian) students’ learning
(Wong 2004). Nevertheless, recent studies found that international students have high scores

in both surface and deep learning approaches. (Bobe & Cooper 2020; Chan & Ryan 2013).
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Many empirical studies examined the relationship between students’ background,
learning orientations and learning approaches and their conclusions varies. The findings from

these studies are discussed in Section 3.5.

Section 2.2 discussed the key theories and instruments developed to understand student
learning and justified the models selected for this study. The next subsection (Section 2.3) will
discuss the empirical findings from existing studies that adopted the selected models. Because
this study focuses on understanding Chinese students’ learning in Australian accounting

programs, the discussion will primarily focus on the studies that have a similar scope.

2.3 Empirical Findings Regarding Chinese Student Learning
2.3.1 The Chinese Learning Context

Section 2.2 introduced the Student Learning in Context model (Ramsden 2003) and explained
why it is a suitable model to analyse Chinese students’ learning in Western universities. In this
model, students’ learning approaches are determined by the combination of their prior learning
experience and current learning context. Several researchers have stated that Chinese students’
learning approaches must be interpreted with an understanding of their cultural backgrounds
(Biggs 1993; Cooper 2004; Watkins & Biggs 1996). Although the Chinese students in prior
studies have been treated as a homogenous group regardless of their nationality and language
used in learning, the findings still provide valuable general information about Chinese students’
backgrounds. This subsection starts with a review of Chinese students’ previous learning
environment before entering Western universities — the Chinese education environment. The
limitation of omitting the diversity within the Chinese student group will be discussed in
Section 2.4.

Education is highly valued in traditional Chinese culture (Ho 1994). Chinese people see
higher education as both a process of personal advancement and an opportunity to improve the
family’s position in the social class hierarchy (Chen, Lee & Stevenson 1996). For Chinese
parents and students, overseas degrees are seen as more prestigious and can help secure higher-
paid employment (Bodycott & Lai 2012). Chinese parents are willing to invest a large amount
of time and resources in their children’s education and have very high expectations for their

children's academic success. As Chinese culture also has an emphasis on hard work and
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diligence, Chinese parents believe that academic achievement is possible with the investment
of sufficient time and effort, regardless of their children’s ability (Rao, Moely & Sachs 2000).
Chinese students thus feel obliged to achieve high levels of success and have a fear of failure
in their learning orientations (Li 2002). They link their academic achievement to their family’s
pride and often have a feeling of guilt and shame if they do not meet their parents’ high
standards (McMahon 2011; Rao, Moely & Sachs 2000; Watkins & Biggs 1996). This aspect
of their learning orientations meets the description of extrinsic learning motivation in the Self-
Determination theory (Deci & Ryan 1985, 1991).

Chinese parents play a dominant role in making the decision for their children to study
overseas. When choosing the major and university to study, Chinese students are often
influenced by their family, friends, and peers (Bodycott & Lai 2012). Bodycott and Lai (2012)
found that when the decision to study overseas was made under the strong influence of others
instead of under students’ own interests and will, the student often feel unmotivated and
unsatisfied with their studies. This finding can be explained by Deci and Ryan’s (1985, 1991)
Self-Determination theory, where the students’ learning orientation would be classified as

amotivation.

Chinese students are also subject to a cultural influence that promotes intrinsic
motivations in learning. The Confucian tradition sees the search for knowledge and truth as
one’s purpose in life. The meaning of learning is linked to continuous self-improvement (Li
2002). This belief matches the description of integrated regulation in the Self-Determination
theory, which is a form of extrinsic motivation that is the closest to the intrinsic motivations on
the motivational continuum (Deci & Ryan 1985, 1991; Zhang et al. 2016). A model learner in
the Confucian tradition has an inner desire and love for learning and is thus seen as an
intrinsically motivated learner (Li 2002). From the learning orientation perspective, it seems
that Chinese students can be both extrinsically and intrinsically motivated in learning. It should
be noted that a study that adopted the Self-Determination theory (Deci & Ryan 1985, 1991)
found a negative relationship between Chinese students’ stress level and intrinsic motivation.
Students who experience more academic stress were also found to become amotivated over
time (Liu 2015).

The traditional education environment in China emphasises the transmission and
consolidation of knowledge. The teacher’s role is closer to a transmitter of knowledge than a

facilitator in learning. From elementary school to university, the pedagogy is teacher-centred
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and emphasises practising procedures as well as memorising theories (Rao, Chi & Cheng 2010;
Wang 2005). Assessments carry a connotation that focuses more on differentiating the “smart”
from the “inferior” than providing feedback and encouraging reflection (Wang 2005). Since
examinations play a critical role in determining one’s academic success, Chinese students are
prompted to become test-wise regardless of their ability or interest in studying (Rao, Moely &
Sachs 2000). Test questions are often closed-ended and involve little opportunity for critical
thinking, with most questions requiring the students to recall theories, formulas and procedures
but very few start with “why” (Rao, Chi & Cheng 2010). The result is that Chinese students
tend to acquire solid fundamental knowledge without knowing the links between different parts
of that body of knowledge or considering how that knowledge can be applied. There is a lack
of the ability to organise knowledge and build relationships among topics (Wang & Byram
2011). In the SAL model (Biggs 1987), this would be treated as a typical example of surface

learning.

The limitation of this traditional way of teaching was acknowledged by the Chinese
government. In 2001, the Ministry of Education initiated a curriculum reform with
unprecedented scope, intensity and speed. The reform aimed to phase out the traditional exam-
oriented pedagogy and promote new instruction styles that encourage creativity and build
connections between textbook knowledge and practice. Teachers are required to focus on
enhancing students’ understanding of the theories and procedures through class interaction. As
a result, students in the reformed classrooms were observed to gradually develop the habit of
thinking independently and become more daring in expressing their ideas (Wang 2005).
However, it is also evident that the classroom, after the reform, is still teacher-centred, because
the questions and discussions in class are initiated by the teachers instead of the students (Rao,
Chi & Cheng 2010; Zhang & Zhou 2003). This phenomenon could be related to Chinese culture
that discourages students from asking questions in the classroom (McMahon 2011). In an
interview with Chinese university students, participants described good students’
characteristics as “respectful, modest and humble”, whereas inquisitive and assertive students
were seen as “nuisances” in a Chinese class (Wang & Byram 2011, p. 414). This does not mean
that Chinese students do not engage in independent thinking and raise questions in learning.
Researchers found that the students are more used to ask questions after class because teachers
in Chinese universities do not require an appointment for a consultation and often have a closer

relationship with the students than their Western peers (McMahon 2011).
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Nevertheless, recent studies still found that the Chinese universities still largely rely on
the traditional assessments which push students into rote-learning strategies (Dai, Matthews &
Reyes 2019). To receive good marks in the assessments, Chinese university students are
expected to mechanically reproduce what have been taught in the lectures (Wu 2015) The
learning approaches of Chinese university students are described as a lack of autonomy,
replicating templates and exam-oriented, all of which are characteristics of surface learning
(Dai 2020; Dai, Matthews & Reyes 2019).

It seems that the curriculum reform in China provides some opportunities for students
to relate and apply knowledge as well as to think independently, which are characteristics of
deep learning (Biggs 1987). However, Chinese society gives students strong extrinsic learning
motivations, including pressure from the family and fear of failure (Li 2002; Rao, Moely &
Sachs 2000). According to the Student Learning in Context model (Ramsden 2003), these
extrinsic learning motivations together with the teacher-centred and exam-oriented learning

context push Chinese students to surface learning.

2.3.2 Chinese Student Learning Approaches in Western Universities

As discussed in Chapter One, Chinese students in Western universities are challenged by the
combination of language barriers and a different learning context that promotes student-centred
learning and deep learning. These challenges and their growing group size have been attracting
researchers’ interests in studying Chinese students’ learning in Western universities. This
subsection focuses on the literature about Chinese students’ learning in Western universities,

especially in accounting programs.

Discussions about Chinese students’ backgrounds so far has described a situation that
leads to the adoption of surface learning strategies under the Student Learning in Context model
(Ramsden 2003): an exam-oriented and teacher-centred education background, a foreign
learning context and a language barrier combined with extrinsic learning orientations. It would
seem to be very difficult for Chinese students to thrive in a Western education environment
where the objective of higher education is largely tied to deep learning (Evans, Burritt &
Guthrie 2010; Ramsden 2003). However, researchers found that Chinese students are often
among the top performers in cross-national comparisons across a range of disciplines,

especially science related disciplines (Chen, Lee & Stevenson 1996; Cooper 2004). They have
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shown a capability to adapt to the new learning environment by utilising a skill that they have

mastered in their earlier education — memorisation (Donald & Jackling 2007).

The discussion about how to interpret Chinese students’ use of memorisation in
learning started over three decades ago. Though Chinese students were commonly seen as rote-
learners because of their extensive use of memorisation and repetition in learning, Biggs (1993)
argued that their memorisation strategy must be interpreted with an understanding of their
cultural background. While it is true that memorisation and repetition are heavily emphasised
in traditional Chinese education, the purpose is to help students establish a solid knowledge
base so that they can develop thinking skills and better understand more complex concepts and
procedures (Meyer 2000; Watkins & Biggs 1996). This is particularly evident in science
subjects, where memorising formulas and theorems allows Chinese students to solve problems
rapidly in the early stage of their learning (Zhang & Zhou 2003). From a learning motivations
perspective, the practice of memorisation and repetition helps students become more confident
about their competence and more persistent in their later studies (Rao, Moely & Sachs 2000).
From a learning strategies perspective, when memorisation and repetition are used to deepen
understanding and achieve higher academic performance, they should not be classified as a
surface learning strategy (Biggs 1993; Cooper 2004). Biggs (1996a, 1996b) found that when a
Chinese student memorises a text through repetition, a different aspect of the text is focused
on with each repetition so that the understanding is deepened over time. This is supported by a
later study that focused on Chinese students’ learning in a UK university (Wang & Byram
2011), which argues that learning in a foreign language involves repeating and memorising the
material to make sense of it. The same study also found that Chinese students believe that
acquired knowledge should be reflected on through repetition. These prior findings suggest
that Chinse students adopt memorisation and repetition as a deep learning strategy (to enhance
understanding), but some researchers also found that, when facing language difficulties and
having extrinsic learning orientations, Chinese students are pushed to adopt rote-learning as a
survival strategy in Western universities (Bhattacharyya 2010; Jackling et al. 2012; Pang, Ho
& Man 2009). Chan and Rao (2009) provided a different perspective, arguing that while surface
and deep approaches are generally considered to be two different ends of a scale, among

Chinese students, they can be intertwined.

Chinese students’ increasing use of understanding in learning over time can also be

explained by the theory of threshold concepts (Meyer & Land 2003, 2005). The theory states
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that most disciplines have complex concepts that are challenging for students to fully
comprehend when first encountered. These concepts are considered as the thresholds of the
discipline as they are critical to students’ future learning in the discipline. Meyer and Land
(2005) addressed that once a student acquired the threshold concepts, they will be able to shift
their way of thinking and have a systematic and internalised view of the subject matter. Since
this deepened understanding can only be achieved after acquiring the threshold concepts, it
would take some time for the students to be able to learn through understanding. Considering
that Chinese students are studying in a foreign language, they may need a substantial amount
of time to comprehend the threshold concepts before using their understanding of these

concepts in future learning.

The language difficulties and extrinsic learning orientations of Chinese accounting
students in Australian universities are evident in many studies. An investigation involving
Chinese accounting students in an Australian university found that the language barrier makes
it very difficult to participate in tutorials, to understand teachers’ speech and for students to
express their thoughts (Bhattacharyya 2010). Watty, Jackson and Yu (2009) argued that
English competency is the most important factor influencing international accounting students’
learning approaches in Australian universities. They found that language difficulties require
Chinese students to spend more time reading the course materials and translating their thoughts
to English. In the meantime, Chinese students are also under more pressure from their family,
who are the primary supporter of their tuition fees and living costs. These pressures give them
more test anxiety and fear of failure, all of which are surface learning motives. Chinese
accounting students in Australia were also found to have a general extrinsic learning orientation
to learning — the opportunity to obtain permanent residency in Australia (Birrell & Healy 2008;
Ekanayake & Jackling 2014; Evans, Burritt & Guthrie 2010). In the Self-Determination theory,
this type of learning orientation is classified as an extrinsic motivation by external regulation
— the form of extrinsic learning orientation that involves the least amount of self-determination
(Deci et al. 1991). As a result, Chinese accounting students in Australian universities were
found to have a heavy adoption of surface learning approaches (Bhattacharyya 2010; Cooper
2004; Watty, Jackson & Yu 2009).

Although Chinese accounting students in Australian universities were found in some
studies to score high on surface learning scales, they have also shown some characteristics of

deep and achieving learning. In Cooper’s (2004) study, despite showing high scores on the
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surface approach scales, Chinese accounting students also scored higher in deep and achieving
approach scales than their Australian peers. This finding agrees with another earlier study that
compared Asian students (mainly Singaporean Chinese) with Australian students (Volet,
Renshaw & Tietzel 1994), in which the Asian students scored higher than Australian students
in surface and achieving approaches. The same study also found that Asian students had
adjusted their learning approaches to adapt to the learning context in a similar manner to
Australian students. More recent studies found that although Chinese accounting students have
a higher score on surface learning, they are capable of deep learning. In particular, Chinese
accounting students can use some seemingly surface strategies to achieve a deeper
understanding over time (Patel, Millanta & Tweedie 2016). Chan and Rao (2009) argued that
Chinese students have a strong ability to adapt to new learning environment with the skills and
strategies they learned in prior education environment, such as memorisation through
understanding and revision through collaboration. Although driven by extrinsic learning
orientations, Chinese students have strong motivations for high achievement and are capable
of adjusting their learning to adapt to the Australian learning context (Sikkema & Sauerwein
2015; Wong, Cooper & Dellaportas 2015). Recent studies found that Chinese students shifted
their thinking and have more deep learning motivations, more actively engaged and are not
different from the domestic students in terms of the adoption of deep learning approaches
(Bobe & Cooper 2020; Dai, Matthews & Reyes 2019).

This subsection summarised the key findings of Chinese students’ learning, including
the Chinese learning context and Chinese students’ learning in Western universities. The next
subsection will critically discuss the limitations of the earlier findings and identify gaps in the

literature.

2.4  The Gaps in and Limitations of Previous Studies

Though the prior literature has produced some conclusions about Chinese students’ learning in
Australian and other Western universities, gaps still exist in some areas. This subsection will
discuss the gaps and limitations of the prior literature within the three components of the
Student Learning in Context model (Ramsden 2003), namely backgrounds, learning

orientations and learning approaches.
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One of the reasons why educators are keen to understand Chinese student learning is
their different background from their Western peers. However, the term “Chinese learner” in
the prior literature is associated with people of Chinese descent from various countries and
regions, including mainland China, Hong Kong, Taiwan, Singapore and Malaysia (Watkins &
Biggs 1996). Students from the same culture and in the same discipline do not necessarily learn
in the same way(Arkoudis & Tran 2007). Although sharing the Confucian-heritage culture, the
political structures, education systems and instructional language are very different among
those countries and regions (Cooper 2004; Rao, Moely & Sachs 2000; Smith 2001).
Consequently, it is expected that the learning approaches of students from these various
backgrounds also differ. For example, Smith (2001) compared the learning approaches of
Chinese students from Hong Kong, Singapore and Malaysia. She found that Hong Kong
students experience more pressure, Singaporean students are better at using logic to present
ideas and concepts, while Malaysian Chinese students are more dependent on their teachers in
their learning. Even within mainland China, different areas were found to have different
teaching methods. Rao, Chi and Cheng (2010) found that teachers in urban classes ask more
challenging questions and use more different forms of activity in class than their rural
counterparts. Though urban teachers tend to use class activities to make abstract concepts
meaningful to the students, rural teachers focus more on requiring students to follow fixed
procedures to solve problems. These differences could be explained by the fact that urban
teachers have better access to professional training, pedagogical content knowledge and
modern teaching aids than rural teachers. Despite the differences in their background and the
potential influence on their learning, Chinese students from different countries and regions
were often treated as a homogenous group in previous studies (for example, Donald & Jackling
2007; Wang & Byram 2011). In an earlier paper that discusses the misconceptions of Chinese
students, Ryan (2010) addressed the need to reject simplistic and homogenising rhetoric and
focus more on individual or small group-based features. However, little research has discussed
the effects of different backgrounds on Chinese student learning and no prior study treated
mainland Chinese students as a diverse group and discussed the differences in learning

approaches within the group in reference to their diverse backgrounds.

Though learning orientations was identified as a key factor shaping students’ learning
approaches in the Student Learning in Context model (Ramsden 2003), the discussion and
analysis of Chinese accounting students’ learning orientations in prior literature did not provide

sufficient in-depth discussion to classify different learning orientations. This limitation is
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related to the lack of clear definitions for different general learning orientation types in the
Student Learning in Context model. Ramsden (2003) stated that extrinsic learning orientations
are linked to surface learning approaches and intrinsic learning orientations are linked to deep
learning approaches, but the definitions of extrinsic and intrinsic learning orientations, and any
other type of learning orientations, were not discussed in detail. Empirical studies often mix
students’ motives in learning approaches with their general learning orientation in their
discussion (for example, Honkimaki, Tynjala & Valkonen 2004; Ramburuth & Mladenovic
2004), while the former refers to the specific reasons why students adopt certain strategies in
learning tasks and the latter refers to the primary motivations for enrolling in a university
program (Biggs 1987; Ramsden 2003). This limitation is also related to a lack of a
measurement instrument for students’ learning orientation in the Student Learning in Context
model. Prior studies frequently use SPQ (for example, Donald & Jackling 2007; Volet,
Renshaw & Tietzel 1994) and RASI (for example, Duff 2004a; Smith & Smith 1999), both of
which focus on measuring students’ learning approaches instead of learning orientations. The
studies that did discuss Chinese accounting students’ general learning orientation mainly focus
on their extrinsic migration-related orientations and did not provide a comprehensive view of
the broad range of learning orientations Chinese students may have (Ekanayake & Jackling
2014; Evans, Burritt & Guthrie 2010; McGowan & Potter 2008).

Limited findings about Chinese accounting students’ learning approaches in Australian
universities mainly come from a lack of longitudinal studies. The Student Learning in Context
model describes learning approaches as a result of the combined impact of students’ prior
learning experiences and current learning context (Ramsden 2003). As Chinese students
progress further in their Australian accounting programs, their experience of learning in
Australian universities from previous semesters becomes a part of their prior learning
experiences. It is thus expected that the effect of the Australian learning context would become
stronger as time passes and Chinese students would be influenced to adopt learning approaches
that involve more understanding. As mentioned in Section 2.3.2, some prior studies argue that
Chinese students are capable of changing their learning approaches to adapt to new learning
contexts (Sikkema & Sauerwein 2015; Volet, Renshaw & Tietzel 1994; Wong 2004). However,
there lacks a detailed description about these changes by, for example, comparing changes in
the same cohort of students over different semesters. It is unclear how Chinese students’
learning approaches change over their 1.5 to 2 years postgraduate accounting programs in

Australian universities.
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In addition to the limitations in the prior literature that have been discussed above, the
recent changes in migration policies and job market have also created gaps in the understanding
of Chinese students’ learning orientations and approaches. As discussed in Chapter One, from
the early 2010s, migration policy changes and increasing competition in the Australian job
market have greatly reduced the chance of working and staying in Australia for Chinese
accounting graduates (Blackmore, Gribble & Rahimi 2017; Munro-Smith 2018). It is thus
questionable whether Chinese students still have strong migration-related learning orientations
after knowing that the chance of migration with an Australian accounting Master degree is
much lower than in the past. With the expectation of seeking employment back home, Chinese
students may now have different learning orientations and approaches to those that applied at

the time of prior research.

The scope and focus of this study were determined with the intention of closing the
gaps identified above. This study focuses on mainland Chinese students in Australian
postgraduate accounting programs because they are the single largest international student
group in the programs (Austrade 2018). It treats mainland Chinese students as a diverse group
and considers the impact of their diverse backgrounds on their learning orientations and
learning approaches. Though the Student Learning in Context model was chosen as the
theoretical structure, the Self-Determination theory and its relevant measuring instrument,
AMS, were used to measure and analyse Chinese accounting students’ learning orientations.
In addition to describing students’ backgrounds, learning orientations, learning approaches and
the relationships among these aspects of learning, this study also aims to identify changes in

learning orientations and learning approaches through a longitudinal study.

2.5 Summary

This chapter summarised the key theoretical structures and findings in the literature with regard
to the research topic. The first half of the chapter introduced the theories and measurement
tools related to students’ learning with a focus on models that describe students’ learning
approaches. Through comparing and discussing the focus, scope and validity of prior models
and theories, this study chose the Student Learning in Context model (Ramsden 2003) and the

Self-Determination theory (Deci & Ryan 1985, 1991) as the bases of the theoretical framework.
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Some key empirical findings of Chinese students’ learning were summarised in the
second half of the chapter. The summary is in two parts, the first part focuses on the cultural
and environmental background of Chinese education and the second part discusses how
Chinese students learn in Western universities. At the end of this chapter, the limitations of,

and gaps in, previous studies were explained to justify the scope and the focus of this study.

The main limitation of prior theories and models is that there is a lack of clear
definitions and classifications for students’ learning orientations in the Student Learning in
Context model. This limitation results in the lack of a detailed description of the relationship
between students’ learning orientations and learning approaches in empirical studies. Other
major gaps in prior empirical studies are the omission of the diversity within the Chinese
student group, and a lack of longitudinal study that focuses on changes in students’ learning
orientations and learning approaches throughout their learning processes. To close these
identified gaps, this study incorporates the Self-Determination theory (Deci & Ryan 1985,
1991) into the Student Learning in Context model (Ramsden 2003), treats Chinese students as
a diversified group, investigates the relationships among the different aspects of learning
orientations and learning approaches, and takes a longitudinal approach to identify Chinese
students’ changes in learning orientations and learning approaches throughout their

postgraduate accounting programs.

The next chapter introduces the research questions and the specific research aims and
objectives. It also illustrates the development of the hypotheses in detail.
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Chapter Three

Research Questions and Hypotheses
3.1 Introduction

This chapter presents the research questions and objectives, followed by a description of the
theoretical framework adopted to answer the research questions and achieve the research
objectives. The hypotheses are developed and justified based on the theoretical framework
adapted from the Student Learning in Context model (Ramsden 2003). The research
background introduced in Chapter One and the prior research findings summarised in Chapter
Two are also taken into consideration. These hypotheses form the foundation of the research

design, which is described in Chapter Four.

3.2 Research Questions
As described in Chapter One, the research questions are:

1.  What are the backgrounds, learning orientations and learning approaches of Chinese
students in Australian postgraduate accounting programs?

2.  What are the relationships between Chinese postgraduate accounting students’
backgrounds, learning orientations and learning approaches? How do their background
factors affect their learning orientations and shape their learning approaches?

3. How do Chinese postgraduate accounting students’ learning orientations and approaches

change during the time in Australian universities?

3.3  Research Aims and Objectives
To answer the research questions, this study has the following objectives:

Objective 1: To investigate the backgrounds of Chinese postgraduate accounting
students in Australian universities. Specifically, this study focuses on gaining an understanding

of the diversity within the Chinese student group.
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Obijective 2: To discover Chinese students’ learning orientations and approaches. This
study aims to understand the primary reason why Chinese students choose to enrol in
postgraduate accounting programs in Australian universities and the learning approaches they
adopt while studying accounting at Master level in Australian universities.

Objective 3: To discover the connections between Chinese students’ backgrounds,
orientations and approaches to learning. The purpose is to see how students’ background in
their home country and learning orientations may jointly affect the way they learn in Australian

universities.

Objective 4: To compare students’ approaches to learning in different semesters. The
purpose is to summarise whether and how Chinese students change their learning approaches
in the Australian context as they spend longer in the program. This also includes determining
whether and how the impact of Chinese students’ backgrounds and learning orientations on
SAL change from the commencement to the completion of their postgraduate accounting

programs in Australian universities.

34 The Theoretical Framework and Definitions

As explained in Section 2.2.6, this study’s theoretical framework is adapted from the Student
Learning in Context model (Ramsden 2003), with learning orientations defined and classified
after the Self-Determination theory (Deci & Ryan 1985, 1991). This theoretical framework is
determined by the study’s focus and aims. Section 2.2.3 described how the Student Learning
in Context model explains students’ learning approaches and the effects of their background
and learning orientations and the current learning context. Since this study focuses on a student
group (Chinese students) with a diverse education background in a foreign learning context
(Australian universities) and aims to understand their learning approaches under the impact of
these factors, the Student Learning in Context model provides the most appropriate framework
for the research design. This study also aims to understand Chinese students’ learning
orientations in Australian accounting Master programs. However, the Student Learning in
Context model does not provide a framework to identify and classify students’ learning
orientations. As a result, the Self-Determination theory is used as the framework to capture and
analyse Chinese students’ learning orientations. This study uses the Self-Determination theory

because it views people’s motivations as a continuum (Deci & Ryan 1985). Since this study
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aims to observe students’ changes in learning orientations over different years of study, the
Self-Determination theory provides an appropriate framework. The theoretical framework of

this study is presented in Figure 3.1.

Figure 3.1  Theoretical Framework
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To ensure consistency in data collection and interpretation, this study applies the
definitions as in the SAL model (Biggs 1987), the Student Learning in Context model
(Ramsden 2003) and the Self-Determination theory (Deci & Ryan 1985, 1991) to this specific
research context. A student’s learning orientation is defined as the reasons why a student
chooses to study an accounting Master-level degree in an Australian university. Students’
learning approaches are defined as the combination of learning motives and learning strategies.
Learning strategies involve the activities and methods chosen by a student in studying
accounting subjects and the learning motives describe the specific reasons for adopting certain

learning strategies.

35 Hypotheses Development

The first research question is descriptive in nature and thus does not need to be tested with
hypotheses. Only the second and the third questions are answered with the results of hypothesis
tests. This section presents 23 hypotheses concerning the relationship between Chinese

students’ backgrounds, learning orientations and learning approaches. The background
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variables are Chinese students’ gender, age, financial support from family, locations of prior
education institutions, prior academic performance, English competency, and prior accounting
knowledge. These variables were chosen based on the theoretical framework of this study, prior
empirical research findings, the unique background of Chinese students, and the characteristics

of postgraduate students. Justification for the variable selection is presented below.

3.5.1 Gender’s Impact on Learning Approaches and Learning Orientations

Previous studies often include the demographic variable “gender” when investigating student
learning approaches (for example, Byrne & Willis 2009; Rao, Moely & Sachs 2000). There are
mixed findings regarding the relationships between gender and learning approaches in
accounting students. Byrne and Willis (2009) compared female and male accounting students’
learning approaches and found female students scored higher in deep and achieving learning
approaches. In addition, although female students showed higher fear of failure, which is a
surface learning motivation, they scored lower in exam-focused learning strategies (surface
learning) than male students (Byrne & Willis 2009; Lucas & Meyer 2005). However, not all
studies agree with these conclusions. Some researchers have found quite the opposite, that
female accounting students scored significantly higher on surface approaches (Flood & Wilson
2008), whereas other researchers did not find any significant difference between the two
genders’ learning approaches in accounting subjects (Ballantine, Duff & McCourt Larres 2008;
Rao, Moely & Sachs 2000). Duff (2004b) suggested that some learning approach inventories
might be sensitive to gender. The following hypotheses are developed based on inconsistent

empirical findings:

Hla (null hypothesis): Students’ learning approaches are not different between
genders.

H1b (alternative hypothesis): Students’ learning approaches are different

between genders.

Although there is little research directly investigating the relationship between gender
and learning orientations, according to the Student Learning in Context model (Ramsden
2003), students’ background factors affect students’ learning approaches indirectly through

learning orientations. To take this indirect relationship into consideration, the following
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hypotheses regarding learning orientations are proposed in addition to the two hypotheses

above:

H2a (null hypothesis): Students’ learning orientations are not different between

genders.

H2b (alternative hypothesis): Students’ learning orientations are different

between genders.

3.5.2 Age’s Impact on Learning Orientations and Learning Approaches

With regard to the relationship between students’ age and learning orientations, early education
research found that the older students joined higher education programs with fewer motivations
about receiving a degree or meeting expectations that younger students. Their learning
orientations are more related to “learn just for the sake of learning” (Wolfgang & Dowling
1981, p. 642). According to the classification of learning orientations in the Self-Determination
theory (Deci & Ryan 1985), the former motivations would be seen as extrinsic learning
orientations, while the latter would be classified as intrinsic motivations. The Self-
Determination theory also implies that a person’s motivations can become more intrinsic as
they spend more time in an appropriate context (Deci & Ryan 1985). Two sets of hypotheses

are developed to examine the relationships between age and learning orientations:

H3a (null hypothesis): Students’ age does not affect their extrinsic learning

orientations.

H3b (alternative hypothesis): Students’ age has an effect on their extrinsic

learning orientations.

H4a (null hypothesis): Students’ age does not affect on their intrinsic learning

orientations.

H4b (alternative hypothesis): Students’ age has an effect on their intrinsic

learning orientations.

In the SAL model (Biggs 1987), age is positively related to the application of deep
learning but not to other learning approaches. This relationship has been confirmed by studies
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with undergraduate accounting students (Duff 2004b; Sadler-Smith 1996). However, although
older students generally score higher on deep learning and organised learning, the differences
between different age groups are rather small (Richardson 2013). Intuitively, it might be
expected that the age variance of postgraduate students would be larger than undergraduate
students, it is possible that age would contribute to variation in their learning approaches. The

relevant hypotheses are:

H5a (null hypothesis): Students’ age does not have any effect on their adoption
of deep learning approaches.

H5b (alternative hypothesis): Students’ age has an effect on their adoption of

deep learning approaches.

3.5.3 Financial Support Received from Family’s Impact on Learning Orientations and

Learning Approaches

Most Chinese students studying overseas are financially supported by their family, while some
are supported by a combination of salaries from part-time employment and family funding
(Wang et al. 2015). Under the traditional Chinese culture of valuing and respecting higher
education, Chinese parents have a high expectation of academic success by their children and
often provide instructions or suggestions for their children’s education choices (Wang &
Byram 2011). The students who primarily rely on their parents’ financial support may therefore
enrol in higher education programs to please their parents or to follow their parents’
instructions. Under the Self-Determination theory (Deci & Ryan 1985) students who enrol in
postgraduate accounting programs because of external environmental factors’ influences
(including parents’ expectations) are classified as extrinsically motivated. In addition,
sometimes the decision was made by the parents with little contribution from their children —
that is, the student did not show much motivation in studying for an accounting Master degree.
These students’ learning orientations would be classified as amotivation. The hypotheses that
consider the impact of family financial support on both extrinsic motivations and amotivation

are:

Hé6a (null hypothesis): Students’ financial support from their family does not

affect their extrinsic learning orientation.
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H6b (alternative hypothesis): Students’ financial support from their family

affects their extrinsic learning orientations.

H7a (null hypothesis): Students’ financial support received from their family

does not affect their amotivation.

H7b (alternative hypothesis): Students’ financial support received from their

family affects their amotivation.

With regard to the learning approaches, Chinese overseas students who are financially
supported by their families are under greater pressure to succeed and have a higher fear of
failure. They feel they have an obligation to repay their family with academic success and see
failing to graduate as an unacceptable situation (McMahon 2011). Under the SAL model, such
pressure and fear belong to surface learning motives and would push students to adopt surface
learning strategies (Biggs 1987). This leads to the following hypotheses:

H8a (null hypothesis): Students’ financial support from their family does not

affect their adoption of surface learning approaches.

HS8b (alternative hypothesis): Students’ financial support from their family
affects their adoption of surface learning approaches.

3.5.4 Location of Prior Education Institution’s Impact on Learning Orientations and

Learning Approaches

Chinese citizens are bound by the Hukou system to the land they (or their parents) were born
on and people with different Hukou do not have equal access to education resources (Bodycott
& Lai 2012). Students from less developed provinces not only have limited education resources
in high schools but also require a higher Gaokao (the National College Entrance Examination)
result to enter the same university program as their peers from more developed provinces. The
result is that the high school students from less developed areas face much more intense
competition and need to outperform more of their peers to enter universities, especially
universities in more developed areas. These differences in educational background may have a
lingering effect on students’ future learning. Students who completed prior education in less

developed areas are more likely to see further education as a means to an end, such as an
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opportunity to live in more developed areas or to access better resources (Bodycott & Lai
2012). This type of learning orientations is typically extrinsic. The hypotheses for the

relationship between the locations of prior education institutions and learning orientations are:

HO9a (null hypothesis): The location of students’ prior education institution does

not affect their extrinsic learning orientations.

H9b (alternative hypothesis): The location of students’ prior education

institution affects their extrinsic learning orientations.

In addition to having more extrinsic learning orientations, students from less developed
areas may also be under higher pressure and have more fear of failure, both of which are
characteristics of surface learning motives. Prior research also found that the urban teachers in
China focus more on promoting deep learning in teaching, whereas rural teachers’ teaching
tends to address the use of surface learning strategies (Rao, Chi & Cheng 2010). The relevant

hypotheses are:

H10a (null hypothesis): The location of students’ prior education institution

does not affect their adoption of surface learning approaches.

H10b (alternative hypothesis): The location of students’ prior education

institution affects their adoption of surface learning approaches.

3.5.5 Prior Academic Performance’s Impact on Learning Orientations and Approaches

The Student Learning in Context model suggests that students’ previous academic
performance, as a factor in students’ prior academic experience, will affect students’ learning
orientations and learning approaches (Ramsden 2003). Prior investigation with undergraduate
business students in China found that, under the outcome-based teaching and learning
environment in Chinese universities, Chinese students develop a strong capability to
strategically adopt the learning approaches that helps maximise academic results (Pang, Ho &
Man 2009). This helps explain why the adoption of surface learning strategies is not necessarily
linked to poor academic performance in Chinese students (Cooper 2004). In the absence of a

clear conclusion from prior studies, it is unclear how or whether Chinese students’ prior
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undergraduate performance in Chinese universities affects their learning orientations and

learning approaches in Western universities. The relevant hypotheses are:

Hl11a (null hypothesis): Students’ prior academic performance does not affect

their learning orientations.

H11b (alternative hypothesis): Students’ prior academic performance affects

their learning orientations.

H12a (null hypothesis): Students’ prior academic performance does not affect

their learning approaches.

H12b (alternative hypothesis): Students’ prior academic performance affects

their learning approaches.

3.5.6 English Competency’s Impact on Learning Approaches and Learning

Orientations

English competency is considered the most important factor influencing accounting students’
learning approach in Australian universities (Watty, Jackson & Yu 2009). Chinese accounting
students often find it difficult to understand teachers’ speech and to express their thoughts.
Therefore, they tend to adopt rote-learning as a survival strategy (Bhattacharyya 2010; Pang,
Ho & Man 2009; Volet, Renshaw & Tietzel 1994). The hypotheses with regard to learning
approaches are:

H13a (null hypothesis): Students’ English competency does not affect their

adoption of surface learning approaches.

H13b (alternative hypothesis): Students’ English competency affects their
adoption of surface learning approaches.

As illustrated in the Student Learning in Context model (Ramsden 2003), students’
background factors may indirectly affect their learning approaches by affecting their learning
orientations. Students with lower English competency may experience less pleasure and more

stress in their learning processes, which could reduce their intrinsic learning orientations and
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increase amotivation (Deci & Ryan 1985). In addition to the hypotheses above, to capture the

effect of English competency on learning orientations, the hypotheses are:

Hl4a (null hypothesis): Students’ English competency does not affect their

learning orientations.

H14b (alternative hypothesis): Students’ English competency affects their

learning orientations.

3.5.7 Prior Accounting Knowledge’s Impact on Learning Orientations and Approaches

Previous studies show that the relationship between prior subject knowledge and students’ final
academic performance is not simple or linear (Xiang & Gruber 2012). According to the Student
Learning in Context model (Ramsden 2003), this is because the subject knowledge acquired
before entering the current learning context belongs to the background factors in the model.
The background factors do not directly affect students’ learning product (outcome) but affect
the learning orientations and learning approaches (Dochy, de Rijdt & Dyck 2002). This study
thus includes prior accounting knowledge as a variable that may affect students’ learning

orientations and approaches. The hypotheses are:

H15a (null hypothesis): Students’ prior accounting knowledge does not affect

their learning orientations.

H15b (alternative hypothesis): Students’ prior accounting knowledge affects

their learning orientations.

H16a (null hypothesis): Students’ prior accounting knowledge does not affect

their learning approaches.

H16b (alternative hypothesis): Students’ prior accounting knowledge affects
their learning approaches.
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3.5.8 Learning Orientations and Learning Approaches — Surface and Deep Approaches

According to the Student Learning in Context model (Ramsden 2003), students’ learning
approaches are shaped by an integrated effect of their background characteristics and their
learning orientations. This study therefore investigates the relationship between learning
orientations and learning approaches. A recent study found significant correlations between
learning orientations and learning approaches in undergraduate accounting students. Intrinsic
orientations are positively correlated with deep learning approaches and negatively correlated
with surface learning approaches. Extrinsic orientations are also positively correlated with deep
learning approaches (Everaert, Opdecam & Maussen 2017). The finding with regard to intrinsic
learning motivations is consistent with the Student Learning in Context model (Ramsden
2003), while the finding for extrinsic motivations seems surprising because, from a theoretical
perspective, extrinsically motivated students see education only as a means to an end.
Researchers argue that this is because the students comprehend that to pass the assessment they
need to learn the subject content by understanding (Everaert, Opdecam & Maussen 2017). This

study thus forms similar hypotheses below:

H17a (null hypothesis): Students’ extrinsic learning orientations does not affect

their adoption of surface learning approaches.

H17b (alternative hypothesis): Students’ extrinsic learning orientations affects

their adoption of surface learning approaches.

H18a (null hypothesis): Students’ intrinsic learning orientations does not affect

their adoption of deep learning approaches.

H18b (alternative hypothesis): Students’ intrinsic learning orientations affects

their adoption of deep learning approaches.

3.5.9 Learning Orientations and Achieving Learning Approaches

In addition to surface and deep learning approaches, achieving approaches may also be related
to learning orientations. Achieving learning motivations focus on obtaining good results from
assessments (Entwistle & Tait 1994). This characteristic can be linked to both extrinsic and

intrinsic learning orientations. A student who is extrinsically motivated typically sees education
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as a means to an end, such as to receive a degree or find better employment (Vallerand et al.
1992) and, therefore, needs better academic results. On the other hand, intrinsically motivated
students who are interested in course content would also want to perform well in the
assessments. The following hypotheses are therefore formed for both extrinsic and intrinsic

learning orientations.

H19a (null hypothesis): Students’ extrinsic learning orientations does not affect

their adoption of achieving learning approaches.

H19b (alternative hypothesis): Students’ extrinsic learning orientations affects

their adoption of achieving learning approaches.

H20a (null hypothesis): Students’ intrinsic learning orientations does not affect

their adoption of achieving learning approaches.

H20b (alternative hypothesis): Students’ intrinsic learning orientations affects

their adoption of achieving learning approaches.

3.5.10 Amotivation and Surface Learning Approaches

Amotivation is different from extrinsic and intrinsic orientations because it covers students
who lack specific reasons for studying at university (Vallerand et al. 1992). Students whose
learning orientations fall into this category typically feel lost and that they “drifted” into
universities without a particular motivation. This lack of motivation may lead to the adoption

of surface learning. The hypotheses are:

H21a (null hypothesis): Students’ amotivation does not affect their adoption of

surface learning approaches.

H21b (alternative hypothesis): Students’ amotivation affects their adoption of

surface learning approaches.
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Hypotheses H1 to H21 examine the relationship between students’ backgrounds,
learning orientations and learning approaches. The findings of the tests can be used to answer
the second research question. Figure 3.2 summarises these hypotheses and illustrates their
positions in the study’s theoretical framework. To answer the third research question,
hypotheses H22 to H25 were formed to determine the differences between the learning

orientations and learning approaches over the different years of study.

Figure 3.2  Theoretical Framework and Hypotheses H1 to H22
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3.5.11 Changes in Learning Orientations Over Time

In the Student Learning in Context model, students’ learning orientations are affected by both
their prior education experience and their current learning context (Ramsden 2003). It should
be noted that students’ current learning context becomes a part of their prior education
experience as time passes. For Chinese students studying overseas, the impact of the Western
learning context in the first year is reinforced in the following years of study as a part of their
prior learning experiences. Although prior investigations rarely compare Chinese students’
learning orientations between different years of study in Western universities, it is expected
that, as the impact of Chinese students’ background factors decreases over time, the impact of

the Western learning context will increase. The relevant hypotheses are:
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H22a (null hypothesis): Chinese students’ learning orientations are not
different between early and later semesters of study in Australian accounting

Master programs.

H22b (alternative hypothesis): Chinese students’ learning orientations are
different between early and later semesters of study in Australian accounting

Master programs.

3.5.12 Changes in Learning Approaches Over Time

In the Student Learning in Context model, Ramsden (2003) argued that students’ learning
approaches are subject to change during their learning processes. Similar to the learning
orientations, students’ learning approaches are expected to be affected more heavily by the
current learning context and less heavily by the prior learning backgrounds as time passes. The

hypotheses are:

H23a (null hypothesis): Chinese students’ learning approaches are not different
between early and later semesters of study in Australian accounting Master
programs.

H23b (alternative hypothesis): Chinese students’ learning approaches are
different between early and later semesters of study in Australian accounting

Master programs.

3.5.13 Hypotheses Summary

Subsection 3.5 introduced 23 sets of hypotheses. H1 to H21 were derived to answer the second
research question. The null hypotheses are that there is no relationship between the dependent
variables and the independent variables. The alternative hypotheses are that the independent
variables have an effect on the dependent variables. H22 and H23 were developed to answer
the third research question, with H22 concerning changes in learning orientations and H23
concerning changes in learning approaches. The null hypotheses are that there is no difference

between earlier and later semesters’ responses. The alternative hypotheses are that earlier
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semesters’ responses are different from later semesters’. Table 3.1 provides a summary of H1

to H23.

Table 3.1 Hypotheses Summary

Research Question Hypothesis | Independent Variable Dependent Variable
Research Question 2: What are H1 Gender Learning approaches
the relationships between H2 Learning orientations
Chinese postgraduate H3 Extrinsic learning orientations
accounting students’ H4 Age Intrinsic learning orientations
backgrounds, learning H5 Deep learning approaches
orientations and learning H6 . Extrinsic learning orientations
approaches? H7 Flna_nC|aI support Amotivation
received from family -
H8 Surface learning approaches
H9 Location of prior Extrinsic learning orientations
H10 education institution |Surface learning approaches
Hi1l Prior academic Learning orientations
H12 performance Learning approaches
H13 English competency Surfage Iear_ning gpproaches
H14 Learning orientations
H15 Prior accounting Learning orientations
H16 knowledge Learning approaches
H17 E)fmnS'.C learning Surface learning approaches
orientations
H18 g::g'r?gtcic:ﬁzmmg Deep learning approaches
H19 Extrinsic learning Achieving learning approaches
orientations
H20 :)r::gr?;tci(:ﬁimmg Achieving learning approaches
H21 Amotivation Surface learning approaches

Research Question 3: How do
Chinese postgraduate H22 -
accounting students’ learning
orientations and approaches

change during the time they H23 -
study in Australian universities?

3.6 Chapter Summary

This chapter introduced the research questions developed based on both the research
background introduced in chapter one and the gaps in previous literature identified in Chapter
Two. The research aims and objectives are to answer each specific research question. The
theoretical framework was adapted from the Student Learning in Context model and the Self-
Determination theory. A brief explanation was provided to justify the models and theory
selection. The main part of this chapter presented the hypotheses formed using the same

definitions and classifications as in the Student Learning in Context model and the Self-
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Determination theory. These hypotheses were formed to examine the relationships between
students’ background, learning orientation and learning approach variables. The hypotheses
section also provided the justification of the formed hypotheses that come from a combination
of the theoretical framework, research background and literature findings. The next chapter
describes and justifies the research design, including the methods, tools, samples and

measurements used in the investigation.
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Chapter Four

Research Design
4.1 Introduction

This chapter explains and justifies the research design and research methods. It starts by
explaining why this study adopted a quantitative methodology, followed by an introduction to
the sample selection criteria and data collection procedures. The survey design, including
justification of the measurement choices and the development of survey questions, are then
explained. Next, the validity and reliability of the survey items are demonstrated. The last
section of this chapter introduces the data analysis methods and models used in the hypotheses

tests.

4.2 Research Methods

Since the research questions focus on identifying and examining the relationships of different
aspects of student learning and changes over time, this study used questionnaires as the data
collection tool and adopted a longitudinal data collection approach. A series of online
questionnaires were used to collect students’ learning information over the period of their study
in an Australian postgraduate accounting program. The collected data were analysed using
quantitative methods, such as Mann-Whitney U tests, multinominal logistic regression and
Friedman’s 2-way ANOVA ranked test.

The use of online questionnaires was determined by the nature of the research topic and
the characteristics of the target population. Since this study focused on students’ backgrounds,
learning orientations and learning approaches, a questionnaire assisted the researcher to collect
first-hand information from the students’ perspective. In addition, considering that the
participants were university students whose available time and location varied, an online
questionnaire provided the flexibility that allowed the researcher to collect sufficient data from
as large a number of participants as possible in the limited time frame. Online questionnaires
were especially useful since the study required the investigation of the same group of students
repeatedly as they progressed through their study program. The variety of their study plans
required the questions to be flexible to suit students’ current progress. The online

questionnaires efficiently provided this flexibility by navigating students to different sections
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according to their responses. The data collected by an online survey system were directly
exported to analysis software, which was time-efficient for data analysis and convenient for
review purposes and for safeguarding the data. An online self-administered questionnaire was
therefore considered the most cost-effective method for longitudinal data collection.

Data analysis adopted a deductive logic, where correlation and regression statistics were
used to test the hypotheses. These quantitative methods were determined by the nature of the
adopted theoretical framework, the research design and the collected data. All analyses were
performed using SPSS.

4.3 Data Collection
4.3.1 Sample Selection

This study investigates students’ learning in a certain context and, therefore, it was critical to
specify the contextual condition of the population. The survey population was students who
have completed undergraduate study in China and then enrolled in a postgraduate accounting
program in an Australian university. Their current learning environment — Australian
universities’ postgraduate accounting programs — had a high proportion of Chinese enrolments.
The context facing the target population reflects the current learning environment in Australian

university postgraduate accounting programs.

The eligible questionnaire participants were the students who:
e had completed their undergraduate study in a Chinese university and
e were enrolled in a postgraduate accounting program at the University of Adelaide

when filling in the questionnaire.

In the Student Learning in Context model, pedagogy design, as a part of learning
context, has an impact on students’ approaches to learning (Ramsden 2003). Therefore, the
differences in pedagogy between universities may add noise to students’ responses. As a result,
this study chose only one university for data collection. The chosen university (the University
of Adelaide) is a member of the Group-of-Eight and is AACSB International accredited. It was
therefore expected to provide high-quality accounting programs in Australia. At the University

of Adelaide, over 90% of the enrolled postgraduate accounting students were from mainland
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China (The University of Adelaide 2017). From the context perspective, the selected sample
was representative of the target population. Another major reason for choosing only one
university was the practical difficulty and obstacles experienced by the student researcher —
most universities were reluctant to share their student information with external researchers,
especially when the researcher was a PhD student without many connections or experience in
the industry. The sensitive nature of student information also created challenges in obtaining

the necessary ethics approvals.

The major limitation from choosing only one university is that the impact of this
university’s pedagogy design and entrance requirements are confounding factors. As a result,
the conclusions may not be representative of the Chinese student population, which includes
students in other Australian universities. This is especially true for Chinese students’ prior
academic performance, since all participants would have fulfilled the entry requirements of the
University of Adelaide, which may reduce the likelihood of finding differences across students.
This limitation was partially managed by involving other students in the same classroom in the
data collection. By comparing the responses from different student groups, the impact of the

university’s specific pedagogy can be observed and minimised.

4.3.2 Ethics Clearance

This study was conducted with the approval of the Human Research Ethics Committee (HREC)
(HREC Approval Number: H-2017-005). A copy of the HREC ethics approval letter is attached
(Appendix 3). All potential risks including the confidentiality of identity and responses of
participants are under the control of appropriate safeguards. The surveys were distributed only

after obtaining HREC approval.

4.3.3 Survey Distribution and Sample Size

The data collection was completed by administering three questionnaires to participants over
their 1.5 to 2 years’ postgraduate accounting programs. At the end of each semester, the first
questionnaire was sent to the eligible students to collect information about their backgrounds,

learning orientations and learning approaches in the accounting subjects they completed in that
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semester. Students were asked to provide their student ID as the identifier to match their
responses over later semesters. Students who completed the first questionnaire then received
the second and the third questionnaires at the end of the following semesters to collect their
learning orientation and learning approach information in the relevant semesters. To encourage
Chinese students’ participation and to help reduce misunderstanding caused by language

barriers, the questionnaires were presented in both English and Mandarin Chinese.

To include non-Chinese students who studied in the same program as the Chinese
students, similar questionnaires were distributed to these students to collect information about
their backgrounds, learning orientations and learning approaches. These students included
domestic Australian students, international students from countries other than mainland China
as well as students who were from mainland China but who had completed their undergraduate
degrees outside mainland China. These students’ responses were then compared with those of
the Chinese students with regard to backgrounds, learning orientations and learning
approaches. It should be noted that the objective of such a comparison was not to summarise
the differences between different student groups but to describe Chinese student’s
characteristics in comparative terms. Given the stated research questions, it was not the focus

of this study to compare different student groups.

HREC required the recruitment emails with the link to the questionnaires to be
distributed only from a faculty administration email address. In this way, students were
approached by a department independent from the teaching staff so that the students were not
under any perceived pressure to participate. On one hand, this scheme helped encourage
students to answer the questions truthfully in the self-administered questionnaire. On the other
hand, this reduced the response rate because most students perceived faculty administration
emails to be system-generated and tended to ignore them. To further encourage student
participation without violating HREC’s requirements, this study compensated participants for
their time with gift cards and used multimode contacting in the recruitment stage. To raise the
survey’s response rate, the researcher advertised the research project via social media, on-
campus flyers, and with informal classroom speeches. It should be noted that, although the
survey was advertised via multiple communication channels, the survey links were distributed

only via faculty emails as per the HREC requirement.

The target sample size was 200 at the beginning of the data collection. Unfortunately,
because of the COVID-19 pandemic in early 2020, data collection was forced to cease as
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international students were no longer allowed to enter Australia and the learning mode for
existing students changed to online. More detrimentally, the pandemic also substantially
increased the challenges involved in contacting and encouraging students to continue their
participation in the study. This unprecedented event severely affected the number of responses
collected. Since each complete set of responses takes three semesters to collect, many
participants received only one or two questionnaires from the series and therefore could provide
only partial information. Nevertheless, all responses were retained and included in selected
relevant sections of data analysis. The numbers of valid responses collected from the

questionnaires are presented in Table 4.1.

Table 4.1 Collected Responses over Three Semesters

Number of Questionaries Completed Total Particinants Total Number of | Response
1 2 3 P Enrolled Students! Rate
291 94 43 428 1436 29.81%

4.4  Variable Measurements and Survey Questions

As discussed in Section 3.5, many variables included in this study have been used in previous
research. This study, however, did not always use the same measurements as in prior studies.
Variable measurements were determined based on the nature of the variable, the characteristics
of Chinese postgraduate accounting students, and the related hypotheses formed in Section 3.5.
The survey questions were designed to help capture the variable information using the
determined measurements. This subsection introduces and justifies the variable measurements

and the survey questions.

441 Gender

A close-ended multiple-choice question was used to capture the gender variable. As a
fundamental demographic variable, sex or gender has been commonly included in social
research surveys. Though sex and gender are often seen as synonyms, the term “gender” is a
socially constructed feature and may include more than the binary male and female biological
categories (Tolland & Evans 2019). With recent developments in gender research, many social

! Information obtained from university enrolment records.
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researchers have asked participants to respond to the sex question by providing their self-
declared gender identifier instead of their biological gender (Sullivan 2020). The term “gender”
was therefore used in the survey question to measure participants’ self-identified gender. To
include all possibilities and respect participants’ potential preference of non-disclosure, in
addition to the most common “female” and “male” choices, “other” and “rather not say” were

included in the choices. The survey question was:

What is your gender? OFemale O Male O Other (O Rather not say

442 Age

In previous studies investigating the relationship between students’ age and learning,
participants were asked to provide their age group (Duff 2004b; Richardson 2013; Sadler-
Smith 1996). This method can help test hypotheses that compare different age groups’ learning,
such as whether mature students adopt more deep learning approaches than non-mature
students (Sadler-Smith 1996). However, since this study focused on investigating whether and
how students’ age is correlated to their learning orientations and approaches, a more precise
age capture is required. The survey question therefore was open-ended and asked the students
to enter their year of birth. Their year of age information was then calculated using the year the
participants responded to the survey less the participants’ year of birth. The online survey
format allowed the system to include a validation test in the responses — the system was set to

accept only four-digit numerical inputs for this question. The survey question was:

What is your year of birth (e.g. 1995)? goono

4.4.3 Financial Support Sources

Hypotheses H6 and H7 in regard to students’ financial support sources focused on the tuition
fee and living costs paid by their parents and other family members. However, since the first
research question obtains information about the student’s backgrounds, the survey questions
also needed to collect information about students’ other financial support sources. Considering
that the tuition fees and living costs depend on students’ success in courses and living style,

the financial support sources measure used percentage figures rather than the dollar amount.
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The survey question had two parts to capture information on this variable. The first part listed
several common sources of financial support with an additional “other (please specify)” choice
and asked the participants to select all of their financial support sources. This was to ensure all
possible sources of financial support had been considered by the participant and therefore a
more accurate estimate of percentages could be obtained. The second part of the question asked
participants to provide an estimated percentage of each financial support source listed in the
first part. Two validity checks were included in this question: the percentage of the unselected
choices in the first part must be 0; and the total percentages from all financial support sources

must be 100%. The survey question was:

What are the sources of your tuition fee and living costs for your postgraduate study?

What percentage of total tuition and living costs are from these financial sources?

[ ] My parents and relatives %
[_] My own savings %
[ ] My part-time work during my study in Australia %
[_] University scholarships %
[_] Government or sponsor's scholarships/allowance/grant funds %
[ ] Hecs-Help/Borrowings %
[_] Other (Please specify) %

4.4.4 Locations of Prior Education Institutions

As discussed in Section 3.5, the hypotheses concerning the location of students’ prior education
institutions were based on the unequal allocation of education resources among different areas
in China. A proxy that can be used to measure access to education resources was the city’s
education ranking published in each year’s Chinese university application guide (Zhao, Cai &
Dang 2019). The most recent and available ranking (for 2019) was used, but the city rankings
are relatively stable over years. This guide ranked all cities in China from 1 to 247 (including
tied ranking) based on each city’s universities’ rank and was widely used as a reference for the

Gaokao candidates.

Four survey questions were used to collect information about the location of students’
prior education institutions. The first question was a close-ended question used to identify the
student group to which the participant belongs. As discussed in Section 4.3.2, the survey was

distributed to all postgraduate accounting students with the aim of describing Chinese students’
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characteristics in comparative terms. In this study, Chinese students were identified as ones
who completed both high school and undergraduate education in mainland China. Students
who completed high school in mainland China and completed their undergraduate education
outside mainland China were identified as Chinese-overseas students. It should be noted that
some students started their undergraduate study at a Chinese university, and then transferred to
an overseas university to complete their study. These students were also identified as Chinese-
overseas students in this study. Students who did not complete high school in mainland China
were identified as non-Chinese students. This classification method was determined by the
research questions and objectives. Identification of Chinese students was not determined by
students’ ethnicity or nationality, but by their educational background. The second survey
question was an open-ended question that asked Chinese and Chinese-overseas students to
enter the name of the city in which they completed high school. For non-Chinese students, the
question asked them to provide the name of the country in which they completed their high
school. The next question was close-ended and further distinguished between the Chinese and
Chinese-overseas students by asking whether they had completed their undergraduate study in
mainland China. This question was not shown to non-Chinese students. The last question was
open-ended and asked Chinese students to enter the name of the city in which they completed
their undergraduate education and asked other students to enter the name of the country. The
combination of these four questions provided further opportunities for validity checking: in the
second question, the Chinese and Chinese-overseas students should enter a Chinese city’s name
whereas non-Chinese students should not enter “China”; in the last question, Chinese students
should enter a Chinese city’s name and Chinese-overseas students should not enter “China”.

These four questions were:
Q1: Did you complete your high school in mainland China (PRC)? O Yes  (ONo

(If answered “yes”)

Q2(a): In which city/town of China did you complete your high school? (e.g., Beijing)

(If answered “no”)
Q2(b): In which country/district did you complete your high school? (e.g., Australia)
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Q3: Did you complete your undergraduate degree in China (PRC)?
O Yes ONo (OO0ther (e.g., first two years in China and last year(s) overseas)

(If answered “yes”)
Q4(a): In which city/town of China did you complete your undergraduate study? (e.g.,
Beijing)

(If answered “no” or “other”)
Q4(b): In which country/district did you complete your undergraduate study? (e.g.,
Australia)

445 Prior Academic Performance

Most previous research in accounting student learning used GPA as the proxy to measure prior
academic performance (Al-Twaijry 2010; Byrne & Flood 2008; Everaert, Opdecam &
Maussen 2017). However, since this study’s participants had diversified backgrounds, it was
inappropriate to use GPA as the only academic performance measure because pedagogy and
assessment design vary between universities and programs. This study used more
comprehensive measures to capture Chinese students’ prior academic performance, which
included the level of students’ undergraduate institutions as well as their comparative academic

performance.

Chinese universities are essentially classified into three tiers based on the required
Gaokao results, with tier 1 having the highest university ranking and requiring the highest
Gaokao marks. Each province has its own required Gaokao results for the three tiers. High
school students can apply for the relative university tiers only if their Gaokao result is higher
than the required mark for their province. Some tier 1 universities require even higher Gaokao
results than other tier 1 universities because they are of higher rankings and receive additional
support from the government. These universities are referred as “985” and “211” universities.
The “985” universities have the highest ranking and receive direct support from the federal
government and, therefore, are seen as the most prestigious universities in China. The “211”
universities receive similar support from local governments and are also seen as places for

outstanding students. Participants were asked to specify the tier of their undergraduate
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universities. For tier 1 universities, participants were also asked to specify if their universities
were a “985” or “211” university. This information was collected to capture Chinese students’
prior academic performance and their undergraduate learning environment. The survey
question was close-ended with a text input area for students whose universities were not
included in the three-tier category, such as military academies and specialised art schools, or
who were not sure of their universities’ tier, which is a rather rare situation. This question was

shown only to the Chinese participants. The survey question was:
My undergraduate educational institution in China was:

O “985” university

QO “211” university

QO Other tier 1 university
QO Tier 2 university

QO Tier 3 university

QO College

QO Other (please specify)

The other measure to capture students’ prior academic performance was their
comparative GPA in undergraduate programs. Since the assessment criteria and rubrics differ
between different universities and different disciplines, participants were not asked to provide
their GPA, but to provide their comparative academic performance in their own undergraduate
program. Participants were asked to self-assess their GPA ranking in their undergraduate
classes. Though this method may attract self-report bias, it provided an opportunity to capture
students’ perception of their learning. Considering that this study took the students’ perspective
to analyse their learning, the self-reported GPA carried more meaning than an objective GPA
score. The question was close-ended and the available responses included different ranges of
ranking and a “I don’t know” option. This question was shown to all participants and around

23% of the participants chose the “I don’t know” option. The survey question was:

My academic performance compared with my classmates at my previous educational

institution before coming to Australia was:

O In the top 10% of the class
QO In the top 10% to 20% of the class
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O In the top 20% to 40% of the class

O In the top 40% to 60% of the class

O In the bottom 20% to 40% of the class
O In the bottom 10% to 20% of the class
O In the bottom 10% of the class

(O 1don’t know

4.4.6 English Competency

The level of English competency was measured by students’ IELTs score (8.0, 7.0, 6.0, 5.0 and
below) when they entered their current postgraduate accounting programs. This question was
closed-ended with “English is my first language” and “I cannot speak English at all”
representing the highest and lowest English competency. The IELTSs score interval was chosen
based on the IELTs grade description, where scores 8.0 to 5.0 represent very good, good,
competent and modest user respectively. An IELTs score higher than 8.0 is equivalent to first
language competency. Although the minimum entry requirement of a postgraduate accounting
program is IELTS 6.0, students with a lower IELTS result can still enter the program after
completing 10 to 20 weeks’ Academic English program. The lowest score was chosen as 5.0
because this was the minimum language competency requirement for international students to
be granted a student visa in Australia. The choice of “I cannot speak English at all” was
provided for response validation purpose, as no student should have chosen this response. The

survey question was:

When starting my current postgraduate accounting program in Australia, my English

competency was:

QO English is my first language

QO IELTS 8.0 or equivalent

O IELTS 7.0 or equivalent

QO IELTS 6.0 or equivalent

O IELTS 5.0 or equivalent

(O Below IELTS 5.0 or equivalent
O I cannot speak English at all
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4.4.7 Prior Accounting Knowledge

Measurement of students’ prior accounting knowledge comprised two aspects: academic
knowledge and practical knowledge. Both aspects were captured by closed-ended questions.
The available responses for the academic accounting knowledge question described the extent
of accounting academic knowledge in terms of degrees and self-education to reduce the self-
report bias. These responses can provide more precise information than the commonly used
vague descriptions such as “I have expert accounting knowledge” and “I have some accounting
knowledge”. The available responses for practical accounting knowledge were described in
terms of the length of working experience, both accounting and non-accounting related. Two
close-ended questions were used to collect this information. The first question asked the
participants to select the category that described the length of their working experience, then
the second question asked the length of accounting-related working experience. The available
responses were determined by the intervals used in the criteria of Australian permanent
residency assessment (Department of Home Affairs 2020): less than one year, one year to three
years, and more than three years, with an additional “no experience at all” option. The two
survey questions concerning working experience provided an opportunity for validity
checking, since participants’ responses to the second question should not be longer than their

response to the first question. The survey questions were:

My accounting-related academic knowledge before enrolling in the current postgraduate

accounting program was:

O I have a Bachelor degree in accounting?

O I have a Diploma in accounting

O I have a Bachelor degree in business but not in accounting

O I have a Diploma in business but not in accounting

O I have completed some accounting training courses but do not have a degree

O I have not received any formal accounting training but | have some self-taught knowledge
in accounting

O I do not have any accounting knowledge

2 International students with a Bachelor degree in accounting are allowed to enter a postgraduate accounting
program in Australian universities.
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My working experience before enrolling in the current postgraduate accounting program

was:

(O More than 3 years in any industry
O 1to 3 years in any industry
QO Less than 1 year in any industry

O I do not have any working experience

(If selected one of the first three options:)

My previous working experience involved working in an accounting related job for:

O More than 3 years
O 1to 3 years

O Less than 1 year
O Not at all

4.4.8 Learning Orientations

Following the Student Learning in Context model (Ramsden 2003), the concept of students’
learning orientations in this study was limited to the primary reason why the student chose to
enrol in a postgraduate accounting program in an Australian university. The relevant survey
question asked the participants to correspond to several statements that described different
students’ learning orientations using 7-item Likert scales. The statements were developed
based on the Academic Motivation Scale (AMS) (Vallerand et al. 1992). As introduced in
Section 2.2.4, the AMS is a questionnaire designed to measure students’ learning orientations
under the Self-Determination theory (Deci & Ryan 1985, 1991). It has been widely used in
prior studies and has shown to be a valid, suitable tool to capture Chinese students’ learning
orientations (Zhang et al. 2016). There were 28 statements in the AMS that described why
students go to university. These 28 statements measured three types of extrinsic learning
orientations (external regulation, introjected regulation, and identified regulation), three types
of intrinsic learning orientations (to know, toward accomplishment, and to experience
stimulation) and amotivation under the Self-Determination theory, with four statements
measuring each type. To reduce the length of the survey and to make the statements more

relevant to the research context, the four statements in each of the seven learning orientation
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types were reformed into two statements, totalling 14 statements. Since the migration
advantages have been found to be a key reason that attracted Chinese students to study
accounting in Australia (McGowan & Potter 2008), one statement measuring “extrinsic
motivation — external regulation” was reworded to incorporate the migration-related
orientations. The final version of the question asked students to correspond to 14 statements
that described their reasons for enrolling in postgraduate accounting programs at the University
of Adelaide. To avoid confusion, the question and statements did not use the word “motivation”
in the learning orientation section because the word is used in the learning approaches section
below. Table 4.2 lists the original 28 AMS statements and the 14 statements used in the survey.

The validity of the modified survey items is discussed in Section 4.5. The survey question was:

Why did you choose to enrol in a postgraduate accounting program at the University of
Adelaide?

Using the scale below, please indicate to what extent each of the following statements
corresponds to one of the reasons why you chose to enrol in a postgraduate accounting
program at the University of Adelaide. There is no good or bad answer, please simply
choose the item that truly reflects your thoughts.

Strongly Agree Somewhat Neither Somewhat Disagree Strongly
Agree Agree Agree nor Disagree Disagree
Disagree
@) @) @) O O O O
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Table 4.2

Statements for Students’ Learning Orientations

Learning Orientation

——— AMS Statement (Vallerand et al. 1992) Statement Used in Survey Variable Code
Classification Type
Because | experience pleasure and satisfaction while learning new things. | Because I experience pleasureand
For the pleasure | experience when | discover new things never seen satisfaction while learning new things in  (O-1-ToKnow1
Intrinsi before. accounting.
nirnsic To know For the pleasure that | experience in broadening my knowledge about ]
motivation subjects which appeal to me. Because this program allows me to
Because my studies allow me to continue to learn about many things that | continue to learn about many things that  |O-I-ToKnow2
For the pleasure | experience while surpassing myself in my studies. For the pleasure | experience while O-I-
For the pleasure that | experience while | am surpassing myself in one of | g;rpassing myself in my studies. Accomplishmentl
. my personal accomplishments.
Intrinsic Toward X . . .
P lishment For the satisfaction | feel when I am in the process of accomplishing . ) .
motivation | accomplis difficult academic activities. For the satisfaction | feel when lamin |,
Because college allows me to experience a personal satisfaction in my | the process of accomplishing difficult |5 o ichment2
quest for excellence in my studies. academic activities.
For the intense feelings | experience when | am communicating my own | For the intense feelings I experience ] _
ideas to others. when | am communicating my own ideas |O-I-Stimulationl
o . For the pleasure that | experience when | read interesting authors. to other students and lecturers.
Intrinsic To experience .
A X . For the pleasure that | experience when | feel completely absorbed by
motivation stimulation h - hors h - .
what certain authors have written. _ _ _ For the pleasure that | experience when | o lation?
For the "high" feeling that | experience while reading about various read interesting accounting knowledge. O-I-Stimulation
interesting subjects.
Because | think that a college education will help me better prepare for the o
career | have chosen Because eventually it will enable me to -
S . ] ] . . . . O-E-Identifiedl
Because eventually it will enable me to enter the job market in a field that | enter the job market in a field that | like.
Extrinsic Identified I like.
motivation regulation Because this will help me make a better choice regarding my career

orientation.
Because | believe that a few additional years of education will improve
my competence as a worker.

Because | believe that a few additional
years of education will improve my
competence as an accountant.

O-E-ldentified2
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Learning Orientation

—— AMS Statement (Vallerand et al. 1992) Statement Used in Survey Variable Code
Classification Type
To prove to myself that | am capable of

To prove to myself that | am capable of completing my college degree. completing an Australian postgraduate  |O-E-Introjectedl
Extrinsic Introjected Because of the fact that when | succeed in college | feel important. degree in accounting.
motivation regulation To show myself that | am an intelligent person. To show mvself that | am an intelligent

Because | want to show myself that | can succeed in my studies. person y g O-E-Introjected?2

Because with only a high-school degree | would not find a high-paying I'“ order to obtain a more prestigious job O-E-Regulation1

oo job later on. ater on.

Extrinsic External . L
motivation regulation In order to obtain a more prestigious job later on. L .

Because | want to have “the good life" later on. In order to work and live in Australia | ¢ pooation2

In order to have a better salary later on. after graduation.

. L I cannot see why | go to an Australian

Honestly, | don't know; I really feel that | am wasting my time in school. university for pgstggraduate study, and O-A- o

I once had good reasons for going to college; however, now | wonder frankly, | could not care less ' LackofDirection
Amotivation | N/A whether I should continue. : :

I can't see why | go to college and frankly, I couldn't care less.
I don't know; | can't understand what | am doing in school.

I once had good reasons for studying this
program, but now | wonder whether |
should continue.

O-A-LostDirection
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4.4.9 Learning Approaches

Similar to the learning orientation section, this section of the questionnaire asked participants
to indicate the extent to which they relate to the statements on 7-item Likert scales. All
statements were adopted from the Revised Approaches to Studying Inventory (RASI) (Tait &
Entwistle 1996), with wording modifications to make the questions fit the research context. As
discussed in Section 2.2.2, RASI has been used and revised by many prior researchers in
learning approach studies (for example, Duff 1997; Fox, McManus & Winder 2001). The most
updated version for business university students was revised by Duff (2004a), who also
provided support for the validity and reliability of his revised version of RASI. To find a
balance between the length and the validity of the survey, this study adopted two statements
from each empirical indicator of surface, deep and achieving learning approaches in the Duft’s
(2004a) revised RASI revised by, resulting in 24 statements in this section. Six statements from
RASI were left out because they had the lowest factor pattern matrix coefficients in learning
approach indicators in a prior validity and reliability test conducted with business students
(Duff 1997). Table 4.3 lists Duft’s RASI statements and the 24 statements used in the survey.
The validity of the modified survey items is discussed in Section 4.5.

The survey questions first asked participants to recall their recent learning experience
of the accounting course in which they have invested most effort. This was because the study
focuses on investigating students’ learning. It was assumed that the pattern students show in
the course that they invested the most effort captures more characteristics of learning than other
courses. This question was close-ended with all accounting subjects in the participants’
programs listed in the responses to limit the questions in the research context. The next question
then asked the participants to correspond to the 24 learning approach statements with their

experience in the chosen accounting subject. The survey questions were:

Please recall your learning experience in this semester. Which accounting subject of the
following did you spend most effort in learning?

(O Accounting Concepts and Methods

QO Intermediate Financial Reporting

(O Advanced Financial Accounting

(O Management Accounting

QO Accounting Systems and Processes

QO Auditing and Assurance Services
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In the course | selected above, my experience is:

Using the scale below, please indicate to what extent each of the following items

corresponds to your learning in an accounting course. There is no good or bad answer,

please simply choose the item that truly reflects your experience.

Strongly Agree Somewhat Neither Somewhat Disagree Strongly
Agree Agree Agree nor Disagree Disagree
Disagree
@) @) @) @) @) @) O
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Table 4.3

Statements for Accounting Students’ Learning Approaches

Students’ Learning
Approach

RASI Statement

Statement Used in Survey

Variable Code

Surface learning approach —
relying on memorising

I spend quite a lot of my time repeating or copying out
things to help me remember them.

| find I have to concentrate on memorising a good deal of
what | have to learn.

I spend quite a lot of time repeating or copying out things to
help me learn them.

A-S-Memorisel

I find | have to concentrate on memorising a good deal of
what | have to learn.

A-S-Memorise2

Surface learning approach —
concern about coping

Often I feel | am drowning under the sheer amount of
material we’re having to cope with on this course.

Often | lie awake worrying about the amount of work | think
I won’t be able to do.

Sometimes | worry about whether | will ever be able to cope
with the work properly.

| often seem to panic if | get behind with my work.

Often | feel | am drowning in the sheer amount of material |
have to cope with on this course.

A-S-NotCopel

Sometimes | worry about whether | will ever be able to cope
with the work properly.

A-S-NotCope2

Surface learning approach —
difficulty in making sense

| often have trouble making sense of the things I have to
remember.

Often | find myself reading things without really trying to
understand them.

| often have trouble in making sense of the things | have to
learn.

A-S-
NotMakingSensel

Often | find myself reading things without really trying to
understand them.

A-S-
NotMakingSense?2

Surface learning approach —
unrelatedness

Although I can remember the facts and details, | often
cannot see the overall picture.

I am not sure what is really important, so I try to get down as
much as possible during lectures.

Although I can remember facts and details, | often cannot
see the overall picture.

A-S-Unrelatel

I am not really sure what is important, so | try to get down
just as much as I can in lectures.

A-S-Unrelate2

I am not prepared just to accept things | am told; | have to

I am not prepared just to accept things | am told, | have to

aDci?\?el?r?trenrlens%/?firt)irc(:r:h ~ |think them out for myself. _ think them out by myself. _ A-D-Critical
stance Sometimes | find my_self thlnkln_g about ideas from the Sometimes | find myself thinking about ideas from the A-D-Interest
course when | am doing other things. course when | am doing other things.
When | am reading, | examine the details carefully to see When | am reading, | examine the details carefully to see
how they fit in with what is being said. how they fit in with what is being said. A-D-Logicl
Deep learning approach — | It is important to me to be able to follow the argument or see
Using evidence and logic | the reasoning behind something. I look at the evidence carefully and then try to reach my
I look at the evidence carefully and then try to reach my own | own conclusions about things | am studying. A-D-Logic2
conclusion about things | am studying.
When | am reading an article or book, I try to work out for | When | am reading course material, | try to work out for A-D-Meani
. L . AN . -D-Meaningl
Deep learning approach — | myself exactly what is being said. myself exactly what is being said.
looking for meaning I usually set out to understand for myself the meaning of I usually set out to understand for myself the meaning of A-D-Meaning2

what we have to learn.

what | have to learn.
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Students’ Learning
Approaches

RASI Statements

Statements Used in Survey

Variable Code

I try to relate ideas | come across to other topics or courses

I try to relate ideas | come across to other topics or other

. . A-D-Relatel
Deep learning approach — whenever p055|bl_e. _ _ courses whenever possible.
- . When | am working on a new topic, | try to see in my own | When | am working on a new topic, | try to see in my own
relating and organising ind h Il the id . h . .
ideas mind how all the ideas fit together. mind how all the ideas relate to each other. A-D-Relate2
Ideas in course books or articles often set me off on long
chains of thought about what | am reading.
Achieving learning I put a lot gf ef_Eort into :cr)akmg sure | have the most I put a lot gf ef_flort into ;T_]akmg sure | have the most A-A-Effortl
approach — effort in important details at my fingertips. important details at my fingertips.
studvin I work hard when | am studying and generally manage to I work hard when | am studying and generally manage to A-A-Effort2
ying keep my mind on what | am doing. keep my mind on what | am doing.
I know what | want to get out of this course and | am I know what result I want to get out of this course and | am
Achieving learning determined to achieve it. determined to achieve it. A-A-Excell
approach — determination | It is important for me to feel | am doing as well as | really
to excel can on the courses here. It is important to me to feel | am doing as well as | really A-A-Excel2

can in the course.

Achieving learning
approach — organised
studying

One way or another | manage to get hold of books or
whatever | need for studying.

I make sure | find conditions for studying which let me get
on with my work easily.

I think I am quite systematic and organised in the way | go
about studying.

I make sure | find good conditions for studying which
enables me get on with my work easily.

A-A-Organisedl

I think | am quite systematic and organised in the way | go
about studying.

A-A-Organised?2

Achieving learning
approach — time
management

I organise my study time carefully to make the best use of it.
I generally try to make good use of my time during the day.
I work steadily throughout the course, rather than leaving
everything to the last minute.

I organise my study time carefully to make the best use of it.

A-A-
TimeManagel

I work steadily throughout the course, rather than leaving
everything until the last minute.

A-A-
TimeManage?2
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4.4.10 Additional Information for the Longitudinal Study

The third research question aimed to identify any changes in students’ learning orientations
and learning approaches. As explained in Section 4.3.2, the same survey was administered at
the end of every semester to collect longitudinal data. To track the same participant’s responses
over three semesters, an identifier was assigned to each participant. With permission from
HREC, the last question in the survey asked the students to provide their student ID as the
identifier. The benefit of using student ID as the identifier was that it reduced the chance of the
participant forgetting or providing a wrong identifier in later semesters. The main disadvantage
of this was that participants may be concerned about the safety of their identity. Following the
requirement of HREC, the survey provided several reassurances that the provided information
would be kept confidential. Eighteen participants completed all questions except this last
question. These participants were assigned a random identifier and their responses were treated

as if they answered only one survey.

45  Validity and Reliability

The survey questions for students’ learning orientations and learning approaches were adopted
from two widely used surveys — AMS for learning orientations and RASI for learning
approaches — with minor word modifications. As discussed in Sections 2.2.2 and 2.2.4, the
reliability and validity of AMS and RASI have been supported by prior studies with different
student cohorts (Duff 2004a; Zhang et al. 2016). However, since this study modified the two

questionnaires, some tests were performed to verify the validity and reliability of the measures.

The face validity of the survey was established before formal use in the study by asking
four accounting lecturers and three students to provide feedback on the survey questions. The
translated version of the survey was given to several Chinese accounting PhD students to
confirm that the survey questions captured the concepts in the theoretical framework. A 7-point
Likert scale was used to collect responses because it had been used in the original AMS and
can provide higher validity than a 5-point Likert scale (Krosnick & Presser 2010). In addition,
as discussed in Section 4.4, several survey questions were designed with validity check
opportunities. Table 4.4 summarises these validity checks and the results from the collected

responses. The results show that the survey questions have good validity.
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Table 4.4

Validity Checks of Survey Questions

Survey Question

Validity Check

Result

Age

The responses should be four-digit numbers.

All responses satisfy this
requirement.

Financial support
resources

The percentage of the unselected choices in the first
part must be 0.

83 (19%) responses do not
satisfy this requirement.

The total percentages of all financial support sources

All but two responses (less
than 1%) satisfy this

must be 100%. .
requirement.

The Chinese and Chinese-overseas students should
enter a Chinese city’s name while the non-Chinese
students should not enter “China” in Q2.

Chinese students should enter a Chinese city’s name
while the Chinese-overseas students should not enter
“China” in Q4.

No one should choose the last option “I cannot speak
English at all”.

The participants’ responses in the second working
experience question should not be a longer time period
than their response in the previous question.

All responses satisfy these
Locations of prior requirements.
education

institutions

All but one response
satisfies these requirements.

All responses satisfy this
requirement.

All but two responses (less
than 1%) satisfy this
requirement.

English competency

Prior accounting
knowledge

The validity of the measures was also supported by some correlations between
variables. Kendall’s tau correlation coefficients were calculated for the ordinal variables. For
example, in the background section, working experience is significant (at the 0.01 level)
correlated with age with a positive correlation coefficient of 0.356. This indicated good
concurrent validity in the background measures. Some correlations between different sections
also indicated good predictive validity. For example, English competency in the background
section was significantly (at the 0.01 level) correlated with A-S-NotMakingSensel in the
learning approaches section with a negative correlation coefficient of -0.193. This relationship
was consistent with anecdotal observations and previous research findings (Bobe & Cooper
2019), suggesting that the relevant measures are valid. The correlation coefficients between all

variables are presented in Chapter Five.

Cronbach’s alpha was calculated for the learning orientations and learning approaches
measures to evaluate their internal reliability. A Cronbach’s alpha of 0.80 is generally adopted
as a rule of thumb for an acceptable level of internal reliability, though slightly lower figures
have been accepted by many researchers (Bryman 2011). Cronbach’s alpha was 0.79 for the
learning orientation measures and 0.83 for the learning approach measures. As presented in
Tables 4.5 and 4.6, no item caused Cronbach’s alpha to decrease to an unacceptable level. The

measures were therefore considered reliable.
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Table 4.5 Cronbach’s Alpha for Learning Orientation Measures

Cronbach's Alpha for All Learning Orientation Measures 0.791
Measure | Cronbach's Alpha if Measure Deleted Measure | Cronbach's Alpha if Measure Deleted

1 0.781 8 0.763

2 0.782 9 0.799

3 0.778 10 0.804

4 0.758 11 0.801

5 0.766 12 0.779

6 0.766 13 0.777

7 0.767 14 0.761

Table 4.6 Cronbach’s Alpha for Learning Approach Measures

Cronbach's Alpha for All Learning Approaches Measures 0.832
Measure | Cronbach's Alpha if Measure Deleted Measure | Cronbach's Alpha if Measure Deleted

1 0.831 13 0.821

2 0.83 14 0.823

3 0.832 15 0.824

4 0.827 16 0.823

5 0.833 17 0.824

6 0.83 18 0.823

7 0.826 19 0.82

8 0.824 20 0.819

9 0.831 21 0.827

10 0.828 22 0.824

11 0.823 23 0.823

12 0.82 24 0.819

4.6 Data Analysis
4.6.1 Data Coding

The collected survey responses were first coded into numerical values. The coding details are
presented in Table 4.7. It should be noted that the education institution locations for some
participants are in rural areas that were not considered in the 1 - 247 city ranking. These

locations were coded as 248.

87



Table 4.7

Data Coding Details

Somewhat disagree

Disagree

. Coding Detalil
Variable Name Response Value Data Type
Female 2 Categorical
Gender Male 1 ~ Nominal
Rather not say 0
Year of survey — Continuous
Age Year of birth: 1969-1999 Year of birth: .
— Ratio
21-48
Flna}nmal support from % of total tuition fee and living costs 0% to 100% Contlnu_ous
family — Ratio
Location of Education City name: texts City ranking: Categorical
Institutions ' 1-248 — Ordinal
“985” universities 6
“211” universities 5
University Tier O.ther tier_ 1 ur!iyersities 4 Catego_rical
Tier 2 universities 3 — Ordinal
Tier 3 universities 2
Colleges 1
Top 10% of the class 7
Top 10% — 20% of the class 6
Top 20% — 40% of the class 5 Categorical
Comparative GPA Top 40% — 60% of the class 4 _ Ordinal
Bottom 20% — 40% of the class 3
Bottom 10% — 20% of the class 2
Bottom 10% of the class 1
English as first language 7
IELTS 8.0 equivalent 6
IELTS 7.0 equivalent 5 Categorical
English Competency IELTS 6.0 equivalent 4 _ Ordinal
IELTS 5.0 equivalent 3
Below IELTS 5.0 2
Cannot speak English at all 1
Bachelor degree in accounting 7
Diploma in accounting 6
Bachelor degree in business but not in 5
Academic Accounting ac.countln.g : : : Categorical
Knowledge Diploma in business but r_lot in a}cgountlng 4 _ Ordinal
Completed some accounting training 3
courses only
Some self-taught knowledge only 2
No accounting knowledge at all 1
More than 3 years in accounting 7
1 to 3 years in accounting 6
Less than 1 year in accounting 5 .
. . - - Categorical
Working Experience More than 3 years in non-accounting 4 ~ Ordi
- - rdinal
1 to 3 years in non-accounting 3
Less than 1 year in non-accounting 2
No working experience 1
Strongly agree 7
Agree 6
Somewhat agree 5 .
. - - Categorical
Likert scales Neither agree nor disagree 4 ~ Ordinal
3 rdina
2
1

Strongly disagree
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HREC required the deletion of a participant’s responses if he/she did not agree to have
their information used in this study. One participant’s responses were deleted following this
requirement. All other participants who completed at least one section of one survey have had
their responses saved and coded as illustrated in Table 4.7. No participant was identified as an
outlier since most variables were ordinal and did not follow a normal distribution. Details of

the distribution of variables are provided in the next subsection.

4.6.2 Exploratory Analysis

The first step in data analysis was to test for linearity and normality. The Kolmogorov—-Smirnov
and Shapiro-Wilk tests were conducted for all ordinal variables. As presented in Table 4.8, the
results show that none of the ordinal variables follows a normal distribution. This suggests that
only non-parametric tests can be performed with these variables.

Descriptive statistics for the Chinese students’ responses were generated as a part of the
answers to the first research question and are presented in Chapter Five. Descriptive statistics
were also generated for the other participants’ responses for use when describing the Chinese
students’ backgrounds, learning orientations and learning approaches in comparative terms.
Mann-Whitney U tests were performed to compare the distributions of the variables between
different student groups. This statistic was selected because it allows the comparison of
distributions between independent groups of different size. It had also been used in a prior
study to compare Chinese and Australian students’ learning approaches (Cooper 2004). The
test statistics were produced by SPSS for students’ gender, age, GPA ranking, financial support
sources, English competency, prior academic accounting knowledge, prior working

experience, learning orientations and learning approaches.
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Table 4.8 Tests of Normality

Kolmogorov-Smirnov Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Gender 0.445 316 | 0.000 0.588 316 | 0.000
City of University 0.297 316 | 0.000 0.522 316 | 0.000
City of High School 0.236 316 | 0.000 0.727 316 | 0.000
Level of Uni 0.214 312 | 0.000 0.907 312 | 0.000
Comparative GPA 0.192 249 | 0.000 0.884 249 | 0.000
English Competency 0.406 316 | 0.000 0.686 316 | 0.000
Academic Accounting Knowledge 0.252 316 | 0.000 0.810 316 | 0.000
Working Experience 0.294 316 | 0.000 0.758 316 | 0.000
O-E-Identifiedl 0.222 293 | 0.000 0.891 293 | 0.000
O-E-Identified2 0.268 293 | 0.000 0.868 293 | 0.000
O-E-Introjectedl 0.243 293 | 0.000 0.880 293 | 0.000
O-E-Introjected? 0.184 293 | 0.000 0.930 293 | 0.000
O-E-Regulationl 0.265 293 | 0.000 0.863 293 | 0.000
O-E-Regulation2 0.180 293 | 0.000 0.913 293 | 0.000
O-1-Accomplishmentl 0.185 293 | 0.000 0.912 293 | 0.000
O-1-Accomplishment2 0.200 293 | 0.000 0.912 293 | 0.000
O-1-Stimulationl 0.159 293 | 0.000 0.927 293 | 0.000
O-I-Stimulation2 0.212 293 | 0.000 0.918 293 | 0.000
O-1-ToKnow1l 0.202 293 | 0.000 0.923 293 | 0.000
O-1-ToKnow2 0.195 293 | 0.000 0.909 293 | 0.000
O-A-LackofDirection 0.183 293 | 0.000 0.908 293 | 0.000
O-A-LostDirection 0.140 293 | 0.000 0.943 293 | 0.000
A-S-Memorisel 0.220 308 | 0.000 0.908 308 | 0.000
A-S-Memorise2 0.233 308 | 0.000 0.908 308 | 0.000
A-S-NotCopel 0.213 308 | 0.000 0.932 308 | 0.000
A-S-NotCope2 0.219 308 | 0.000 0.903 308 | 0.000
A-S-NotMakingSensel 0.258 308 | 0.000 0.915 308 | 0.000
A-S-NotMakingSense2 0.184 308 | 0.000 0.938 308 | 0.000
A-S-Unrelatel 0.221 308 | 0.000 0.924 308 | 0.000
A-S-Unrelate2 0.226 308 | 0.000 0.916 308 | 0.000
A-D-Critical 0.240 308 | 0.000 0.876 308 | 0.000
A-D-Interest 0.225 308 | 0.000 0.926 308 | 0.000
A-D-Logicl 0.203 308 | 0.000 0.903 308 | 0.000
A-D-Logic2 0.210 308 | 0.000 0.900 308 | 0.000
A-D-Meaningl 0.234 308 | 0.000 0.868 308 | 0.000
A-D-Meaning?2 0.182 308 | 0.000 0.916 308 | 0.000
A-D-Relatel 0.227 308 | 0.000 0.890 308 | 0.000
A-D-Relate2 0.247 308 | 0.000 0.883 308 | 0.000
A-A-Effortl 0.222 308 | 0.000 0.882 308 | 0.000
A-A-Effort2 0.228 308 | 0.000 0.904 308 | 0.000
A-A-Excell 0.229 308 | 0.000 0.900 308 | 0.000
A-A-Excel2 0.215 308 | 0.000 0.912 308 | 0.000
A-A-Organisedl 0.292 308 | 0.000 0.850 308 | 0.000
A-A-Organised?2 0.222 308 | 0.000 0.923 308 | 0.000
A-A-TimeManagel 0.199 308 | 0.000 0.905 308 | 0.000
A-A-TimeManage2 0.206 308 | 0.000 0.922 308 | 0.000

In addition to comparing the responses for each individual variable, data analysis
included calculating correlations to test for the existence of relationships between the variables
in the same component of learning (backgrounds, learning orientations and learning

approaches) for Chinese students. For the continuous variables, Pearson’s correlation
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coefficients were used. However, as shown in Figures 4.1 to 4.5, scatterplots show that the
relationships between the continuous variables was not linear and did not show any particular
pattern. In addition, the histograms (Figures 4.6 to 4.11) show that the continuous variables did
not follow a normal distribution. As a result, Pearson’s correlation coefficients would not be
able to provide a meaningful conclusion in this study. Both Spearman’s correlation coefficient
and Kendall’s tau correlation coefficient can be used when variables do not meet the linearity
and normality requirement (Field 2017). Kendall’s tau was chosen because it is more suitable
when there are multiple tied rankings in the responses and a small sample size (Field 2017, p.
355). Kendall’s tau is also suitable for calculating correlations between ordinal variables. As a
result, Kendall’s tau was used to show correlations between all continuous and ordinal
variables for Chinese students. One variable (financial support — sponsorship) was excluded in
the analysis because all Chinese students answered “0” for this question. The correlations and

implications are discussed in Chapter Five.

Figure 4.1  Scatterplot of Chinese Students’ Age and Financial Support from Family
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Figure 4.2
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Figure 4.4  Scatterplot of Chinese Sstudents’ Age and Financial Support from
Scholarships
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Figure 45  Scatterplot of Chinese Students’ Age and Financial Support from
Borrowings
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Figure 4.6  The Age Distribution of Chinese Students in the Sample
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Figure 4.7  The Distribution of Chinese Students’ Financial Support from Family
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Figure 4.8
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Figure 4.10 The Distribution of Chinese Students’ Financial Support from
Scholarships
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Figure 4.11 The Distribution of Chinese Students’ Financial Support from
Borrowings

300
280
260
240
220
200
180
160
140
120
100

80

60

40

20

Count

0-10 11-20 21-30 31-40 41-50 51-60 61-70 71-80 81-90 91-100
Financial Support - Borrowings (%)

96



4.6.3 Hypotheses Tests

As shown in Sections 4.6.1 and 4.6.2, all learning orientations and learning approaches
variables were ordinal and do not follow a normal distribution. As a result, only non-parametric

tests can be used to test the hypotheses (Field 2017). All tests were performed in SPSS.

Mann-Whitney U tests were performed to test H1 and H2 because female and male
students do not have the same number of responses (Field 2017). In the tests for H1, all Chinese
students’ completed responses for the background and learning approach sections were
included. Of the 478 responses used, 110 participants completed more than one survey over
their two years’ program and provided different responses to describe their learning approaches
in the relevant current semester. These responses were included in the analysis because they
help provide a comprehensive view of Chinese students’ learning approaches across different
accounting subjects and semesters. In the test for H2, the data were trimmed to delete
duplicated observations because 23 participants completed multiple surveys in different
semesters but provided the same responses to the learning orientation questions. The duplicated
observations were excluded from the H2 test because it tests the difference between genders,

not semesters. All unique responses were included in the analysis.

H3 to H21 involve the relationship between the background variables and learning
orientations or learning approaches. Since the dependent variables (learning orientations and
approaches) are all ordinal variables, multinomial logistic regressions were performed to
construct the models in the hypothesis tests (Field 2017). Logistic regression was selected
because it is a suitable model to predict categorical outcomes from categorical and continuous
predictors. When the relationship between independent and dependent variables is not linear,
which applied in this study, logistic regression can express the non-linear relationship in a
linear way by transforming the data to logarithmic terms (Field 2017, p. 880). Although the
logistic regression model does not require the assumption of a linear relationship between
variables, it still requires the data to have no multicollinearity. To ensure this assumption is
satisfied, before performing the logistic regressions, variance inflation factors (VIFs) were
calculated to examine whether multicollinearity would bias the regression model (Field 2017).
As presented in Table 4.9, all VIFs are between 1 and 10, indicating that there is no

multicollinearity between the independent variables.
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Table 4.9 Variance Inflation Factors (VIFs)

Background Variable VIF | Learning Orientation Variable | VIF
Age 1.735 | O-E-Identifiedl 1.464
City of University 1.152 | O-E-Identified2 1.638
City of High School 1.145 | O-E-Introjectedl 1.379
Level of Uni 1.218 | O-E-Introjected2 1.352
Comparative GPA 1.049 | O-E-Regulationl 1.418
Financial support from family 1.346 | O-E-Regulation2 1.065
English Competency 1.060 | O-1-Accomplishmentl 2.982
Academic Accounting Knowledge | 1.137 | O-I-Accomplishment?2 2.389
Working Experience 1.577 | O-I-Stimulationl 2.252
O-I-Stimulation2 2.734
O-1-ToKnowl 2.780
O-1-ToKnow?2 2.009
O-A-1 1.289
O-A-2 1.276

H22 and H23 involved differences in learning orientations and learning approaches
between three related groups, which were the same students’ survey responses from three
different semesters. Friedman’s 2-way ANOVA test was selected as the appropriate non-
parametric test in such conditions. Friedman’s 2-way ANOVA test was used because it can
compare differences between multiple related groups with the same number of observations.
(Field 2017, p. 321). The data used to test H22 and H23 fit this description.

To test the hypotheses, 62 regression models were formed following the study’s
theoretical framework. The models and the relevant hypotheses are listed in Tables 4.10 to
4.16.

Table 4.10  Regression Models for Background and Learning Orientation Variables

Model Hypotheses Tested
O-E-ldentifiedl = Bo+ B1Age + B2CityofHighSchool +
1) BsCityofUniversity + BaLevelofUni + BsGPA + no, 1o, 9, FL,
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢ '
O-E-ldentified2 = Bo+ B1Age + B2CityofHighSchool +
(2) BsCityofUniversity + BsLevelofUni + BsGPA + :i,ﬂfH&lg‘ 9 HiL,
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢ '
O-E-Introjectedl = Po+ B1Age + B.CityofHighSchool +
(3) BsCityofUniversity + BsLevelofUni + BsGPA + :ilH:,l? 9 HiL,
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢ '
O-E- Introjected2 = Bo + B1Age + B2CityofHighSchool +
4) BsCityofUniversity + BsLevelofUni + BsGPA + :ilHS,ZLSH 9 HiL,
BeFS-Parent + B7English + BsAccKnow + BeWork + & ’
O-E-Regulationl = Bo+ B1Age + B.CityofHighSchool +
(5) BsCityofUniversity + BsLevelofUni + BsGPA + :§4H315H 9, H1L
BsFS-Parent + B7English + BsAccKnow + BeWork + € '
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O-E-Regulation2 = Bo+ B1Age + B2CityofHighSchool +

(6) BsCityofUniversity + BsLevelofUni + BsGPA + :ilHS,lI; 9, H1L,
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢ '
O-I-Accomplishmentl = Bo+ Bi1Age + B2CityofHighSchool +
) BsCityofUniversity + fsLevelofUni + BsGPA + |H4, H11, H14,
BsFS-Parent + B7English + fsAccKnow + H15
BoWork + ¢
O-I-Accomplishment2 = Bo+ B1Age + B2CityofHighSchool +
®) BsCityofUniversity + fsLevelofUni + BsGPA + | H4, H11, H14,
BsFS-Parent + B7English + fsAccKnow + H15
BoWork + €
O-I-Stimulation1= Bo+ B1Age + B-CityofHighSchool + H4. H11 H14
9 BsCityofUniversity + BsLevelofUni + BsGPA + H lé ’ ’
BsFS-Parent + B7English + BsAccKnow + foWork + ¢
O-I-Stimulation2= Bo+ B1Age + B-CityofHighSchool + H4 H11 H14
(20) BsCityofUniversity + BsLevelofUni + BsGPA + H 1’5 ’ ’
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢
O-I-ToKnowl = Bo+ B1Age + B2CityofHighSchool + H4 H11 H14
(11) BsCityofUniversity + BsLevelofUni + BsGPA + H 1’5 ’ ’
BsFS-Parent + B;English + BsAccKnow + BeWork + €
O-I-ToKnow2= Bo+ B1Age + B2CityofHighSchool + H4 H11 H14
(12) BsCityofUniversity + fsLevelofUni + BsGPA + H 1’5 ' '
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢
O-A-LackofDirection = Bo+ Bi1Age + B.CityofHighSchool +
(13) BsCityofUniversity + fsLevelofUni + fsGPA + |H7, H11, H14,
BsFS-Parent + B7English + BsAccKnow + H15
BaWork + ¢
O-A-LostDirection = B+ B1Age + B2CityofHighSchool +
(14) BsCityofUniversity + fsLevelofUni + BsGPA + H7, H11, H14,
BeFS-Parent + B7English + BsAccKnow + BeWork + | H15
€
Table 4.11  Regression Models for Background and Surface Approach Variables
Model Hypotheses Tested
A-S-Memorisel = Bo+ B1Age + B.CityofHighSchool + HS. H10. H12
(15) BsCityofUniversity + BsLevelofUni + BsGPA + H1’3 Hlé ’
BeFS-Parent + B7English + BsAccKnow + BoWork + & '
A-S-Memorise2 = Bo+ B1Age + B.CityofHighSchool + HS. H10. H12
(16) BsCityofUniversity + BsLevelofUni + BsGPA + Hlé Hlé ’
BeFS-Parent + B7English + BsAccKnow + BoWork + & '
A-S-NotCopel = Bo+ B1Age + B.CityofHighSchool + H8. H10. H12
an BsCityofUniversity + fsLevelofUni + BsGPA + H 1’3 H 1’6 '
BeFS-Parent + B7English + BsAccKnow + BeWork + & '
A-S-NotCope2 = po+ B1Age + B2CityofHighSchool + H8. H10. H12
(18) BsCityofUniversity + BaLevelofUni + BsGPA + H 1’3 H 1’6 ’
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢ '
A-S-NotMakingSensel = Bo+ B1Age + B2CityofHighSchool +
(19) BsCityofUniversity + BsLevelofUni + fsGPA + |H8, H10, H12,
BeFS-Parent + B7English + BsAccKnow + H13, H16

BoWork + ¢
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A-S-NotMakingSense2 = Bo + p1Age + B2CityofHighSchool +

(20) BsCityofUniversity + BsLevelofUni + BsGPA + |H8, H10, H12,
BsFS-Parent + B7English + BgAccKnow + H13, H16
BaWork + ¢
A-S-Unrelatel = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity H8. H10 H12
(21) + BaLevelofUni + BsGPA + BgFS-Parent + B7English + Hl’3 Hl’6 ’
BsAccKnow + BgWork + ¢ ’
A-S-Unrelate2 = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity H8. H10 H12
(22) + BsLevelofUni + BsGPA + BsFS-Parent + B7English + Hl’3 Hl’6 ’
BsAccKnow + BgWork + ¢ ’
Table 4.12  Regression Models for Background and Deep Approach Variables
Model Hypotheses Tested
A-D-Critical = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(23) + BsLevelofUni + BsGPA + BsFS-Parent + B7English + H5, H12, H16
BsAccKnow + BoWork + €
A-D-Interest = o+ B1Age + B2CityofHighSchool + BsCityofUniversity
(24) + BaLevelofUni + BsGPA + BsFS-Parent + B7English + H5, H12, H16
BsAccKnow + BoWork + €
A-D-Logicl = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(25) + BaLevelofUni + BsGPA + BsFS-Parent + B7English + H5, H12, H16
BsAccKnow + BoWork + €
A-D-Logic2 = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(26) + BaLevelofUni + BsGPA + BsFS-Parent + 37English + H5, H12, H16
BsAccKnow + BoWork + €
A-D-Meaningl = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(27) + BaLevelofUni + BsGPA + BeFS-Parent + B7English + |H5, H12, H16
BsAccKnow + BsWork + ¢
A-D-Meaning2 = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(28) + BaLevelofUni + BsGPA + BeFS-Parent + B7English + |H5, H12, H16
BsAccKnow + BoWork + €
A-D-Relatel = o+ B1Age + B.CityofHighSchool + BsCityofUniversity
(29) + BaLevelofUni + BsGPA + BsFS-Parent + B7English + H5, H12, H16
BsAccKnow + BoWork + €
A-D-Relate2 = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(30) + BsLevelofUni + BsGPA + BsFS-Parent + B7English + H5, H12, H16
BsAccKnow + BsWork + ¢
Table 4.13  Regression Models for Background and Achieving Approach Variables
Model Hypotheses Tested
A-A-Effortl = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(31) + BsLevelofUni + BsGPA + BeFS-Parent + f7English + H12, H16
BsAccKnow + BoWork + &
A-A-Effort2 = Bo+ B1Age + B2CityofHighSchool + BsCityofUniversity
(32) + BaLevelofUni + BsGPA + BeFS-Parent + f7English + H12, H16

BsAccKnow + BoWork + &
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(33)

A-A-Excell = o+ B1Age + B2CityofHighSchool + BsCityofUniversity
+ BsLevelofUni + BsGPA + BsFS-Parent + B7English +
BsAccKnow + BgWork + &

H12, H16

(34)

A-A-Excel2 = o+ B1Age + B2CityofHighSchool + B3CityofUniversity
+ BsLevelofUni + BsGPA + BsFS-Parent + B7English +
BsAccKnow + BeWork + &

H12, H16

(35)

A-A-Organisedl = o+ PrAge + B2CityofHighSchool +
BsCityofUniversity + BsLevelofUni + BsGPA +
BsFS-Parent + B7English + BsAccKnow + BoWork + ¢

H12, H16

(36)

A-A-Organised2 = Bo+ P1Age + B2CityofHighSchool +
BsCityofUniversity + BsLevelofUni + BsGPA +
BeFS-Parent + B;English + BsAccKnow + BeWork + ¢

H12, H16

@37)

A-A-TimeManagel = Bo+ B1Age + B2CityofHighSchool +
BsCityofUniversity + fasLevelofUni + BsGPA +
BeFS-Parent + B7English + BsAccKnow + BoWork
+e

H12, H16

(38)

A-A-TimeManage2 = Bo+ B1Age + B.CityofHighSchool +
BsCityofUniversity + BaLevelofUni + BsGPA +
BeFS-Parent + B7English + BsAccKnow + BsWork
+¢

H12, H16

Table 4.14

Regression Models for Learning Orientation and Surface Approaches

Model

Hypotheses Tested

(39)

A-S-Memorisel = Bio+ B110-E-Identified1 + B1.0-E-Identified2 + B130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + p170-1-
Accomplishmentl + B1sO-I1-Accomplishment2 +
B19O-I-Stimulationl + B2oO-I-Stimulation2 + P210-1-
ToKnow1l + B20-1-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H17, H21

(40)

A-S-Memorise2 = Bio+ B110-E-Identified] + B1.0-E-Identified2 + B130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + p170-1-
Accomplishmentl + B1sO-I1-Accomplishment2 +
B19O-I-Stimulationl + B2oO-I-Stimulation2 + P2:0-1-
ToKnow1l + B20-1-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H17, H21

(41)

A-S-NotCopel = Bio+ B110-E-Identified] + B1.0-E-Identified2 + B130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1sO-1-Accomplishment2 +
B19O-I-Stimulationl + B2oO-I-Stimulation2 + B2:0-1-
ToKnowl + B20O-I-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H17, H21

(42)

A-S-NotCope2 = Bio+ B110-E-Identified]1 + B12.0-E-ldentified2 + B130-
E-Introjectedl + B140-E-Introjected? + P150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 +
B190-1-Stimulationl + B2oO-1-Stimulation2 + B2:0-1-
ToKnowl + B20O-I-ToKnow?2 + B230-A-

LackofDirection + B240-A-LostDirection + ¢

H17, H21
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Model

Hypotheses Tested

(43)

A-S-NotMakingSensel = B+ f110-E-Identified]l + B120-E-ldentified2

+ B130- E-Introjectedl + B140-E-Introjected2
+ B1sO-E- Regulationl + B1s0-E-Regulation2
+ B170-1- Accomplishmentl + B150-I-
Accomplishment2 + [190-I-Stimulationl +
B200-I-Stimulation2 + B,:0-1- ToKnow1 +
B220-1-ToKnow2 + B230-A- LackofDirection
+ B240-A-LostDirection + ¢

H17, H21

(44)

A-S-NotMakingSense2 = P10+ P110-E-Identified] + B120-E-ldentified2

+ B130- E-Introjectedl + B140-E-Introjected2
+ B150O-E- Regulationl + B160-E-Regulation2
+ B170-1- Accomplishmentl + B1g0O-I-
Accomplishment2 + [190-I-Stimulationl +
B200-1-Stimulation2 + B2:0-1- ToKnow1 +
B220-1-ToKnow2 + B230-A- LackofDirection
+ B240-A-LostDirection + ¢

H17, H21

(45)

A-S-Unrelatel = Bio+ B110-E-Identified] + B1.0-E-Identified2 + B130-

E-Introjectedl + B1.O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1sO-1-Accomplishment2 +
B19O-I-Stimulationl + B2oO-I-Stimulation2 + B2:0-1-
ToKnowl + B20O-I-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H17, H21

(46)

A-S-Unrelate2 = Bio+ B110-E-Identified] + B1.0-E-Identified2 + B130-

E-Introjectedl + B1sO-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1sO-1-Accomplishment2 +
B19O-I-Stimulationl + B2oO-I-Stimulation2 + B2:0-1-
ToKnowl + B20O-I-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + &

H17, H21

Table 4.15

Regression Models for Learning Orientation and Deep Approaches

Model

Hypothesis Tested

(47)

A-D-Critical = B+ p110-E-Identifiedl + B1.0-E-ldentified2 + B130-

E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + p170-1-
Accomplishmentl + B1sO0-1-Accomplishment2 + [190-
I-Stimulationl + B2oO-1-Stimulation2 + B210-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B,40-A-LostDirection + ¢

H18

(48)

A-D-Interest =

B10+ B110—E—Identiﬁed1 + B120—E—Identified2 + [3130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 + B150-
I-Stimulationl + B20O-1-Stimulation2 + B210-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + 240-A-LostDirection + ¢

H18

(49)

A-D-Logicl =

B10+ Bllo-E-Identiﬁedl + Blzo-E-IdentifiedZ + [3130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-

H18
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Model

Hypothesis Tested

Accomplishmentl + B1s0-1-Accomplishment2 + B150-
I-Stimulationl + B200-1-Stimulation2 + p,:0-I1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B,40-A-LostDirection + ¢

(50)

A-D-Logic2 =

[310+ BnO-E-Identiﬁedl + Blzo—E—IdentifiedZ + [3130—
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + p170-1-
Accomplishmentl + B1s0-1-Accomplishment2 + B150-
I-Stimulationl + B200-1-Stimulation2 + p,:0-I1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B,40-A-LostDirection + ¢

H18

(51)

A-D-Meaningl = P10+ P110-E-Identified] + B120-E-ldentified2 + B130-

E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 +
B190-1-Stimulationl + BO-1-Stimulation2 + B2:0-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H18

(52)

A-D-Meaning2 = Bio+ P110-E-Identifiedl + B1.0-E-ldentified2 + B130-

E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B16O-E-Regulation2 + B170-I-
Accomplishmentl + B1s0-1-Accomplishment2 +
B190-1-Stimulationl + BO-1-Stimulation2 + B2:0-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H18

(53)

A-D-Relatel =

B1o+ P110-E-Identifiedl + B12O-E-Identified2 + B130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-I-
Accomplishmentl + B1s0-1-Accomplishment2 + B190-
I-Stimulationl + B2oO-1-Stimulation2 + B210-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B40-A-LostDirection + ¢

H18

(54)

A-D-Relate2 =

B10+ B110—E—Identiﬁed1 + B120—E—Identified2 + [3130-
E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B16O-E-Regulation2 + B170-I-
Accomplishmentl + B1sO0-1-Accomplishment2 + B190-
I-Stimulationl + B2oO-1-Stimulation2 + B210-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B40-A-LostDirection + ¢

H18

Table 4.16

Regression Models for Learning Orientation and Achieving Approaches

Model

Hypotheses Tested

(55)

A-A-Effortl =

B1o+ B110-E-Identified]1 + B1.0-E-Identified2 + B130-
E-Introjectedl + B14O-E-Introjected? + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 + B150-
I-Stimulationl + B20O-1-Stimulation2 + B210-1-
ToKnow1l + B20-1-ToKnow?2 + B230-A-
LackofDirection + B240-A-LostDirection + ¢

H19, H20
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Model

Hypotheses Tested

(56)

A-A-Effort2 = Bio+ B11O-E-Identifiedl + B120-E-Identified2 + B130-

E-Introjectedl + B14O-E-Introjected2 + B150-E-
Regulationl + B16O-E-Regulation2 + 170-I-
Accomplishmentl + B1s0-1-Accomplishment2 + B150-
I-Stimulationl + B200-1-Stimulation2 + p,:0-I1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + B.40-A-LostDirection + ¢

H19, H20

(57)

A-A-Excell =

B10+ Bllo—E—Identiﬁedl + [3120-E-|dentiﬁ8d2 + B130-
E-Introjectedl + B140-E-Introjected2 + B150-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B150-1-Accomplishment2 + 150-
I-Stimulationl + B200-1-Stimulation2 + B2:0-1-
ToKnowl + B2,0-1-ToKnow2 + 3230-A-LackofDirection
+ B240-A-LostDirection + ¢

H19, H20

(58)

A-A-Excel2 =

B10+ Bllo—E—Identiﬁedl + [3120-E-|dentiﬁ8d2 + B130-
E-Introjectedl + B14O-E-Introjected2 + B1s0-E-
Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 + B190-
I-Stimulationl + B2oO-I-Stimulation2 + B210-1-
ToKnowl + B220-1-ToKnow2 + 3230-A-LackofDirection
+ B24O-A-LostDirection + ¢

H19, H20

(59)

A-A-Organisedl = 1o+ B110-E-Identifiedl + B12O-E-Identified2 +

B130- E-Introjectedl + B140-E-Introjected2 + B150-
E- Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 +
B190-1-Stimulationl + BO-1-Stimulation2 + B2:0-1-
ToKnowl + B220-I-ToKnow2 + B230-A-
LackofDirection + ,40-A-LostDirection + ¢

H19, H20

(60)

A-A-Organised2 = 1o+ B110-E-Identifiedl + B1.O-E-Identified2 +

B130- E-Introjectedl + B140-E-Introjected2 + B150-
E- Regulationl + B160-E-Regulation2 + B170-1-
Accomplishmentl + B1s0-1-Accomplishment2 +
B190-1-Stimulationl + BO-1-Stimulation2 + B2:0-1-
ToKnowl + B220-|-TOKHOW2 + Bng-A-
LackofDirection + B,40-A-LostDirection + ¢

H19, H20

(61)

A-A-TimeManagel = P10+ B11O-E-Identifiedl + B1.0-E-ldentified2

+ B13O- E-Introjectedl + B14O-E-Introjected2
+ B1s0-E- Regulationl + B160-E-Regulation2
+ B170-1- Accomplishmentl + B1g0-I-
Accomplishment2 + [190-I-Stimulationl +
B200-1-Stimulation2 + B,:0-1-  ToKnowl +
B220-1-ToKnow?2 + B230-A- LackofDirection
+ B240-A-LostDirection + ¢

H19, H20

(62)

A-A-TimeManage2 = Bio+ P110-E-Identifiedl + 1.0-E-Identified2

+ B130- E-Introjectedl + B14O-E-Introjected2
+ B1sO-E- Regulationl + B1sO-E-Regulation2
+ B170-1- Accomplishmentl + B1gO-I-
Accomplishment2 + [190-I-Stimulationl +
B200-1-Stimulation2 + B2:0-1-  ToKnowl +
B220-1-ToKnow?2 + B230-A- LackofDirection
+ B24O-A-LostDirection + ¢

H19, H20

104




In the regression analysis, some categories of the dependent variables have very few
responses, where some independent variables’ values are constant in that category. When these
conditions exist in the regression, SPSS presents the following warning in the multinominal
logistic regression result: “Unexpected singularities in the Hessian matrix are encountered.
This indicates that either some predictor variables should be excluded or some categories
should be merged.” Following this warning, the categories that have constant independent
variable values were merged with the neighbouring category of the dependent variable. If the
merged category still had a constant independent variable, the category was further merged to
the next neighbouring variable, until the independent variable of each category was not a

constant. The merge details are presented in Table 4.17.

Table 4.17  Variable Category Merge Details

Dependent Category of
Vgriable Constant Independent Variables Dependent Merged to
Variable
O-E-Identifiedl English Strongly disagree | Disagree
O-E-ldentified2 FS-Parent Disagree S_omewhft
disagree
0O-E-Regulationl FS-Parent, English St_rongly disagree, S_omewhat
Disagree disagree
O-I- . . .
Accomplishment1 English Strongly disagree | Disagree
O-1-ToKnowl FS-Parent Strongly disagree | Disagree
O-1-ToKnow2 Age, FS-Parent, English, Work Strongly disagree | Disagree

A-S-Memorisel English, O-E-Identified2, O-E-Regulationl, O-E-
Regulation2, O-1-Accomplishment2
A-S-Memorise2 FS-Parent, English, O-E-Introjected2, O-I-

Strongly disagree | Disagree

Strongly disagree | Disagree

Stimulationl
A-S-Unrelate2 O-E-Regulation2 Strongly disagree | Disagree
A-D-Logicl FS-Parent Strongly disagree | Disagree

0O-E-Regulation2, O-A-LackofDirection, O-A-

A-D-Meaning2 LostDirection Strongly disagree | Disagree
A-D-Relate2 FS-Parent, English St_rongly disagree, S_omewhat
Disagree disagree
Age, English, O-E-Regulation1, O-I- . .
A-A-Effort2 Stimulationl Strongly disagree | Disagree
. . . Somewhat
A-A-Organisedl English Disagree disagree*
A-A-Organised?2 All independent variables** Strongly disagree | Disagree
A-A- O-E-Identifiedl, O-E-ldentified2, O-E-
TimeManagel Introjected2, O-1-Accomplishment2, O-I- Strongly disagree | Disagree
g Stimulationl, O-1-ToKnow?2
A-A- FS-Parent, English, AccKnow Strongly disagree | Disagree

TimeManage?
*There is no response in “strongly disagree” categories for these two variables.
**There is only one response in the category
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4.7 Summary

This chapter explained the study’s research design and methodology. It started with an
introduction and justification for the research method, which includes longitudinal surveys for
data collection and quantitative methods for data analysis. Data collection procedure was
explained, including the sample selection criteria, the survey distribution method, the
compromised sample size because of COVID-19’s impact and details of the ethics clearance.
The survey questions were presented with details of how the variables were measured. This
was followed by a discussion of the validity and reliability of the collected data. Finally, the
data analysis methods used to answer the research questions were explained and justified,
including the data coding, the quantitative analysis methods and regression models. The study’s

findings are presented in the next chapter.
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Chapter Five

First Research Question — Findings
51 Introduction

This chapter presents the data analysis, test results and answers to the first research question:
What are the backgrounds, learning orientations and learning approaches of Chinese students
in Australian postgraduate accounting programs? This question is answered with the
descriptive statistics of Chinese students’ survey responses and a comparison of the descriptive

statistics between Chinese students and other student groups.

5.2 Chinese Students’ Background Characteristics

This section describes Chinese students’ background characteristics using comparative terms.
The comparison was made between Chinese students (who completed undergraduate study in
mainland China), Chinese-overseas students (who completed high school in mainland China
and completed undergraduate study outside mainland China) and non-Chinese students (who

completed high school and undergraduate education outside mainland China).

5.2.1 Gender

As shown in Figure 5.1, of the 316 Chinese students who completed the background section of
the survey, 71% (224) were female, 28% (90) are male, and less than 1% (2) chose not to
disclose their gender. A Chi-square test shows that the gender distribution of Chinese students
is significantly different from other student groups at the 0.05 level®. The proportion of female
Chinese students is higher than the other student groups. The frequency statistics and the Chi-

square test statistics are presented in Table 5.1.

3 A significance level of 0.05 is chosen for all comparison tests between student groups as it is a commonly used
significance level in quantitative analysis. The sample size is also adequate.
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Figure 5.1  The Gender Distribution of Chinese Students
Rather not say, 2, 1%
Table 5.1 The Statistics for the Gender of the Different Groups
. Chinese Overseas Non-Chinese

Chinese Students Students Students
Female 70.89% 57.66% 53.62%
Male 28.48% 42.34% 46.38%
Rather not say 0.63% 0.00% 0.00%
Total N 316 43 69
Degree of Freedom - 2 2
Chi-Square Test Statistic - 12.048 11.947
Significance - 0.002 0.003

5.2.2 Age

The age of the Chinese students ranges from 21 to 40 years. The distribution (Figure 5.2) is
heavily skewed to the right with a median of 24. As shown in Figure 5.3, compared with the
other student groups, Chinese students are younger. A Mann-Whitney U test shows that the
age distribution of Chinese students is significantly different from other student groups at the
0.05 level. The descriptive statistics and Mann-Whitney U test statistics are presented in Table
5.2.
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Figure 5.2  The Age Distribution of Chinese Students in the Study
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Figure 5.3  The Age Distribution of All Student Groups in the Study
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Table 5.2 The Age Statistics of All Groups in the Study
Chinese Chinese Overseas Non-Chinese
Students Students Students

Total N 316 43 69
Mean 24,91 26.41 27.32
Median 24 25 25
Mode 24 23 25
Standard Deviation 2.407 4.678 5.537
Skewness 2.140 1.729 1.264
Kurtosis 7.752 3.832 1.626
Mann-Whitney U Test Statistic - 2.133 2.376
Significance - 0.033 0.017
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5.2.3 Locations of Prior Education Institutions

The Chinese students completed their undergraduate degree and high school education in a
wide variety of locations from the most developed cities (ranked first) to the most rural areas
(not listed on the city ranking and coded as the 248). The distributions of both high school and
university locations are heavily skewed to the right with medians of 27 and 13.5. This indicates
that most Chinese students are from more developed areas where education resources are easier
to access. Figures 5.4 and 5.5 present the distribution for city of high school and university,
respectively. To observe the movement trend of Chinese students from high school to
university, a movement score was calculated using the ranking of the high school location less
the ranking of the university location. A positive number indicates movement from a less
developed area to a more developed area and vice versa. The movement has a median of 0 and
a slightly right-skewed distribution. Although the movement distribution has a high standard
deviation (81.60) and a wide range (from -241 to 247), as presented in Figure 5.6, most Chinese
students moved to more developed areas. In addition, 40.2% (127) of the Chinese students
stayed in the same city. The descriptive statistics for the locations of Chinese students’ prior
educational institutions are presented in Table 5.3.

Figure 5.4  City of High School Distribution of Chinese Students
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The Distribution of the City of the University of Chinese Students
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Table 5.3 The Descriptive Statistics of the Locations of Prior Education Institutions
of Chinese Students

N |[Min. | Max.| Mean | Mode | Median Staqde}rd Skewness | Kurtosis
Deviation
Cityof High | 596 | 1 | 248 | 60.98 | 248 27 | 77281 | 1526 | 1.039
School
C't.y0f. 316 | 1 248 | 24.60 1 135 42.165 3.678 14.664
University
Movement 316 | -241 | 247 | 36.38 0 0 81.597 0.814 1.931

5.2.4 Prior Academic Performance

Chinese students’ academic performance in undergraduate institutions is described by a
combination of the tier of their university and their comparative GPA in their academic
programs. Four Chinese participants’ universities are not in the three-tier system because they
are military training institutions or specialised art schools. Five Chinese participants did not
know their university tier but provided the name of their university. This allowed the researcher
to find the tier information of these universities and complete the dataset. The descriptive
statistics show a slightly right-skewed distribution with a median of 3, indicating that, on
average, the Chinese students were from tier 2 or lower-ranked universities. Students who
entered tier 2 universities typically did not receive a high enough Gaokao result for them to
enter a tier 1 university. It should be noted that variation in the responses is expected to be low
because this study chose only one Australian university to collect the data so is subject to the

specific entrance requirements of that university.

As for the comparative GPA, 67 Chinese students did not know their comparative GPA
performance in their undergraduate programs. For the 249 students who did know, the
distribution is slightly skewed to the left with a median of 5. This means these students believe
they ranked in the top 40% or higher in their undergraduate programs, with the average ranking
between the top 20% and 40%. The distribution of Chinese students’ GPA ranking is not
significantly different from other student groups. This is not unexpected since all surveyed
students were from the same university and thus met that university’s entry requirements.
Table 5.4 presents the descriptive statistics and the Mann-Whitney U test statistics for prior
academic performance variables. Figures 5.7 and 5.8 are histograms showing the distribution
of the two prior academic performance variables for Chinese students. Figure 5.9 uses box and

whisker plots to show the distribution of comparative GPA for all three student groups.
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Figure 5.7  University Tier Distribution of the Sampled Chinese Students
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Figure 5.8  Comparative GPA Distribution of the Sampled Chinese Students
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Table 5.4

The Statistics of Prior Academic Performance

University Tier — - Comparative GPA :
Chinese Students Chinese Chinese Overseas | Non-Chinese
Students Students Students

Valid N 312 249 76 52
Missing N 4 67 35 17
Total N 316 316 43 69
Mean 3.56 5.29 5.36 5.58
Median 3 5 5 6
Mode 3 5 5 5
Standard Deviation 1.022 1.236 1.314 1.194
Skewness 0.352 -0.919 -0.618 -0.621
Kurtosis -0.056 1.772 -0.013 0.187
Mann-Whitney U - - 0.538 1.551
Significance - - 0.591 0.121

5.2.5 Financial Support Sources

As expected, Chinese students predominantly rely on their family to pay for tuition fees and

living costs during their study in Australia. On average, 88.33% of the financial support is from

Chinese students’ families, 5.89% is from students’ personal savings before coming to

Australia, and other financial support sources (part-time work, scholarship and borrowings)

contribute less than 5%. No Chinese student was sponsored by an employer, government or

other institution. Compared with the other student groups, Chinese students significantly rely

more on their families’ financial support and less on other financial support sources. The

descriptive statistics and Mann-Whitney U test statistics for all student groups are presented in

Tables 5.5 and 5.6. The bold numbers indicate the student groups whose distribution for the

measure is significantly different from Chinese students at the 0.05 level.

Table 5.5 Descriptive Statistics of the — Financial Support Sources of Chinese
Students
N | Min. | Max. | Mean | Median | Mode Staqde}rd Skewness | Kurtosis
Deviation

Family 316 | 0 100 | 88.33 | 100 100 19.432 -2.528 7.384
Savings 316 | 0 100 | 5.89 0 0 15.800 4.005 18.175
Part-Time Work | 316 | 0 68 3.77 0 0 9.457 3.677 16.250
Scholarship 316 | O 50 1.75 0 0 5.478 4.160 23.123
Borrowings 316 | 0 40 | 0.27 0 0 2.874 11.507 | 140.047
Sponsorship 316 | O 0 0 0 0 0 -
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Table 5.6

The Statistics of Financial Support Sources of Other Students

Sources Student Group | N |[Mean|Median| Mode Star)da}rd Skewness | Kurtosis Te_st_ Sig.
Deviation Statistic
Chinese Overseas| ;5 |67 00| g5 | 100 | 39.183 | -0.883 | -0.898 | -4.857 |0.000
. Students
Family Non-Chinese
69 [51.97| 60 0 | 42694 | -0156 | -1.738 | -6.333 |0.000
Students
Chinese Overseas| j | 799 | 0 | 19.062 | 3.437 |13.220 | 0996 |0.319
. Students
Savings Non-Chinese
69 [11.14] 0 0 | 23159 | 2725 | 7675 | 1.768 |0.077
Students
. Chinese Overseas| 5 | o9 | 0 | 15609 | 3573 | 14.871 | 0.615 |0.539
Part-Time |Students
Work Non-Chinese | o9 | 954 | ¢ 0 | 18990 | 2720 | 8351 | 2293 |0.022
Students
Chinese Overseas| 5 | 347 | 0 | 7119 | 2077 | 3093 | 2369 |0.018
.| Students
Scholarship Non-Chinese
69 | 243| 0 0 6.206 | 2.666 | 6.338 | 1.060 |0.289
Students
Chinese Overseas| 5 | 79 | g 0 | 2158 | 3198 | 9516 | 5429 |0.000
. Students
Borrowings Non-Chinese
69 [11.28| © 0 | 26551 | 2323 | 4316 | 7.112 |0.000
Students
Chinese Overseas| 5 | g 49 | g 0 | 26993 | 2951 | 6.943 | 5662 |0.000
.| Students
Sponsorship Non-Chinese
69 [13.64| 0 0 | 33275 | 2105 | 2581 | 7.191 |0.000
Students

5.2.6 English Competency

Table 5.10 presents the statistics of English competency for all student groups. The median

Chinese students’ IELTS score is 6.0, which is the minimum language requirement to enter

postgraduate coursework accounting programs at the University of Adelaide. 6.96% of the

students did not meet this language requirement when entering their programs*. In general,

Chinese students’ English competency is lower than that of other student groups. Mann-

Whitney U test results show that the distribution of Chinese students’ English competency is

significantly different from other students. Figure 5.10 shows the distribution of English

competency for Chinese students in histograms. Figure 5.11 shows the distribution of the three

student groups in box and whisker plots.

4 International students with an IELTS score over 5.0 but under the required mark for the academic program can
enter the program after completing 10 to 20 weeks’ academic English program.
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Figure 5.10 The English Competency Distribution of Chinese Students
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Figure 5.11 The English Competency Distribution of All Student Groups
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Table 5.7 The Statistics of English Competency of All Sampled Groups

. Chinese Overseas Non-Chinese
Chinese Students Students Students

N 316 43 69
Mean 412 4,95 5.23
Median 4 5 5
Mode 4 5 5
Standard Deviation 0.529 1.025 1.113
Skewness 0.383 0.728 0.379
Kurtosis 2.095 -0.268 -0.956
Mann-Whitney U Test Statistic - 8.807 9.150
Significance - 0.000 0.000
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5.2.7 Prior Accounting Knowledge

Students’ prior accounting knowledge is described by two variables: academic accounting
knowledge and work experience. As presented in Figure 5.12, the distribution of students’
academic accounting knowledge shows a wide dispersion. This is because students are required
to have a Bachelor degree to apply for postgraduate study in Australia. As a result, very few
students selected the responses that are related to diplomas when asked about prior degrees.
The mode score of the Chinese students’ responses is 7, which represents a bachelor degree in
accounting. While the mode of the other two student groups is 5 (Bachelor degree in business
but not in accounting), (see Table 5.8), the distribution of Chinese students’ responses is not

significantly different from the other student groups at the 0.05 level.

Figure 5.12 The Academic Accounting Knowledge Distribution of Chinese Students
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Table 5.8 Statistics of Academic Accounting Knowledge of All Sampled Students

Chinese Chinese Overseas | Non-Chinese

Students Students Students
N 316 43 69
Mean 4.85 4.79 4.67
Median 5 5 5
Mode 7 5 5
Standard Deviation 2.153 2.149 2.194
Skewness -0.688 -0.750 -0.653
Kurtosis -0.812 -0.691 -0.890
Mann-Whitney U Test Statistic - -0.341 -0.687
Significance - 0.733 0.492
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For work experience, the majority of the Chinese students (51.27%) did not have any
experience at all before entering their postgraduate accounting program. For the Chinese
students who did have some work experience, only 9.8% have more than 1 year’s experience
in accounting. The distribution of Chinese students” work experience is presented in Figure
5.13. Figure 5.14 uses box and whisker plots to show the distribution of all three student groups.
Compared with other student groups, Chinese students have less work experience. The Mann-
Whitney U test shows that the distribution of Chinese students’ work experience is significantly
different from other student groups. The descriptive and Mann-Whitney U test statistics for

work experience are presented in Table 5.9.

Figure 5.13 The Working Experience Distribution of Chinese Students
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Table 5.9 The Statistics of Working Experience for All Sampled Groups

Chinese Chinese Overseas Non-Chinese

Students Students Students
N 316 43 69
Mean 2.51 3.31 3.94
Median 1 3 5
Mode 1 1 1
Standard Deviation 1.943 0.064 2.300
Skewness 0.951 0.344 -0.136
Kurtosis -0.554 -1.467 -1.531
Mann-Whitney U Test Statistic - 3.244 4.704
Significance - 0.001 0.000

5.2.8 The Correlations between Background Variables for Chinese Students

Table 5.10 presents Kendall’s tau correlation coefficients of all background variables for
Chinese students. The bold numbers indicate the coefficients that are significant at the 0.05
level. FS-Sponsorship was not included in the calculation because all Chinese students’
responses to this variable were 0. In addition to the findings discussed above, the correlations
provide some more information regarding Chinese students’ backgrounds. It should be noted
that a significant correlation does not necessarily indicate a cause-and-effect relationship. The
material provided below is intended to provide some additional information about Chinese
students’ characteristics and potential explanations of the differences between Chinese students
and the other student groups. Some correlations meet the expectations and support the validity
of the survey measures. The correlation coefficients that are significant at the 0.05 level are

discussed below.
Gender

Two background variables have significant coefficients with gender. The positive coefficients
indicate that female students have higher comparative GPAs and more academic accounting

knowledge than male students.
Age

Age is negatively correlated with Chinese students’ undergraduate university city. This
indicates that the students who are from less developed areas are older. This negative
relationship can be explained in that students from less developed areas need more time to save

money before studying overseas. Other findings that are consistent with general observations,
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and thus support the validity of the measures, are the relationship between age and financial
support sources and age and work experience. As presented in Table 5.10, age is negatively
correlated with FS-family and positively correlated with FS-Savings as well as work
experience. Older Chinese students are expected to have more work experience, rely more on
their savings and rely less on their family for financial support. Age is also found to be
positively correlated with Chinese students’ university level, that is, older students are more

likely to be from higher-ranked Chinese universities.
Locations of prior education institutions

The two measures used in the locations of prior education institutions are positively correlated
with each other. CityofHighSchool is positively correlated with Movement, indicating that
students generally move upwards (from less developed areas to more developed areas). These
relationships are consistent with the findings discussed in Section 5.2.3 regarding students’
movements. Both location measures are negatively correlated with students’ university level.
This relationship fits the general situation about university rankings in China, that the
universities in less developed areas are ranked lower. With regard to sources of financial
support, FS-Savings is negatively correlated with CityofUniversity, indicating that Chinese
students who graduated from less developed areas rely less on their savings. These correlations
are expected and thus indicate a good level of validity for the survey measures.
CityofUniversity is also negatively correlated with work experience. This may help explain the
negative correlation coefficient between FS-Savings and CityofUniversity, that students who
graduated from less developed areas have less work experience and therefore have less savings

to support their overseas study.
Prior academic performance

The two variables that measure Chinese students’ prior academic performance are negatively
correlated. This indicates that the students who have higher GPAs than their undergraduate
classmates are more likely to be from lower-ranked universities. Both prior academic
performance variables are positively correlated with FS-Savings, whereas LevelofUniversity
is also negatively correlated with FS-Family. Another variable that shows a significant
correlation with students’ university level is English competency. The positive coefficient

suggests that students from better universities are more competent in English.
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Financial support sources

As expected, FS-Family has a negative correlation with all other financial support sources. In

addition, FS-Family is negatively correlated with Work while FS-Savings is positively

correlated with Work. These correlations also suggest good validity of the survey measures.

FS-Parent is also positively correlated with AccKnow and negatively correlated with Work.

Combined with the findings of Chinese students’ academic accounting knowledge above, this

indicates that students who have an accounting or business degree are more likely to rely on

family financial support. The only significant coefficient of FS-PTWork is English, indicating

that students with higher English competency rely more on their part-time work income during

their study in Australia.

Apart from the correlations discussed above, there are no other correlation coefficients

between background variables that are statistically significant at the 0.05 level.

Table5.10  The Correlations between the Background Variables of Chinese Students
Locations of prior Prior . .
Lo Academic Financial Support Sources
education institutions
Performance . Acc.
Gender | Age - - English Work
City |City of Level FS- Know.
: FS- FS- FS- | FS-
of High |Move.| of | GPA Family | Saving PT Scho. | Borr
Uni. | School Uni. Work ) )
Gender Cpeff. 1.000
Sig. -
Age C_oeff. -0.056| 1.000
Sig. 0.258 -
City of Coeff. | -0.058] -0.179| 1.000
University |Sig. 0.216| 0.000 -
City of High [Coeff. | -0.041| -0.040| 0.356| 1.000
School Sig. 0.374| 0.331] 0.000 -
Movement C_oeff. -0.040| 0.063]-0.095| 0.622| 1.000
Sig. 0.407| 0.141] 0.019| 0.000 -
Level of Coeff. | -0.050| 0.138]-0.180| -0.125|-0.022| 1.000
Uni Sig. 0.338| 0.003| 0.000| 0.004| 0.629 -
GPA C_oeff. 0.140| 0.017| 0.005| 0.034| 0.073|-0.147| 1.000
Sig. 0.015| 0.743| 0.910| 0.481| 0.148| 0.006 -
FS-Family C_oeff. 0.040| -0.221| 0.071| 0.008|-0.055|-0.095{-0.100| 1.000
Sig. 0.422| 0.000| 0.089| 0.840| 0.202| 0.041| 0.052 -
FS-Savings C_oeff. -0.029| 0.269(-0.118| -0.045| 0.016| 0.114| 0.110| -0.613| 1.000
Sig. 0.582| 0.000| 0.008| 0.304| 0.722| 0.021| 0.044| 0.000 -
FS-PT Coeff. | -0.029| 0.069| 0.006| 0.051| 0.088| 0.068| 0.064| -0.500| 0.074| 1.000
Work Sig. 0.587| 0.142)| 0.894| 0.247| 0.055| 0.166| 0.236| 0.000| 0.140 -
FS- Coeff. | -0.007] -0.055| 0.052| -0.022|-0.023| 0.008|-0.006| -0.341| 0.057|-0.034| 1.000
Scholarship |Sig. 0.902| 0.256| 0.254| 0.622| 0.623| 0.873| 0.910| 0.000| 0.274| 0.508 -
FS- Coeff. | -0.009| 0.127|-0.049| -0.001| 0.035| 0.082| 0.041| -0.130| 0.104|-0.053|-0.036| 1.000
Borrowings |Sig. 0.878| 0.010| 0.298| 0.975| 0.474| 0.116| 0.480| 0.010| 0.050| 0.318| 0.510 -
English C_oeff. -0.062| -0.067| 0.023| 0.005|-0.019| 0.122| 0.030{ -0.073| 0.055| 0.110| 0.075|-0.018| 1.000
Sig. 0.258| 0.162| 0.622| 0.918| 0.681| 0.016| 0.592| 0.135| 0.284| 0.033| 0.157| 0.743 -
Acc.Know C_oeff. 0.122| -0.065| 0.004| 0.044| 0.022]-0.053|-0.060{ 0.110| -0.113| 0.016]-0.056|-0.066| 0.010{ 1.000
) "_|Sig. 0.018| 0.154| 0.934| 0.304| 0.621| 0.265| 0.260| 0.017| 0.021| 0.738| 0.269| 0.200| 0.839 -
Work C_oeff. -0.047| 0.365|-0.153| -0.061| 0.006| 0.052|-0.017| -0.202| 0.272| 0.057|-0.015]| 0.052| 0.052| 0.077| 1.000
Sig. 0.364| 0.000| 0.000| 0.150| 0.886] 0.279| 0.749| 0.000| 0.000| 0.239| 0.767] 0.307| 0.301| 0.106 -
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Section 5.2 summarised the key characteristics of Chinese students’ backgrounds.
Compared with other student groups, the proportion of female students is higher for Chinese
students. Chinese students also rely more on their family’s financial support, which is probably
because they are younger, have less working experience and thus less savings. Chinese students
also have a lower English competency than other students, including international students

from other countries and regions.

5.3  Chinese Students’ Learning Orientations

This section describes Chinese students’ learning orientations in comparative terms. It
continues to use the Mann-Whitney U test results to compare the distribution of Chinese
students, Chinese-overseas students and non-Chinese students. Table 5.11 lists the variable
names for each learning orientation statement used in the survey. The test statistics of the

comparisons are included in Table 5.13.

Table5.11  Learning Orientation Variable Names
'_-?a”_“”g Orientation Statement Used in Survey Variable Name
Classification | Type
For the pleasure | experience while surpassing myself O-I-
Intrinsic Toward in my studies. Accomplishmentl
motivation accomplishment | For the satisfaction | feel when | am in the process of O-I-
accomplishing difficult academic activities. Accomplishment2
For the intense feelings | experience when | am
- . communicating my own ideas to other students and | O-I-Stimulationl
Intrinsic To experience lecturers
motivation stimulation : -
For the pleasure that | experience when | read . .
. X . O-I-Stimulation2
interesting accounting knowledge.
Intrl_nsm_ To know Becagse I experience pleasure_and satisfaction while O-1-ToKnowl
motivation learning new things in accounting.
Because eventually it will enable me to enter the job it
i market in a field that | like. O-E-Identifiedl
Extrinsic . - —
motivation Identified Because | believe that a few additional years of
education will improve my competence as an | O-E-ldentified2
accountant.
Extrinsic . To pro:/_e to myselfdthat Idam cap_able of completlng an | 5ein trojected1
motivation Introjected Australian postgraduate egree in gccountlng.
To show myself that I am an intelligent person. O-E-Introjected?
In order to obtain a more prestigious job later on. O-E-Regulationl
Extrinsic External In order to work and live in Australia after graduation. | O-E-Regulation2
motivation regulation Because this program allows me to continue to learn O-1-ToKnow?2
about many things that interest me. -i-10Rnow
I cannot see why | go to an Australian university for O-A-
ostgraduate study, and frankly, I could not care less. irecti
Amotivation | N/A postg y y _ : LackofDirection
I once had good reasons for studying this program, but L
. O-A-LostDirection
now | wonder whether | should continue.
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5.3.1 Intrinsic Learning Orientations

As presented in Figures 5.15 to 5.17, Chinese students reported high scores with intrinsic
learning orientation statements. The median of all intrinsic learning orientations statements is
5 (somewhat agree). The statements that report a significant difference in distribution between
Chinese students and non-Chinese students are O-I-Stimulation2 and O-I-ToKnowl.
Compared with non-Chinese students, Chinese students reported a significantly lower score in
these two statements that are related to ones’ intrinsicC interests in accounting. O-1-Stimulation2
measures students’ pleasure in reading accounting knowledge, while O-1-ToKnow1 describes
accounting programs as an opportunity for the students to learn about things that interest them.
Figure 5.18 presents the box and whisker plots for the intrinsic orientation statements that show

a significant difference (at the 0.05 level) between Chinese students and non-Chinese students.

Figure 5.15 The Distribution of Chinese Students’ Intrinsic Orientations Toward
Accomplishment
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Figure 5.16 The Distribution of Chinese Students’ Intrinsic Orientations to
Experience Stimulation
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Figure 5.17 The Distribution of Chinese Students’ Intrinsic Orientations to Know
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Figure 5.18 The Intrinsic Orientation Distribution Differences between Chinese and
Non-Chinese Students
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5.3.2 Extrinsic Learning Orientations

Figures 5.19 to 5.21 present the distribution of Chinese students’ responses to extrinsic
orientation statements. The descriptive statistics show that Chinese students score high on
extrinsic learning orientations. The top three statements that received the most positive
correspondence of all learning orientation statements, O-E-ldentified2, O-E-Introjectedl and
O-E-Regulationl, are all from the extrinsic orientations. Each of these three statements
represents one aspect of extrinsic orientation: identified, introjected and external regulation.
The median response to all of these three statements is “agree”, with 87.1%, 86.8% and 79.4%
of the participants at least partially agreeing with the survey statements. While Chinese
students’ response to the introjected statement is more concentrated and has a higher mean than
non-Chinese students (see Figure 5.22), their responses to the other two statements are not
significantly different from the other student groups at the 0.05 level. The distribution of
Chinese students’ response to O-E-ldentified1 — to enter a job market in a field that | like — is
significantly different from non-Chinese students at the 0.05 level. As presented in Figure 5.22,
Chinese students’ scores are less widely dispersed and have a lower mean. It is also worth
mentioning that the Chinese students’ responses to the statement that describes immigration-

related learning orientation (O-E-Regulation?2) is not significantly different from other student
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groups. Nevertheless, the majority of Chinese students (66.5%) at least somewhat agreed with
the statement that they chose to study in an Australian postgraduate accounting program to
later work and live in Australia. The statement that received the lowest score in the extrinsic
section is O-E-Introjected2 — “to show that I am an intelligent person”. This statement has a

positive correspondence rate of only 45.9% and a median of 4 (neither agree nor disagree).

Figure 5.19 The Distribution of Chinese Students’ Extrinsic Orientations from
Identified Regulation
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Figure 5.20 The Distribution of Chinese Students’ Extrinsic Orientations from
Introjected Regulation
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Figure 5.21  The Distribution of Chinese Students’ Extrinsic Orientations from
External Regulation
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Figure 5.22  The Extrinsic Orientation Distribution Differences between Chinese and

Responses
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5.3.3 Amotivation

Some Chinese students corresponded positively to the amotivation statements 20.9% of
Chinese students at least somewhat agree that they were not quite sure why they entered an
Australian postgraduate accounting program, but their responses are not significantly different
from other students. The more concerning finding is that 31.3% of Chinese students
corresponded to the O-A-LostDirection statement, that they originally had a good reason when
entering the program, but they are now not sure whether they should continue. As reported in
Table 5.13, Chinese students’ scores in this statement are significantly higher than for non-
Chinese students at the 0.05 level. Figure 5.23 presents Chinese students’ responses to the two
amotivation statements, while Figure 5.24 presents the distribution of Chinese and non-Chinese

students’ responses to the O-A-LostDirection statement.

Figure 5.23  Amotivation Responses Distribution of Chinese Students
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Figure 5.24  Amotivation Distribution Differences between Chinese and Non-Chinese

Responses
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Tables 5.12 and 5.13 list the statistics for the learning orientation variables for all

student groups. The bold numbers in Table 5.13 represent the Mann-Whitney U test results that

indicate the distributions between the other student groups and Chinese students are

significantly different at the 0.05 level.

Table5.12  The Descriptive Statistics of Learning Orientations of Chinese Students
Classification Variable N | Mean | Median | Mode Star_lda}rd Skewness | Kurtosis
Deviation
O-I-Accomplishmentl |364| 5.05 5 6 1.322 -0.734 0.540
O-I-Accomplishment2 |364| 5.05 5 5 1.241 -0.731 0.818
Intrinsic O-I-Stimulationl 364| 4.72 5 4 1.197 -0.303 0.090
Orientations | O-1-Stimulation2 364| 4.73 5 5 1.249 -0.636 0.645
O-I-ToKnowl 364| 4.83 5 5 1.303 -0.549 0.305
O-I-ToKnow?2 364| 5.12 5 5 1.219 -0.617 0.209
O-E-Identifiedl 364| 5.21 5 5 1.164 -0.861 1.272
O-E-Identified?2 364| 5.60 6 6 1.033 -0.856 0.822
Extrinsic O-E-Introjectedl 364| 5.47 6 6 1.256 -0.833 0.190
Orientations | O-E-Introjected? 364| 4.40 4 4 1.313 -0.360 0.068
O-E-Regulationl 364| 5.57 6 6 1.030 -0.991 1.558
O-E-Regulation2 364| 491 5 6 1.481 -0.708 0.045
Amotivation O-A-LackofDirection |364| 2.99 3 3 1.588 0.588 -0.485
O-A-LostDirection 364 3.71 4 4 1.619 0.053 -0.782
Table 5.13  Descriptive Statistics of Learning Orientations — Other Student Groups
Classification |Statement Student N |Mean |Median |Mode Star_ldgrd Skewness [Kurtosis Te_st_ Sig.
Group Deviation Statistic
Chinese | g3l 475 | 5 | 5 | 1.440 | -0675 | 0419 |-1411 |0.158
O-I- overseas
o Accomplishmentl - Non- 1291 5151 6 | 6 | 1302 | -0.754 | -0.050 | 0.797 |0.426
Intrinsic Chinese
Orlentations Chinese | 531483 | 5 | 5 | 1.383 | -0544 | 0068 | -1.092 |0.275
O-I- overseas
Accomplishment2 INon- 791593 | 5 | 6 | 1275 | -1196 | 1324 | 0.952 |0341
Chinese
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Classification |Statement Student N |Mean |Median |Mode Star?da_lrd Skewness [Kurtosis Te_st' Sig.
Group Deviation Statistic
Chinese | .01 453 | 5 4 | 1265 | -0.273 | -0.037 | -1.016 |0.310
. . overseas
O-1-Stimulation1 Non-
Chitsse | 79435 | 5 4 | 1511 | -0.857 | -0.092 | -1.267 | 0.205
Chinese | .01 45 | 5 5 | 1202 | -0.722 | 0493 | -0.623 | 0533
; . overseas
O-I-Stimulation2 Non-
! 79|511| 5 5 | 1.251 | -0.745 | 0.323 | 2.814 |0.005
Chinese
g\t‘é?:esaes 53472 | 5 5 | 153 | -0.725 | -0.103 | -0.082 | 0.934
O-1-ToKnow1l Non-
! 790542 | 6 6 | 1.069 | -0974 | 1.480 | 3.988 |0.000
Chinese
g\t‘é?:esaes 53/475| 5 5 | 1543 | -0.615 | -0.458 | -1.330 | 0.183
O-1-ToKnow?2 Non-
! 790520 | 6 6 | 1302 | -1.063 | 1.689 | 1.398 |0.162
Chinese
g\r/‘é?;’;aes 53/500| 5 5 | 1181 | -0.626 | 0.464 | -0.724 | 0.469
O-E-ldentifiedl Non-
; 79575 | 6 6 | 1171 | -1.258 | 2.443 | 4.153 |0.000
Chinese
g\r/‘é?;’;aes 53|574| 6 6 | 1.059 | -0.755 | 0.149 | 0.969 |0.333
O-E-ldentified2 Non-
; 79|580| 6 6 | 1.042 | -1461 | 3366 | 1.761 |0.078
Chinese
Chinese | o1 519 | 5 6 | 1374 | -0.724 | -0.090 | -1.424 | 0.154
. overseas
O-E-Introjectedl Non-
. ; 790480 | 5 5 | 1.793 | -0.742 | -0.272 | -2.932 | 0.003
Extrinsic Chinese
Orientations g\t‘g?:;:s 53413 | 4 5 | 1494 | -0234 | -0.246 | -1.199 |0.230
O-E-Introjected2 Non-
! 790415 | 4 4 | 1594 | -0528 | -0.632 | -0.808 |0.419
Chinese
g\t‘e'?:es; 53543 | 6 6 | 1.118 | -0.686 | 0.449 | -0.850 |0.395
O-E-Regulationl Non-
! 79|553| 6 6 | 1.164 | -0.804 | 0.619 |-0.082 |0.935
Chinese
g\t‘é’r‘fesaes 53|515| 6 6 | 1769 | -0974 | 0.080 | 1.683 |0.092
O-E-Regulation2 Non-
; 79478 | 5 6 | 1879 | -0.715 | -0479 | 0.058 |0.954
Chinese
Chinese | .01 06 | 3 2 | 1480 | 0844 | 0280 | 0.026 |0.979
O-A- overseas
LackofDirection  \Non- |29 5 oo | 5 | 1 | 1654 | 0754 | -0515 | -1.889 | 0.059
L Chinese
Amotivations Chinese
oversons| 53 /381 | 4 5 | 1699 | -0.084 | -0.860 | 0.521 |0.602
O-A-LostDirection Non-
; 790313 | 3 4 | 1612 | 0260 | -0.933 | -2.766 | 0.006
Chinese
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5.3.4 Correlations between the Learning Orientation Variables for Chinese Students

As presented in Table 5.14, all learning orientation variables are significantly correlated with
at least one other variable at the 0.05 level. The bold numbers in Table 5.14 highlight the
significant coefficients. These significant relationships are discussed below. Overall, these
relationships are consistent with the classification of students’ learning orientations in the Self-
Determination theory (Deci & Ryan 1985, 1991) and the full version of AMS (Vallerand et al.
1992). This suggests that the AMS with reduced items still has good validity (Vallerand et al.
1992).

Intrinsic learning orientations

All intrinsic learning orientation variables are positively correlated with each other. This is
expected since all three aspects of intrinsic orientation — to know, toward accomplishment and
to experience stimulation — are conceptually at the same level on the self-determination
continuum in the Self-Determination theory (Carbonneau, Vallerand & Lafreniere 2012). All
intrinsic learning orientations are also positively correlated with all extrinsic learning
orientations except for O-E-Regulation2, the statement that measures students’ migration-
related learning orientation. This indicates that Chinese students have both extrinsic and

intrinsic learning orientations at the same time.
Extrinsic learning orientations

All extrinsic learning orientation variables are positively correlated with each other except for
O-E-Regulation2. Instead of correlating with extrinsic learning orientations, O-E-Regulation2
is positively correlated with intrinsic orientations, including the orientations toward
accomplishment and to experience stimulation. This shows that Chinese students with high
migration incentives also have high interest in surpassing themselves and experience pleasure

in their postgraduate accounting study in Australian universities.
Amotivation

Amotivation describes situations where students do not have much motivation to learn. As
expected, the two measures are negatively correlated with many extrinsic and intrinsic learning
orientations. O-A-LackofDirection is negatively correlated with all extrinsic and intrinsic

learning orientations except for O-I-Introjected2 and O-E-Regulation2. This is expected as
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students who are strongly motivated, extrinsically or intrinsically, are less likely to have no
direction. O-A-LostDirection is negatively correlated with two extrinsic orientation statements
that measure career-related learning orientations. This shows that students who enter programs
for future career opportunities are less likely to lose direction in their study. O-A-LostDirection
is also negatively correlated with O-1-Accomplishmentl, O-I-Stimulation2, O-1-ToKnow1 and
O-1-ToKnow?2, indicating that Chinese students who are intrinsically motivated are less likely
to lose direction. The only variable that is positively correlated with O-A-LostDirection is the
other amotivation variable, O-A-LackofDirection. That is, students who did have a reason to
enter their program are more likely to lose their direction after a while. This is consistent with

prior research findings of amotivation (Vallerand et al. 1992).

Table 5.14  Correlations between Learning Orientation Variables — Chinese Students

Acc.l |Acc.2 [Sti.l |Sti.2 |[TK1 |TK2 |ldel |[lde2 |Intl |[Int2 |Regl |[Reg2 |Lac. Los.

O-1-

Accomplishmentl [Sig. -

Coeff. | 1.000

Intrinsic Learning Orientations Extrinsic Learning Orientations Amotivations
O-1- |O-I- |O-I- |O-I- |O-I- |O-I- |O-E- |O-E- |O-E- |O-E- |O-E- |O-E- |O-A- |O-A-

O-I-

Accomplishment2 |Sig. 0.000

Coeff. | 0.548| 1.000

O-1-Stimulation1

Coeff. | 0.469| 0.572| 1.000

Sig. 0.000] 0.000

O-I-Stimulation2

Coeff. | 0.564| 0.467| 0.462| 1.000

Sig. 0.000| 0.000| 0.000

O-I-ToKnowl

Coeff. | 0.613| 0.436] 0.370| 0.597| 1.000

Sig. 0.000] 0.000{ 0.000| 0.000

O-I-ToKnow?2

Coeff. | 0.485| 0.557| 0.532| 0.478| 0.452| 1.000

Sig. 0.000] 0.000] 0.000| 0.000{ 0.000

O-E-ldentifiedl

Coeff. | 0.352] 0.185| 0.209| 0.357| 0.394| 0.279| 1.000

Sig. 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000 -

O-E-ldentified2

Coeff. | 0.351] 0.262| 0.310| 0.335| 0.325| 0.300| 0.351] 1.000

Sig. 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000

O-E-Introjected1

Coeff. | 0.291] 0.277| 0.281] 0.314]| 0.359| 0.218| 0.280| 0.360| 1.000

Sig. 0.000| 0.000] 0.000| 0.000] 0.000| 0.000{ 0.000| 0.000

O-E-Introjected2

Coeff. | 0.312] 0.339] 0.407| 0.250| 0.260| 0.282] 0.118| 0.212]| 0.277| 1.000

Sig. 0.000| 0.000| 0.000| 0.000| 0.000| 0.000] 0.006| 0.000| 0.000

O-E-Regulationl

Coeff. | 0.253] 0.218| 0.271] 0.203| 0.227| 0.237| 0.218| 0.462| 0.206| 0.173| 1.000

Sig. 0.000| 0.000] 0.000| 0.000| 0.000] 0.000{ 0.000| 0.000| 0.000| 0.000

O-E-Regulation2

Coeff. | 0.091] 0.105| 0.122| 0.115| 0.016| 0.049|-0.035| 0.001| 0.049| 0.022| 0.040| 1.000

Sig. 0.032| 0.014| 0.004| 0.006] 0.701] 0.250{ 0.409| 0.985| 0.246] 0.598| 0.360

O-A-

LackofDirection _|Sig. 0.005| 0.005| 0.021] 0.002| 0.005| 0.016] 0.002| 0.000| 0.032] 0.326| 0.019|0.892

Coeff. | -0.117] -0.118| -0.097| -0.129| -0.118| -0.102| -0.134| -0.196| -0.090| 0.041| -0.101| 0.006| 1.000

O-A-

LostDirection Sig. 0.001] 0.050| 0.062| 0.001| 0.014]| 0.008| 0.002] 0.001| 0.352| 0.823]| 0.986] 0.546] 0.000

Coeff. | -0.136| -0.082| -0.078| -0.141| -0.103| -0.111| -0.130| -0.144| -0.039| -0.009| -0.001| 0.025| 0.345| 1.000

Section 5.3 discussed the characteristics of Chinese students’ learning orientations. The
findings suggest that Chinese students’ are highly extrinsically and intrinsically motivated to
study accounting Master programs in Australian universities. Compared with non-Chinese
students, Chinese students have stronger introjected motivations and weaker identified

motivations. This means they involve less self-determination and autonomy on the
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motivational continuum than the non-Chinese students. It should be noted that Chinese students
are not strongly motivated by migration-related orientations. They are not significantly more

migration-oriented than other students, including Australian students.

54  Chinese Students’ Learning Approaches

This section discusses the characteristics of Chinese students’ learning approaches in
comparative terms. The comparison tests and groups used are the same as in Sections 5.2 and
5.3. The variable names for each learning approach statement are listed in Table 5.15. The
Mann-Whitney U test statistics are included in Table 5.17.
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Table 5.15

Learning Approaches Variable Names

Students’ Learning
Approach Classification

Statement Used in Survey

Variable Name

Surface learning approach —
Relying on memorising

I spend quite a lot of time repeating or copying out
things to help me learn them.

A-S-Memorisel

I find I have to concentrate on memorising a good deal
of what | have to learn.

A-S-Memorise2

Surface learning approach —
Concern about coping

Often | feel 1 am drowning in the sheer amount of
material | have to cope with on this course.

A-S-NotCopel

Sometimes | worry about whether | will ever be able
to cope with the work properly.

A-S-NotCope2

I often have trouble in making sense of the things | A-S-
Surface learning approach — | have to learn. NotMakingSensel
Difficulty in making sense Often | find myself reading things without really A-S-

trying to understand them. NotMakingSense2

Surface learning approach —
Unrelatedness

Although I can remember facts and details, | often
cannot see the overall picture.

A-S-Unrelatel

I am not really sure what is important, so | try to get
down just as much as | can in lectures.

A-S-Unrelate2

I am not prepared just to accept things | am told, |

Deep learning approach have to think them out by myself. A-D-Critical
Active interest/critical - - = -
Sometimes | find myself thinking about ideas from the
stance . : A-D-Interest
course when | am doing other things.
When | am reading, | examine the details carefully to A-D-Loaicl
Deep learning approach — see how they fit in with what is being said. g
Using evidence and logic I look at the evidence carefully and then try to reach .
. : . A-D-Logic2
my own conclusions about things | am studying.
When | am reading course material, | try to work out .
. L . A-D-Meaningl
Deep learning approach — for myself exactly what is being said.
Looking for meaning I usually set out to understand for myself the meaning A-D-Meaning2
of what | have to learn.
. I try to relate ideas | come across to other topics or
Deep learning approach — other courses whenever possible. A-D-Relatel
Relating and organising - - -
. When | am working on a new topic, | try to see in my
ideas : . A-D-Relate2
own mind how all the ideas relate to each other.
I put a lot of effort into making sure | have the most
. . . . - ! A-A-Effortl
Achieving learning approach | important details at my fingertips.
— Effort in studying I work hard vv_hen I am studying a_nd generally manage A-A-Effort2
to keep my mind on what | am doing.
I know what result | want to get out of this course and
. . : S A-A-Excell
Achieving learning approach | | am determined to achieve it.
— Determination to excel It is important to me to feel | am doing as well as | A-A-Excel?

really can in the course.

Achieving learning approach
— Organised studying

I make sure | find good conditions for studying which
enables me get on with my work easily.

A-A-Organisedl

I think I am quite systematic and organised in the way
I go about studying.

A-A-Organised?2

Achieving learning approach
— Time management

I organise my study time carefully to make the best
use of it.

A-A-TimeManagel

I work steadily throughout the course, rather than
leaving everything until the last minute.

A-A-TimeManage2
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5.4.1 Surface Learning Approaches

Figures 5.25 to 5.28 present the distribution of Chinese students’ responses to the eight
statements that measure the four aspects of surface learning. In general, Chinese students report
high scores for surface learning approaches. The median and mode for the two statements that
measure reliance on memorisation in learning are 5, that is, most Chinese students at least
somewhat rely on memorisation in learning. In addition, 74.4% and 66.9% of Chinese
participants at least somewhat agree with the two statements. Nevertheless, as shown in Table
5.17, this response is not significantly different from other student groups. The distribution of
Chinese students’ responses to concerns about coping is also not significantly different from
other student groups. The majority (59.7%) of Chinese students feel they cannot cope with their
current subject, while more (75.17%) of them are worried that they would never be able to cope
with the work required by their programs. Chinese students’ scores in other surface learning
aspects, however, are significantly higher than for non-Chinese students. The box and whisker
plot in Figure 5.29 shows the distribution of the two statements for which Chinese students’
response is significantly different from non-Chinese students at the 0.05 level. The first
statement is A-S-NotMakingSensel, on which 63.5% of Chinese students at least somewhat
agree that they are having trouble making sense of what they have to learn. The second
statement on which Chinese students scored higher than non-Chinese students is A-S-
Unrelatel, with 58.7% of Chinese students finding it hard to see the overall picture of the
subject knowledge.

Figure 5.25 The Distribution of Chinese Students’ Surface Approaches Distribution —
Relying on Memorising
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Figure 5.26  The Distribution of Chinese Students’ Surface Approaches Distribution —
Concern about Coping
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Figure 5.27 The Distribution of Chinese Students’ Surface Approaches Distribution —
Difficulty in Making Sense
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Figure 5.28 The Distribution of Chinese Students’ Surface Approaches Distribution —
Unrelatedness
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Figure 5.29  Surface Approaches Distribution Differences of Chinese and Non-Chinese
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5.4.2 Deep Learning Approaches

Chinese students’ responses to the eight statements that measure deep learning approaches are
shown in Figures 5.30 to 5.33. Consistent with the findings from the surface learning section,
Chinese students’ responses to the statements that measure the practice of understanding the
course material through reading and relating ideas across topics and subjects are significantly
different from non-Chinese students at the 0.05 level. However, as shown in Figure 5.29, apart
from the means, Chinese students’ overall distributions are similar to non-Chinese students.
The median and mode for A-D-Meaningl and A-D-Relatel are still high (5 —somewhat agree).
Another measure in which Chinese students show a significantly different distribution from
non-Chinese students is active interest. The result of comparing the means is consistent with
the findings in Section 5.2.2, where Chinese students were found to score lower in the learning
orientation statements linked to interest in accounting. The only statement in which Chinese
students score significantly higher than non-Chinese students is A-D-Critical. 77.8% of
Chinese students at least somewhat agree that they would not simply accept things they were
taught — they need to think them through by themselves. In general, Chinese students
corresponded positively in all eight deep learning statements.

Figure 5.30 The Distribution of Chinese Students’ Deep Approaches Distribution —
Active interest / Critical stance
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Figure 5.31 The Distribution of Chinese Students’ Deep Approaches Distribution —
Using Evidence and Logic
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Figure 5.32 The Distribution of Chinese Students’ Deep Approaches Distribution —
Looking for Meaning
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Figure 5.33
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Chinese Students
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5.4.3 Achieving Learning Approaches

Figures 5.35 to 5.38 present Chinese students’ responses to the eight statements that measure
achieving learning approaches. Chinese students’ overall scores in this section are high, with a
median of at least 5 (somewhat agree) in all statements. However, compared with non-Chinese
students, Chinese students’ scores are still significantly lower in the statements that measure
determination to excel and organised study at the 0.05 level. The statements that received the
most positive correspondence from Chinese students were the first statement that measures
students’ effort invested in studying and the first statement that measures students’ practice of
organising for good study conditions, with both statements having a median and a mode of 6
(agree). For time management, Chinese students organise their study time significantly better
than Chinese overseas students. Figure 5.39 presents the distributions for the statements in
which Chinese students show a significant difference from other student groups.

Figure 5.35 The Distribution of Chinese Students’ Achieving Approaches Distribution
— Effort in Studying
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Figure 5.36  The Distribution of Chinese Students’ Achieving Approaches Distribution
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Figure 5.37  The Distribution of Chinese Students’ Achieving Approaches Distribution

Count

— Organised Studying

250 - 21
200 -
150
100
50
0o 1 4
0 .
Strongly  Disagree  Somewhat  Neither = Somewhat Agree Strongly
Disagree Disagree  Agree nor Agree Agree
Disagree /
No Opinion
m A-A-Organised] - Chinese Students m A-A-Organised2- Chinese Students

142



Figure 5.38 The Distribution of Chinese Students’ Achieving Approaches Distribution
— Time Management
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Figure 5.39  Achieving Approaches Distribution Differences of the Student Groups
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Tables 5.16 and 5.17 present the descriptive statistics and Mann-Whitney U test
statistics for the three student groups. The bold numbers in Table 5.17 indicate where the
distributions of the other student groups and Chinese students are significantly different at the
0.05 level. The implication of the findings will be further discussed in Chapter Seven.
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Table 5.16

Descriptive Statistics of Learning Approaches of Chinese Students

Classification | Statement N | Mean | Median | Mode Star_lda}rd Skewness | Kurtosis
Deviation
A-S-Memorisel 477 | 5.07 5 5 1.330 -0.723 0.047
A-S-Memorise2 477 | 4.77 5 5 1.332 -0.391 -0.641
A-S-NotCopel 477 | 4.59 5 5 1.480 -0.417 -0.408
A-S-NotCope? 477 | 4.97 5 6 1514 -0.760 -0.172
Surface A-S- 5
Approaches | NotMakingSensel 4771 450 5 1472 -0.510 -0.410
A-S- 3
NotMakingSense2 477 | 3.87 4 1.582 0.055 -0.958
A-S-Unrelatel 477 | 4.49 5 5 1.403 -0.391 -0.618
A-S-Unrelate2? 477 | 4.69 5 5 1.398 -0.403 -0.699
A-D-Critical 477 | 5.30 6 6 1.440 -0.900 0.117
A-D-Interest 477 | 4.63 5 5 1.371 -0.448 -0.261
A-D-Logicl 477 | 5.19 5 6 1.268 -0.632 0.187
Deep A-D-Logic2 477 | 5.26 5 6 1.087 -0.624 0.243
Approaches | A-D-Meaningl 477 | 5.23 5 6 1.047 -0.757 0.390
A-D-Meaning?2 477 | 5.25 5 6 1.319 -0.531 -0.114
A-D-Relatel 477 | 5.16 5 6 1.199 -0.668 -0.032
A-D-Relate2 477 | 5.42 6 6 1.045 -0.738 0.652
A-A-Effortl 477 | 5.38 6 6 1.124 -0.875 0.708
A-A-Effort2 477 | 5.08 5 5 1.176 -0.681 0.379
A-A-Excell 477 | 5.34 5 6 1.073 -0.525 0.064
Achieving A-A-Excel2 477 | 5.06 5 6 1.338 -0.747 0.160
Approaches A-A-Organisedl 477 | 5.61 6 6 0.993 -0.947 1.169
A-A-Organised? 477 | 4.70 5 5 1.210 -0.312 -0.346
A-A-TimeManagel 477 | 5.20 5 6 1.245 -0.746 0.378
A-A-TimeManage?2 477 | 4.88 5 5 1.451 -0.441 -0.551
Table 5.17  Descriptive Statistics of Learning Approaches — Other Student Groups
Classification |Statement Student N [Mean|Median [Mode Star?de_lrd Skewness| Kurtosis Te_st_ Sig.
Group Deviation Statistic
As.  |CNIneSe o5l 46g| 5 | 5 | 1685 | -0392 | -0.827 | -1.480 | 0.139
. |Overseas ) ' ' ) ) )
Memorise Non-
1 . 106| 4.81 5 6 1.598 -0.598 -0.453 | -1.175 | 0.240
Chinese
As-  |SMnee \gslcoo| 5 | 5 | 1321 | -0442 | -0695 | 1.251 | 0.211
. |Overseas
Memorise Non-
2 . 106| 4.84 5 6 1.622 -0.704 -0.359 | 1.117 | 0.264
Chinese
Chinese
Surface A-S- Overseas 56 | 4.38 45 6 1.496 -0.340 -0.659 | -0.976 | 0.329
Approaches \NotCopel \Non- |, nol /71 | g 6 | 1679 | -0.621 | -0495 | 1.172 | 0.241
Chinese
Chinese 161470 | 5 5 | 1747 | -0.490 | -0.698 | -1.003 | 0.316
A-S- Overseas
NotCope2|Non- 14561 493 | 5 | 6 | 1551 | -0.950 | 0312 | -0.124 | 0.901
Chinese
As-  |Chinese \gol4op| 5 | 5 | 1657 | -0479 | -1.401 | -1.897 | 0.058
. |Overseas
NotMakin Non-
gSensel Chi 106| 4.02 5 5 1.882 -0.150 | -1.202 | -2.336 | 0.020
inese
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Classification |Statement Student N |Mean|Median |Mode Star?da_lrd Skewness| Kurtosis Te_st' Sig.
Group Deviation Statistic
Chinese
A-S- 56352 | 3 3 | 1.607 | 0321 | -0.888 | -1.590 | 0.112
. |Overseas
NotMakin Non-
gsense2 | - |106]3.90 | 4 5 | 1707 | -0.316 | -1.186 | 0.309 | 0.758
Chinese | ol 40| 45 | 5 | 1432 | -0.166 | -0.622 | -L484 | 0.138
A-S- Overseas
Unrelatel INon- 11061 402 | 4 3 | 1531 | -0.260 | -0.859 | -2.737 | 0.006
Chinese
Chinese | gq | 446 | 5 6 | 1629 | -0431 | -0.664 | -0.785 | 0.432
A-S- Overseas
Unrelate2 INon- 1106 461 | 5 6 | 1682 | -0591 | -0.515 | 0.097 | 0.923
Chinese
Chinese | o593 | 55 | 7 | 1727 | -0.705 | -0.507 | -0.344 | 0.731
A-D- Overseas
Critical - Non- 11561 43| 5 6 | 1647 | -0.635 | -0.535 | -2.600 | 0.009
Chinese
Chinese | 561 480 | 5 5 | 1470 | -1.143 | 1.373 | 1.231 |0.218
A-D- Overseas
Interest INon- 14461 490 | 5 5 | 1332 | -0.927 | 0856 | 2.199 | 0.028
Chinese
Chinese | gq | 484 | 5 5 | 1359 | -0.104 | -0.778 | -1.251 | 0.211
A-D- Overseas
Logicl Non- 1406l 546 | 5 6 | 1.339 | -1.166 | 1.671 | 1.590 | 0.112
Chinese
Chinese
AD.  lovereas | 56|52 | 5 5 | 1.236 | -0.402 | -0.553 | -0.098 | 0.922
Logic2 INon- 1406/ 505 | 5 6 | 1145 | -0.963 | 1.279 | 0.123 | 0.902
Deep Chinese
Approaches Chinese o6 507 | 5 5 | 1.158 | -0.435 | -0.078 | -1.153 | 0.249
A-D- Overseas
Meaningl |Non- 1106/ 5.44 | 6 6 | 1155 | -1.427 | 2603 | 2.483 |0.013
Chinese
chinese | 561557 | 5 5 | 1272 | -0.363 | -0.469 | 0.018 | 0.986
A-D- Overseas
Meaning2 |Non- 1406/ 500 | 5 6 | 1.305 | -0455 | -0.435 | -0.354 | 0.724
Chinese
Chinese | gg 1 59| 5 5 | 0986 | -0.376 | 0.037 | 0371 |0.710
A-D- Overseas
Relatel |Non- 1,061 538 | 6 6 | 1253 | -1.343 | 2.178 | 2.172 | 0.030
Chinese
Chinese | gl 543 | 6 6 | 1158 | -0.987 | 0.713 | 0.472 | 0.637
A-D- Overseas
Relate2 INon- 1,06/ 534 6 | 6 | 1154 | -1.040 | 1701 | -0.403 | 0.687
Chinese
Chinese | 56| 595 | 5 5 | 1148 | -1.037 | 2429 |-1.004 | 0.316
A-A- Overseas
Effortl INon- 11061 540 | 6 6 | 1262 | -1.339 | 2.325 | 0.612 | 0.540
Chinese
Chinese
Achieving  |AA-  |Overeess | 56 | 489 | 5 5 | 1.317 | -0192 | -0.530 | -1.320 | 0.219
Approaches - |Effortz - INon- 1,561 555 | 5 | 6 | 1208 | -1.332 | 2211 | 1557 | 0.119
Chinese
chinese | 561507 | 5 5 | 1.248 | -0488 | 0.050 |-1.527 |0.127
A-A- Overseas
Excell —INon- 1,06l 572 | 6 6 | 0802 | -0.721 | 0.603 | 3.426 | 0.001
Chinese
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Classification |Statement Student N |Mean|Median |Mode Star?da_lrd Skewness| Kurtosis Te_st' Sig.
Group Deviation Statistic

Chinese | 56| 471 | 5 5 | 1581 | -0424 | -0.687 | -1.514 | 0.130
A-A- Overseas
Excel2 Non-

Chinese |106 550 | 6 6 | 1.347 | -1.454 | 2.159 | 3.713 | 0.000

AA (SN Jeg s | 6 5 | 1079 | -0.453 | -0.136 | -0.781 | 0.435
. Overseas
Organised Non-

1 ! 106/ 5.76 | 6 6 | 1.126 | -1.479 | 3.144 | 2.115 | 0.034
Chinese

AA- (SN Joglug0| 5 | 6 | 1367 | -0.330 | -0.404 | 0706 | 0.480
. Overseas
Organised Non-

2 ! 106/ 508 | 5 6 | 1.278 | -0.618 | 0.009 | 3.112 | 0.002
Chinese

AA (SN deglg73] 5 5 | 1531 | -0.348 | -0.670 | -2.178 | 0.029
. Overseas
TimeMan Non-

agel : 106/ 519 | 5 6 | 1.212 | -0.829 | 0.164 | 0.035 | 0.972
Chinese

A-A- |Chinese | g6l 450 | 5 5 | 1799 | -0.201 | -0.930 | -1.414 | 0.157
. Overseas
TimeMan Non-

age2 ohi 106/ 510 | 5 6 | 1.486 | -0.803 | 0.053 | 1.674 | 0.094
Inese

5.4.4 Correlations between Learning Approach Variables of Chinese Students

Table 5.18 presents the Kendall’s tau correlation coefficients for all learning approach
variables. The bold numbers are coefficients that are significant at the 0.05 level. The results
show a close relationship between learning approach variables, since all variables are
significantly correlated with most other variables. All variables in the same classification
(surface, deep and achieving) are positively correlated with each other, indicating that Chinese
students’ learning motives and learning strategies are closely related. In addition, the deep
learning approaches are also closely correlated with the achieving learning approaches at the
0.01 level, suggesting that Chinese students can adopt both deep and achieving approaches
simultaneously. These correlations are consistent with the SAL model (Biggs 1987) and thus
suggest good validity of the survey’s learning approach measures. Although these significant
coefficients cannot prove causal relationships, the implications of some correlations provide
some additional understanding with regard to Chinese students’ learning approaches. For
example, the two surface approach statements that measure Chinese students’ reliance on
memorisation in learning, A-S-Memorisel and A-S-Memorise2, are positively correlated with
all other learning approaches. This suggests that Chinese students adopt memorisation as a
common strategy regardless of their learning approach. This finding is consistent with many

prior studies (for example, Biggs 1996a; Donald & Jackling 2007).
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Table 5.18

Correlations Between the Learning Approach Variables for Chinese Students

Surface Learning Approaches Deep Learning Approaches Achieving Learning Approaches
Mem. [(Mem. Unrel. [Unrel. Logic |Logic Relate |Relate |Effort |Effort |Excel |Excel
1 2 NC1l [NC2 |[NMS1[NMS2]|1 2 Crit.  |Int. 1 2 Mea. 1 [Mea. 2 |1 2 1 2 1 2 Org.1 |Org.2 [TM1 [TM?2
Memorise [Corre. | 1.000
1 Sig. -
Memorise |Corre. | 0.262| 1.000
2 Sig. 0.000 -
Not Cope [Corre. | 0.261| 0.278| 1.000
1 Sig. 0.000| 0.000 -
Not Cope [Corre. [ 0.355| 0.190| 0.376| 1.000
2 Sig. 0.000| 0.000| 0.000 -
Not Mak. |Corre. | 0.218| 0.187| 0.484| 0.405| 1.000
Sense 1  |Sig. 0.000| 0.000| 0.000| 0.000 -
Not Mak. |[Corre. | 0.169| 0.165| 0.256| 0.229| 0.283| 1.000
Sense 2 |Sig. 0.000| 0.000| 0.000| 0.000| 0.000 -
Unrelated [Corre. | 0.163| 0.203| 0.351| 0.264| 0.369| 0.307| 1.000
1 Sig. 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Unrelated [Corre. | 0.303| 0.257| 0.264| 0.333| 0.263| 0.283| 0.231]| 1.000
2 Sig. 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.103| 0.125| 0.063| 0.041| 0.047| -0.052| 0.065| 0.099( 1.000
Critical __ |Sig. 0.006/ 0.001| 0.085| 0.264| 0.210| 0.156| 0.078| 0.007 -
Corre. | 0.192| 0.234| 0.100| 0.175| 0.049| 0.147| 0.122]| 0.256| 0.184| 1.000
Interest  |Sig. 0.000| 0.000| 0.006| 0.000| 0.189| 0.000| 0.001| 0.000| 0.000 -
Corre. | 0.133] 0.080| -0.072| 0.046| -0.016| 0.028| 0.021| 0.163]| 0.164| 0.115| 1.000
Logicl |[Sig. 0.000f 0.032| 0.051| 0.217| 0.670| 0.439| 0.580| 0.000| 0.000| 0.002 -
Corre. | 0.178| 0.173| 0.026| 0.019| -0.026| -0.060| 0.013| 0.189] 0.296| 0.254| 0.270| 1.000
Logic2 [Sig. 0.000| 0.000| 0.478| 0.615| 0.487| 0.105| 0.729| 0.000f 0.000| 0.000| 0.000 -
Meaning |[Corre. | 0.205| 0.118] -0.001| 0.086| 0.036| -0.019| 0.030| 0.212]| 0.231]| 0.160| 0.634| 0.426| 1.000
1 Sig. 0.000| 0.002| 0.977] 0.023| 0.343| 0.619| 0.436| 0.000| 0.000| 0.000| 0.000| 0.000 -
Meaning |[Corre. [ 0.121| 0.138| 0.029]| -0.004| -0.027| -0.073| 0.012| 0.119]| 0.250| 0.183| 0.204| 0.694| 0.307| 1.000
2 Sig. 0.001| 0.000| 0.432| 0.912| 0.469| 0.051| 0.751| 0.001) 0.000| 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.125| 0.188| -0.005| -0.027| -0.065| -0.057| -0.038| 0.113| 0.260| 0.294| 0.194| 0.344| 0.274| 0.274| 1.000
Relate 1 |[Sig. 0.001| 0.000| 0.889| 0.464| 0.081| 0.123| 0.314| 0.003| 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.252| 0.155| -0.002| 0.032| -0.052| -0.071| -0.053| 0.131] 0.223| 0.245| 0.302| 0.444| 0.445| 0.343| 0.431| 1.000
Relate 2 |Sig. 0.000| 0.000| 0.965| 0.394| 0.169| 0.058| 0.161| 0.001] 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.312] 0.209| 0.160| 0.147| 0.117| 0.052| 0.123| 0.165 0.232| 0.186| 0.188] 0.326| 0.259| 0.229| 0.232| 0.267| 1.000
Effort1  |Sig. 0.000| 0.000| 0.000| 0.000| 0.002| 0.160| 0.001| 0.000| 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.259| 0.217| -0.020| 0.021| -0.070| -0.045| 0.020| 0.188] 0.210| 0.241| 0.288| 0.545| 0.382| 0.390| 0.305| 0.404f 0.399| 1.000
Effort2 |[Sig. 0.000| 0.000| 0.597| 0.579| 0.062| 0.225| 0.602| 0.000| 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Corre. | 0.223| 0.175| -0.016] 0.054| -0.016| -0.017| 0.004| 0.185] 0.220| 0.320| 0.229| 0.431| 0.323| 0.345| 0.350| 0.460f 0.332| 0.439| 1.000
Excel 1 |[Sig. 0.000| 0.000| 0.661| 0.151| 0.662| 0.655| 0.906| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000f 0.000| 0.000 -
Corre. | 0.325| 0.202| 0.250| 0.217| 0.227| 0.062| 0.222| 0.169f 0.251| 0.187| 0.112| 0.244| 0.176| 0.207| 0.138| 0.216] 0.384| 0.301| 0.236| 1.000
Excel 2 [Sig. 0.000| 0.000| 0.000| 0.000| 0.000|{ 0.089| 0.000| 0.000| 0.000| 0.000| 0.003| 0.000/ 0.000| 0.000| 0.000| 0.000| 0.000{ 0.000| 0.000 -
Organised |Corre. [ 0.315] 0.170| 0.010| 0.108| 0.029| -0.017| 0.021| 0.186| 0.145| 0.159| 0.261| 0.389| 0.411| 0.268| 0.284| 0.502| 0.318| 0.415| 0.365| 0.212| 1.000
1 Sig. 0.000| 0.000| 0.786| 0.005| 0.455| 0.650| 0.579| 0.000| 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Organised |Corre. | 0.104| 0.186| -0.079| -0.103| -0.113| -0.046| -0.106| 0.029| 0.178| 0.184| 0.198| 0.341| 0.260| 0.281| 0.355| 0.364| 0.368| 0.442| 0.335| 0.198| 0.323| 1.000
2 Sig. 0.005| 0.000| 0.032| 0.005| 0.002| 0.207| 0.004| 0.432] 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
Time Corre. | 0.280| 0.199| 0.023| 0.065| -0.020| -0.004| -0.011| 0.204| 0.172] 0.234| 0.255| 0.427| 0.328| 0.322| 0.284| 0.455| 0.423| 0.552| 0.465| 0.298| 0.434| 0.465| 1.000
Manage.1 [Sig. 0.000| 0.000| 0.531| 0.082| 0.590| 0.908| 0.773| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000 -
Time Corre. | 0.165| 0.077| -0.047| 0.007| -0.112| -0.019| -0.034| 0.109| 0.171| 0.197| 0.195| 0.319| 0.252| 0.228| 0.234| 0.261f 0.394| 0.486| 0.326]| 0.216| 0.276] 0.398| 0.470| 1.000
Manage.2 |Sig. 0.000| 0.037| 0.193| 0.842| 0.002| 0.602| 0.351| 0.003] 0.000| 0.000{ 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000| 0.000 -
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This section discussed the findings in regard to Chinese students’ learning approaches.
Chinese students’ learning approaches have some unique characteristics which make them
different from other students. Memorisation is used as a common learning strategy regardless
of which learning approach a Chinese student adopts. However, their reliance on memorisation
is not significantly heavier than for other students at the 0.05 level. Chinese students have
stronger surface motives and adopt less deep learning strategies than non-Chinese students.
Although Chinese students find it harder to understand course materials and to relate different
topics, they take a more critical stance when reading new materials than non-Chinese students.
Chinese students are also less interested in accounting and less determined to excel than non-
Chinese students. They are less organised in study than non-Chinese students but are better at

time management than Chinese-overseas students.

55 Summary

This chapter used 18 tables and 39 figures to present the findings relevant to the first research
question. It summarised the characteristics of Chinese students’ backgrounds, learning
orientations, and learning approaches by comparing their survey responses with other student
groups. It should be noted that the discussion with regard to correlations mainly concerns the

validity of the survey measurements rather than causal relationships between variables.

Chinese students have some unique background, learning orientation and learning
approach characteristics that differentiate them from other students. There was a higher
proportion of female students and lower English competency. Chinese students are also
younger and thus have less working experience and less savings. Compared with other students,
Chinese students rely more on their family’s financial support to pay for their tuition fees and
living costs while studying in Australia. For learning orientations, Chinese students are both
intrinsically and extrinsically motivated, but they involve less self-determination and autonomy
on the motivational continuum than non-Chinese students. It should be noted that they are not
more migration-oriented than other students. Chinese students’ adoption of surface, deep and
achieving learning approaches is also different from non-Chinese students. Chinese students
have stronger surface learning motives, adopt fewer deep learning strategies, and adopt fewer
achieving learning approaches than non-Chinese students. They are also less interested in

accounting but take a more critical stance with course materials.
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Chapter Five also reported the diversity within the Chinese student group. The Chinese
students’ backgrounds, especially the locations of prior education institutions, prior academic
performance and prior accounting knowledge, are widely dispersed. The diversity in
backgrounds contributes to the diversity in their learning orientations and learning approaches.
The most diversified learning orientation type is amotivation while the most diversified

learning approach type is surface learning approaches.

The impact of Chinese students’ backgrounds and learning orientations on their
learning approaches will be discussed in Chapter Six. Chapter Six continues to present the

research findings and answers the second and third research questions.
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Chapter Six

Second and Third Research Questions — Findings
6.1 Introduction

This chapter continues to answer the research questions with findings from hypotheses tests.
The test results for hypotheses H1 to H21 answer the second research question: What are the
relationships between Chinese postgraduate accounting students’ backgrounds, learning
orientations and learning approaches? The test results for hypotheses H22 and H23 answer the
third research question: How do Chinese postgraduate accounting students’ learning

orientations and approaches change during the time they study in Australian universities?

6.2  Findings to Answer the Second Research Question
6.2.1 Differences between female and male students

H1 and H2 compare Chinese students’ differences in learning orientations and learning
approaches between female and male students. Mann-Whitney U tests were performed to help
draw conclusions for these two hypotheses. The findings and decisions are now discussed.

Table 6.1 summarises the results of the Mann-Whitney U tests performed for H1. The
null hypothesis of H1 is that students’ gender does not affect their learning approaches. Apart
from two participants who chose “rather not say” in the gender question, all other students
chose either “male” or “female”. The test of H1 thus focuses on whether female students’
learning approaches are different from male students. H1 was broken down into 24 null
hypotheses, with each testing one statement used in the learning approaches section of the
survey. The results show that female and male students’ response distributions are significantly
different at the 0.05 level for two achieving approach statements: (18) A-A-Effort2 and (20)
A-A-Excel 2. Figure 6.1 uses box and whisker plots to present the distributions of the two
genders for these two statements. In general, female students scored higher in both statements
than male students. A-A-Effort2 describes the status of hard-working and staying focused while
studying, while A-A-Excel 2 is related to achieving the best result within one’s capability in
the course. The null hypotheses regarding these two learning approach statements are rejected,

while the null hypotheses regarding the other learning approach statements are retained. That
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is, apart from the effort in studying and the determination to excel in achieving learning
approaches, the differences between female and male students in learning approaches are not
statistically significant at the 0.05 level. The conclusion is to retain H1b and reject H1a, that
female Chinese students score significantly higher than male Chinese students in some

achieving learning approaches.
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Table 6.1

H1 Hypothesis Test Summary

Test
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Figure 6.1  Learning Approaches Distribution Differences between Genders of
Chinese Students
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The test for H2 test whether learning orientations are the same between female and male
students. Similar to the test for H1, the null hypothesis of H2 was broken down into 14 null
hypotheses, with each hypothesis concerning one learning orientation statement in the survey.
As shown in Table 6.2, the Mann-Whitney test results are to retain all null hypotheses. That is,
differences between female and male students in learning orientations are not statistically
significant at the 0.05 level. H2a is retained and H2b is rejected.
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Table 6.2

H2 Hypothesis Test Summary

Test

Null Hypothesis Statistic Significance Decision
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6.2.2 Background’s Impact on Learning Orientations and Approaches

H13 to H16 concern the impact of Chinese students’ backgrounds on their learning
orientations and learning approaches. H3, H4, H6, H7, H9, H11, H14 and H15 concern the

relationships between background variables and learning orientations, while H5, H8, H10,

H12, H13 and H16 concern the relationships between background variables and learning

approaches. As introduced in Section 4.6.3, multinominal logistic regressions were performed

with all background measures involved in H3 to H16 as the independent variables and the

relevant learning orientation and learning approach statements as the dependent variables. The

regression results for models (1) to (38) are discussed below.
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Test results of H3: age and extrinsic learning orientations

The null hypothesis of H3 is that Chinese students’ age does not affect their extrinsic learning
orientations. The results from six multinominal logistic regressions that were performed to test
the relationship between background variables and extrinsic learning orientations are used to
make the decision. Table 6.3 presents the test statistics and decisions for models (1) to (6). The
results show that none of the extrinsic learning orientation statements has a significant
relationship with age at the 0.05 level. The conclusion is to retain H3a and reject H3b. In
addition, the model fitting significance of models (4) and (6) are both higher than 0.05,
indicating that all coefficients in models (4) and (6) are not significantly different from 0 at the
0.05 level. That is, no background variable has a significant effect on O-E-Introjected2 and O-

E-Regulation2.

Table 6.3 H3 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
B1 in model (1) equals to 0. 0.007 9.364 5 0.095 |Retain the null hypothesis.
B1 in model (2) equals to 0. 0.001 4.410 0.353 |Retain the null hypothesis.
B1 in model (3) equals to 0. 0.000 4.963 0.420 |Retain the null hypothesis.
B1 in model (4) equals to 0. 0.589 6.323 0.388 |Retain the null hypothesis.
B1 in model (5) equals to 0. 0.001 5.391 0.249 |Retain the null hypothesis.
B1 in model (6) equals to 0. 0.124 6.468 0.373 |Retain the null hypothesis.

Null Hypothesis Sig. Decision
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Test results of H4: age and intrinsic learning orientations

H4’s null hypothesis is that there is no relationship between age and intrinsic learning
orientations for Chinese students. The test process is similar to the one for H3. Six null
hypotheses were used to test the relationship between age and each intrinsic learning
orientation statement. As shown in Table 6.4, B1 is not significantly different from 0 in all
models except model (12). That is, Chinese students’ age has a significant effect on one aspect
of their intrinsic learning orientation — O-1-ToKnow2. Table 6.5 presents the parameter
estimates for Age’s effect on O-1-ToKnow2. The bold numbers indicate that the 1 for that
category of O-1-ToKnow?2 is significant at the 0.05 level. The negative coefficients indicate
that as Chinese students’ age increases, they are less likely to select “agree” and “neither agree
nor disagree” than “strongly agree” for O-1-ToKnow?2. That is, older Chinese students are more
likely to be intrinsically motivated and enrol in Australian postgraduate accounting programs
to learn knowledge that interests them. The decision is to reject H4a and retain H4b. Chinese

students’ age has a positive effect on their intrinsic learning orientation.
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Table 6.4 H4 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
B1 in model (7) equals to 0. 0.008 6.028 5 0.303 |Retain the null hypothesis.
B1 in model (8) equals to 0. 0.030 7.107 0.311 |Retain the null hypothesis.
B1 in model (9) equals to 0. 0.001 10.583 0.102 |Retain the null hypothesis.
B1 in model (10) equals to 0. 0.012 10.056 0.122 |Retain the null hypothesis.
B1 in model (11) equals to 0. 0.000 5.947 0.311 |Retain the null hypothesis.
B1 in model (12) equals to 0. 0.000 14,581 0.012 |Reject the null hypothesis.

Null Hypothesis Sig. Decision
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Table 6.5 Parameter Estimates of Age in O-1-ToKnow2 of Chinese Students

Category* B1 Sig.
Disagree 0.270 | 0.203
Somewhat disagree -0.035 | 0.824
Neither agree nor disagree / no opinion | -0.409 | 0.017
Somewhat agree -0.113 | 0.318
Agree -0.267 | 0.023
*The reference category is strongly agree.

Test results of H5: age and deep learning approaches

The null hypothesis of HS is that Chinese students’ age has no relationship with deep learning
approaches. Eight null hypotheses were established to test the relationship between age and
each deep learning approach variable. The multinominal logistic regression results are
summarised in Table 6.6. The model fitting figures show that all coefficients in models (25),
(26) and (29) are not significantly different from 0 at the 0.05 level. That is, none of the
background variables has a significant impact on A-D-Logicl, A-D-Logic 2 and A-D-Retalel.
For the other models, the null hypotheses of models (27), (28) and (30) are rejected and the
other null hypotheses are retained. This indicates that age plays a significant role in Chinese
students’ deep learning approaches. Table 6.7 presents the parameter estimates for the three
deep learning variables that are significantly affected by age. The bold numbers highlight the
coefficients () that are significant at the 0.05 level. All coefficients are negative, indicating an
increasing use of understanding the meaning and relating ideas as age increases. To conclude,
H5a is rejected and H5b is retained. Chinese students’ age has a positive effect on the adoption

of deep learning approaches.
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Table 6.6

H5 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

B1 in model (23) equals to 0. 0.008 10.900 6 0.092 |Retain the null hypothesis.
B1 in model (24) equals to 0. 0.012 2.424 6 0.877 |Retain the null hypothesis.
B1 in model (25) equals to 0. 0.192 9.022 5 0.108 |Retain the null hypothesis.
B1 in model (26) equals to 0. 0.291 15.736 5 0.008 | Retain the null hypothesis.
B1 in model (27) equals to 0. 0.003 17.566 5 0.004 |Reject the null hypothesis.
B1 in model (28) equals to 0. 0.030 15.578 6 0.016 |Reject the null hypothesis.
B1 in model (29) equals to 0. 0.165 3.251 5 0.661 |Retain the null hypothesis.
B1 in model (30) equals to 0. 0.000 34.974 4 0.000 |Reject the null hypothesis.

Table 6.7 Parameter Estimates of Age in Deep Learning Approaches of Chinese

Students

Deep learning approach variable A-D-Meaningl | A-D-Meaning2 A-D-Relate2
Category* B1 Sig. B1 Sig. B1 Sig.
Strongly disagree - - -0.559 | 0.165 - -
Disagree -0.624 | 0.081 | -0.202 | 0.486 - -
Somewhat disagree -0.250 | 0.162 | -0.054 | 0.779 | -0.709 | 0.002
Neither agree nor disagree / no opinion -0.037 | 0.805 | -0.366 | 0.001 | -0.117 | 0.411
Somewhat agree -0.429 | 0.002 | -0.294 | 0.004 | -0.578 | 0.000
Agree -0.231 | 0.059 | -0.173 | 0.054 | -0.176 | 0.076

*The reference category is strongly agree.

Test results of H6: family financial support and extrinsic learning orientations

H6’s null hypothesis is that there is no relationship between Chinese students’ financial support

from their family and their extrinsic learning orientations. The regression results for models (1)

to (6) are used to test this assertation. The regression results (Table 6.8) show that the null

hypotheses for models (1) and (3) are rejected at the 0.05 level, while other null hypotheses are

retained. It should be noted that although the significance of 3¢ in model (6) is below 0.05, the

null hypothesis is still retained. This is because the overall fitness significance of model (6) is

over 0.05, indicating that the coefficients of all independent variables are not significantly

different from 0 at the 0.05 level in this model. The extrinsic learning orientations that are

significantly affected by FS-Family are O-E-ldentified1 and O-E-Introjectedl.
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Table 6.8 H6 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
Bs in model (1) equals to 0. 0.007 19.251 5 0.002 |Reject the null hypothesis.
Bs in model (2) equals to 0. 0.001 4.294 0.368 |Retain the null hypothesis.
Bs in model (3) equals to 0. 0.000 13.423 0.020 |Reject the null hypothesis.
Be in model (4) equals to 0. 0.589 7.714 0.260 |Retain the null hypothesis.
Bs in model (5) equals to 0. 0.001 3.334 0.504 |Retain the null hypothesis.
Bs in model (6) equals to 0. 0.124 12.780 0.047 |Retain the null hypothesis.

Null Hypothesis Sig. Decision
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Table 6.9 presents the parameter estimates of FS-Family for O-E-Identified1 and O-E-
Introjected1l with the significant (at the 0.05 level) coefficients highlighted in bold. The
significant and positive coefficient for O-E-ldentifiedl shows that Chinese students who
receive more financial support from their family are less interested in using the degree to enter
their preferred career. In addition, although none of the coefficients of O-E-Introjectedl is
significant at the 0.05 level, two positive coefficients in the disagree and somewhat disagree
categories are significant at the 0.1 level. This implies a significant negative effect of FS-
Family on O-E-Introjectedl at the 0.1 level. That is, students who receive more financial
support from their family are less likely to use an Australian postgraduate accounting degree
to prove themselves. In conclusion, FS-Family has a negative relationship with extrinsic

learning orientations. H6a is rejected and H6b is retained.

Table 6.9 Parameter Estimates of FS-Family in Extrinsic Learning Orientations of
Chinese Students

Extrinsic learning orientation variable O-E-Identifiedl O-E-Introjectedl
Category™ Bs Sig. Bs Sig.
Disagree 0.095 0.078 0.093 0.085
Somewhat disagree 0.102 0.031 0.046 0.067
Neither agree nor disagree / no opinion 0.017 0.364 0.023 0.187
Somewhat agree 0.000 0.990 0.001 0.949
Agree -0.005 0.723 0.003 0.769

*The reference category is strongly agree.

Test results of H7: family financial support and amotivation

The null hypothesis of H7 assumes no relationship between Chinese students’ financial support
received from family and amotivation. Two null hypotheses were tested for O-A-
LackofDirection and O-A-Lost Direction in models (13) and (14). As presented in Table 6.10,
the multinominal logistic regression results show that FS-Family does not play a significant
role in either of amotivation variable at the 0.05 level. H7a is retained and H7b is rejected.
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Table 6.10  H7 Hypothesis Test Summary

. Model Chi- | Degree of . .
Null Hypothesis Fitting Sig. | Square | Freedom Sig. Decision
Bs in model (13) equalsto 0.| 0.002 1.935 6 0.926 |Retain the null hypothesis.
Be in model (14) equalsto 0. 0.000 10.657 6 0.100 |Retain the null hypothesis.

Test results of H8: family financial support and surface learning approaches

The null hypothesis of H8 is that there is no relationship between Chinese students’ financial
support from family and surface learning approaches. The regression results of models (15) to
model (22) are used to make the decisions. Table 6.11 presents the test statistics and decisions.
None of the surface learning approach variables is significantly impacted by FS-Family at the
0.05 level. In addition, the model fitting significances of models (15), (16), (18) and (22) show
that all coefficients in these models are not significantly different from 0 at the 0.05 level. That
is, A-S-Memorisel, A-S-Memorise2, A-S-NotCope2 and A-S-Unrelate2 are not significantly
affected by any background variable. This finding is consistent with the conclusion discussed
in Section 5.2.8 — Chinese students use memorisation as a common learning strategy.

Following the outcomes listed in Table 6.11, H8a is retained and H8b is rejected.

Table 6.11  H8 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
Bs in model (15) equalsto 0.| 0.595 5.029
Bs in model (16) equalsto 0.|  0.607 13.061
Bs in model (17) equalsto 0.|  0.002 7.047
Bs in model (18) equalsto 0.| 0.163 4.503
Bs in model (19) equalsto 0.| 0.033 3.856
Bs in model (20) equalsto 0.| 0.011 8.667
Bs in model (21) equalsto 0.|  0.009 6.510
Bs in model (22) equalsto 0.| 0.146 5.938

Null Hypothesis Sig. Decision

0.412 |Retain the null hypothesis.
0.023 |Retain the null hypothesis.
0.317 |Retain the null hypothesis.
0.609 |Retain the null hypothesis.
0.696 |Retain the null hypothesis.
0.193 |Retain the null hypothesis.
0.369 |Retain the null hypothesis.
0.430 |Retain the null hypothesis.
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Test results of H9: prior education institutions’ location and extrinsic learning orientations

The null hypothesis of H9 is that there is no relationship between Chinese students’ locations
of prior education institutions and their extrinsic learning orientations. Two measures —
CityofHighSchool and CityofUniversity — were used to capture Chinese students’ locations of
prior education institutions. The regression results for models (1) to (6) helped make the

decisions about H9. As shown in Table 6.12, the only rejected null hypothesis is about the
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relationship between CityofUniversity and O-E-Introjectedl. Table 6.13 presents the parameter
estimates of CityofUniversity for each category of O-E-Introjectedl with the significant
coefficient (at the 0.05 level) highlighted in bold. The negative coefficient indicates a negative
relationship between CityofUniversity and O-E-Introjectedl. That is, the Chinese students who
graduated from less developed areas have stronger incentives to use an Australian postgraduate
accounting degree to prove their capabilities. It should be noted, however, that the effect of
prior education institutions’ location on extrinsic learning orientation is relatively weak as the

coefficient is close to 0. Nevertheless, H9a is rejected and H9b is retained.

Table 6.12  H9 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
B2 in model (1) equals to 0. 0.007 6.270 5 0.281 |Retain the null hypothesis.
B3 in model (1) equals to 0. 0.007 7.794 0.168 |Retain the null hypothesis.
B2 in model (2) equals to 0. 0.001 3.701 0.448 |Retain the null hypothesis.
B3 in model (2) equals to 0. 0.001 3.243 0.518 |Retain the null hypothesis.
B2 in model (3) equals to 0. 0.000 7.003 0.220 |Retain the null hypothesis.
Bz in model (3) equals to 0. 0.000 11.691 0.039 |Reject the null hypothesis.
B2 in model (4) equals to 0. 0.589 1.850 0.933 |Retain the null hypothesis.
B3 in model (4) equals to 0. 0.589 6.882 0.332 |Retain the null hypothesis.
B2 in model (5) equals to 0. 0.001 3.495 0.479 |Retain the null hypothesis.
Bz in model (5) equals to 0. 0.001 2.852 0.583 |Retain the null hypothesis.
B2 in model (6) equals to 0. 0.124 8.207 0.223 |Retain the null hypothesis.
B3 in model (6) equals to 0. 0.124 1.779 0.939 |Retain the null hypothesis.

Null Hypothesis Sig. Decision
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Table 6.13  Parameter Estimates of CityofUniversity in O-E-Introjectedl of Chinese

Students

Category* B3 Sig.
Disagree -0.094 0.103
Somewhat disagree -0.010 0.272
Neither agree nor disagree / no opinion -0.002 0.698
Somewhat agree -0.010 0.089
Agree -0.007 0.048
*The reference category is strongly agree.

Test results of H10: prior education institutions’ locations and surface learning approaches

H10’s null hypothesis assumes no relationship between Chinese students’ locations of prior
education institutions and their adoption of surface learning approaches. The regression result
of models (15) to (22) are used to test H10. The regression information and hypothesis test

details are listed in Table 6.14. The regression results show that neither B2 nor Bz is significantly
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different from 0 in models (15) to (22) at the 0.05 level. H10a is retained and H10b is rejected.
Chinese students’ locations of prior education institutions does not have a significant effect on

their adoption of surface learning approaches.

Table 6.14  H10 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

B2 in model (15) equals to 0. 0.595 2.265 5 0.811 |Retain the null hypothesis.
B3 in model (15) equals to 0. 0.595 3.705 5 0.593 |Retain the null hypothesis.
B2 in model (16) equals to 0. 0.607 6.096 5 0.297 |Retain the null hypothesis.
B3 in model (16) equals to 0. 0.607 2.963 5 0.706 |Retain the null hypothesis.
B2 in model (17) equals to 0. 0.002 10.339 6 0.111 |Retain the null hypothesis.
B3 in model (17) equals to 0. 0.002 0.750 6 0.993 |Retain the null hypothesis.
B2 in model (18) equals to 0. 0.163 4.205 6 0.649 |Retain the null hypothesis.
B3 in model (18) equals to 0. 0.163 0.361 6 0.999 |Retain the null hypothesis.
B2 in model (19) equals to 0. 0.033 9.568 6 0.144 |Retain the null hypothesis.
B3 in model (19) equals to 0. 0.033 4.613 6 0.594 |Retain the null hypothesis.
B2 in model (20) equals to 0. 0.011 1.542 6 0.957 |Retain the null hypothesis.
B3 in model (20) equals to 0. 0.011 5.541 6 0.476 |Retain the null hypothesis.
B2 in model (21) equals to 0. 0.009 3.360 6 0.763 |Retain the null hypothesis.
B3 in model (21) equals to 0. 0.009 4.622 6 0.593 |Retain the null hypothesis.
B2 in model (22) equals to 0. 0.146 7.437 6 0.282 |Retain the null hypothesis.
B3 in model (22) equals to 0. 0.146 13.132 6 0.041 |Retain the null hypothesis.

Test results of H11: prior academic performance and learning orientations

The null hypothesis of H11 is that Chinese students’ prior academic performance does not
affect their learning orientations. Two independent variables that measure Chinese students’
prior academic performance, LevelofUni and GPA, are involved in the models. The regression
results for models (1) to (14) are used to make decisions for H11. The hypotheses and test

details are presented in Table 6.15.
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Table 6.15  H11 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
B4 in model (1) equals to 0. 0.007 10.251 5 0.068 |Retain the null hypothesis.
Bs in model (1) equals to 0. 0.007 10.176 0.070 |Retain the null hypothesis.
B4 in model (2) equals to 0. 0.001 6.526 0.163 |Retain the null hypothesis.
Bs in model (2) equals to 0. 0.001 20.932 0.000 |Reject the null hypothesis.
B4 in model (3) equals to 0. 0.000 14.226 0.014 |Reject the null hypothesis.
Bs in model (3) equals to 0. 0.000 14.148 0.015 |Reject the null hypothesis.
B4 in model (4) equals to 0. 0.589 9.508 0.147 |Retain the null hypothesis.
Bs in model (4) equals to 0. 0.589 1.334 0.970 |Retain the null hypothesis.
B4 in model (5) equals to 0. 0.001 10.918 0.028 |Reject the null hypothesis.
Bs in model (5) equals to 0. 0.001 18.162 0.001 |Reject the null hypothesis.
B4 in model (6) equals to 0. 0.124 6.475 0.372 |Retain the null hypothesis.
Bs in model (6) equals to 0. 0.124 5.169 0.522 |Retain the null hypothesis.
B4 in model (7) equals to 0. 0.008 5.432 0.365 |Retain the null hypothesis.
Bs in model (7) equals to 0. 0.008 19.820 0.001 |Reject the null hypothesis.
B4 in model (8) equals to 0. 0.030 5.116 0.529 |Retain the null hypothesis.
Bs in model (8) equals to 0. 0.030 11.456 0.075 |Retain the null hypothesis.
B4 in model (9) equals to 0. 0.001 7.988 0.239 |Retain the null hypothesis.
Bs in model (9) equals to 0. 0.001 19.085 0.004 |Reject the null hypothesis.
B4 in model (10) equals to 0. 0.012 8.651 0.194 |Retain the null hypothesis.
Bs in model (10) equals to 0. 0.012 11.705 0.069 |Retain the null hypothesis.
B4 in model (11) equals to 0. 0.000 4.064 0.540 |Retain the null hypothesis.
Bs in model (11) equals to 0. 0.000 9.728 0.083 |Retain the null hypothesis.
B4 in model (12) equals to 0. 0.000 6.436 0.266 | Retain the null hypothesis.
Bs in model (12) equals to 0. 0.000 23.862 0.000 |Reject the null hypothesis.
B4 in model (13) equals to 0. 0.002 5.898 0.435 |Retain the null hypothesis.
Bs in model (13) equals to 0. 0.002 16.059 0.013 |Reject the null hypothesis.
B4 in model (14) equals to 0. 0.000 14.261 0.027 |Reject the null hypothesis.
Bs in model (14) equals to 0. 0.000 18.473 0.005 |Reject the null hypothesis.

Null Hypothesis Sig. Decision

OO |Ol|Olo (O~ OOOdCT|O1|A[A~OT

For null hypotheses that involve LevelofUni, the null hypotheses of models (3), (5) and
(14) are rejected. That is, Chinese students’ undergraduate university levels have a significant
effect on O-E-Introjectedl, O-E-Regulationl and O-A-LostDirection at the 0.05 level. The
parameter estimates for LevelofUni in these three learning orientation variables are presented
in Table 6.16 with the significant (at the 0.05 level) coefficients in bold. For LevelofUni, one
category (agree) of O-E-Introjectedl has a significant coefficient at the 0.05 level, yet the
coefficient is close to 0 (-0.007). This indicates a weak effect of Chinese students’
undergraduate university levels on O-E-Introjectedl. The coefficients for O-A-LostDirection,
however, are significant in multiple categories. The negative coefficients indicate that Chinese
students from better universities are more likely to have a strong feeling of losing direction
after spending some time in their programs. Table 6.15 shows more learning orientations are
affected by Chinese students’ comparative GPA. O-E-ldentified2, O-E-Introjectedl, O-E-
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Regulation1, O-1-Accomplishmentl, O-1-Stimulationl, O-I-ToKnow2, O-A-LackofDirection
and O-A-LostDirection are all significantly affected by GPA at the 0.05 level.

Table 6.16 = Parameter Estimates of LevelofUni in Learning Orientations of Chinese

Students

Learning orientation variable O-E-Introjectedl | O-E-Regulationl | O-A-LostDirection
Category™ Ba Sig. Ba Sig. Ba Sig.
Strongly disagree - - - - -0.605 0.107
Disagree -0.493 | 0.337 - - -0.918 0.012
Somewhat disagree 0454 | 0.130 | 0.443 | 0.206 | -0.556 0.116
Neither agree nor disagree / no opinion | 0.409 | 0.105 | 0.274 | 0.324 | -0.763 0.032
Somewhat agree -0.090 | 0.671 | -0.109 | 0.608 | -1.174 0.002
Agree -0.007 | 0.048 | -0.319 | 0.105 | -0.847 0.029

*The reference category is strongly agree.

The parameter estimates of GPA for these learning orientation variables are presented
in Tables 6.17 to 6.19 with each type of learning orientations (extrinsic, intrinsic and
amotivation) presented in one table. The bold numbers indicate the coefficients that are
significant at the 0.05 level. All coefficients are negative, indicating that the Chinese students
with higher GPA than their undergraduate classmates have stronger extrinsic and intrinsic
orientations, but they are also more likely to feel lost after spending some time in their

programs. The decision is to reject H11a and retain H11b.

Table 6.17  Parameter Estimates of the GPA effect in Extrinsic Learning
Orientations of Chinese Students

Extrinsic learning orientation variable | O-E-ldentified2 | O-E-Introjectedl | O-E-Regulationl
Category™ Bs Sig. Bs Sig. Bs Sig.
Disagree - - -1.215 | 0.007 - -
Somewhat disagree -0.333 | 0.308 | -0.110 | 0.663 | -0.605 0.031
Neither agree nor disagree / no opinion | -0.896 | 0.000 | 0.058 | 0.779 | -0.568 0.020
Somewhat agree -0.679 | 0.000 | -0.261 | 0.094 | -0.764 | 0.000
Agree -0.482 | 0.005 | 0.005 | 0.970 | -0.527 0.004
*The reference category is strongly agree.

Table 6.18  Parameter Estimates of the GPA Effect in Intrinsic Learning
Orientations of Chinese Students

Intrinsic learning orientation variable | O-I1-Accomplishmentl | O-I-Stimulationl | O-I-ToKnow2
Category™ Bs Sig. Bs Sig. Bs Sig.
Strongly disagree - - -0.402 | 0.599 - -
Disagree -0.963 0.003 -1.085 | 0.017 |-1.722| 0.000
Somewhat disagree -0.456 0.129 -0.477 | 0.122 | -0.508 | 0.050
Neither agree nor disagree / no opinion | -0.777 0.001 -0.667 | 0.019 |-0.557 | 0.019
Somewhat agree -0.684 0.001 -0.342 | 0.230 | -0.626 | 0.002
Agree -0.426 0.041 -0.162 | 0.572 | -0.461 | 0.026
*The reference category is strongly agree.
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Table 6.19 Parameter Estimates of the GPA Effect in Amotivation of Chinese

Students

Amotivation variable O-A-LackofDirection O-A-LostDirection
Category™ Bs Sig. Bs Sig.

Strongly disagree -0.641 0.170 -1.223 0.004
Disagree -0.836 0.072 -1.352 0.001
Somewhat disagree -0.885 0.057 -1.197 0.004
Neither agree nor disagree / no opinion -0.843 0.080 -1.417 0.001
Somewhat agree -1.079 0.024 -1.259 0.003
Agree -0.262 0.605 -1.311 0.002

*The reference category is strongly agree.

Test results of H12: prior academic performance and learning approaches

The null hypothesis of H12 is that Chinese students’ prior academic performance does not
affect their adoption of learning approaches in Australian postgraduate accounting programs.
All models that involve the relationship between background variables and learning approaches
can provide information to make decisions for H12. Table 6.20 presents the multinominal
logistic regression results for these models. It can be concluded that Chinese students’ previous

universities’ level has a significant effect on all three types of learning approaches at the 0.05

level.
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Table 6.20

H12 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

B4 in model (15) equals to 0. 0.595 5.593 5 0.348 |Retain the null hypothesis.
Bs in model (15) equals to 0. 0.595 1.775 5 0.879 |Retain the null hypothesis.
B4 in model (16) equals to 0. 0.607 1.421 5 0.922 |Retain the null hypothesis.
Bs in model (16) equals to 0. 0.607 2.894 5 0.716 |Retain the null hypothesis.
B4 in model (17) equals to 0. 0.002 19.252 6 0.004 |Reject the null hypothesis.
Bs in model (17) equals to 0. 0.002 12.950 6 0.044 |Reject the null hypothesis.
B4 in model (18) equals to 0. 0.163 14.571 6 0.024 |Retain the null hypothesis.
Bs in model (18) equals to 0. 0.163 4.698 6 0.583 |Retain the null hypothesis.
B4 in model (19) equals to 0. 0.033 13.164 6 0.041 |Reject the null hypothesis.
Bs in model (19) equals to 0. 0.033 8.215 6 0.223 |Retain the null hypothesis.
B4 in model (20) equals to 0. 0.011 15.177 6 0.019 |Reject the null hypothesis.
Bs in model (20) equals to 0. 0.011 9.929 6 0.128 |Retain the null hypothesis.
B4 in model (21) equalsto 0.| 0.009 9.006 6 0.173 | Retain the null hypothesis.
Bs in model (21) equalsto 0.| 0.009 8.484 6 0.205 | Retain the null hypothesis.
B4 in model (22) equals to 0. 0.146 13.400 6 0.037 | Retain the null hypothesis.
Bs in model (22) equals to 0. 0.146 6.775 6 0.342 | Retain the null hypothesis.
B4 in model (23) equalsto 0.| 0.008 11.108 6 0.085 | Retain the null hypothesis.
Bs in model (23) equalsto 0.| 0.008 7.988 6 0.239 | Retain the null hypothesis.
B4 in model (24) equals to 0. 0.012 7.144 6 0.308 | Retain the null hypothesis.
Bs in model (24) equals to 0. 0.012 5.154 6 0.524 | Retain the null hypothesis.
B4 in model (25) equals to 0. 0.192 3.073 5 0.689 | Retain the null hypothesis.
Bs in model (25) equalsto 0.| 0.192 4.939 5 0.423 | Retain the null hypothesis.
B4 in model (26) equalsto 0.| 0.291 3.672 5 0.598 | Retain the null hypothesis.
Bs in model (26) equals to 0. 0.291 4.874 5 0.431 | Retain the null hypothesis.
B4 in model (27) equals to 0. 0.003 14.637 5 0.012 | Reject the null hypothesis.
Bs in model (27) equalsto 0.| 0.003 6.375 5 0.271 | Retain the null hypothesis.
B4 in model (28) equalsto 0.| 0.030 12.207 6 0.058 | Retain the null hypothesis.
Bs in model (28) equalsto 0.| 0.030 4.974 6 0.547 | Retain the null hypothesis.
B4 in model (29) equals to 0. 0.165 6.550 5 0.256 | Retain the null hypothesis.
Bs in model (29) equalsto 0.| 0.165 7.726 5 0.172 | Retain the null hypothesis.
B4 in model (30) equalsto 0.| 0.000 13.919 4 0.008 | Reject the null hypothesis.
Bs in model (30) equalsto 0.| 0.000 5.492 4 0.240 | Retain the null hypothesis.
B4 in model (31) equalsto 0.| 0.017 8.568 5 0.128 | Retain the null hypothesis.
Bs in model (31) equals to 0. 0.017 6.890 5 0.229 | Retain the null hypothesis.
B4 in model (32) equalsto 0.| 0.000 3.093 5 0.686 | Retain the null hypothesis.
Bs in model (32) equalsto 0.| 0.000 7.989 5 0.157 | Retain the null hypothesis.
B4 in model (33) equalsto 0.| 0.203 5.589 5 0.348 | Retain the null hypothesis.
Bs in model (33) equals to 0. 0.203 1.831 5 0.872 | Retain the null hypothesis.
B4 in model (34) equalsto 0.| 0.123 10.102 6 0.120 | Retain the null hypothesis.
Bs in model (34) equalsto 0.| 0.123 5.151 6 0.525 | Retain the null hypothesis.
B4 in model (35) equalsto 0.| 0.036 4.920 4 0.296 | Retain the null hypothesis.
Bs in model (35) equalsto 0.| 0.036 2.644 4 0.619 | Retain the null hypothesis.
B4 in model (36) equals to 0. 0.001 20.886 5 0.001 | Reject the null hypothesis.
Bs in model (36) equals to 0. 0.001 21.924 5 0.001 | Reject the null hypothesis.
B4 in model (37) equalsto 0.| 0.000 10.456 6 0.107 | Retain the null hypothesis.
Bs in model (37) equalsto 0.| 0.000 15.339 6 0.018 | Reject the null hypothesis.
B4 in model (38) equalsto 0.| 0.000 13.594 5 0.018 | Reject the null hypothesis.
Bs in model (38) equals to 0. 0.000 27.705 5 0.000 | Reject the null hypothesis.

165




The bold numbers in Tables 6.21 to 6.24 indicate that the coefficients for the category
are statistically significant at the 0.05 level. As presented in Table 6.21, the significant
coefficients for A-S-NotCopel and A-S-NotMakingSense2 are positive. This means that
Chinese students who are from better universities are less likely to have difficulties coping with

and understanding course material.

Table 6.21  Parameter Estimates of LevelofUni Effect on Surface Learning
Approaches of Chinese Students

Surface learning approach variable A-S-NotCopel NotMaﬁi-nSg-Sensel NotMaﬁi-r?g-Sensez
Category* Ba Sig. Ba Sig. B4 Sig.
Strongly disagree 0.616 0.131 0.253 0.493 1.033 | 0.034
Disagree 0.706 | 0.035 0.341 0.281 | 0597 | 0.192
Somewhat disagree 0.486 0.077 0.008 0.976 0.776 | 0.083
Neither agree nor disagree / no opinion| 0.412 0.136 | -0.421 | 0.219 0.312 | 0.504
Somewhat agree 0.456 | 0.069 | -0.022 | 0.930 | 0.433 | 0.337
Agree -0.134 0.617 -0.436 0.123 0.327 0.476

*The reference category is strongly agree.

Table 6.22 presents the parameter estimates for the deep learning approach variables
that are significantly affected at the 0.05 level by LevelofUni. The negative coefficients
indicate a positive relationship between Chinese students’ level of universities and their use of

understanding and relating in study.

Table 6.22  Parameter Estimates of LevelofUni Effect on Deep Learning Approaches
of Chinese Students

Deep learning approach variable A-D-Meaningl A-D-Relate2
Category™* Ba Sig. Ba Sig.
Disagree 0.437 0.510 - -
Somewhat disagree -0.155 0.625 -1.265 0.001
Neither agree nor disagree / no opinion -0.926 0.002 -0.524 0.042
Somewhat agree -0.344 0.167 -0.438 0.030
Agree -0.271 0.253 -0.372 0.036

*The reference category is strongly agree.

The achieving learning approach variables that are significantly affected by LevelofUni
are A-A-Organised2 and A-A-TimeManage2. As shown in Table 6.23, all coefficients that are
significant at the 0.05 level are negative, indicating that Chinese students from better

universities are better organised and work more steadily in their study.
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Table 6.23  Parameter Estimates of LevelofUni Effect in Achieving Learning
Approaches of Chinese Students

Achieving learning approach variable A-A-Organised?2 A-A-TimeManage2
Category* B4 Sig. Ba Sig.
Disagree -0.734 0.119 0.590 0.066
Somewhat disagree -0.955 0.002 -0.481 0.043
Neither agree nor disagree / no opinion -0.597 0.031 -0.303 0.214
Somewhat agree -0.180 0.462 -0.005 0.977
Agree -0.150 0.558 -0.088 0.647
*The reference category is strongly agree.

The regression results for GPA also indicate its significant effect on Chinese students’
learning approaches. Table 6.24 summarises the learning approaches that are significantly
affected by Chinese students’ comparative GPA performance in their undergraduate classes.
The significant coefficients for the learning approach variable, A-S-NotCopel, are negative.
This means Chinese students who outperformed their classmates in their undergraduate studies
are less likely to have difficulties in coping. The positive coefficients that are significant at the
0.05 level for the three achieving approach variables show that Chinese students who had
higher GPAs in their undergraduate studies are more organised in their study. In conclusion,
the decision for H12 is to reject H12a and retain H12b.

Table 6.24  Parameter Estimates of the GPA Effect in Learning Approaches of
Chinese Students

Learning approach variable AS- AA- _AA _AA

NotCopel | Organised2 |TimeManagel | TimeManage2
Category™* Bs | Sig. Bs Sig. Bs Sig. Bs Sig.
Strongly disagree 0.795]0.025| - - |-1.081) 0.085 - -
Disagree 0.739)0.006 |-0.798 | 0.019 |-0.191| 0.558 |-0.847 | 0.000
Somewhat disagree 0.1940.288 |-0.890 | 0.001 | -0.601| 0.004 |-0.820 | 0.000
Neither agree nor disagree / no opinion | 0.233|0.206 | -0.324 | 0.197 |-0.080| 0.684 |-0.679| 0.001
Somewhat agree 0.311)0.066 |-0.425| 0.069 |-0.177| 0.273 |-0.558 | 0.001
Agree 0.158]0.376|-0.328 | 0.176 |-0.026 | 0.865 |-0.341 | 0.057
*The reference category is strongly agree.

Test results of H13: English competency and surface learning approaches

H13’s null hypothesis is that Chinese students’ English competency does not affect their
adoption of surface learning approaches. Models (15) to (22) describe the relationship between
background variables and surface learning approach variables. The regression results of these
eight models are presented in Table 6.25. The only surface learning variable that has a
significant coefficient at the 0.05 level is A-S-NotCopel in model (17). All other models retain
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the null hypothesis. Table 6.26 presents the parameter estimates of English in A-S-NotCopel
with the significant coefficients in bold. The negative coefficients indicate that Chinese
students with higher English competency are less likely to answer “somewhat disagree” and
“disagree” than “strongly agree” for A-S-NotCopel. H13a is rejected and H13b is retained.
Chinese students’ English competency has a positive effect on their concerns about coping.
This conclusion seems odd — students who speak English better are more likely to feel
overwhelmed by the amount of course material. This could be explained by the correlation
between A-S-NotCopel and other learning approach variables. Chapter Seven will discuss

these relationships and potential causes in detail.

Table 6.25  H13 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
7 in model (15) equals to 0. 0.595 6.304
B7 in model (16) equals to 0. 0.607 4.675
B7 in model (17) equals to 0. 0.002 13.641
7 in model (18) equals to 0. 0.163 11.429
7 in model (19) equals to 0. 0.033 9.084
B7 in model (20) equals to 0. 0.011 5.647
B7 in model (21) equals to 0. 0.009 8.055
B7 in model (22) equals to 0. 0.146 9.395

Null Hypothesis Sig. Decision

0.278 |Retain the null hypothesis.
0.457 |Retain the null hypothesis.
0.034 |Reject the null hypothesis.
0.076 |Retain the null hypothesis.
0.169 |Retain the null hypothesis.
0.464 |Retain the null hypothesis.
0.234 |Retain the null hypothesis.
0.153 |Retain the null hypothesis.

OO | (01|01

Table 6.26  Parameter Estimates of the English Effect in A-S-NotCopel of Chinese

Students

Category™ B7 Sig.
Strongly Disagree 0.246 0.683
Disagree -1.307 0.025
Somewhat disagree -0.198 0.644
Neither agree nor disagree / no opinion -0.232 0.592
Somewhat agree -0.881 0.028
Agree -0.498 0.231
*The reference category is strongly agree.

Test results of H14: English competency and learning orientations

The null hypothesis of H14 assumes no relationship between Chinese students’ English
competency and their learning orientations. Models (1) to (14) describe the relationships
between Chinese students’ background variables and their learning orientations. The regression
results of these 14 models are used to test H14. As presented in Table 6.27, one extrinsic

learning orientation variable, O-E-Introjectedl, and two intrinsic learning orientation variables,
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O-1-Accomplishment2 and O-I-Stimulationl, are significantly affected at the 0.05 level by
English.

Table 6.27  H14 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

B7 in model (1) equals to 0. 0.007 6.581 5 0.254 |Retain the null hypothesis.
7 in model (2) equals to 0. 0.001 1.292 4 0.863 | Retain the null hypothesis.
B7 in model (3) equals to 0. 0.000 11.577 5 0.041 |Reject the null hypothesis.
B7 in model (4) equals to 0. 0.589 9.899 6 0.129 |Retain the null hypothesis.
B7 in model (5) equals to 0. 0.001 6.276 4 0.179 |Retain the null hypothesis.
7 in model (6) equals to 0. 0.124 5.984 6 0.425 |Retain the null hypothesis.
7 in model (7) equals to 0. 0.008 7.532 5 0.184 |Retain the null hypothesis.
B7 in model (8) equals to 0. 0.030 12.876 6 0.045 |Reject the null hypothesis.
B7 in model (9) equals to 0. 0.001 13.588 6 0.035 |Reject the null hypothesis.
7 in model (10) equals to 0. 0.012 12.120 6 0.059 |Retain the null hypothesis.
7 in model (11) equals to 0. 0.000 7.735 5 0.171 |Retain the null hypothesis.
B7 in model (12) equals to 0. 0.000 8.703 5 0.122 |Retain the null hypothesis.
B7 in model (13) equals to 0. 0.002 6.719 6 0.348 |Retain the null hypothesis.
B7 in model (14) equals to 0. |0.000 8.423 |6 0.209 |Retain the null hypothesis.

The parameter estimates for the three significant variables are presented in Table 6.28
with the significant coefficients in bold. A positive coefficient is significant at the 0.05 level
for the disagree category in O-E-Introjectedl. This shows that Chinese students with higher
English competency are more likely to disagree with the first introjected statement, that they
chose to enrol in an Australian postgraduate accounting degree to prove their capabilities. The
negative coefficients of the two intrinsic orientation variables indicate that Chinese students’
English competency positively affects their intrinsic learning orientations, in particular, their
pleasure in surpassing themselves and communicating with other students and lecturers.
Overall, Chinese students’ English competency can impact their extrinsic and intrinsic learning

orientations. The decision for H14 is therefore to reject H14a and retain H14b.

Table 6.28  Parameter Estimates of English in Learning Orientations of Chinese

Students
Learning orientation variable O-E-Introjectedl | O-1-Accomplishment2 | O-I-Stimulationl
Category* B Sig. Br Sig. B7 Sig.
Strongly disagree - - -1.108 0.413 -1.058 | 0.389
Disagree 1.501 | 0.034 -0.035 0.967 1.154 | 0.128
Somewhat disagree 0.106 | 0.826 -0.566 0.330 -0.853 | 0.127
Neither agree nor disagree / no opinion | -0.156 | 0.721 -0.211 0.604 -0.692 | 0.150
Somewhat agree -0.556 | 0.122 -1.137 0.004 | -1.036 | 0.032
Agree -0.427 | 0.152 -0.601 0.102 -0.785 | 0.097
*The reference category is strongly agree.
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Test results of H15: prior accounting knowledge and learning orientations

The null hypothesis of H15 is that Chinese students’ prior accounting knowledge does not

affect their learning orientations. Two measures were used to measure Chinese students’ prior

accounting knowledge: AccKnow that measures academic accounting knowledge and Work

that measures practical knowledge. The regression results relevant to Accknow and Work in

models (1) to (14) are presented in Table 6.29. Two intrinsic learning orientation variables, O-

I-Accomplishmentl and O-I-ToKnowl1, are significantly affected by AccKnow at the 0.05

level.
Table 6.29  H15 Hypothesis Test Summary
. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

Bs in model (1) equals to 0. 0.007 8.900 5 0.113 |Retain the null hypothesis.
By in model (1) equals to 0. 0.007 7.105 5 0.213 |Retain the null hypothesis.
Bs in model (2) equals to 0. 0.001 3.090 4 0.543 |Retain the null hypothesis.
Bo in model (2) equals to 0. 0.001 22.163 4 0.000 |Reject the null hypothesis.
Bs in model (3) equals to 0. 0.000 9.664 5 0.085 |Retain the null hypothesis.
Be in model (3) equals to 0. 0.000 12.025 5 0.034 |Reject the null hypothesis.
Bs in model (4) equals to 0. 0.589 5.292 6 0.507 |Retain the null hypothesis.
o in model (4) equals to 0. 0.589 6.599 6 0.360 |Retain the null hypothesis.
Bs in model (5) equals to 0. 0.001 5.983 4 0.200 |Retain the null hypothesis.
Be in model (5) equals to 0. 0.001 12.346 4 0.015 |Reject the null hypothesis.
Bs in model (6) equals to 0. 0.124 3.475 6 0.747 |Retain the null hypothesis.
Bo in model (6) equals to 0. 0.124 7.297 6 0.294 |Retain the null hypothesis.
Bs in model (7) equals to 0. 0.008 13.199 5 0.022 |Reject the null hypothesis.
Be in model (7) equals to 0. 0.008 7.442 5 0.190 |Retain the null hypothesis.
Bs in model (8) equals to 0. 0.030 6.116 6 0.410 |Retain the null hypothesis.
Be in model (8) equals to 0. 0.030 6.260 6 0.395 |Retain the null hypothesis.
Bs in model (9) equals to 0. 0.001 8.165 6 0.226 |Retain the null hypothesis.
Bo in model (9) equals to 0. 0.001 9.637 6 0.141 |Retain the null hypothesis.
Bs in model (10) equals to 0. 0.012 11.933 6 0.063 |Retain the null hypothesis.
Be in model (10) equals to 0. 0.012 7.517 6 0.276 |Retain the null hypothesis.
Bs in model (11) equals to 0. 0.000 19.375 5 0.002 |Reject the null hypothesis.
Bo in model (11) equals to 0. 0.000 4.031 5 0.545 |Retain the null hypothesis.
Bs in model (12) equals to 0. 0.000 3.811 5 0.577 |Retain the null hypothesis.
By in model (12) equals to 0. 0.000 18.467 5 0.002 |Reject the null hypothesis.
Bs in model (13) equals to 0. 0.002 8.744 6 0.188 |Retain the null hypothesis.
Bo in model (13) equals to 0. 0.002 15.393 6 0.017 |Reject the null hypothesis.
Bs in model (14) equals to 0. 0.000 9.754 6 0.135 |Retain the null hypothesis.
Bo in model (14) equals to 0. 0.000 4.507 6 0.608 |Retain the null hypothesis.

The parameter estimates (see Table 6.30) show that Chinese students’ prior academic

accounting knowledge is positively related to their intrinsic learning orientations. The other

subject knowledge measure, Work, has a significant impact on five learning orientation
variables at the 0.05 level. As presented in Table 6.31, the significant (at the 0.05 level)
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coefficients of all extrinsic and intrinsic variables are negative. This means that Chinese
students with more working experience are more likely to be both extrinsically and intrinsically
motivated. It should be noted that the coefficients of O-A-LackofDirection are negative. This
means Chinese students with more working experience are also more likely to be unsure about
the reasons why they enrolled in an Australian postgraduate accounting program. The decision
for H15 is to reject H15a and retain H15b. Chinese students’ prior accounting knowledge has
an impact on all three types of learning orientations.

Table 6.30  Parameter Estimates of AccKnow in the Learning Orientations of
Chinese Students

Learning orientation variable O-I-Accomplishmentl O-1-ToKnowl
Category™* Bs Sig. Bs Sig.
Disagree -0.295 0.106 -0.384 0.025
Somewhat disagree -0.422 0.006 -0.404 0.006
Neither agree nor disagree / no opinion -0.160 0.183 -0.211 0.101
Somewhat agree -0.095 0.403 -0.127 0.298
Agree -0.015 0.894 0.021 0.870

*The reference category is strongly agree.

Table 6.31  Parameter Estimates of Work Effect on the Learning Orientations of
Chinese Students

Learning orientation O-E- O-E- O-E- O-1-ToKnow?2 O-A-Lack of
variable Identified2 Introjectedl | Regulationl Direction

Category* Bo Sig. Bo Sig. Bo Sig. Bo Sig. Bo Sig.
Strongly disagree - - - - - - - - 1-0.421)0.105
Disagree - -0.098 | 0.764 - 0.174 | 0.570 |-0.424 | 0.100

Somewhat disagree [-0.812| 0.013 | 0.121 | 0.481 |-0.043 | 0.825 |-0.577| 0.005 |-0.576| 0.026
Neither agree nor | 437 | 9,829 |-0.201| 0.188 |-0.231 | 0.166 |-0.508 | 0.004 |-0.263 | 0.331
disagree / no opinion
Somewhat agree -0.387] 0.001 |-0.139| 0.220 |-0.401| 0.001 |-0.332| 0.010 |-0.694 | 0.016
Agree -0.328 | 0.002 |-0.284] 0.004 |-0.200 | 0.063 |-0.201| 0.113 |-0.745| 0.013
*The reference category is strongly agree.

Test results of H16: prior accounting knowledge and learning approaches

H16’s null hypothesis assumes no relationship between Chinese students’ prior accounting
knowledge and their learning approaches. Models (15) to (38) relate to the relationship between
the two measures of prior accounting knowledge, AccKnow and Work, and the learning

approach variables. The regression results are presented in Table 6.32.
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Table 6.32

H16 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig. | Square Frgedom Sig. Decision

Bs in model (15) equals to 0. 0.595 2.164 5 0.826 |Retain the null hypothesis.
By in model (15) equals to 0. 0.595 6.772 5 0.238 |Retain the null hypothesis.
Bs in model (16) equals to 0. 0.607 3.167 5 0.674 |Retain the null hypothesis.
o in model (16) equals to 0. 0.607 2.318 5 0.804 |Retain the null hypothesis.
Bs in model (17) equals to 0. 0.002 3.197 6 0.784 |Retain the null hypothesis.
Bo in model (17) equals to 0. 0.002 17.811 6 0.007 |Reject the null hypothesis.
Bs in model (18) equals to 0. 0.163 2.359 6 0.884 |Retain the null hypothesis.
Bo in model (18) equals to 0. 0.163 6.886 6 0.331 |Retain the null hypothesis.
Bs in model (19) equals to 0. 0.033 7.484 6 0.278 |Retain the null hypothesis.
By in model (19) equals to 0. 0.033 5.669 6 0.461 |Retain the null hypothesis.
Bs in model (20) equals to 0. 0.011 8.775 6 0.187 |Retain the null hypothesis.
Bo in model (20) equals to 0. 0.011 20.994 6 0.002 |Reject the null hypothesis.
Bs in model (21) equals to 0. 0.009 8.168 6 0.226 |Retain the null hypothesis.
Bo in model (21) equals to 0. 0.009 18.727 6 0.005 |Reject the null hypothesis.
Bs in model (22) equals to 0. 0.146 1.996 6 0.920 |Retain the null hypothesis.
By in model (22) equals to 0. 0.146 4.588 6 0.598 |Retain the null hypothesis.
Bs in model (23) equals to 0. 0.008 12.158 6 0.059 |Retain the null hypothesis.
Bo in model (23) equals to 0. 0.008 8.674 6 0.193 |Retain the null hypothesis.
Bs in model (24) equals to 0. 0.012 12.651 6 0.049 |Reject the null hypothesis.
By in model (24) equals to 0. 0.012 11.888 6 0.065 |Retain the null hypothesis.
Bs in model (25) equals to 0. 0.192 5.041 5 0.411 |Retain the null hypothesis.
Bo in model (25) equals to 0. 0.192 2.933 5 0.710 |Retain the null hypothesis.
Bs in model (26) equals to 0. 0.291 4.391 5 0.495 |Retain the null hypothesis.
Be in model (26) equals to 0. 0.291 4.881 5 0.431 |Retain the null hypothesis.
Bs in model (27) equals to 0. 0.003 5.704 5 0.336 |Retain the null hypothesis.
Bo in model (27) equals to 0. 0.003 6.717 5 0.243 |Retain the null hypothesis.
Bs in model (28) equals to 0. 0.030 5.948 6 0.429 |Retain the null hypothesis.
Bs in model (28) equals to 0. 0.030 6.551 6 0.364 |Retain the null hypothesis.
By in model (29) equals to 0. 0.165 3.174 5 0.673 |Retain the null hypothesis.
Bs in model (29) equals to 0. 0.165 1.214 5 0.944 |Retain the null hypothesis.
Be in model (30) equals to 0. 0.000 7.321 4 0.120 |Retain the null hypothesis.
Bs in model (30) equals to 0. 0.000 8.916 4 0.063 |Retain the null hypothesis.
Bo in model (31) equals to 0. 0.017 4.239 5 0.515 |Retain the null hypothesis.
Bs in model (31) equals to 0. 0.017 3.167 5 0.674 |Retain the null hypothesis.
B in model (32) equals to 0. 0.000 13.819 5 0.017 |Reject the null hypothesis.
Bs in model (32) equals to 0. 0.000 4.409 5 0.492 |Retain the null hypothesis.
Bo in model (33) equals to 0. 0.203 5.817 5 0.324 |Retain the null hypothesis.
Bs in model (33) equals to 0. 0.203 5.327 5 0.377 |Retain the null hypothesis.
Bo in model (34) equals to 0. 0.123 3.136 6 0.792 |Retain the null hypothesis.
Bs in model (34) equals to 0. 0.123 19.599 6 0.003 |Retain the null hypothesis.
Be in model (35) equals to 0. 0.036 5.726 4 0.221 |Retain the null hypothesis.
Bs in model (35) equals to 0. 0.036 8.270 4 0.082 |Retain the null hypothesis.
B9 in model (36) equals to 0. 0.001 11.738 5 0.039 |Reject the null hypothesis.
Bs in model (36) equals to 0. 0.001 5.585 5 0.349 |Retain the null hypothesis.
Be in model (37) equals to 0. 0.000 16.799 6 0.010 |Reject the null hypothesis.
Bs in model (37) equals to 0. 0.000 1.776 6 0.939 |Retain the null hypothesis.
Bo in model (38) equals to 0. 0.000 5.050 5 0.410 |Retain the null hypothesis.
B9 in model (38) equals to 0. 0.000 5.273 5 0.383 |Retain the null hypothesis.
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The only model that has a significant coefficient for AccKnow at the 0.05 level is A-
D-Interest. However, as shown in Table 6.33, none of the A-D-Interest categories has a
coefficient that is significant at the 0.05 level. This indicates that although Chinese students’
academic accounting knowledge has an effect on their active interest in accounting, the
relationship between the two variables cannot be expressed well with a linear model. The same
conclusion can be drawn for working experience’s effect on A-A-Effort2, A-A-Organised2 and
A-A-TimeManagel. Multinominal logistic regressions rejected the null hypothesis for the
three models concerning the achieving approach variables at the 0.05 level. However, as shown
in Table 6.34, these variables do not have any category with a significant coefficient for Work.
That is, although relationships between Chinese students’ working experience and their
adoption of achieving learning approaches may exist, these relationships cannot be simply

explained with a linear model.

Table 6.33  Parameter Estimates of Accknow Effect on A-D-Interest of Chinese

Students

Category* Bs Sig.
Strongly Disagree 0.209 0.410
Disagree -0.245 0.143
Somewhat disagree 0.174 0.197
Neither agree nor disagree / no opinion -0.087 0.497
Somewhat agree 0.064 0.594
Agree 0.047 0.704
*The reference category is strongly agree.

Table 6.34  Parameter Estimates of the Work Effect on Achieving Learning
Approaches of Chinese Students

Achieving learning approach variable A-A-Effort2 A-A-Organised2 | A-A-TimeManagel
Category™ Bo Sig. Bo Sig. Bo Sig.
Strongly disagree - - - - 0.254 0.628
Disagree 0.325 | 0.150 | 0.290 0.196 | -0.052 0.850
Somewhat disagree 0.100 | 0.559 | 0.105 0.527 0.141 0.380
Neither agree nor disagree / no opinion| -0.111 | 0.520 | -0.023 | 0.886 -0.021 0.880
Somewhat agree 0.042 | 0.759 | -0.047 | 0.754 0.076 0.516
Agree 0.066 | 0.625 | -0.074 | 0.637 0.024 0.825
*The reference category is strongly agree.

Significant coefficients were found for several categories of the surface learning
approach variables. Table 6.35 lists the parameter estimates and highlights the coefficients that
are significant at the 0.05 level in bold. There is a negative coefficient that is significant for the
disagree category of A-S-NotCopel. That is, Chinese students with more working experience

are more likely to disagree rather than strongly agree with the statement that they are having
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difficulty in coping. The other two surface approach variables have negative coefficients,
indicating that Chinese students with more working experience are more likely to find
themselves reading without understanding and are unable to see the overall picture. In general,
Chinese students’ prior accounting knowledge affects all three types of learning approaches.

H16a is rejected and H16b is retained.

Table 6.35  Parameter Estimates of Work’s Effect for Surface Learning Approaches
of Chinese Students

Surface learning approach variable A-S-NotCopel | A-S-NotMakingSense2 | A-S-Unrelatel
Category* By Sig. By Sig. By Sig.
Strongly disagree 0.186 | 0.419 -0.343 0.157 -0.113 | 0.701
Disagree 0.515 | 0.005 -0.218 0.323 -0.163 | 0.475
Somewhat disagree -0.006 | 0.965 -0.559 0.010 -0.411 | 0.042
Neither agree nor disagree / no opinion | -0.059 | 0.696 -0.686 0.004 -0.500 | 0.020
Somewhat agree 0.021 | 0.874 -0.476 0.027 -0.504 | 0.011
Agree -0.085 | 0.548 -0.368 0.096 -0.609 | 0.003
*The reference category is strongly agree.

6.2.3 Learning Orientations’ Impact on the Learning Approaches of Chinese Students

H17 to H21 concern the relationship between Chinese students’ learning orientations and their
learning approaches. Similar to the tests for H3 to H16, multinominal logistic regressions were
performed to test the null hypotheses of H17 to H21. The regression results of models (39) to

(62) are discussed in this subsection.

Test results of H17: extrinsic learning orientations and surface learning approaches

H17 concerns Chinese students’ extrinsic learning orientations’ impact on their adoption of
surface learning approaches. The regression results for models (39) to (46) are used for testing

purposes. Table 6.36 presents the regression results of the eight models concerning the extrinsic

learning orientations’ coefficients (P11 1O Bis).
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Table 6.36

H17 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig.| Square Frgedom Sig. Decision

B11in model (39) equals to 0. 0.000 4.089 5 0.537 |Retain the null hypothesis.
B12 in model (39) equalsto 0. 0.000 7.196 5 0.206 |Retain the null hypothesis.
B13 in model (39) equalsto 0. | 0.000 | 30.836 5 0.000 |Reject the null hypothesis.
B14 in model (39) equalsto 0. | 0.000 5.178 5 0.395 |Retain the null hypothesis.
B1s in model (39) equalsto 0.| 0.000 2.626 5 0.757 |Retain the null hypothesis.
B1s in model (39) equals to 0. 0.000 19.149 5 0.002 |Reject the null hypothesis.
B11in model (40) equals to 0. 0.057 16.238 5 0.006 |Retain the null hypothesis.
B12 in model (40) equalsto 0. |  0.057 1.471 5 0.916 |Retain the null hypothesis.
B13 in model (40) equalsto 0. |  0.057 5.394 5 0.370 |Retain the null hypothesis.
B14 in model (40) equalsto 0.| 0.057 13.316 5 0.021 |Retain the null hypothesis.
B1s in model (40) equalsto 0.| 0.057 5.242 5 0.387 |Retain the null hypothesis.
B1s in model (40) equals to 0. 0.057 6.531 5 0.258 |Retain the null hypothesis.
B11in model (41) equals to 0. 0.000 12.884 6 0.045 |Reject the null hypothesis.
B12 in model (41) equalsto 0. | 0.000 6.744 6 0.345 |Retain the null hypothesis.
B13 in model (41) equalsto 0.| 0.000 13.493 6 0.036 |Reject the null hypothesis.
B14 in model (41) equalsto 0.| 0.000 5.615 6 0.468 |Retain the null hypothesis.
B1s in model (41) equalsto 0. | 0.000 3.308 6 0.769 |Retain the null hypothesis.
B1s in model (41) equals to 0. 0.000 7.817 6 0.252 |Retain the null hypothesis.
B11in model (42) equals to 0. 0.000 1.589 6 0.953 |Retain the null hypothesis.
B12 in model (42) equalsto 0.| 0.000 6.504 6 0.369 |Retain the null hypothesis.
B13 in model (42) equalsto 0.| 0.000 33.518 6 0.000 |Reject the null hypothesis.
B14 in model (42) equalsto 0. | 0.000 3.304 6 0.770 |Retain the null hypothesis.
B1s in model (42) equalsto 0. | 0.000 7.193 6 0.303 |Retain the null hypothesis.
B1s in model (42) equals to 0. 0.000 5.077 6 0.534 |Retain the null hypothesis.
B11in model (43) equals to 0. 0.000 8.179 6 0.225 |Retain the null hypothesis.
B12 in model (43) equalsto 0. | 0.000 3.734 6 0.713 |Retain the null hypothesis.
B13 in model (43) equalsto 0. | 0.000 17.898 6 0.006 |Reject the null hypothesis.
B14 in model (43) equalsto 0. | 0.000 4.538 6 0.604 |Retain the null hypothesis.
B1s in model (43) equalsto 0.| 0.000 4.665 6 0.587 |Retain the null hypothesis.
B1s in model (43) equals to 0. 0.000 18.053 6 0.006 |Reject the null hypothesis.
B11in model (44) equals to 0. 0.000 10.687 6 0.099 |Retain the null hypothesis.
B12 in model (44) equalsto 0. | 0.000 2.723 6 0.843 |Retain the null hypothesis.
B13 in model (44) equalsto 0. | 0.000 14.033 6 0.029 |Reject the null hypothesis.
B14 in model (44) equalsto 0.| 0.000 9.128 6 0.166 |Retain the null hypothesis.
B1s in model (44) equalsto 0. | 0.000 7.906 6 0.245 |Retain the null hypothesis.
B1s in model (44) equals to 0. 0.000 9.366 6 0.154 |Retain the null hypothesis.
B11in model (45) equals to 0. 0.008 2.874 6 0.824 |Retain the null hypothesis.
B12 in model (45) equalsto 0. | 0.008 8.195 6 0.224 |Retain the null hypothesis.
B13 in model (45) equalsto 0. | 0.008 8.430 6 0.208 |Retain the null hypothesis.
B14 in model (45) equalsto 0. | 0.008 6.410 6 0.379 |Retain the null hypothesis.
B1s in model (45) equalsto 0. | 0.008 10.339 6 0.111 |Retain the null hypothesis.
B1s in model (45) equals to 0. 0.008 4.381 6 0.625 |Retain the null hypothesis.
B11in model (46) equals to 0. 0.000 2.930 5 0.711 |Retain the null hypothesis.
B12 in model (46) equalsto 0.| 0.000 3.101 5 0.684 |Retain the null hypothesis.
B13 in model (46) equalsto 0.| 0.000 18.381 5 0.003 |Reject the null hypothesis.
B14 in model (46) equalsto 0. | 0.000 3.642 5 0.602 |Retain the null hypothesis.
B1s in model (46) equalsto 0. | 0.000 6.789 5 0.237 |Retain the null hypothesis.
B1s in model (46) equals to 0. 0.000 2.209 5 0.820 |Retain the null hypothesis.
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In all extrinsic learning orientation variables, O-E-Introjectedl has significant (at the
0.05 level) relationships with the highest number of surface approach variables. The parameter
estimates for the significant relationships are listed in Table 6.37 with the significant
coefficients in bold. All significant coefficients are negative, indicating a positive relationship
between O-E-Introjectedl and the six surface learning approaches in Table 6.37. Chinese
students who choose to study postgraduate accounting in Australian universities to prove
themselves adopt more surface learning approaches. They often find it difficult to cope with
and understand the course material, need to rely on repeating or copying in learning and are

not sure what content is important.

Table 6.37  Parameter Estimates of O-E-Introjectedl Effect on Surface Learning
Approaches of Chinese Students

Surface learning approach variable A-S-Memorisel A-S-NotCopel A-S-NotCope?2
Category* B3 Sig. Bis Sig. B3 Sig.
Strongly disagree - - 0.042 0.902 | -0.966 | 0.005
Disagree -0.675 | 0.017 | -0.573 | 0.028 | -0.832 | 0.001
Somewhat disagree -0.873 | 0.000 | -0.259 | 0.203 | -1.048 | 0.000
Neither agree nor disagree / no opinion| -0.596 | 0.005 | -0.105 | 0.618 | -0.682 | 0.002
Somewhat agree -0.362 | 0.045 | -0.208 | 0.268 | -0.564 | 0.003
Agree -0.134 | 0.469 0.123 0.546 | -0.349 | 0.060
: . A-S- A-S-

Surface learning approach variable NotMakingSense1 | NotMakingSense2 A-S-Unrelate2
Category* B13 Sig. B13 Sig. B13 Sig.
Strongly disagree -0.894 | 0.011 | -0.444 | 0.260 - -
Disagree -0.466 | 0.115 | -0.775 | 0.032 | -0.580 | 0.024
Somewhat disagree -0.769 | 0.003 | -0.845 | 0.017 | -0.616 | 0.007
Neither agree nor disagree / no opinion| -0.502 | 0.088 | -0.639 | 0.078 | -0.569 | 0.022
Somewhat agree -0.479 | 0.056 | -0.521 | 0.140 | -0.310 | 0.156
Agree -0.257 | 0.331 | -0.494 | 0.176 | -0.112 | 0.620

*The reference category is strongly agree.

Table 6.38 shows that another extrinsic learning orientation, O-E-ldentifiedl, has a
negative coefficient in the strongly disagree category of A-S-NotCopel. This means Chinese
students who are motivated by identified learning orientations are more likely to have

difficulties in coping with the amount of course material.
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Table 6.38  Parameter Estimates of the O-E-ldentifiedl effect on A-S-NotCopel of
Chinese Students

Category* B11 Sig.
Strongly disagree -0.662 0.041
Disagree 0.287 0.353
Somewhat disagree -0.131 0.541
Neither agree nor disagree / no opinion -0.308 0.157
Somewhat agree 0.041 0.838
Agree -0.172 0.408
*The reference category is strongly agree.

The only extrinsic orientation that negatively affects surface learning approaches is O-
E-Regulation2, the variable that measures Chinese students’ migration-related orientations. As
shown in Table 6.39, coefficients that are significant at the 0.05 level are both positive in the
disagree categories for A-S-Memorisel and A-S-NotMakingSensel. This means Chinese
students who have a strong migration orientation rely less on memorisation and have fewer

difficulties understanding the things they have to learn.

Table 6.39  Parameter Estimates of O-E-Regulation2 Effect on Surface Learning
Approaches of Chinese Students

Surface learning approach variable A-S-Memorisel A-S-NotMakingSensel
Category™* B3 Sig. B3 Sig.
Strongly disagree - - 0.220 0.365
Disagree 0.661 0.006 0.557 0.010
Somewhat disagree 0.136 0.388 0.043 0.791
Neither agree nor disagree / no opinion -0.034 0.825 0.396 0.057
Somewhat agree -0.132 0.269 0.008 0.954
Agree 0.031 0.799 0.008 0.958
*The reference category is strongly agree.

Overall, Chinese students’ extrinsic learning orientations have significant effects on
their adoption of surface learning approaches at the 0.05 level. The decision for H17 is to reject
H17a and retain H17b.

Test results of H18: intrinsic learning orientations and deep learning approaches

The null hypothesis of H18 is that there is no relationship between Chinese students’ intrinsic
learning orientations and their adoption of deep learning approaches. Models (47) to (54)
concern the relationships between learning orientation variables and eight deep learning
approach variables. The regression results of these eight models are presented in Table 6.40.

All intrinsic orientation variables except for O-I-Stimulation2 have significant effects on at
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least one deep learning approach variable at the 0.05 level. For H18, the decision is to reject
H18a and retain H18b. Tables 6.41 to 6.45 present the parameter estimates for all deep
approach variables that are significantly affected by the five intrinsic orientation variables. The

coefficients that are significant at the 0.05 level are in bold.
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Table 6.40

H18 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig.| Square Frgedom Sig. Decision

B17 in model (47) equalsto 0.| 0.000 11.016 6 0.088 |Retain the null hypothesis.
B1s in model (47) equalsto 0. 0.000 10.798 6 0.095 |Retain the null hypothesis.
B1g in model (47) equalsto 0. | 0.000 20.927 6 0.002 |Reject the null hypothesis.
B20 in model (47) equalsto 0. | 0.000 1.176 6 0.978 |Retain the null hypothesis.
B21 in model (47) equalsto 0.| 0.000 9.290 6 0.158 |Retain the null hypothesis.
B22 in model (47) equalsto 0. 0.000 8.181 6 0.225 |Retain the null hypothesis.
B17 in model (48) equalsto 0.| 0.006 4.683 6 0.585 |Retain the null hypothesis.
Big in model (48) equalsto 0. | 0.006 13.076 6 0.042 |Reject the null hypothesis.
B1g in model (48) equalsto 0. | 0.006 4.535 6 0.605 |Retain the null hypothesis.
B20 in model (48) equalsto 0.| 0.006 9.659 6 0.140 |Retain the null hypothesis.
B21 in model (48) equalsto 0.| 0.006 12.320 6 0.055 |Retain the null hypothesis.
B22 in model (48) equalsto 0. | 0.006 3.147 6 0.790 |Retain the null hypothesis.
B1z in model (49) equalsto 0. | 0.000 8.278 6 0.218 |Retain the null hypothesis.
B1s in model (49) equalsto 0. | 0.000 11.621 6 0.071 |Retain the null hypothesis.
B1g in model (49) equalsto 0.| 0.000 9.523 6 0.146 |Retain the null hypothesis.
B20 in model (49) equalsto 0.| 0.000 9.485 6 0.148 |Retain the null hypothesis.
B21 in model (49) equalsto 0. | 0.000 3.989 6 0.678 |Retain the null hypothesis.
B22 in model (49) equalsto 0. | 0.000 19.066 6 0.004 |Reject the null hypothesis.
B1z in model (50) equalsto 0.| 0.000 26.877 5 0.000 |Reject the null hypothesis.
B1s in model (50) equalsto 0.| 0.000 21.015 5 0.001 |Reject the null hypothesis.
B1g in model (50) equalsto 0.| 0.000 23.508 5 0.000 |Reject the null hypothesis.
B20 in model (50) equalsto 0.| 0.000 10.179 5 0.070 |Retain the null hypothesis.
B21 in model (50) equalsto 0. | 0.000 23.370 5 0.000 |Reject the null hypothesis.
B22 in model (50) equalsto 0.| 0.000 27.870 5 0.000 |Reject the null hypothesis.
B17 in model (51) equalsto 0.| 0.000 7.594 5 0.180 |Retain the null hypothesis.
B1g in model (51) equalsto 0. | 0.000 6.064 5 0.300 |Retain the null hypothesis.
B1g in model (51) equalsto 0. | 0.000 13.021 5 0.023 |Reject the null hypothesis.
B20 in model (51) equalsto 0. | 0.000 8.103 5 0.151 |Retain the null hypothesis.
B21 in model (51) equalsto 0.| 0.000 7.201 5 0.206 |Retain the null hypothesis.
B22 in model (51) equalsto 0.| 0.000 9.900 5 0.078 |Retain the null hypothesis.
B17 in model (52) equalsto 0. | 0.006 2.576 5 0.765 |Retain the null hypothesis.
Big in model (52) equalsto 0. |  0.006 2.808 5 0.730 |Retain the null hypothesis.
B1g in model (52) equalsto 0. |  0.006 13.245 5 0.021 |Reject the null hypothesis.
B20 in model (52) equalsto 0. | 0.006 9.546 5 0.089 |Retain the null hypothesis.
B21 in model (52) equalsto 0. | 0.006 9.873 5 0.053 |Retain the null hypothesis.
B22 in model (52) equalsto 0. | 0.006 3.962 5 0.555 |Retain the null hypothesis.
B1z in model (53) equalsto 0. | 0.001 2.846 5 0.724 |Retain the null hypothesis.
B1g in model (53) equalsto 0. | 0.001 14.933 5 0.011 |Reject the null hypothesis.
B1g in model (53) equalsto 0. | 0.001 10.955 5 0.052 |Retain the null hypothesis.
B20 in model (53) equalsto 0. | 0.001 3.900 5 0.564 |Retain the null hypothesis.
B21 in model (53) equalsto 0.| 0.001 1.480 5 0.915 |Retain the null hypothesis.
B22 in model (53) equalsto 0. | 0.001 2.434 5 0.786 |Retain the null hypothesis.
B17 in model (54) equalsto 0.| 0.006 2.071 5 0.839 |Retain the null hypothesis.
B1s in model (54) equalsto 0.| 0.006 4.949 5 0.422 |Retain the null hypothesis.
B1g in model (54) equalsto 0. | 0.006 6.880 5 0.230 |Retain the null hypothesis.
B20 in model (54) equalsto 0. |  0.006 7.724 5 0.172 |Retain the null hypothesis.
B21 in model (54) equalsto 0. |  0.006 5.869 5 0.319 |Retain the null hypothesis.
B22 in model (54) equalsto 0.| 0.006 4.304 5 0.507 |Retain the null hypothesis.
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Both variables that measure Chinese students’ accomplishment-related orientations (O-
I-Accomplishmentl and O-1-Accomplishment?2) positively affect the adoption of deep learning
approaches (see Tables 6.41 and 6.42). Similar conclusions can also be drawn for O-I-
Stimulationl’s impact on deep learning approaches. Chinese students who enjoy
communicating their ideas with others are more likely to think critically and use logic to draw
their own conclusions in learning. However, as shown in Table 6.43, none of the coefficients
is significant at the 0.05 level for the A-D-Meaningl or A-D-Meaning2. This indicates that
although Chinese students’ adoption of learn-by-understanding strategies is affected by their
willingness to communicate, the effects cannot be captured well by a simple linear model. This
kind of effect also exists between O-1-ToKnow 2 and both variables that measure Chinese

students’ use of logic in learning (see Table 6.44).

Table 6.41  Parameter Estimates of the O-1-Accomplishmentl Effect on A-D-Logic2
of Chinese Students

Category™ B17 Sig.
Disagree -32.666 0.254
Somewhat disagree 0.097 0.753
Neither agree nor disagree / no opinion -0.887 0.003
Somewhat agree -0.286 0.204
Agree -0.164 0.460
*The reference category is strongly agree.

Table 6.42  Parameter Estimates of the O-1-Accomplishmentl Effect on Deep
Approaches of Chinese Students

Deep learning approach variable A-D-Interest A-D-Logic2 A-D-Relatel
Category* B1s Sig. B1s Sig. Bis Sig.
Strongly disagree -1.228 | 0.043 - - - -
Disagree -0.314 | 0.378 |-16.172 | 0.191 | -1.114 | 0.009
Somewhat disagree -0.920 | 0.002 | -0.622 | 0.048 | -1.052 | 0.001
Neither agree nor disagree / no opinion| -0.554 | 0.057 | -0.384 | 0.169 | -0.582 | 0.044
Somewhat agree 0.550 0.041 | -0.495 | 0.044 | -0.480 | 0.067
Agree -0.427 | 0.147 | -0.461 | 0.064 | -0.687 | 0.010

*The reference category is strongly agree.
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Table 6.43

Approaches of Chinese Students

Parameter Estimates of O-1-Stimulationl Effect on Deep Learning

. . . . A-D- A-D-
Deep learning approach variable A-D-Critical | A-D-Logic2 Meaning1 Meaning2
Category™* B1o Sig. B1o Sig. B1o Sig. B1o Sig.
Strongly disagree -1.831| 0.021 - - - - - -
Disagree -0.055] 0.889 | 18.021/0.233| 0.149 | 0.823 |-0.740 0.281
Somewhat disagree -0.692| 0.006 | -0.724 | 0.020|-0.359 | 0.290 | -0.464 | 0.134
Neither agree nor disagree / no opinion | 0.067 | 0.834 | -0.058 | 0.834 |-0.347| 0.253 | -0.16 | 0.419
Somewhat agree -0.629| 0.002 | 0.121 |0.592| 0.164 | 0.549 | 0.251 | 0.202
Agree -0.355] 0.057 | 0.250 |0.257| 0.262 | 0.331 | 0.006 | 0.973

*The reference category is strongly agree.

Table 6.44

Approaches of Chinese Students

Parameter Estimates of O-1-ToKnow?2 Effect on Deep Learning

Deep learning approach variable A-D-Logicl A-D-Logic2
Category* B2z Sig. Ba2 Sig.
Strongly disagree 0.957 0.288 - -
Disagree -0.522 0.236 24.806 0.232
Somewhat disagree 0.117 0.654 0.312 0.271
Neither agree nor disagree / no opinion -0.132 0.562 -0.048 0.852
Somewhat agree 0.087 0.679 -0.101 0.655
Agree 0.517 0.116 0.163 0.475

*The reference category is strongly agree.

Last but not the least, O-1-ToKnow1 has been found to have a significant effect on A-

D-Logic2, but the direction of the effect is unclear. As shown in Table 6.45, the coefficients

that are significant at the 0.05 level are for the “neither agree nor disagree/no opinion” category.

One can only conclude that students who scored higher O-1-ToKnow1 in are more likely to

choose the neutral response than choose “strongly agree” for A-D-Logic2.

Table 6.45  Parameter Estimates of the O-1-ToKnow1 Effect on A-D-Logic2 of
Chinese Students

Category™ B2 Sig.

Disagree 16.401 0.253
Somewhat disagree 0.332 0.280

Neither agree nor disagree / no opinion 1.138 0.000
Somewhat agree 0.278 0.164

Agree 0.396 0.050

*The reference category is strongly agree.
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Test results of H19: extrinsic learning orientations and achieving learning approaches

The null hypothesis of H19 assumes no relationship between Chinese students’ extrinsic
learning orientations and their adoption of achieving learning approaches. Eight regression
models, models (55) to (62), concern the relationships between the learning orientation
variables and achieving learning approach variables. The regression results relevant to the
extrinsic learning orientation variables are presented in Table 6.46. All six extrinsic orientation
variables significantly affect at least one achieving approach variable at the 0.05 level. The
parameter estimates for the achieving approach variables that are significantly affected by
orientation variables are presented in Tables 6.47 to 6.52. Bold numbers indicate that the

coefficients for the category of the dependent variable are significant at the 0.05 level.
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Table 6.46

H19 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig.| Square Frgedom Sig. Decision

B11in model (55) equals to 0. 0.000 22.886 5 0.000 |Reject the null hypothesis.
B12 in model (55) equalsto 0. 0.000 5.141 5 0.399 |Retain the null hypothesis.
B13 in model (55) equalsto 0. | 0.000 3.234 5 0.664 |Retain the null hypothesis.
B14 in model (55) equalsto 0. | 0.000 6.582 5 0.254 |Retain the null hypothesis.
B1s in model (55) equalsto 0.| 0.000 5.777 5 0.329 |Retain the null hypothesis.
B1s in model (55) equals to 0. 0.000 21.377 5 0.001 |Reject the null hypothesis.
B11in model (56) equals to 0. 0.000 8.275 5 0.142 |Retain the null hypothesis.
B12 in model (56) equalsto 0. | 0.000 6.656 5 0.247 |Retain the null hypothesis.
B13 in model (56) equalsto 0. | 0.000 4.310 5 0.506 |Retain the null hypothesis.
B14 in model (56) equalsto 0.| 0.000 11.449 5 0.043 |Reject the null hypothesis.
B1s in model (56) equalsto 0. 0.000 4.567 5 0.471 |Retain the null hypothesis.
B1s in model (56) equals to 0. 0.000 1.997 5 0.850 |Retain the null hypothesis.
B11in model (57) equals to 0. 0.000 1.823 5 0.873 |Retain the null hypothesis.
B12 in model (57) equalsto 0. | 0.000 16.002 5 0.007 |Reject the null hypothesis.
B13 in model (57) equalsto 0.| 0.000 14.074 5 0.015 |Reject the null hypothesis.
B14 in model (57) equalsto 0.| 0.000 2.103 5 0.835 |Retain the null hypothesis.
B1s in model (57) equalsto 0. | 0.000 4.966 5 0.420 |Retain the null hypothesis.
B1s in model (57) equals to 0. 0.000 1.163 5 0.948 |Retain the null hypothesis.
B11in model (58) equals to 0. 0.000 14.715 6 0.023 |Reject the null hypothesis.
B12 in model (58) equalsto 0.| 0.000 11.560 6 0.073 |Retain the null hypothesis.
B13 in model (58) equalsto 0.| 0.000 5.145 6 0.525 |Retain the null hypothesis.
B14 in model (58) equalsto 0. | 0.000 7.260 6 0.297 |Retain the null hypothesis.
B1s in model (58) equalsto 0. |  0.000 4.944 6 0.551 |Retain the null hypothesis.
B1s in model (58) equals to 0. 0.000 19.647 6 0.003 |Reject the null hypothesis.
B11in model (59) equals to 0. 0.007 2.919 5 0.712 |Retain the null hypothesis.
B12 in model (59) equalsto 0. |  0.007 3.998 5 0.550 |Retain the null hypothesis.
B13 in model (59) equalsto 0. |  0.007 8.025 5 0.155 |Retain the null hypothesis.
B14 in model (59) equalsto 0. |  0.007 4.484 5 0.482 |Retain the null hypothesis.
B1s in model (59) equalsto 0. |  0.007 5.382 5 0.371 |Retain the null hypothesis.
B1s in model (59) equals to 0. 0.007 14.893 5 0.011 |Reject the null hypothesis.
B11in model (60) equals to 0. 0.000 9.388 5 0.095 |Retain the null hypothesis.
B12 in model (60) equalsto 0. | 0.000 15.507 5 0.008 |Reject the null hypothesis.
B13 in model (60) equalsto 0. | 0.000 9.714 5 0.084 |Retain the null hypothesis.
B14 in model (60) equalsto 0.| 0.000 2.955 5 0.707 |Retain the null hypothesis.
B1s in model (60) equalsto 0.| 0.000 8.697 5 0.122 |Retain the null hypothesis.
B1s in model (60) equals to 0. 0.000 12.638 5 0.027 |Reject the null hypothesis.
B11in model (61) equals to 0. 0.000 5.806 5 0.326 |Retain the null hypothesis.
B12 in model (61) equalsto 0.| 0.000 6.587 5 0.253 |Retain the null hypothesis.
B13 in model (61) equalsto 0.| 0.000 10.276 5 0.068 |Retain the null hypothesis.
B14 in model (61) equalsto 0.| 0.000 7.834 5 0.166 |Retain the null hypothesis.
B1s in model (61) equalsto 0.| 0.000 14.886 5 0.011 |Reject the null hypothesis.
B1sin model (61) equals to 0. 0.000 2.384 5 0.794 |Retain the null hypothesis.
B11in model (62) equals to 0. 0.000 7.113 6 0.310 |Retain the null hypothesis.
B12 in model (62) equalsto 0.| 0.000 7.830 6 0.251 |Retain the null hypothesis.
B13 in model (62) equalsto 0.| 0.000 4.337 6 0.631 |Retain the null hypothesis.
B14 in model (62) equalsto 0. | 0.000 22.034 6 0.001 |Reject the null hypothesis.
B1s in model (62) equalsto 0. | 0.000 12.462 6 0.052 |Retain the null hypothesis.
B1s in model (62) equals to 0. 0.000 12.198 6 0.058 |Retain the null hypothesis.
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Two identified and related orientations (O-E-ldentifiedl and O-E-Identified2) have
negative impacts on the adoption of achieving learning approaches (see Tables 6.47 and 6.48).
Chinese students whose learning orientations are strongly related to future career are less likely
to invest effort to achieve the best results and be systematic and organised with their study.
However, Table 6.48 shows a positive relationship between O-E-ldentified2 and A-A-Excell,
that Chinese students who target at becoming a better accountant are more likely to set a goal
in the course and are determined to achieve it. This achieving learning motive (A-A-Excell) is
also positively affected by O-E-Introjectedl (see Table 6.49), a variable that measures Chinese
students orientations to using an Australian accounting Master degree to prove their

capabilities.

Table 6.47  Parameter Estimates of O-E-ldentified1 Effect on Achieving Approaches
of Chinese Students

Achieving learning approach variable A-A-Effortl A-A-Excel2

Category* Bu Sig. Bi1 Sig.
Strongly disagree - - 2.216 0.035
Disagree 1.801 0.003 0.822 0.016
Somewhat disagree 0.241 0.390 0.015 0.943
Neither agree nor disagree / no opinion -0.335 0.144 0.259 0.233
Somewhat agree -0.149 0.396 0.077 0.661
Agree -0.257 0.128 0.183 0.292

*The reference category is strongly agree.

Table 6.48  Parameter Estimates of O-E-ldentified2 Effect on Achieving Approaches
of Chinese Students

Achieving learning approach variable A-A-Excell A-A-Organised2
Category* B12 Sig. B2 Sig.

Disagree 1.040 0.220 1.538 0.004
Somewhat disagree -0.233 0.550 0.225 0.436
Neither agree nor disagree / no opinion -0.660 0.015 0.373 0.204
Somewhat agree -0.591 0.017 0.643 0.021
Agree -0.201 0.410 0.488 0.104
*The reference category is strongly agree.

Table 6.49  Parameter Estimates of O-E-Introjectedl Effect on A-A-Excell of
Chinese Students

Category™ Bis Sig.
Disagree -0.532 0.273
Somewhat disagree -0.860 0.002
Neither agree nor disagree / no opinion -0.297 0.128
Somewhat agree -0.475 0.007
Agree -0.303 0.079
*The reference category is strongly agree.
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O-E-Introjected2 has quite the opposite effects on Chinese students’ achieving learning
approaches. As shown in Table 6.50, this learning orientation is negatively related to A-A-
Effort2 and A-A-TimeManage2. The students whose learning orientation are to prove their
intelligence are less likely to work hard and more likely to leave everything to the last minute.

Table 6.50 Parameter Estimates of O-E-Introjected2 Effect on Achieving
Approaches of Chinese Students

Achieving learning approach variable A-A-Effort2 A-A-TimeManage2
Category™ B1a Sig. B1a Sig.
Strongly disagree - - 3.412 0.365
Disagree 1.110 0.004 0.951 0.001
Somewhat disagree -0.349 0.128 0.251 0.122
Neither agree nor disagree / no opinion 0.349 0.072 0.383 0.043
Somewhat agree 0.307 0.051 0.459 0.002
Agree 0.276 0.079 0.122 0.376

*The reference category is strongly agree.

Table 6.51 presents a negative coefficient of O-E-Regulationl in the disagree category
of TimeManagel. This means Chinese students who have a learning orientation of obtaining a
more prestigious job are more likely to carefully organise their study to make the best use of
it.

Table 6.51  Parameter Estimates of O-E-Regulationl Effect on A-A-TimeManagel of
Chinese Students

Category* B1s Sig.
Disagree -1.315 0.001
Somewhat disagree 0.091 0.749
Neither agree nor disagree / no opinion -0.193 0.440
Somewhat agree -0.115 0.603
Agree -0.292 0.170
*The reference category is strongly agree.

The extrinsic learning orientation variable that affects the highest number of achieving
learning approaches is the migration-related orientation, O-E-Regulation2. Table 6.52 shows
that O-E-Regulation2 is positively related to A-A-Organisedl but negatively related to A-A-
Effortl, A-A-Excel2 and A-A-Organised2. Though Chinese students who have a strong
migration orientation are more likely to find good conditions for studying, they are also less

likely to invest effort to achieve the best results and be systematic and organised with study.
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Table 6.52  Parameter Estimates of O-E-Regulation2 Effect on Achieving Approaches
of Chinese Students

Achieving learning approach variable | A-A-Effortl | A-A-Excel2 Orgﬁ;?s_e a1 Org/:l,?;_e 42
Category™* Bis Sig. Bis Sig. B1e Sig. P1s Sig.
Strongly disagree - - 1047410.338] - - - -

Disagree 1.418|0.003|0.771 |0.002 | -0.506 | 0.264 | 0.639 | 0.034
Somewhat disagree 0.388] 0.057 | 0.293 |0.053|-0.192 | 0.454 | -0.157 | 0.421
Neither agree nor disagree / no opinion|0.354 | 0.035 | 0.465 |0.002 | -0.500 | 0.001 | -0.056 | 0.771
Somewhat agree 0.084]0.455| 0.344 [ 0.003 | -0.397 | 0.002 | -0.035 | 0.848
Agree 0.035]0.743 0.204 [ 0.066 | -0.259 | 0.025 | -0.117 | 0.540

*The reference category is strongly agree.

The overall decision for H19 is to reject H19a and retain H19b. Chinese students’
extrinsic learning orientations can affect their adoption of achieving learning approaches.

Chapter Seven has more discussion about these effects.

Test results of H20: intrinsic learning orientations and achieving learning approaches

H20 concerns the relationship between Chinese students’ intrinsic learning orientations and
their adoption of achieving learning approaches. Similar to H19, the regression results of
models (55) to (62) can provide information to make decisions about H20. Table 6.53 presents
the regression results relevant to the six intrinsic learning orientation variables. All intrinsic
orientation variables except for O-I-Stimulationl significantly affect at least one achieving
approach variable at the 0.05 level. Tables 6.54 to 6.58 present the parameter estimates of these

effects with the significant coefficients in bold.
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Table 6.53

H20 Hypothesis Test Summary

. Model Chi- | Degree of . .

Null Hypothesis Fitting Sig.| Square Frgedom Sig. Decision

B17 in model (55) equalsto 0.| 0.000 4.534 5 0.475 |Retain the null hypothesis.
B1s in model (55) equalsto 0. 0.000 8.599 5 0.126 |Retain the null hypothesis.
B1g in model (55) equalsto 0. | 0.000 7.635 5 0.178 |Retain the null hypothesis.
B20 in model (55) equalsto 0. | 0.000 8.700 5 0.122 |Retain the null hypothesis.
B21 in model (55) equalsto 0.| 0.000 5.833 5 0.323 |Retain the null hypothesis.
B22 in model (55) equalsto 0. 0.000 5.846 5 0.322 |Retain the null hypothesis.
B1z in model (56) equalsto 0. | 0.000 14.871 5 0.011 |Reject the null hypothesis.
B1s in model (56) equalsto 0. | 0.000 7.327 5 0.197 |Retain the null hypothesis.
B1g in model (56) equalsto 0. | 0.000 0.840 5 0.974 |Retain the null hypothesis.
B20 in model (56) equalsto 0.| 0.000 5.972 5 0.309 |Retain the null hypothesis.
B21 in model (56) equalsto 0.| 0.000 12.551 5 0.028 |Reject the null hypothesis.
B22 in model (56) equalsto 0. | 0.000 12.937 5 0.024 |Reject the null hypothesis.
B1z in model (57) equalsto 0. | 0.000 6.680 5 0.246 |Retain the null hypothesis.
B1s in model (57) equalsto 0. | 0.000 8.530 5 0.129 |Retain the null hypothesis.
B1g in model (57) equalsto 0.| 0.000 9.297 5 0.098 |Retain the null hypothesis.
B20 in model (57) equalsto 0.| 0.000 3.420 5 0.635 |Retain the null hypothesis.
B21 in model (57) equalsto 0. | 0.000 10.118 5 0.072 |Retain the null hypothesis.
B22 in model (57) equalsto 0. | 0.000 3.156 5 0.676 |Retain the null hypothesis.
B1z in model (58) equalsto 0.| 0.000 5.238 6 0.514 |Retain the null hypothesis.
B1s in model (58) equalsto 0.| 0.000 10.680 6 0.099 |Retain the null hypothesis.
B19 in model (58) equalsto 0.| 0.000 5.162 6 0.523 |Retain the null hypothesis.
B20 in model (58) equalsto 0. | 0.000 12.920 6 0.044 |Reject the null hypothesis.
B21 in model (58) equalsto 0. | 0.000 2.832 6 0.830 |Retain the null hypothesis.
B22 in model (58) equalsto 0.| 0.000 12.541 6 0.051 |Retain the null hypothesis.
B17 in model (59) equalsto 0.| 0.007 1.846 5 0.870 |Retain the null hypothesis.
B1g in model (59) equalsto 0. |  0.007 6.962 5 0.223 |Retain the null hypothesis.
B1g in model (59) equalsto 0. |  0.007 9.554 5 0.089 |Retain the null hypothesis.
B20 in model (59) equalsto 0. |  0.007 3.808 5 0.577 |Retain the null hypothesis.
B21 in model (59) equalsto 0. |  0.007 1.948 5 0.856 |Retain the null hypothesis.
B22 in model (59) equalsto 0. | 0.007 7.234 5 0.204 |Retain the null hypothesis.
B17 in model (60) equalsto 0. | 0.000 10.606 5 0.060 |Retain the null hypothesis.
B1s in model (60) equalsto 0. | 0.000 13.872 5 0.016 |Reject the null hypothesis.
B1g in model (60) equalsto 0. | 0.000 4.577 5 0.470 |Retain the null hypothesis.
B20 in model (60) equalsto 0.| 0.000 6.064 5 0.300 |Retain the null hypothesis.
B21 in model (60) equalsto 0.| 0.000 8.718 5 0.121 |Retain the null hypothesis.
B22 in model (60) equalsto 0.| 0.000 19.963 5 0.001 |Reject the null hypothesis.
B1z in model (61) equalsto 0. | 0.000 12.802 5 0.025 |Reject the null hypothesis.
B1s in model (61) equalsto 0.| 0.000 9.816 5 0.081 |Retain the null hypothesis.
B1g in model (61) equalsto 0.| 0.000 6.167 5 0.290 |Retain the null hypothesis.
B20 in model (61) equalsto 0.| 0.000 1.561 5 0.906 |Retain the null hypothesis.
B21 in model (61) equalsto 0.| 0.000 6.476 5 0.263 |Retain the null hypothesis.
B22 in model (61) equalsto 0. | 0.000 9.027 5 0.108 |Retain the null hypothesis.
B17 in model (62) equalsto 0.| 0.000 13.294 6 0.039 |Reject the null hypothesis.
B1s in model (62) equalsto 0.| 0.000 11516 6 0.074 |Retain the null hypothesis.
B1g in model (62) equalsto 0.| 0.000 11.386 6 0.077 |Retain the null hypothesis.
B20 in model (62) equalsto 0. | 0.000 6.111 6 0.411 |Retain the null hypothesis.
B21 in model (62) equalsto 0. | 0.000 20.496 6 0.002 |Reject the null hypothesis.
B22 in model (62) equalsto 0. 0.000 1.816 6 0.936 |Retain the null hypothesis.
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As shown in Tables 6.54 and 6.55, hoth intrinsic orientation variables that measure

students’ orientations toward accomplishment have negative coefficients for achieving

learning approaches. O-I-Accomplishmentl positively affects

A-A-Effort2, A-A-

TimeManagel and A-A-TimeManage2. This means Chinese students whose orientations are

to surpass themselves are more likely to work hard and are better at time management. O-I-

Accomplishment2 is positively related to A-A-Excel2, indicating that Chinese students who

are motivated by accomplishing difficult academic activities are more systematic with their

study.

Table 6.54  Parameter Estimates of O-1-Accomplishmentl Effect on Achieving
Approaches of Chinese Students

Achieving learning approach variable A-A-Effort2 | A-A-TimeManagel | A-A-TimeManage?2
Category* B17 Sig. B17 Sig. B17 Sig.
Strongly disagree - - - - -1.771 0.227
Disagree -2.033 | 0.001 | -1.608 0.005 -0.172 0.624
Somewhat disagree -0.626 | 0.062 | -0.195 0.508 -0.463 0.059
Neither agree nor disagree / no opinion | -0.623 | 0.041 | -0.536 0.044 -0.776 0.005
Somewhat agree -0.484 | 0.066 | -0.334 0.131 -0.643 0.004
Agree -0.388 | 0.148 | -0.130 0.548 -0.391 0.093

*The reference category is strongly agree.

Table 6.55  Parameter Estimates of O-1-Accomplishment2 Effect on A-A-Organised2
of Chinese Students

Category* Bis Sig.
Disagree -1.396 0.005
Somewhat disagree -0.480 0.171
Neither agree nor disagree / no opinion -0.302 0.385
Somewhat agree -0.171 0.610
Agree -0.196 0.580
*The reference category is strongly agree.

The relationship between O-I-Stimulation2 and A-A-Excel2 is more complex.
Although Table 6.56 shows a significant B2o in A-A-Excel2 at the 0.05 level, on further

examination, no category of A-A-Excel2 has a P2 that is significant at the 0.05 level. This

means although the O-1-Stimulation2’s overall effect on A-A-Excel2 is significant at the 0.05

level, the effect could not be captured by a simple linear model.
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Table 6.56  Parameter Estimates of O-1-Stimulation2 Effect on A-A-Excel2 of
Chinese Students

Category™ B2o Sig.
Strongly disagree -0.962 0.266
Disagree -0.470 0.221
Somewhat disagree 0.032 0.913
Neither agree nor disagree / no opinion 0.148 0.599
Somewhat agree 0.238 0.318
Agree -0.262 0.250
*The reference category is strongly agree.

According to the regression results, the two intrinsic orientation variables that measure
Chinese students’ interest in learning accounting knowledge have very different effects on
achieving learning approaches. As presented in Table 6.57, the coefficients of O-1-ToKnow1l
(B21) that are significant at the 0.05 level are positive for A-A-Effort2 and A-A-TimeManage?2.
This means Chinese students who experience pleasure and satisfaction in learning new
accounting knowledge are less likely to work hard or work steadily throughout the course.
Conversely, the significant coefficients of O-1-ToKnow2 (B22) are negative for A-A-Effort2
and A-A-Organised2 (see Table 6.58). That is, Chinese students who are interested in learning
accounting knowledge work harder and are better organised. The potential causes of this
conflicting effect are discussed in Chapter Seven.

Table 6.57  Parameter Estimates of O-1-ToKnow1 Effect on Achieving Approaches of
Chinese Students

Achieving learning approach variable A-A-Effort2 A-A-TimeManage2
Category* Ba1 Sig. Ba1 Sig.
Strongly disagree - - 2415 0.276
Disagree 0.520 0.340 0.070 0.964
Somewhat disagree 0.732 0.017 0.528 0.020
Neither agree nor disagree / no opinion 0.688 0.009 0.904 0.001
Somewhat agree 0.723 0.001 0.625 0.002
Agree 0.710 0.002 0.667 0.002

*The reference category is strongly agree.

Table 6.58  Parameter Estimates of O-1-ToKnow?2 Effect on Achieving Approaches of
Chinese Students

Achieving learning approach variable A-A-Effort2 A-A-Organised2

Category* B2z Sig. Ba2 Sig.

Disagree 0.172 0.739 0.381 0.400
Somewhat disagree -0.684 0.036 -0.543 0.092
Neither agree nor disagree / no opinion -0.839 0.007 -0.814 0.012
Somewhat agree -0.765 0.008 -0.634 0.040
Agree -0.750 0.010 -0.296 0.366

*The reference category is strongly agree.
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Overall, Chinese students’ intrinsic learning orientations have significant effects on
their adoption of achieving learning approaches at the 0.05 level. The decision therefore is to
reject H20a and retain H20b.

Test results of H21: amotivation and surface learning approaches

The last hypothesis that helps answer the second research question is H21. It concerns the
relationship between Chinese students’ amotivation and their adoption of surface learning
approaches. The regression results of models (39) to (46) provide information to help make
decisions about H21. As presented in Table 6.59, both amotivation variables have significant
effects on Chinese students’ adoption of surface learning approaches at the 0.05 level. The
parameter estimates for the significantly affected surface learning approaches are listed in
Tables 6.60 and 6.61. The bold numbers indicate the significant (at the 0.05 level) coefficients
for the relevant categories.

Table 6.59  H21 Hypothesis Test Summary

Model Chi- | Degree of
Fitting Sig. | Square | Freedom
B23 in model (39) equalsto 0.| 0.000 6.942
B24 in model (39) equalsto 0. 0.000 9.220
B23 in model (40) equalsto 0.| 0.057 5.280
B24 in model (40) equalsto 0.| 0.057 7.416
B23 in model (41) equalsto 0.| 0.000 7.385
B24 in model (41) equalsto 0. 0.000 15.635
B23 in model (42) equalsto 0.| 0.000 24.832
B24 in model (42) equalsto 0.| 0.000 | 21.304
B23 in model (43) equalsto 0.| 0.000 9.954
B24 in model (43) equalsto 0.| 0.000 16.459
B23 in model (44) equalsto 0. 0.000 21.754
B24 in model (44) equalsto 0.| 0.000 | 28.153
B23 in model (45) equalsto 0.| 0.008 5.345
B24 in model (45) equalsto 0.| 0.008 27.185
B23 in model (46) equalsto 0. 0.000 4.240
B24 in model (46) equalsto 0. 0.000 16.167

Null Hypothesis Sig. Decision

0.225 | Retain the null hypothesis.
0.101 | Retain the null hypothesis.
0.383 | Retain the null hypothesis.
0.191 | Retain the null hypothesis.
0.287 | Retain the null hypothesis.
0.016 | Reject the null hypothesis.
0.000 | Reject the null hypothesis.
0.002 | Reject the null hypothesis.
0.127 | Retain the null hypothesis.
0.011 | Reject the null hypothesis.
0.001 | Reject the null hypothesis.
0.000 | Reject the null hypothesis.
0.500 | Retain the null hypothesis.
0.000 | Reject the null hypothesis.
0.515 | Retain the null hypothesis.
0.006 | Reject the null hypothesis.
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As shown in Table 6.60, all B23 that are significant at the 0.05 level are negative,
indicating positive effects on the two surface learning motive variables, A-S-NotCope2 and A-
S-NotMakingSense2. Chinese students who did not have much orientation and rather “floated”
into their programs are more likely to have difficulty in coping and understanding course

material.

190



Table 6.60 Parameter Estimates of O-A-LackofDirection Effect on Surface
Approaches of Chinese Students

Surface learning approach variable A-S-NotCope?2 A-S-NotMakingSense?2
Category™ B2z Sig. B3 Sig.
Strongly disagree -1.101 0.016 -0.776 0.002
Disagree -0.483 0.032 -0.691 0.001
Somewhat disagree -0.174 0.301 -0.633 0.002
Neither agree nor disagree / no opinion 0.275 0.056 -0.286 0.170
Somewhat agree -0.065 0.574 -0.465 0.019
Agree 0.025 0.825 -0.517 0.011

*The reference category is strongly agree

The amotivation variable that affects the highest number of surface learning approach

variables is O-A-LostDirection. As shown in Table 6.61, all surface learning approach

variables, except the two memorisation-related variables, are positively affected by O-A-

LostDirection. Chinese students who have lost their reasons for their study have more difficulty

in coping with the amount of course material, understanding the things they need to learn,

seeing the overall picture and identifying important course content.

Table 6.61  Parameter Estimates of O-A-LostDirection Effect on Surface Approaches
of Chinese Students

. . A-S-
Surface learning approach variable A-S-NotCopel A-S-NotCope?2 NotMakingSensel
Category™* B2a Sig. B2s Sig. B24 Sig.
Strongly disagree -0.416 | 0.134 | -0.056 | 0.824 | -0.523 | 0.070
Disagree -0.494 | 0.023 | -0.531 | 0.004 | -0.418 | 0.033
Somewhat disagree -0.089 | 0.530 | -0.320 | 0.038 | -0.209 | 0.198
Neither agree nor disagree / no opinion| -0.056 | 0.698 | -0.443 | 0.003 | -0.168 | 0.368
Somewhat agree -0.004 | 0.975 | -0.070 | 0.539 | -0.068 | 0.643
Agree 0.140 | 0.297 | -0.055 | 0.624 | 0.086 | 0.588

A-S-

Surface learning approach variable

NotMakingSense2

A-S-Unrelatel A-S-Unrelate2

Category™ B2a Sig. B2s Sig. B24 Sig.
Strongly disagree -0.663 | 0.009 | -1.215 | 0.004 - -
Disagree -0.432 | 0.048 | -0.329 | 0.129 | -0.434 | 0.027
Somewhat disagree -0.329 | 0.112 | -0.492 | 0.009 | -0.126 | 0.422
Neither agree nor disagree / no opinion| -0.159 | 0.460 | -0.545 | 0.006 | -0.103 | 0.543
Somewhat agree -0.035 | 0.864 | -0.256 | 0.154 0.043 0.764
Agree -0.011 | 0.958 | -0.151 | 0.410 | 0.128 | 0.377

*The reference category is strongly agree.

In conclusion, Chinese students’ amotivation has a significant effect on their adoption

of surface learning approaches at the 0.05 level. H21a is rejected and H21b is retained.
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6.3  Findings to Answer the Third Research Question

The third research question addresses the changes in Chinese students’ learning orientations
and learning approaches during their study in Australian postgraduate accounting programs.
Two hypotheses, H22 and H23, were formed for testing, with H22 concerning changes in
learning orientations and H23 focusing on changes in learning approaches. Friedman’s two-
way ANOVA by ranks was used to compare the distribution of learning orientation and
learning approach responses from the same student’s three surveys over three semesters. The

test results and decisions made for H22 and H23 are discussed below.

6.3.1 Test Results for H22: Changes in Learning Orientations

The H22 null hypothesis assumes no change in Chinese students’ learning orientations over
their study period in Australian postgraduate accounting programs. Table 6.62 lists the test
statistics to compare learning orientation variables over the three survey responses from three
different semesters. An extrinsic learning orientation variable, O-E-Regulationl, is the only
learning orientation variable that shows a significant difference in distribution over the three
surveys at the 0.05 level. The descriptive statistics of O-E-Regulationl over three surveys are
presented in Table 6.63.
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Table 6.62  Test Summary of Learning Orientation Distribution Comparison of
Chinese Students over Three Semesters

Test
Stat.

4.836 | 0.089 |Retain the null hypothesis.

Null Hypothesis Sig. | Decision

The distributions of different categories of O-E-
Identifiedl are the same in all three surveys.

The distributions of different categories of O-E-
Identified2 are the same in all three surveys.

The distributions of different categories of O-E-
Introjectedl are the same in all three surveys.
The distributions of different categories of O-E-
Introjected? are the same in all three surveys.
The distributions of different categories of O-E-
Regulationl are the same in all three surveys.
The distributions of different categories of O-E-
Regulation2 are the same in all three surveys.
The distributions of different categories of O-I-
Accomplishment1 are the same in all three surveys.
The distributions of different categories of O-I-
Accomplishment2 are the same in all three surveys.
The distributions of different categories of O-I-
Stimulationl are the same in all three surveys.
The distributions of different categories of O-I-
Stimulation2 are the same in all three surveys.
The distributions of different categories of O-I-
ToKnowl are the same in all three surveys.

The distributions of different categories of O-I-
ToKnow? are the same in all three surveys.

The distributions of different categories of O-A-
LackofDirection are the same in all three surveys.
The distributions of different categories of O-A-
LostDirection are the same in all three surveys.

4.933 | 0.085 | Retain the null hypothesis.

0.333 | 0.846 | Retain the null hypothesis.

1.322 | 0.516 |Retain the null hypothesis.

14.387 | 0.001 |Reject the null hypothesis.

0.531 | 0.767 | Retain the null hypothesis.

2.889 | 0.236 |Retain the null hypothesis.

5.792 | 0.055 | Retain the null hypothesis.

1.782 | 0.410 |Retain the null hypothesis.

0.280 | 0.869 |Retain the null hypothesis.

0.275 | 0.872 | Retain the null hypothesis.

5.375 | 0.068 | Retain the null hypothesis.

2.039 | 0.361 |Retain the null hypothesis.

0.406 | 0.816 |Retain the null hypothesis.

Table 6.63  Changes in O-E-Regulationl of Chinese Students over Three Surveys

Survey 1 2 3
Total N 40 40 40
Mean 5.75 | 5,53 | 5.45
Standard Error 0.16 | 0.15 | 0.15
Median 6 6 6
Mode 6 6 6
Standard Deviation 1.01 | 0.93 | 0.93
Kurtosis 1.28 | 1.21 | 0.91
Skewness -1.05 | -0.87 | -0.85
Range 4 4 4
Minimum 3 3 3
Maximum 7 7 7
Friedman Test Mean Rank | 2.21 | 1.93 | 1.86

The mean of O-E-Regulationl decreased over the three semesters, indicating that
Chinese students’ learning orientations are less related to finding more prestigious jobs as they

spend more time studying in their programs. The decision for H21 is to therefore to reject H21a
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and retain H21b. Chinese students’ extrinsic learning orientations are significantly lower at the
0.05 level after three semesters’ study in Australian postgraduate accounting programs.

Changes in intrinsic learning orientations and amotivation are not significant at the 0.05 level.

6.3.2 Test Results for H23: Changes in Learning Approaches

The null hypothesis of H23 is that Chinese students’ learning approaches do not change over
the different semesters of their study. Table 6.64 presents the results of Friedman’s two-way
ANOVA by ranks for the learning approach variables in three surveys. The three surface
learning approach variables, A-S-Memorise2, A-S-NotCopel and A-S-NotMakingSensel
have significant changes over three surveys at the 0.05 level. The descriptive statistics of these
three variables are presented in Table 6.65.
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Table 6.64  Test Summary of Learning Approaches Distribution Comparison over

Three Semesters of Chinese Students

. Test . .
Null Hypothesis Stat. Sig. |Decision
The dlsf[rlbutlons of dlfferent categories of A-S- 1.173 | 0.556 | Retain the null hypothesis.
Memorisel are the same in all three surveys.
The dlsj[rlbutlons of dlfferent categories of A-S- 6.836 | 0.033 |Reject the null hypothesis.
Memorise2 are the same in all three surveys.
The distributions of different categories of A-S- . :
NotCopel are the same in all three surveys. 7070 | 0.029 | Reject the null hypothesis.
The distributions of different categories of A-S- . .
NotCope?2 are the same in all three surveys. 0.590 | 0.744 | Retain the null hypothesis.
The distributions of different categories of A-S- . :
NotMakingSensel are the same in all three surveys. 9-395 | 0.009 |Reject the null hypothesis.
The distributions of different categories of A-S- . .
NotMakingSense?2 are the same in all three surveys. 5.282 | 0.071 | Retain the null hypothesis.
The distributions of dlff_erent categories of A-S- 3.748 | 0.154 | Retain the null hypothesis,
Unrelatel are the same in all three surveys.
The distributions of different categories of A-S- . .
Unrelate2 are the same in all three surveys. 1528 | 0.466 | Retain the null hypothesis.
Th_e_dlstrlbutlons of d_lfferent categories of A-D- 0.054 | 0.973 | Retain the null hypothesis.
Critical are the same in all three surveys.
The distributions of different categories of A-D- . .
Interest are the same in all three surveys. 8.153 | 0.207 | Retain the null hypothesis.
The_dlstrlbutlons of o_hfferent categories of A-D- 2162 | 0.339 | Retain the null hypothesis.
Logicl are the same in all three surveys.
The distributions of different categories of A-D- . .
Logic2 are the same in all three surveys. 3.755 | 0.153 | Retain the null hypothesis.
The d_lstrlbutlons of dlfffarent categories of A-D- 2.966 | 0.227 | Retain the null hypothesis.
Meaningl are the same in all three surveys.
The distributions of different categories of A-D- . .
Meaning2 are the same in all three surveys. 2672 | 0.263 | Retain the null hypothesis.
The distributions of d_lfferent categories of A-D- 3.651 | 0.161 | Retain the null hypothesis.
Relatel are the same in all three surveys.
The distributions of different categories of A-D- . .
Relate2 are the same in all three surveys. 2.045 | 0.360 | Retain the null hypothesis.
The distributions of different categories of A-A- . .
Effortl are the same in all three surveys. 2:846 | 0.241 | Retain the null hypothesis.
The distributions of different categories of A-A- . .
Effort2 are the same in all three surveys. 4.821 | 0.115 | Retain the null hypothesis.
The distributions of c_jlfferent categories of A-A- 4.992 | 0.082 | Retain the null hypothesis.
Excell are the same in all three surveys.
The distributions of (_jlfferent categories of A-A- 4.971 | 0.083 | Retain the null hypothesis.
Excel2 are the same in all three surveys.
The d|§tr|butlons of dlffe(ent categories of A-A- 1326 | 0.515 | Retain the null hypothesis.
Organisedl are the same in all three surveys.
The dl_strlbutlons of dlffe(ent categories of A-A- 1580 | 0.454 | Retain the null hypothesis.
Organised? are the same in all three surveys.
The distributions of dlfferenF categories of A-A- 2175 | 0.337 | Retain the null hypothesis.
TimeManagel are the same in all three surveys.
The distributions of dlfferenF categories of A-A- 2462 | 0.202 | Retain the null hypothesis,
TimeManage?2 are the same in all three surveys.
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Table 6.65 Changes in Learning Approach Variables of Chinese Students over Three

Surveys
Variable A-S-Memorise2 A-S-NotCopel A-S-NotMakingSensel
Survey 1 2 3 1 2 3 1 2 3
Total N 40 40 40 40 40 40 40 40 40
Mean 455 | 478 | 418 | 408 | 485 | 433 | 388 | 463 | 443
Standard Error 020 | 016 | 021 | 024 | 020 | 024 | 024 | 0.25 | 0.22
Median 5 5 4.5 4 5 4 5 5 5
Mode 6 5 5 5 6 5 5 5 5
Standard Deviation 128 | 103 | 1.34 | 151 | 129 | 154 | 152 | 158 | 139
Kurtosis -1.40 | -052 | -1.02 | -044 | -0.38 | -0.67 | -1.49 | 0.31 | -0.97
Skewness -0.31 | -0.72 | 0.00 | -042 | -0.38 | 0.04 | -0.28 | -0.98 | 0.07
Range 4 3 5 6 5 6 5 6 5
Minimum 2 3 2 1 2 1 1 1 2
Maximum 6 6 7 7 7 7 6 7 7
Friedman Test Mean Rank | 2.09 | 2.20 1.71 176 | 226 | 198 | 166 | 221 | 2.13

Unlike the changes in learning orientation that decrease over three semesters, Chinese
students’ adoption of surface learning approaches shows a bell curve over three semesters. As
shown in Table 6.65, the scores of all three surface learning approach variables reach peaks in
the second survey and then drop in the third survey. This shows that Chinese students find it
more difficult to cope with the amount of work, to make sense of the things they have to learn
and rely more on memorising in learning, in their second semester. However, in the third
semester, their difficulties in coping and understanding reduce and they rely less on
memorising in learning. The mean of A-S-Memorise2 for the third survey is the lowest,

representing the lowest reliance on memorisation is in the third semester.

The conclusion for H23 is to reject H23a and accept H23b. Chinese students’ adoption
of surface learning approaches can change during their period of study. Their adoption of
surface learning approaches initially increases in the second semester but then decreases in the

third semester.

6.4 Summary

This chapter used 65 tables and one figure to present the findings from 38 Mann-Whitney U
tests and 62 multinominal logistic regression analyses that test the 23 hypotheses. The
conclusions of hypothesis tests for H1 to H21 were used to answer the second research
question, which focuses on the relationships between Chinese postgraduate accounting
students’ backgrounds, learning orientations and learning approaches in Australian

universities. Tables 6.66 and 6.67 presents a summary of the hypothesis test results and answers
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to the second research question. Table 6.66 focuses on the effect of students’ backgrounds on

their learning orientations and learning approaches, while Table 6.67 concerns the effect of

learning orientations on learning approaches.

Table 6.66  Hypothesis Test Results for H1 to H16
Hypothesis Hypothesis -
Tested Retained Finding
H1b (alternative |Female students score significantly higher than male students on
H1 . L
hypothesis) achieving approaches at the 0.05 level.
H2a (null Gender does not significantly affect students’ learning orientations at the
H2 .
hypothesis) 0.05 level.
H3a (null Age does not significantly affect students’ extrinsic learning orientations
H3 .
hypothesis) at the 0.05 level.
H4b (alternative | Age has a significant and positive effect on students’ intrinsic learning
H4 . : .
hypothesis) orientations at the 0.05 level.
H5b (alternative | Age has a significant and positive effect on students’ adoption of deep
H5 . .
hypothesis) learning approaches at the 0.05 level.
H6 H6b (alternative |Financial support received from family has a significant and negative
hypothesis) effect on students’ extrinsic learning orientations at the 0.05 level.
H7 H7a (null Financial support received from family does not significantly affect
hypothesis) students’ amotivations at the 0.05 level.
Hs H8a (null Financial support received from family does not significantly affect
hypothesis) students’ adoption of surface learning approaches at the 0.05 level.
Ho9 H9b (alternative |Students from less developed areas are more strongly motivated by
hypothesis) extrinsic learning orientations, but this effect of location is very weak.
H10 H10a (null The location of students’ prior education institutions does not
hypothesis) significantly affect their surface learning approaches at the 0.05 level.
H11b (alternative Students’ prior academic perforl.nancet has a s1gn|flca.nt gnq pO.SI'[I.Ve
Hil hypothesis) effect on all three types of learning orientations (extrinsic, intrinsic and
yp amotivation) at the 0.05 level.
Students’ prior academic performance has a significant effect on their
H12b (alternative |adoption of learning approaches at the 0.05 level. The effect is negative
H12 : . . .
hypothesis) on the adoption of surface learning approaches and positive on the
adoption of deep and achieving learning approaches.
H13b (alternative Stu_dents English competency has a _s1gn1f|canft and positive effe_ct on
H13 - their surface learning motive, in particular, their concerns of coping, at
hypothesis)
the 0.05 level.
H14b (alternative Stydent§ English competency has a 51gn_1ﬁcant e.szect on thglr_ leamlqg
H14 - orientations at the 0.05 level. The effect is negative on extrinsic learning
hypothesis) . . o L . X ;
orientations and positive on intrinsic learning orientations.
Students with more academic accounting knowledge are significantly
H15 H15b (alternative | more motivated by intrinsic learning orientations at the 0.05 level.
hypothesis) Students’ prior working experience has a significant and positive effect
on all three types of learning orientations.
. |Students’ prior accounting knowledge has a significant effect on their
H16b (alternative . S .
H16 hypothesis) adoption of deep and achieving learning approaches at the 0.05 level.
yp However, the effect cannot be explained well in a linear model.
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Table 6.67

Hypothesis Test Results for H17 to H21

Hypothesis
Tested

Hypothesis
Retained

Finding

H17

H17b
(alternative
hypothesis)

Students’ identified- and introjected-related learning orientations have a
significant and positive effect on their adoption of surface learning approaches
at the 0.05 level. Students’ migration-related learning orientation has a
significant and negative effect on their adoption of surface learning approaches
at the 0.05 level.

H18

H18b
(alternative
hypothesis)

Students who are intrinsically motivated toward accomplishment are
significantly more likely to adopt deep learning approaches at the 0.05 level.
The other two types of intrinsic orientations (to know and to experience
stimulation) have a significant effect on the adoption of deep learning
approaches at the 0.05 level, but the effect cannot be explained well in a linear
model.

H19

H19b
(alternative
hypothesis)

Extrinsic learning orientations has a significant effect on students’ achieving
approaches at the 0.05 level. The direction of the effects are different for
different aspects of extrinsic orientations and achieving approaches. (The details
are presented in Section 6.2.3)

H20

H20b
(alternative
hypothesis)

Students who are intrinsically motivated toward accomplishment are
significantly more likely to adopt achieving learning approaches at the 0.05
level. The stimulation-related intrinsic orientation has a significant effect on the
adoption of achieving learning approaches at the 0.05 level, but the effect
cannot be explained well in a linear model. The to-know-related intrinsic
orientations also significantly affect achieving approaches at the 0.05 level, but
the direction of the two variables are the opposite.

H21

H21b
(alternative
hypothesis)

Amotivation has a significant and positive effect on the adoption of surface
learning approaches at the 0.05 level.

The third research question asks whether Chinese students’ learning orientations and
approaches change during their period of study in Australian postgraduate accounting
programs. The hypothesis tests for H22 and H23 suggest that they are less extrinsically
motivated as time passes. Their learning approach change follows a bell curve: they adopt more
surface learning approaches in the second semester but then their surface learning motivations
reduce in the following semester. Eventually, Chinese students’ reliance on memorisation is
lower than when they started their programs. Table 6.68 presents the conclusion of the
hypothesis tests for H22 and H23.

Table 6.68  Hypothesis Test Results for H22 and H23

Hypothesis
Tested

Hypothesis
Retained

Finding

H22

H22b
(alternative
hypothesis)

Students are significantly less extrinsically motivated by external regulations as
they spend more time in their Australian postgraduate accounting programs at
the 0.05 level.

H23

H23b
(alternative
hypothesis)

Students’ learning approaches are significantly different across different
semesters of their study at the 0.05 level. The adoption of surface learning
approaches increases from the first semester to the second semester and then
decreases from the second semester to the third semester. Overall, the adoption
of surface learning approaches is the lowest in the third semester.
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The next chapter will discuss the potential causes and implications of the findings from

in this chapter. It will also address the contributions and limitations of this study.
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Chapter Seven

Discussion and Conclusion
7.1 Introduction

This chapter discusses the research findings and concludes this thesis. It begins with a summary
of the research findings that answer the research questions. This is followed by some
recommendations for Australian accounting education practice and future research. The
contributions of this study are then addressed. The limitations and delimitation of this study

are discussed at the end of the chapter.

7.2 Discussions of the Key Findings

7.2.1 The Characteristics of Chinese Students’ Backgrounds, Learning Orientations

and Learning Approaches

The findings that describe Chinese students’ backgrounds, learning orientations and learning
approaches are presented in Chapter Five to answer the first research question. Chinese
students’ characteristics are described in comparative terms with other student groups. The
other two student groups that were used in the comparison are Chinese overseas students and
non-Chinese students. Chinese overseas students refer to the students who completed their high
school in mainland China and then completed their undergraduate degrees in Australia
(40.5%), other Western countries (40.5%) or other Asian countries or regions outside mainland
China (19%). Non-Chinese students are those who did not complete their high school or
undergraduate degree in mainland China, which includes Australian students (26.1%) and other

international students (73.9%).

In general, Chinese postgraduate accounting students’ demographic characteristics and
education backgrounds are significantly different from other student groups. Chinese students
have a higher proportion of female students than other student groups, and these female
Chinese students have better academic performance and accounting knowledge than the male
students before entering the Australian postgraduate accounting programs. Chinese students
are also younger and have less working experience than other student groups, which makes

them predominantly rely on their family’s financial support. On average, Chinese students’
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part-time work income only contributes less than 4% of their tuition fee and living costs in
Australia, a figure that is significantly lower than for non-Chinese students. Correlation results

show that Chinese students’ lower English competency partly contributes to this situation.

There are differences in backgrounds within the Chinese student group. Chinese
students have a very diversified working experience before entering Australian postgraduate
accounting programs. While over 50% of Chinese students do not have any working experience
at all, almost a quarter of Chinese students have some accounting-related working experience.
Another background aspect that also shows a wide diversity is academic accounting
knowledge. 23.7% of Chinese students already had an accounting or business Bachelor degree
before entering their accounting Master programs in Australia, but another 36.7% of Chinese

students do not have any accounting knowledge at all.

Apart from prior academic accounting knowledge and working experience, the other
aspects of Chinese students’ backgrounds do not have high variances. The Chinese students in
this study are mostly from more developed areas of China where education resources are easier
to access and, therefore, the competition to enter universities is not as intense as in other areas.
In terms of prior academic performance, Chinese students outperformed their undergraduate
classmates, in general, but they are not from the best tier of Chinese universities. The ones who
graduated from better universities usually had lower GPAs in their undergraduate programs. It
should be noted that students’ prior academic performance is not expected to be widely
dispersed, because the participants in this study were all studying at the same university. That
is, variation may have been constrained because all student participants were subject to the
same university’s entrance requirements. Chinese students’ English competency is typically
equivalent to IELTS 6.0 level, which is the minimum language requirement to enter

postgraduate accounting programs in Australian universities®.

Chinese students’ learning orientations also have some unique characteristics.
Compared with non-Chinese students, they show less interest in accounting knowledge and are
less intrinsically oriented. They have a strong extrinsic learning orientation from introjected
regulation when entering their current study programs — that is, they want to use an Australian
accounting Master degree to prove their capabilities. It should be noted that although 76.6% of

the surveyed Chinese students considered the migration opportunities when deciding to study

5 Some programs require a minimum overall IELTS score of 6.5 and a minimum score of 6.0 in each section
(reading, writing, listening and speaking).
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an accounting Master degree in Australia, their migration-related learning orientation is not
statistically stronger than for other student groups. The migration-related learning orientation
had the most diversified responses in Chinese students’ extrinsic learning orientations. It is also
the only orientation that is not significantly correlated with any other extrinsic learning
orientations. All extrinsic learning orientations, however, are positively correlated to intrinsic
learning orientations. This means Chinese students are extrinsically and intrinsically oriented
at the same time. As would be expected, their amotivation negatively correlates with the other
learning orientations. It is also the learning orientation section that shows the most difference
within the Chinese student group, with the ratio of positive over negative correspondence of
1:2.1. Although 66.1% of Chinese students responded negatively to the amotivation statements,
Chinese students are still more likely to lose direction after spending some time in their study
programs than non-Chinese students.

Chinese students’ learning approaches are diversified within the group. The most
diversified area is surface learning approaches. The ratio of positive correspondence over
negative correspondence in all surface learning approaches is 2.3:1. However, Chinese students
still have high scores in surface learning approaches overall. Compared with non-Chinese
students, Chinese students find it harder to understand the meaning, or to see the overall picture,
of subject knowledge. Although Chinese students do not significantly rely more on
memorisation than other students, they do use memorisation as a common learning strategy
regardless of their learning approaches. This conclusion about Chinese students’ use of
memorisation in learning is consistent with prior literature (Biggs 1996b; Cooper 2004; Wang
& Byram 2011).

Chinese students’ deep learning approaches differ from non-Chinese students’ in many
aspects, but the differences are not in the same direction. As a result of their higher scores in
the two surface learning aspects above, Chinese students have lower scores in two deep
learning approach aspects, looking for meaning and relating ideas. Their correspondences to
the statement that measures their active interest in subject knowledge is also consistent with
the results in learning orientation section, that is, they have less interest in accounting
knowledge than non-Chinese students. It should be noted that this interest-related statement
has a diversified response in Chinese students — it has the second-highest standard deviation of
all deep learning approach statements. The statement with the highest standard deviation is “I

cannot simply accept things I am told, I have to think them out by myself.” It is also the only
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statement in which Chinese students reported a higher score than non-Chinese students. This
shows that Chinese students take a more critical stance with the knowledge they have to learn

than non-Chinese students.

In the SAL model, Biggs (1987) stated that it is common for students to adopt several
learning approaches, especially deep and achieving approaches, at the same time. The findings
of this study support this statement. All achieving learning approach variables are positively
correlated with all deep learning approach variables. This indicates a close relationship between
the adoption of achieving learning approaches and deep learning approaches in Chinese
students. Although Chinese students’ utilisation of achieving learning approaches is not as high
as non-Chinese students in the determination to excel and organised studying, they are better
in time management than Chinese overseas students. Overall, Chinese students score high on
all three learning approach types, showing their capabilities to adopt surface, deep and

achieving approaches.

7.2.2 The Relationships between Chinese Students’ Backgrounds, Learning

Orientations and Learning Approaches

Chapter Six presents the findings about how different aspects of Chinese students’ learning
approaches are affected by their backgrounds and different aspects of learning orientations.
The relationships between Chinese postgraduate accounting students’ backgrounds, learning
orientations and learning approaches are complex and are not always well captured by simple
linear models. In general, Chinese students’ background characteristics have significant effects
on all three types of learning orientations, in which the extrinsic learning orientations,
especially the need to prove one’s capabilities, are affected most. Students from less developed
areas, with better prior academic performance, more working experience and lower English
competency are more likely to use an Australian accounting Master degree to prove their
capabilities. This extrinsic learning orientation, together with an extrinsic orientation to enter
one’s preferred job market and both amotivations, push Chinese students to adopt surface
learning approaches. The migration-related learning orientation is negatively related to the use
of memorisation and repetition as well as difficulties in understanding course materials, but it

is also negatively related to students’ ability to concentrate and organise in their study. Intrinsic
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learning orientations generally have a positive effect on the adoption of deep learning

approaches, but not all effects can be expressed in simple linear models.

Both prior academic performance and prior accounting knowledge have a strong impact
on shaping Chinese students’ learning orientations. The students who outperformed their
undergraduate classmates are not only more extrinsically and intrinsically oriented, but also are
more likely to lose their direction after spending some time in Australian postgraduate
accounting programs. The Chinese university tier has a similar impact on the orientation to
prove one’s capability and loss of directions over time, but it does not have a significant effect
on Chinese students’ intrinsic learning orientations. Chinese students who have studied
accounting in their undergraduate programs are more intrinsically oriented by the interest in
learning new knowledge and the pleasure of accomplishments, whereas those with more
working experience in accounting fields are more extrinsically oriented to become a more
competent accountant, to prove one’s capability and to obtain a more prestigious job. English
competency is the third-strongest background factor that shapes Chinese students’ learning
orientations. Students with higher English competency are less extrinsically oriented to prove
themselves and more intrinsically oriented to experience stimulation and accomplishments.
Students receiving more financial support from their family are less motivated by the extrinsic
learning orientations to find their preferred job. They are also younger and more intrinsically

motivated by the interest to learn.

Chinese students’ background also has an impact on their learning approaches, though
institutional factors affect more aspects of learning approaches than personal factors do. Female
students score higher on the determination to achieve the best results and the ability to stay
concentrated on studying, whereas older students are stronger at learning through
understanding and relating ideas. Students with higher prior academic performance have fewer
difficulties in coping with course materials, are more likely to learn through understanding and
relating, and are better organised with their study. Though these relationships seem simple and
easy to understand, the effects of Chinses students’ prior accounting knowledge on learning
approaches are rather complex and cannot be well explained by simple linear models. Chinese
students’ prior academic accounting knowledge significantly affects their active interests in
accounting, but the regression analysis does not return a parameter (p) that is significant in any
category of the dependent variable (active interest in accounting) at the 0.05 level. The role of
learning orientations, in this case, may help shed some light, since accomplishment-related
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learning orientations are found to be positively related to both prior academic accounting
knowledge and interest in accounting. The learning orientations’ effect on learning approaches
suggests that the relationship between academic accounting knowledge and active interest in
accounting is not linear. Figure 7.1 illustrates the relationship between the relevant variables.
It should be noted that, although the accomplishment-related learning orientations consist of

two separate variables, the two variables are positively correlated.

Figure 7.1  The Relationships between Academic Accounting Knowledge and Active
Interest in Chinese Students
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The relationship between working experience and achieving learning approaches has a
similar circumstance. The direct effect of working experience on achieving learning
approaches is not explained well with a linear model because of learning orientations’ effects.

The details are presented in Figure 7.2.

Figure 7.2 The Relationship between Working Experience and Achieving
Approaches in Chinese Students

Background L‘earnu-Jg Learning
Orientations Approaches
, Intrinsic Learning Achieving Learning
Prior Orientations Approaches
Accounting
Knowledge

O-I-ToKnow2

A-A-Effort2

A-A-Organised?2

O-E-Identified2
A-A-TimeManage?2

Positive

Extrinsic Learning
Orientations

" Working N

205



The relationship between Chinese students’ university tiers and their difficulties in
making sense (A-S-NotMakingSensel) can also be described by their relationships with
learning orientations. As presented in Figure 7.3, both O-E-Introjected from extrinsic learning
orientations and O-A-LostDirection from amotivation are positively related to the two
variables. Given learning orientations’ impact, it is possible to illustrate the link between
Chinese students’ university tiers and their difficulties in making sense. In addition, students’
university tiers have a negative effect on A-S-NotCopel, a surface learning approach variable
that is positively correlated with A-S-NotMakingSensel. This aspect of a surface learning
approach is also included in the illustration to help explain the relationship between students’

university tiers and their adoption of surface learning approaches.

Figure 7.3  The Relationship between University Tier and Surface Learning
Approaches of Chinese Students
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All three categories of Chinese students’ learning orientations have strong effects on

their adoption of learning approaches. In the extrinsic learning orientations, the orientations to
prove one’s capability and to work and live in Australia affect the highest number of learning
approaches. However, these two extrinsic learning orientations have very different effects on
shaping Chinese students’ learning approaches. While the former has a positive effect on all
aspects of surface learning approaches, the latter is negatively related to surface and achieving
approaches. Although students who have strong migration orientations have fewer difficulties
understanding course material, they are also less motivated to give their best effort and study
in an organised manner. Chinese students whose learning orientations are more toward entering
their preferred job market share the same achieving learning approaches as migration-oriented
students, but they are more likely to have difficulty in coping with course materials. The last
extrinsic learning orientation that negatively affects Chinese students’ achieving learning
approaches is O-E-Introjected2. Students who choose to study accounting Masters programs
to prove their intelligence are less likely to work harder and often leave study tasks to the last
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minute. Although most extrinsic learning orientations push students to surface learning and
reduce their determinations in achieving learning, two variables, O-E-Identified2 and O-E-
Regulationl, have positive effects on achieving learning. Both of these variables are linked to
career goals, i.e., to become a more competent accountant or to get a more prestigious job.
Chinese students with these learning orientations set clear goals and are better organised in

their study.

The effects of intrinsic learning orientations on deep and achieving learning approaches
are mostly positive, but because of the close correlations between deep and achieving
approaches, intrinsic learning orientation’s effect cannot be explained well using simple linear
models. Accomplishment-related learning orientations have strong positive effects on the
adoption of deep learning approaches, including learning through using logic and relating
ideas. These learning orientations increase achieving learning approaches by encouraging
Chinese students to work harder and in a more organised manner. Chinese students who are
more intrinsically oriented by the pleasure received from communication are also more likely
to take a critical stance and draw their own conclusions in studying, but the effect of this
intrinsic learning orientation on the deep learning strategy of looking for meaning is not
captured well in simple linear models. Figure 7.4 presents the relationship between the intrinsic
learning orientation to experience stimulation through communication (O-I-Stimulation1) and

deep learning approaches.

Figure 7.4  Relationship between O-I-Stimulation1 and Deep Learning Approaches
of Chinese Students
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The relationships between the identified regulation of extrinsic learning orientations
and achieving learning approaches are also complicated. Though two identified regulation
variables (O-E-ldentified1 and O-E-ldentified2) are positively correlated with each other, their
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effects on achieving learning approaches are opposite. Figure 7.5 illustrates these effects. This
complex relationship highlights the benefits of running regression analyses for each individual
learning orientation and learning approach variable, so that the dynamics between different

aspects of learning orientations and learning approaches can be illustrated in detail.

Figure 7.5  Relationships between Identified Regulation and Achieving Approaches
of Chinese Students
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Both amotivations have positive effects on Chinese students’ adoption of surface
learning approaches. The loss of direction’s impact is particularly strong because it is positively
related to all surface learning motives. For Chinese students who are no longer sure about why
they are studying in Australian postgraduate accounting programs, they have more difficulties

in coping, understanding and relating course materials.

7.2.3 Changes in Chinese Students’ Learning Orientations and Approaches

Chapter Six also presents the findings from comparing Chinese students’ learning orientations
and approaches among different semesters and answers the third research question. The
findings show that Chinese students’ learning orientations and learning approaches change
during their 1.5to 2 years’ study in Australian postgraduate accounting programs. The extrinsic
learning orientations, in particular external regulation, fade as students spend more time in their
programs. After every semester, Chinese students’ learning orientations are less related to

finding a more prestigious job.
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Chinese students’ adoption of surface learning approaches also changes during their
study, but not in a single direction as do their learning orientations. The surface learning
motives, including difficulty in coping and making sense, increase after the first semester. As
a result, reliance on memorisation rises. This is probably related to an increase in the
complexity of knowledge from the fundamental accounting subjects to the intermediate
accounting subjects. While the first semester’s accounting subject focuses on double-entry
accounting, accrual accounting and accounting cycle, the second semester’s accounting subject
includes more challenging topics, such as accounting for income tax and leases. However, as
subject complexity continues to rise in the third semester, Chinese students’ surface learning
motives decrease. They are less likely to have the same level of difficulty coping with the
amount of work and understanding the course materials. Consequently, their reliance on
memorisation decreases. Their use of surface learning strategies, in particular reliance on
memorisation, drops to the lowest level in the third semester. This pattern of change can be
explained by the theory of threshold concepts (Meyer & Land 2003, 2005). For the accounting
discipline, the threshold concepts, such as double-entry accounting and accrual accounting, are
introduced mostly in the first semester’s course (Magdziarz, Myers & Bellamy 2012). It may
take Chinese students another semester (the second semester) to fully comprehend these
threshold concepts of the accounting discipline before applying their understanding in future

learning.

Changes in other learning orientations and learning approaches are not statistically
significant. However, reduction in extrinsic learning orientation and surface learning
approaches shows that Chinese students can change the way they learn after spending a short

period of time in Australian universities.

7.3 Recommendations

The answers to the three research questions can be used in many different aspects of accounting
education practice. This section discusses the challenges and makes recommendations to

Australian universities, accounting educators, and accounting education researchers.

209



7.3.1 Challenges and Opportunities in a Post-pandemic Environment for Australian

Universities

Because of the COVID-19 outbreak, the Australian government stopped allowing first
Chinese students then all international students to enter Australia from February 2020. At the
time of writing, the Australian borders are still closed to all international students. Although
Australian universities adapted to the situation very quickly and shifted to online teaching for
offshore international students from the first semester of 2020, international enrolment
numbers have suffered a decrease. Postgraduate accounting programs particularly lost a high
proportion of international, especially Chinese students. The tensions between the Australian
government and the Chinese government also intensified the situation. Just before the second
semester of 2020, the Ministry of Education of China announced an alert to all Chinese students
who study overseas, urging them to not choose Australian universities (Cao 2020). With the
tense external environment and economic downfall during the COVID-19 pandemic,
Australian universities are expected to face more difficulties in recruiting Chinese students in

the near future.

Although facing challenges, Australian higher education still has its advantages that
attract Chinese students. This study found that many Chinese students choose Australian
universities because they want to use an Australian Master degree to prove their capabilities.
Chinese students are significantly more extrinsically oriented by this reason than non-Chinese
students. This means Australian Master degrees are perceived to be of good quality, especially
to Chinese students who are from less developed areas and lower-ranked universities and have
better prior academic performances and some working experience. Compared with non-
Chinese students, Chinese students are also more concerned with future career opportunities
but not with migration opportunities. This suggests that Chinese students also see an Australian
accounting Master degree as a competitive advantage in Chinese job markets. With this
understanding, when recruiting Chinese students for postgraduate accounting programs,
Australian universities may focus more on students from smaller cities, other first-tier and
second-tier universities and new university graduates who recently joined the workforce®. The
marketing strategy can also address the potential of proving one’s capability and future career

advantages with an Australian Master degree. Australian universities can also consider working

81t is acknowledged that in practice, universities will recruit in all market segments.
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with Chinese employers to promote the quality of Australian degrees and advance employment

opportunities for Chinese graduates.

7.3.2 General Support That Can Benefit Chinese Students

The research findings suggest that Chinese students face more difficulties in understanding
course materials because of their lower English competency than non-Chinese students. Having
experienced difficulty in understanding and coping, Chinese students often lose their motives
to study and consequently feel more overwhelmed and frustrated with their study in Australian
postgraduate accounting programs. The comparison between semesters shows that Chinese
students face most challenges in their second semester of study, where they not only feel
overwhelmed by the course materials but also face challenges in organising their time and
studying in a systematic manner. These difficulties affect all Chinese students regardless of
their English competency. More support in time management skills, organising study plans and
stress-relief counselling can be offered throughout the program, especially at the beginning of
the second semester, to help Chinese students overcome the obstacles and complete the more
complex learning tasks.

7.3.3 Recommendations for Australian Accounting Educators

The study’s findings are most useful for Australian accounting educators. The analysis shows
that although memorisation is used as a common strategy in learning, Chinese students do take
a critical stance with the knowledge that they need to learn. They experience pleasure in
communicating with lecturers and prefer to learn through understanding than through rote-
learning. This finding conflicts with some studies that investigated Chinese accounting
students’ learning in Australian universities over 10 years ago (Bhattacharyya 2010; Watty,
Jackson & Yu 2009). This study’s findings suggest that Chinese accounting students’ learning
approaches change with environment change in Australian accounting education. Australian
educators should not simply see Chinese students as stereotypical rote-learners because of their
reliance on memorisation and repetition in learning. Chinese students do have intrinsic learning
orientations and deep learning motives. Educators should reinforce Chinese students’ deep

learning motives and create more communication channels to encourage students to ask

211



questions. For example, the lecturers and tutors may consider spending more time in class
explaining the concepts and rationale of journal entries and accounting procedures. The
instructors may also encourage students to ask questions immediately after class and through
email instead of restricting students’ opportunities to ask questions within limited consultation
hours. Explaining students’ confusions in emails would be particularly beneficial to the
Chinese students, as their language competency may prevent them from expressing and
absorbing the full message in a face-to-face discussion. Previous studies found that Chinese
students are also reluctant to raise their questions in public (Bodycott & Lai 2012; Chan & Rao
2009), so allowing them to ask questions privately in emails can encourage their active

engagement.

Despite having more difficulties in understanding and coping, Chinese students still
show strong motives in making effort and achieving better results. The Chinese students who
face more challenges in coping also spend more time thinking about course materials and are
more willing to try their best. It is therefore important for them to receive academic support
alongside their study so that they do not feel frustrated and eventually lose direction and
motivation. Tutorial activities and in-term assessment tasks should be designed to help students
understand course materials better. For example, questions should focus more on reasoning
and logic in the application of accounting concepts and procedures and cannot only include
mechanical reproduction of calculation and journal entries. Including detailed explanations of
journal entries and calculations in solutions and assessment feedback will also help students
better understand complex accounting questions. Providing timely feedback is also beneficial
for students to maintain a systematic and organised study plan. Considering that Chinese
students’ English competency may create difficulties for them to understand the verbal
explanations in class, providing explanation and rationale in the written solutions to tutorial

practices and assessment feedback can better help with their understanding.

Chinese students find the second semester rather than the first semester, the hardest
with which to cope. In addition to the added complexity of subject knowledge, a lack of
understanding of fundamental accounting knowledge may also contribute to this situation. To
encourage students to learn by understanding from the first semester, assessments of the first
semester’s subjects should focus on evaluating the understanding of the fundamental concepts
instead of simple replication of journal entries. Students who proceed to the next level of
accounting subjects should already have a good understanding of fundamental knowledge so

212



that they will not feel overwhelmed by the demand of the study tasks and lose direction. It is
also recommended to review the key threshold knowledge, such as accrual accounting and the
accounting cycle, at the beginning of the second semester, so that the student can proceed to
learn the more complex knowledge with their understanding of fundamental accounting

concepts.

The recommendations made in this subsection can help Australian accounting
educators obtain a more in-depth understanding of Chinese students’ learning, especially under
the changing environment of restricted immigration policies. By acknowledging and
encouraging Chinese students’ intrinsic learning orientations and deep learning motives,
Australian accounting educators can help Chinese students adapt to the new learning context
and engage more understanding in their learning processes. The recommendations can also
jointly help Chinese students and all accounting students with their studies. With more
understanding-focused learning activities, students can experience pleasure in learning instead
of feeling drowned and bored in repetitive calculations and mechanical reproductions. By
providing sufficient explanation in plain language, students can better understand course
content and think things out by themselves. Timely feedback can ensure students remain
stimulated by their progress and study in a systematic manner, while an open communication
environment not only helps reinforce students’ deep learning motives but also makes sure they
receive academic support in time. It is particularly important for the fundamental subjects to
address understanding in assessments so that students are not hit by a steep learning curve in

the next level of accounting subjects.

7.3.4 Recommendations for Future Accounting Education Research

This study adopted the SAL model (Biggs 1987) to measure Chinese accounting students’
learning approaches in Australian universities. Although this model has been widely used in
education research, this study’s findings suggest that caution must be exercised when applying
the model to today’s higher education environment and student groups with a different cultural
background. While measuring students’ learning approaches with survey instruments,
students’ use of memorisation is classified as a surface learning strategy. However, this study
found that Chinese students’ responses to the statements measuring their use of memorisation

are positively correlated with all other statements in the survey at the 0.01 level. That is,
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Chinese students rely heavily on memorisation in learning regardless of their learning motives.
Chinese students with strong deep and achieving learning motives also score high on
memorisation-related statements. As emphasised by Biggs (1987), it is the students’ learning
motives that determine their learning approaches. Therefore, simply labelling a Chinese student
as a surface learner based on high scores in memorisation-related statements is inappropriate.
The study’s findings agree with Patel, Millanta and Tweedie (2016) that memorisation is a
common strategy adopted by Chinese students to enhance understanding. The positive
relationships between deep and achieving learning motives and the two memorisation-related
statements suggest that these two statements may no longer represent only surface learning
strategies. It is therefore questionable whether they should remain to be used as a measure of
surface learning approaches in today’s education research. When Chinese students use
memorisation to obtain understanding, the utilisation of memorisation should be classified
based on their learning motives. This argument is supported by previous researchers who

investigated Chinese students’ learning in Western universities (Donald & Jackling 2007).

This study’s theoretical framework was developed based on the Student Learning in
Context model (Ramsden 2003). Although this model identified learning orientation as a key
factor in shaping learning approaches, it does not provide measurements or definitions of
learning orientations. Future researchers should consider adopting a model that measures
learning orientations in the same manner as the SAL model measures learning approaches. This
would allow the researchers to test the relationships between different aspects of learning
orientations and learning approaches. Some findings of this study (see Figures 7.1 to 7.5)
suggest that the relationships between some aspects of backgrounds, learning orientations and
learning approaches are not simple or linear. The multinominal logistic regression results
suggest that, although the coefficients of some independent variables in the model are
significantly different from 0, none of the categories of the dependent variable has a significant
relationship with the coefficient. These independent variables include Chinese students’
university tier, academic accounting knowledge, working experience and most intrinsic
learning orientations. This could be caused by the co-effects of other learning orientations and
the correlations between different learning approaches. The Student Learning in Context model
(Ramsden 2003) used linear models to test the relationships between broad categories of
learning orientations and learning approaches (for example, extrinsic learning orientations and
surface learning approaches) and provided some conclusions about how learning orientations

affect learning approaches. However, this study’s findings suggest that such a conclusion could
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be missing some details. Future research can consider adopting theories, such as the Self-
Determination theory, to classify students’ learning orientations in further detail and examine
learning orientations’ effect on learning approaches in more depth. The complex dynamics
between different aspects of learning orientations and learning approaches can be illustrated by
showing the relationships between each variable. Future research can also consider
constructing non-linear models based on the relationships between the different aspects of

learning orientations and learning approaches identified by this study.

In addition to quantitative research, future studies can also consider using interviews
and focus groups with Chinese students studying in Western universities to obtain a deeper
understanding of their learning orientations and learning approaches. It is recommended that
the interview and focus groups are facilitated in Mandarin Chinese to encourage Chinese

students’ participation as well as to ensure efficient communication.

7.4 Contributions

This study makes contributions to both accounting education practice in Australia and future
accounting education research. The findings provide a comprehensive understanding of
Chinese students’ learning in the current environment of Australian postgraduate accounting
programs. With this understanding, recommendations have been made to Australian
universities and accounting educators. The recommendations can help Australian universities
continue to attract Chinese students, the major student group in postgraduate accounting
programs, and receive much-needed income in the challenging environment. Understanding
Chinese students’ challenges and difficulties in learning also enables the universities to provide
better student support that suits Chinese students’ needs. More student-centred support can help
not only the Chinese students but all students who share similar challenges to overcome their
learning obstacles, reduce stress, and prevent from losing directions. Since Chinese students
are the majority of the postgraduate accounting students, helping them with their study
difficulties would also help improve the overall student satisfaction and retention rate for
postgraduate accounting programs, which in turn contribute to sustainable enrolment growth.

The findings of this study make the most contributions to Australian accounting
educators. The recommendations can help promote learning-by-understanding strategies in

Chinese students and all postgraduate accounting students. Better understanding in Chinese
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students’ learning orientations and motives can help accounting educators reduce the
communication barriers and provide academic support that better suits Chinese students’ needs.
Through reinforcing Chinese students’ deep and achieving learning motives, accounting
lecturers can better encourage Chinese students to give effort and think things out by
themselves. With more suitable support from teaching staff and the course material, Chinese
students can experience less frustration and more pleasure in learning accounting knowledge,

and consequently achieve better academic performance.

This study contributes to the literature by incorporating two models from different
disciplines, helps explain some conflicting findings and adds some new knowledge about
Chinese students’ learning in Australian universities. The theoretical framework uses the Self-
Determination theory to measure students’ learning orientations and better understand the
relationship between learning orientations and learning approaches in the Student Learning in
Context model. The survey instruments also combined AMS and RASI, two instruments
developed based on the two theories incorporated into the theoretical framework. The findings
are consistent with the prior research on Chinese students, heavy reliance on memorisations in
learning (Patel, Millanta & Tweedie 2016), but also found that Chinese students take a critical
stance with the knowledge they have to learn, which is different from the traditional Chinese
education environment described in Bhattacharyya (2010). This study partially agrees with
Patel, Millanta and Tweedie’s (2016) finding that Chinese students score lower in some deep
learning approaches, but this study aims at providing different explanations. Chinese students’
higher score on critical stance indicates that they do prefer to learn through understanding, but
their lower English competency and younger age create more challenges in understanding and
relating for them than for other student groups. This explains why they score higher on the
surface learning approaches that concern not-making-sense and unrelatedness and
simultaneously score lower on the deep learning approaches that measure the same aspects but
in the opposite direction. Other findings, especially the findings regarding their changes in
surface learning approaches over time, provide some new understanding of Chinese students’

learning.

This study also provides some experience for future accounting education research.
Compared with previous studies, this study provides a new perspective to understand Chinese
students, that is, treat them as a diversified group. Previous studies have often compared the
differences between student groups, particularly between domestic students and international
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students, Western students and Asian students, etc. When the student numbers of one
previously minor or foreign group increase to the point that the student group becomes the vast
majority in the learning context, the diversity within the group should be considered in future
comparisons. This study also proposed some unique measures that can capture Chinese
students’ prior academic performance. These measures are selected based on an understanding
of the unique educational and political background of Chinese society. The findings suggest
that both measures (tier of university and comparative GPA) can help explain differences in
learning orientations and learning approaches in a Chinese student group. The recommendation
also provides inspirations and suggestions for future research that adopts the Student Learning
in Context model (Ramsden 2003) and the SAL model (Biggs 1987) to investigate student

learning.

7.5 Limitations

This study is limited by both the external environment of the data collection and the research

methods used in data analysis. Both of these factors impact generalisation of the findings.

As mentioned in Chapter Four, the major limitation of this study is the sample which
was limited to just one university. Because of the sensitive nature of student information, it
took 12 months and various approvals and procedures to obtain ethics approval from the
University of Adelaide to collect student data. The limited time and budget of a PhD program
could not afford involving more universities in this study. As a result, the survey was
distributed only to students at the University of Adelaide. The extent to which this study’s
findings can be applied to a larger population is unknown but the circumstances at the
University of Adelaide are not dissimilar from those found at other Group of Eight universities.
To manage this limitation, surveys were also distributed to other students who were in the same
programs with Chinese students. Through describing Chinese students’ learning orientations
and learning approaches in comparative terms with other students, the effects of university-

specific learning contexts are minimised.

In addition to the sampling method, the sample size of this study also limits
generalisation of the conclusions. The response rate of the survey was restricted by the
participant recruitment method required by the Human Research Ethics Committee (HREC).

Many recipients disregarded the survey recruitment email because it was from a school admin
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email account. To increase the response rate, in 2019, the research project was advertised
through other communication channels while following the requirements of HREC. However,
the COVID-19 pandemic significantly interrupted data collection and forced the survey to
cease in early 2020. As a result, the sample size of this survey is much smaller than the 200
originally planned. Only 43 students completed all three surveys and only 40 of them are
Chinese students. To include more observations in the data analysis and support a more
scientific conclusion, this study included all survey responses even if the participant did not
complete all three surveys. There were 316 unique responses for Chinese students’
backgrounds, 364 unique responses for Chinese students’ learning orientations, and 477 unique

responses for Chinese students’ learning approaches.

The data analysis methods also limit the findings. When analysing the relationships
between Chinese students’ learning backgrounds, learning orientations and learning
approaches, all regression analyses were performed with simple linear models. These models
were constructed following the theoretical framework and the prior empirical studies that
adopted the Student Learning in Context model (Ramsden 2003). As discussed earlier, because
of the learning orientations’ effect on learning approaches and high correlations between
different learning approaches, the relationships between some variables were identified as
significant but cannot be explained well with a simple linear model. This study performed
regression between each learning orientation and learning approaches to present more details
of the relationships. As presented in Figures 7.1 to 7.5, although some relationships cannot be
explained with one simple linear model, they can be illustrated by presenting the relationships
between other related variables. In addition, many relationships were captured and explained
by multinominal logistic regression analysis and provided rich information to answer the

research questions.

7.6 Summary

This chapter concludes this thesis. It started with a summary of the findings that answer the
three research questions, followed by further discussion to address the key findings and
relevant recommendations. The findings contribute to both the literature and the accounting

education practice. Nevertheless, this study is limited by its scope, its external environment
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and adopted methods. Future research can use the findings and limitations as inspirations to

further explore accounting education and Chinese student learning.
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Appendices

Appendix 1
The Survey Distributed to All Participants

Postgraduate Accounting Student Survey
SIBTRERERS

Please scroll down to read the information’ below and click on “yes” at the bottom of the page
to continue.
T ) FIRBN BRI A, JEAE DU AR s ka2 " AR 2L

Dear Participant,
B [F 2

You are invited to participate in the research project described below.
BHEEZ 5 LTI

Project title: Chinese postgraduate accounting students’ learning in Australian universities: their
background, learning orientations and learning approaches
WFFLURER . oh ST b AR AR R 2 2 o . 5, 2 1B g 21 5

Human Research Ethics Committee approval number A Z8HF 7718 {82 573 24t g 5 - H-2017-005
Principal Investigator 5Jifi (/84157 A) : Associate Professor Robyn Davidson
Student researcher fff 5t /£ Yuxi Wei 1745

Student’s degree 2#fiz: PhD in business 7 2% 1# -+

What is the project about?
B TR A ?

This study focuses on how Chinese students learning in Australian universities’ postgraduate
accounting programs. It aims to describe the characteristics of as well as investigate the relationships
between students’ diversified learning background, learning orientations, learning approaches
(motivations and strategies) and learning outcomes. In addition, it also investigates whether and how
Chinese postgraduate accounting students change their learning approaches during their two years’
study in Australian universities.

AN F T BT E AR PN IR R 27 B2 S 2 vk (0 b L B 2 A i 2 ST . BT 9T DR B AE TR A ()
AN 2E 5, #AENT), 2TNEME S BER U EANIZ B BR &R AW T ST b [ B o
AR 15 DA WAR] 75 R 7 5T 2 R -k PR PR AR IR (] P 2502 2 ) v

Who is undertaking the project?
WELE MO AN 5T 2

This project is being conducted by Yuxi Wei. This research will form the basis for the degree of PhD
in Business at the University of Adelaide under the supervision of Associate Professor Robyn
Davidson

" This information page is the participant information sheet required by the HREC.
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Davidson and Professor Bryan Howieson.
AT BT A A= DT o A FORE A g Tt £ o] A SR A R~ B 1 R SO it o )
Robyn Davidson Fi|##% #11 Bryan Howieson (4% .

Why am | being invited to participate?
T A aBilE S 52

You are invited because you are enrolled in a postgraduate accounting program at the University of
Adelaide.
Tt I e RO AR BT SR AR R 22 22 ST i i ERAR

Your knowledge and experience as a postgraduate accounting student at the University of Adelaide
will be useful to this study. Please note that participation or non-participation in this project will not
impact your academic result.

TRAE B SR AR 22 S Bl () 22 Py A2 B e g 9 AN 4R A IR B0k 1HIER, 25
R AR 1 2 2 BREG AAT AT R .

What am | being invited to do?
TR RAGAT 42

You will be invited to complete three guestionnaires (one per semester) which includes guestions
about your previous learning experience and background, as well as your current learning orientations
and learning approaches. The questionnaire will be completed online. At the end of the questionnaire
you will be asked to provide your student ID to group your responses of the three questionnaries for
data analysis purposes. The course coordinators will not know who participated or did not participate
and there will be no impact on your grades if you decide not to take part.

BHORF =N ENE, . WERSDEERTERE R, ISR —
SIFRRIET A I AR A . A R AR FIHS . (a5 R R ol il S 22 2k g 5 T2
B =AR &R, DT otr. SBRREZIRASMERSS TRXiHE, 25551
AN S HE R ST AT AR 50

How much time will my involvement in the project take?
Z HRRAHAE 2 G AR KA ?

Each questionnaire will take 10-15 minutes to complete.
RO R A 1) AR 5 A& 10 21 15 4.

Are there any risks associated with participating in this project?
Z 5 FA L KR ?

All participants’ information will remain strictly confidential. This research project is completely
independent from your study and therefore will have no impact on your academic result.

P 2 53 115 B O . XTI E AEFE AR T L2 2] e 0%, AR
B HEATART RE M o

What are the potential benefits of the research project?
S 5RAMFA A 4Fa?

If you complete all three questionnaires, a $15 electronic gift card will be sent to your email address
to reimburse you for your time.
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IERIESE AT =N E R G, — KM ES15 ALY R S R0E S R .

The findings of this study may be beneficial to educators and students. The findings may help
Australian accounting educators better understand Chinese students’ learning needs. The knowledge
gained may help improve the curriculum design to help Chinese accounting students overcome
learning difficulties in Australian universities.

A URHIEFE ) R B 3G AR T2 A & AR AT o A T8 SR R 35 BB 1) 2> 1380 A1) S e M B A
Hh [ 2 A 1R 2 I AR TR 5 TR 4045 58 e 08 745 BRI O 2 B 2 3 5 38 A 50 o v 0
i, DA B E R v AR R > s B R A

Can | withdraw from the project?
AT DL A 2

Participation in this project is completely voluntary. If you agree to participate, you can withdraw
from the study at any time before the completion of the survey. If you choose to withdraw, all
provided information will be erased. Withdrawing from the research will not affect your academic
results.

AR Z5 50 %eERE. EEAESYS, W ER GRS AT B H . R ERiE R
B AR A B E R . 1B A O A R IR ) SR

What will happen to my information?
FARBEIIE S AR BT AL 2E 2

Your information will only be used as described in this participant information sheet and it will only
be disclosed according to the consent provided, except as required by law.

AR HE B R S TASCH A BT H (1) X5 B G IR B R sl s A = 1 i 42
R

Your student ID will be used to match your responses over three semesters. All other information
collected will be analysed to identify key elements for the research topic.

B EAE S 2P T IBEE =0 HE MR . HEHRR S et AT 70 DU ST SR

All written and electronic records and materials will be locked in the researcher’s workstation
throughout the period of the research project (now — May 2023). The student researcher is the only
person who will have access. All research data will be held at the University of Adelaide.

TEREAFCEATIAR] (RIE AR ZE 2023 4F 5 H) , B 405 A HL 7 0 B0E 10 s A0 B A7 AR T
F (BTFER) MWIEE. TR REME—RERAEIE N . BT RIE 78 2080 A1 2l 3 A7 A2 B A3

fBRF .

After completion of the project all records will be transferred to the researcher’s supervisors for safe
keeping for a period of five years.
FERFFREE ARG, T BB 1D SR i e 7 2 B0 52 A 1 I T 4k B3 77 5 4

Only aggregated data collected from this project will be published. No participants will be identified
in any future publication.
A BEERE RS AR R . AR REAMBERIIAAES 5E K S HER.

Whom do | contact if | have questions about the project?
AR A A, AZHR AR UE?
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In case of any questions about the project, please feel free to contact the student researcher’s
supervisor or the student researcher.
SR AE XS AT FEAATATRE ], IR FU A R ITAT SR 7S AN

Contact Details Bt £ 5

Supervisors i
Name %44 Associate Professor Robyn Davidson Phone Hiifi: +61 8 8313 8373
Email HE44: robyn.davidson@adelaide.edu.au

Name %444 Professor Bryan Howieson Phone Hif: +61 8 8313 4760
Email HE46: bryan.howieson@adelaide.edu.au

Student Researcher #ff 51 4=
Name #:44: Yuxi Wei 88 574 Phone Hif: +61 8 8313 9145
Email HEF5: yuxi.wei@adelaide.edu.au

What if | have a complaint or any concerns?

IR IAT T AR E A I3

The study has been approved by the Human Research Ethics Committee at the University of Adelaide
(approval number H-2017-005). This research project will be conducted according to the NHMRC
National Statement on Ethical Conduct in Human Research 2007 (Updated 2018). If you have
guestions or problems associated with the practical aspects of your participation in the project, or
wish to raise a concern or complaint about the project, then you should consult Associate Professor
Robyn Davidson. If you wish to speak with an independent person regarding concerns or a complaint,
the University’s policy on research involving human participants, or your rights as a participant,
please contact the Human Research Ethics Committee’s Secretariat on:

AWFFE LA B AR NIRRT RS B A (R4 %5 H-2017-005) o HIF 70K 4% 8
i 2007 4F (2018 “FEFEHhR) FEZR AL FLEARAEN 1) & RE . i REXITH Tz 54
FEAAT Jr) R B R AR AR AT L, T EARER R I AR5 A) Robyn Davidson F|#4% . 2R 4
AR 5 =07 R 0 T SR BUR I B W E B s, BN L2 5 8 BRI St iR, 1BEK &R
NEOFFEEZ A A

Phone Hiif: +61 8 8313 6028 Email H348: hrec@adelaide.edu.au
Post i@ ik ik: Level 4, Rundle Mall Plaza, 50 Rundle Mall, ADELAIDE SA 5000

Any complaint or concern will be treated in confidence and fully investigated. You will be informed
of the outcome.
FEATHARBE WA 1™ M DR PRI 2 . B e il A s

If | want to participate, what do | do?
MRS 5XAHIT, RZM4?

If you would like to participate in the survey, please click on the "yes" botton at the end of this page
to start the survey.
MRS HE RS, R LA .

Yours sincerely,

OB

Yuxi Wei (PhD candidate) #2575 (A7)
Associate Professor Robyn Davidson

Professor Bryan Howieson
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I hereby acknowledge that I have read and understand the information above and agree
to participate in this research project®.
REFRAEBULER, HRABRSS5EAHARE.

O Yes &
O No %

Survey section A: background information®
Q1 What is your gender? % i 51 & ?

Q2

Q3

Q5

O Female ¢

O Male 5

O Other HAh

O Rather not say {3

What is your year of birth? (E.g, 1995) #&#HAESEGRE? (Bl 1995)
HEEN

Did you complete your high school in mainland China (PRC)?
O Yes &*
O No 75**

*1f the participant selected this option, they will be directed to the following question:

Q4(a) In which city/town of China did you complete your high school? (E.g.,
Dalian, Liaoning)

AT ERMRESR T ek T B Ak? (i T RED

**|f the participant selected this option, they will be directed to the following question:
Q4(b) Inwhich country/district did you complete your high school? (E.g. Australia)

Did you complete your previous undergraduate degree in mainland China (PRC)?
T8 ) R A v B DRl 52 R A B S 1 2

O Yes #&"

O No &

O Other (E.g, "2+2" programs) H-'& (Flan"2+2«1iH)

*If the participant selected this option, they will be directed to the following questions:

Q6(a) In which city/town of China did you complete your previous undergraduate
degree before coming to Australia? (E.g, Dalian, Liaoning)

RERRMZ AT, BAET E R ARETT R T ARk ? (Bl T RE)

8 This question serves the purpose as a consent form. If “No” is selected, the survey will jump to the end and will
not collect any information.
% This survey section was only displayed to new survey participants.
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Q7(a) Your undergraduate educational institution in China was:
s B A BB R R T LA TS5 -
O “985” university “JL/\ L E L

“211” university  “2117°Fek  CHE<IL/\F)

Other tier 1 university HE—H#RARIFRRA

Tier 2 university —HERARIBERL

Tier 3 university = #RARIPRAL

College ERIBEL

Other (please specify) e (1T HFRBR)

O O O O OO0

**If the participant selected this option, they will be directed to the following question:

Q6(b) In which country/district did you complete your previous undergraduate
degree? (E.g. Australia)

Q7(b) What is the name of your undergraduate institution?

**|If the participant selected this option, they will be directed to the following questions:

Q6(c) Please describe the locations of your undergraduate study as well as the time
you studied at these locations. (E.g, 2 years in Beijing, China then 2 years in

the US)
BERHREAR LI ISR EZI NN (Bl FIRSEEILR, FRE
ERE)

Q7(c) Your undergraduate educational institution in China was:
& B B AR B & T DA TR AN 51
O “985” university “JL/\ T E#K

“211” university ~ “2117Beke  CIEfL\T™)

Other tier 1 university H&—HLIRABIBERE

Tier 2 university I IRAFIFER

Tier 3 university = HEIRARL R

College ERIFER

Other (please specify) H-&r (il B 455D

O O OO0 0O

Q7(d) What is the name of your international undergraduate institution?
AR E BRI 4 7R«
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The following questions are displayed for all participants:

Q8  Your academic performance compared to your classmates at your previous
educational institution before coming to Australia was:
R ZETRIARIBRER S, HETHEAAEZ, BRRSE:
O Inthe top 10% of the class A< %MV FT 10%

In the top 10% to 20% of the class A< & ML fT 10% FHT 20%

In the top 20% to 40% of the class A~V Fl 20% F AT 40%

In the top 40% to 60% of the class 4<% VA 40% F T 60%

In the bottom 20% to 40% of the class A%k A 20% 2K 40%

In the bottom 10% to 20% of the class A% kA 10% 2K 20%

The bottom 10% of the class A< &Ml K 10%

O | don't know & A H1iE

OO OO0 O0O0

Q9  What are the sources of your tuition fee and living costs for your postgraduate
study? What percentage of total tuition and living costs are from these financial

sources?*0
BENRERZRAEFERRFELRM2? HRAXLEFRE SEBZHRNEERNE
4 s

[ ] My parents and relatives % ()52 BEF12E & %

[] My own savings & C. 72k %

[ ] My part-time work during my study in Australia o
AL B I B C4T TH0ER °

[ ] University scholarships 222 (#1252 4> %

[_] Government or sponsor's scholarships/allowance/grant funds

0]
BRI 2 e B2 4 %o
[ ] Hecs-Help/Borrowings f& %
[ ] Other (Please specify) H'& GsvERD %

Q10 When starting your current postgraduate accounting program in Australia, your
English competency was: FEJFIRIIFE I THIR L2 S IR, R HISETEKF A
O English is my first language J%iE & P BEHE

IELTS 8.0 equivalent #8557 8 45k [ %5/ )

IELTS 7.0 equivalent #8587 7 408k R 5568 )

IELTS 6.0 equivalent 8447 6 4 B [F] S5 A

IELTS 5.0 equivalent #8543 5 73 B[R 55 g

Below IELTS 5.0 fit &8st 5 73 LLF

| cannot speak English at all F&5¢ 4 A4t i

O OO O0OO0O0

Q11 Your accounting-related academic knowledge before enrolling in the current
postgraduate accounting program was:
TEFF ST Z 6, BRESTHHERPARE R E:
O | have a Bachelor degree in accounting 34 — 4 it ARl 247
O I have a Diploma in accounting &5 — /N4t Rl 2447

10 The total percentage entered by the participant must equal to 100%.
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Q12

Q13

O | have a Bachelor degree in business but not in accounting A — ™R BHAH R ARl 2=
i (et

O I have a Diploma in business but not in accounting &5 — I EHHSE L RL2EA (F
21

O | have completed some accounting training courses but do not have a degree A it —
e THRRE, (R A MRS

O | have not received any formal accounting training but I have some self-taught knowledge
in accounting FR#A IE X2 IS SUHFECINETE, (HE2KE % T —Hei sl

O I do not have any accounting knowledge ;%7 i {E A ST H XK HIENR

Your working experience before enrolling in the current postgraduate accounting
program was:

EF RS RFEIZET, B TERR:

O More than 3 years in any industry A = F L B TAELLK (EEATI)

O 1to3yearsinany industry A —F =FEMTELK (EEATID

O Less than 1 year in any industry FA AN — 1) TAELE ((EEATID

O I do not have any working experience 3% 3 AFfi] TAE & 46+

*|f the participant selected this option, Q12 would not be displayed to them.

Your previous working experience involved working in an accounting-related job
for:

AR TEZRRS, MeTHERKTIEREET -
O More than 3 years =4l I

O 1to3vyears —F|=4F

O Lessthan 1year AF|—4F

O Notatall 5E4&H
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Survey Section B: Learning Orientations!!

The following question is displayed to returning participants only:

In the previous semester’s survey, you have answered the following question:

"Why did you choose to enrol in a postgraduate accounting program at the University of
Adelaide?""

Based on your recent learning experience, would you like to change your responses to this
guestion now?

FEEANEHRREY, SYLEETIXAHE:
BRI A G TR T BRI ZHT S TLH)ET? 7
S X — IR ARG, 5 R DL AR X I A v R A [B] B 2

O Not at all 5¢ 4= N E e zh12
O Yes/Maybe A8 3N/ — s AE e 5h
O Not sure/l do not remember my original responses AN & /FRANICIS TR JF R AT BIZ T

For new participants and the returning participants who selected the second or the third
options in the question above, the following question will be presented:

Why did you choose to enrol in a postgraduate accounting program at the University of
Adelaide?

A A FAE R RSB R S BT ST PR L 22 >3 2

Using the scale below, please indicate to what extent each of the following items corresponds to one
of the reasons why you chose to enrol in a postgraduate accounting program at the University of
Adelaide. There is no good or bad answer, please simply choose the item that truly reflects your
thoughts.

ATHNH T — L8 [ A T PR A SRS K2 T IR . fEDU TR L, TR RN R
R T R — N IE TR IR B XA R R SRR o VEE R, I8 JR RO I R BN R 22 77
T PR BE AR A2 5 BT [ R R 2 R 1B T

1 For returning participants, their surveys start from this section.
12 If a participant selected this option, they will be directed to Survey Section C: Learning Approaches.
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Strongly Somewhat  Neither agree nor Somewhat .. Strongly
Agr . L . Disagree .
agree i agree disagree / no opinion  disagree R & disagree
eaeFE T EaRE EENEAEE AKEE © AR
Because eventually it will enable me to enter the job market in a field that I like.
B AR AL IR A TR B I ©c o © O O O O
To prove to myself that | am capable of completing an Australian postgraduate
degree in accounting. @) @) O @)
N T 3R EH CAE B IRA RE RGN A A Tl 24
Because | experience pleasure and satisfaction while learning new things in o o o) ) o o o
accounting. [RNERAE S 2B B2 0E F0R I I 2 Hp R B P SR R0 A2
For the pleasure | experience while surpassing myself in my studies.
9 T I 2 o TR c o © © © © ©
In order to work and live in Australia after graduation.
A 7 SR BN T A ©c O O O O O O
For the pleasure that | experience when | read interesting accounting knowledge.
9 7 2 B ) 2 AT e c o © © © O O
I cannot see why | go to an Australian university for postgraduate study, and
frankly, 1 could not care less. O O O O O O O
TAA BN A ZREM AT, S ERIWAK L.
In order to obtain a more prestigious job later on.
A TR (B AR, (5B B TR T, © o © O O O O
Because | believe that a few additional years of education will improve my
competence as an accountant. O O O O O O O
AN I UE I 5 S R i s E A — R SIS 0.
To show myself that | am an intelligent person.
8T I AR I . c o © O O O O
For the intense feelings | experience when | am communicating my own ideas to
other students and lecturers. O O O O O O O
N T ISR HA R 2 A0 2 T 28 i AR R % Ak
For the satisfaction | feel when | am in the process of accomplishing difficult
academic activities. Ky FRAE 58 N HE ) 25 2 AT 55 I RSl 2 O O O O O O O
Because this program allows me to continue to learn about many things that
interest me. [F J FRAE AL 31 R LI BT AT ©c o © O O O O
I once had good reasons for studying this program, but now | wonder whether | o) o) o o 0O 0O o

should continue. T & &L 7R FIFEH, A RIERAME A S ZHE: T .
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Survey Section C: Learning Approaches

Please recall your learning experience in the current semester. Which accounting
subject below did you spend most effort in learning?
B ENZEAR LR IBY, EAZIUTHIISTHREMA N TRZ SR ?
O ACCTING 7019 Accounting Concepts and Methods (M)
ACCTING 7020 Intermediate Financial Reporting (M)
ACCTING 7023  Advanced Financial Accounting (M)
ACCTING 7014 Management Accounting (M)
ACCTING 7026  Accounting Systems and Processes (M)
ACCTING 7009 Auditing and Assurance Services (M)

OO O0OO0O0

In the course | selected above, my experience is:

AERNIFEEERRES, REZIERE:

Using the scale below, please indicate to what extent each of the following items corresponds to your
learning in an accounting course. There is no good or bad answer, please simply choose the item that
truly reflects your experience.

Z N e LS N E ﬁﬁ“ﬁzﬁ’]ﬁ/i%ﬂ’?‘z“ﬂ THAE LT R ER O RAT I — AN IETIUR R
ANERZTNENEZ AR SRR . R, REERRBCA PR B 2 7y, 1 e et
RIEAN NXZTT RS B SE B 1 TR] R P 3B T
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Strongly Somewhat  Neither agree nor Somewhat Strongly

Agree . L . Disagree .
agree i agree disagree / no opinion  disagree R & disagree
eaeFE T MaRE EeEERE AKRFER © AR

| often have trouble making sense of the things I have to learn.
R AR 2 ST N ©c © © © © © ©

| am not prepared just to accept things | am told, I have to think them out by

myself. O O O O O O O
A T B 1 2 0 A R IR IR, R AT S8 .
It is important to me to feel | am doing as well as I really can in the course. ) o O O O O O

P BB [ AR T TR DA T

Although I can remember facts and details, | often cannot see the overall picture.

ARSI AL R, (L2 3 A SRR b ©c © © © O O
When | am reading, | examine the details carefully to see how they fit in with
what is being said. 7[5 32 IR 2 AF 40 70 i SCH A5 fe R ARG ie— O O O O O O O

.

| put a lot of effort into making sure | have the most important details at my

fingertips. AT 7 1R 2 %5 /1 (R 4L 9 44 T B0 { KA c o © O O O O
Often I feel 1 am drowning in the sheer amount of material | have to cope with on o o o o o O O
this course. A H WAFX [ TIRIIMBFINE KL T, FLAELUE .

I usually set out to understand for myself the meaning of what | have to learn.

BB 2 L2 £ IR B ST A c o © O O O O
I think I am quite systematic and organised in the way | go about studying.

BRI 17 WA R G EL T A c o © O O O O
| find I have to concentrate on memorising a good deal of what | have to learn.

JRAE 2% 31 IO 5L T iR KR B0 A % c o © O O O O
| try to relate ideas | come across to other topics or other courses whenever

possible. O O O O O O O
T AT RE 2 HAE IR AR BB AR AR TR R AR

| work steadily throughout the course, rather than leaving everything until the last o o o o o O O

minute. 152 1T R LR, AP SR 2 RJE .

Often I find myself reading things without really trying to understand them.
R RILE oA P I 5 9 7R W2 % T . c o © © © ©c ©

Sometimes | find myself thinking about ideas from the course when | am doing
other things. O O O O O O O
AR E SRR AEMCH K F SN S BT TR E.
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Strongly Agree Somewhat 'Nelther agree nor So'mewhat Disagree S'_[rongly
agree agree disagree / no opinion  disagree disagree

— 7. — =z.
CIPSS % — 5 y — MNIEIFSS —
sehE VR maREE ERUEERE  AkRE TR s fKE R

I know what result | want to get out of this course and | am determined to achieve
it.

R AR R AR R, MARFETRoEse 0 O O O © © © ©
bro

I am not really sure what is important, so I try to get down just as much as | can

in lectures. O O O O O O O

AR EMLERREEL, FreL EIRAGI R LA BEHIC T AT A AR 74 .

I look at the evidence carefully and then try to reach my own conclusions about

things | am studying. O O O O O O O
2T M R 2 T AR AEOUA MR, SRR KA fE 1 E %
I work hard when | am studying and generally manage to keep my mind on what O o o o o o 0

| am doing. % JIEE L HLET Tk B,

Sometimes | worry about whether | will ever be able to cope with the work
properly. O O O O O O O
A AR O B CRR A BEESLX [ TERI 2 SRS K

When | am reading course material, | try to work out for myself exactly what is
being said. O O O O O O O
HIRAE ] BURAEA R R I e, FRIRAE [ ST AR PR A

I make sure | find good conditions for studying which enables me to get on with
my work easily. F A H O i Al 1R 5E RAd R m Roh2E 21

I spend quite a lot of time repeating or copying out things to help me learn them. ) o o O
FRAE B R B I ) B A R ROk ST Bk

When | am working on a new topic, | try to see in my own mind how all the ideas
relate to each other. O O O O O O O
PO AR, RECETE H ORI A AR S AR (A R AR .

I organise my study time carefully to make the best use of it.

TR TR A2 S I 5] B 75 2 R 2417 © O O O O O O
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Survey Section D: Student ID

Please provide your student ID so that I can send you the following semesters’ surveys
and gift card. (Please enter number only. E.g. 1700123).
BRUEENZSUETREEBREUEHHEURRERALRF. GEURAKT. #l:
1700123):

Your provided student ID will be used to match your survey responses over different semesters.
All information you have provided in this survey will remain strictly confidential. Your
responses will not be provided to any person or party other than the student researcher, Yuxi
Wei. Your participation or non-participation will not have any impact on your study. Should
you have further question, please feel free to contact yuxi.wei@adelaide.edu.au.

IR 7 5 AR LU A R 2 R A& 1) Bl % . FEARTAA T, BRI — V15 BA 2
FER IR o TR BRI B A ER AR T UH 73t AR B F A AR, IS 5 A 2%t
)5 ) G ARG P AR T . AN SRS AR IR, 1B REI I A yuxi.wei@adelaide.edu.au

Thanks for completing this survey! You may close this window now.
B R AERS! BRETDKATEAT .

End of Survey
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Appendix 2

Survey Participant Recruitment Emails
Recruitment Email for the Frist Survey

Email title: Survey participant needed: postgraduate accounting students learning
KT [F) 2 2 S AR R T 4 i) 45

Dear student,
[Fl%:, fBur!

I am a current PhD student in Accounting at the University of Adelaide. My PhD study investigates
postgraduate accounting students’ learning in Australian universities. To collect data, you are invited
to participate in this project by completing 3 surveys during your postgraduate accounting program.
The survey questions are about your previous learning experience and background, as well as your
current learning orientations and learning approaches. If you complete this survey, you will receive
invitations to two shorter surveys in the following year (one per semester). Even if you can only fill in
one or two surveys out of the series, your data will still be helpful to my study. If you complete all three
surveys, a $15 electronic gift card will be sent to your email address.

FRAE B PSR 2 ) — v il AR . R LA A B TR AN o L2 A 2 )
PRI o 9 TUSCER B, JRAE B R J 3 SRR A o S A S =M A . A R S
el R R, B RAER — SRR I 2 Tk IR T W, R
BRI —FEA BRI LS, 0. BIAEERREHS Hh i — 4 Bk
iR, EHE BRSO AR MR AT B, WREEW T 2 =0 mE, —kirE
$15 HIAL M FORE S AR B IR A o

This email was only sent to a small selected group of students who are eligible to fill in this survey.
Receiving this email means you are eligible to participate in this survey. It will be appreciated if you
could complete it.

KBNS PE U R T 1A U5 TR0 D 40 12 WSS VR 5 15 0 W 25
H R IR ERES X0 %, TR R .

If you would like to participate, please access the first survey via the link below:
R EEESRAE N, 7S TR

[Link to the online survey]

You do not have to be a Chinese student to complete this survey. The data from non-Chinese
students will also provide help to the analysis.

This survey will take 10-15 minutes to complete. All participants’ information will remain strictly
confidential. This research project is completely independent of your study and therefore will have no
impact on your academic result.

1645 41 11165 10 B0 15 4160 (I 1. P47 25 #1001 B4 B PoREAREE . ST F G 72
BB ST 5 T3k, ARSI A TR

This research project has been approved by the University of Adelaide’s Human Research Ethics
Committee (HREC Approval number: H-2017-005). In case of any question or concern about the
project, please feel free to contact me via yuxi.wei@adelaide.edu.au.
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AT T A 415 2 o] 4 3 4K 22 N SR AU o B s Mo b (HLERY R 5. H-2017-
005) . HIREXAMITAEMEEN, G EEZR yuxi.wei@adelaide.edu.au .

Sincerely yours,
Yuxi Wei

AL,
¢

Recruitment Email for the Second Survey

Email title: The second survey: postgraduate accounting students learning
KT SR [A) 5 5 STAR IR I 26 — A A 1)

Hi,

[F]%, fEu!

You may recall completing a survey regarding your learning experience in postgraduate accounting
program at the University of Adelaide in the previous semester. Now | would like to invite you to
complete the second survey of the series. This survey includes questions regarding your learning
experience of an accounting course this semester. After completing this survey, another similar survey
will be sent to your email address by the end of next semester. If you completed all three surveys, a $15
electronic gift card will be sent to your email address. Even if you cannot complete next semester’s
survey, | will also appreciate if you could complete this survey now.

EARVFIL LS B S I — 0 R T EAER SRS K o 2 T 22 SR i Rl . B
RGBT XA G RPN T ARG ARSI EEARERE TSR EER 22
8. SERMIX AR, £ T AHEEE R UR G . R ERE SRR = s, —
SRUMESLS AL R S BAE BRI . BIAERE T2 IR S HE, BRI B IEREH
UL R 73

This email was only sent to a small selected group of students who are eligible to fill in this survey.
Receiving this email means you are eligible to participate in this survey. It will be appreciated if you
could complete it.

BB R K4 T R AU R DU 0% IR B2 5 AL 0 1 5
FAR R AIRSRES %, B L

If you would like to participate, please access the first survey via the link below:
ARG EEHESRAENE, Wil TR

[Link to the online survey]

You do not have to be a Chinese student to complete this survey. The data from non-Chinese
students will also provide help to the analysis.

This survey will take 5-10 minutes to complete. All participants’ information will remain strictly
confidential. This research project is completely independent of your study and therefore will have no
impact on your academic result.
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144 IS 5 B 10 AMBR Il BT 2 5 2 015 K B R RAs. AV S0 A 7 2
Reli 2 5] 5 A Tk, TR s I B L A TR

This research project has been approved by the University of Adelaide’s Human Research Ethics
Committee (HREC Approval number: H-2017-005). In case of any question or concern about the
project, please feel free to contact me via yuxi.wei@adelaide.edu.au.

AT T A 415 2 Bof 4 3 4 oK 22 N\ SR U 1 B s i b (HLERY R 5. H-2017-
005) . HIREXAMITAEMEEN, GBS yuxi.wei@adelaide.edu.au .

Sincerely yours,
Yuxi Wei
BB,
W

Recruitment Email for the Third Survey

Email title: The third survey: postgraduate accounting students learning
KT SR [ 5 5 STAR IR I 26 =43 A A 1)

Hi,
GEECE

You may recall completing two surveys regarding your learning experience in postgraduate accounting
program at the University of Adelaide in previous semesters. Now | would like to invite you to complete
the third and the last survey of the series. This survey includes questions regarding your learning
experience of an accounting course this semester. After completing this survey, a $15 electronic gift
card will be sent to your email address.

TS VFIE LT AL Z B 52 ) 22 35 5 5 4y 50 T S8R B A SRR R~ e Tl 2 STAR IR 1] 55
WA AH RIS XA 5 R AP R = R R — . AR SR A AR —
U1 THRRR I 2 SRS . e S5, —IRIMESL5 BIFL MR 2 Rk B B A

This email was only sent to a selected group of students who are eligible to fill in this survey. Receiving

this email means you are eligible to participate in this survey. It will be appreciated if you could
complete it.

KRB PO A T A U BRI — WA I . WIS P R R LRI 0 %
HARH R R RIS X0 %, BRI

If you would like to participate, please access the first survey via the link below:
INREREIRSGRE RS, 78 il e

[Link to the online survey]

You do not have to be a Chinese student to complete this survey. The data from non-Chinese
students will also provide help to the analysis.
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This survey will take 10-15 minutes to complete. All participants’ information will remain strictly
confidential. This research project is completely independent of your study and therefore will have no
impact on your academic result.

L2545 4 11165 10 B0 15 160 T . 74255 4012 B0 B PRAREE . 5B F e (2
BB ST 52 2 T3k, AR BRI SR AL TR

This research project has been approved by the University of Adelaide’s Human Research Ethics
Committee (HREC Approval number: H-2017-005). In case of any question or concern about the
project, please feel free to contact me via yuxi.wei@adelaide.edu.au.

AW E O LA B P fE SR NSRBI RIE S SR RS (R RS . H-2017-
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