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You know, there was a time when, if someone told you to 

do somethin', you did it. Bam! Right on! No questions asked. 

It was 'Yes, sir' and 'Yes, mam'. You never said no. You know? Huh. 

But, you know, things are changing nowadays. It's a new day, 

babies. Folks want to take their own lives into their hands and 

make their own choices. No longer do they wanna go along with 

the program 'cause everybody say it's right. You know what I mean? 

Let me tell ya what I'm talkin' about... 

 

Lou Rawls 
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1. Introduction 

 

The concept of demand-driven education can be seen as a form of education that enables 

students to personalise the curriculum of their study. Demand-driven education shifts the 

responsibility for (a large part of) the curriculum from the institution to the students, enabling 

them to make decisions about what, when, and how learning will occur. 

Over the past two decades, the concept of demand-driven education has become 

extremely popular in Dutch Higher Professional Education (HPE). However, although 

adopted by the majority of Dutch Universities of Applied Sciences (UAS), thus far, 

surprisingly little is known about the practice of demand-driven education.  

This study aims to develop knowledge about the practice of demand-driven education, 

focusing in particular on the student as autonomous and rational decision-maker. Further aims 

of the study are to reflect on the nature of demand-driven education as well as to understand 

why the concept of demand-driven education has been adopted by so many Dutch UASs over 

the past two decades.  

This approach allows the study to transcend the ‗taken-for-grantedness‘ that so often 

surrounds ‗new‘ educational concepts and provides empirically-based insights about the 

practice of demand-driven education in HPE.  

At this point in time, little to no research has focused on the practice of demand-driven 

education in Dutch HPE, or on student decision making in demand-driven education in 

particular. Therefore, the findings of this study are expected to have significant scientific and 

practical relevance. 

 

1.1 Context  

Dutch higher education has a characteristic binary structure that consists of two types of 

institutions: Research Universities and Universities of Applied Sciences (UASs). In Dutch 

higher education, the great majority of the student population takes up a programme of study 

at a UAS.  

The Netherlands has 42 UASs, which provide higher professional education for over 

400,000 students in 2010 (HBO-raad, 2011). The largest Dutch UASs enrol up to 40,000 

students. 

Over the past decades, UASs have been involved in institutional merging, 

concentration, scale enlargement, the adoption of the major-minor structure, and several 

innovations. Although scopes and priorities vary, these innovations have several 

characteristics in common: integrating theory and practice, activating students, giving them 

more responsibility for their own learning and customising programmes for individual 

students (Schellekens, 2004). To enable students to ‗personalise‘ their programme of study, 

the majority of Dutch UASs have adopted a new approach towards learning, commonly 

known as demand-driven education. 
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1.2 Aim of this study  

This study aims to investigate the practice of demand-driven education in Dutch HPE through 

a case study at a Dutch UAS. As stated earlier, the study focuses in particular on student 

decision making in demand-driven education. By doing so, this study aims to learn to what 

extent students‘ decisions can be regarded as autonomous and rational, which factors 

influence the autonomy and rationality of the student decision making process, and what 

effects are generated by autonomous and rational decision making. The study also aims to 

determine why students make the choices they make, and how certain factors influence their 

decisions.   

This study however does not ‗merely‘ investigate the practice of demand-driven 

education. In line with, for instance, Herbert Marcuse (2010 [1964], p. 121), who stated that 

social science is critical science and ―recognition of facts is critique of facts‖, this study 

critically reflects upon the nature of demand-driven education and the widespread adoption of 

demand-driven education by investigating the wider historical and societal context in which 

this concept has materialised. Through this two-fold approach, the study aims to answer the 

following three questions: 

 

 How can (the move towards) demand-driven education be understood from a 

historical, societal, and educational perspective?  

 

 How is the concept of demand-driven education perceived and practiced at a Dutch 

UAS? 

  

 What features characterise student decision making in demand-driven education?  

 

To answer these questions, a total of seven separate, but interrelated, studies were performed, 

each having their own distinctive research question(s). In this way, the study combines 

different theories and approaches from various different disciplines.  

 

1.3 Nature of the study  

Over the past 100 years, the field of educational research has evolved into a distinct area of 

scholarly inquiry. However, although a distinct area, it has always consisted of scholars from 

different disciplines, fields, and institutions, who brought (and bring) a range of theories, 

objectives, and orientations (National Research Council, 2005). Consequently, the field of 

educational research lacks a clear disciplinary framework (National Research Council, 2005). 

Various disciplinary perspectives are used to focus on different parts of the educational 

system, and a number of legitimate research frameworks and methods are available (Howe & 

Eisenhart, 1990). The variety of different approaches in educational research is reflected in 

the ‗dual nature‘ of this dissertation, which can be best described as primarily educational-

sociological but at the same time also multi-disciplinary. 
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This study can be characterised as educational-sociological for many reasons. First of all, the 

author of this dissertation was trained as a sociologist and used his training and the theoretical 

perspectives that were provided to him during his study to investigate the concept of demand-

driven education. Secondly, this study not only strives to investigate the concept of demand-

driven education, but also aims for a phenomenological understanding of the concept. It uses 

an approach similar to that taken, for instance, by sociologist Willem Schinkel (2007, 2008). 

Thirdly, this study aims for a Weberian verstehen of why the concept of demand-driven 

education was adopted by so many UASs over the past two decades and how it is related to 

broader developments in western society (see Weber, 2002 [1905]). Finally, this study has a 

strong inclination towards presumed rationality and rational decision making. It therefore 

investigates the rationale of UASs in adopting the concept of demand-driven education as 

well as the rationality of student decision making in demand-driven education. In both cases, 

this study sees institutions and individuals as ‗sociological actors‘ (or ‗homines‘ sociologici), 

whose decisions are influenced by various factors within their social environment (see 

Dahrendorf, 1977; Hirsch, Michaels & Friedman, 1990).  

As with so many studies in the field of sociology of higher education, this study has 

experienced a tension between breadth and depth (see Clarke, 2007 [1973]). Complete capture 

of the multifacetedness and dynamics of the concept of demand-driven education is 

accomplished by aiming for both breadth and depth by taking up a multi-disciplinary 

approach. For this purpose, theories and methods were used that were thought best suited for 

investigation and understanding of the concept of demand-driven education rather than 

adhering to a specific school of thought or tradition. Therefore, the study combines both 

qualitative and quantitative approaches as well as covering theories from a wide variety of 

fields and disciplines, including educational sciences, sociology, (behavioural) economics, 

public policy and consumer decision making.  

 

1.4 Methodology  

By and large, this study can be characterised as a multi-level mixed design study (Teddlie & 

Tashakkori, 2009). This type of study is defined by Teddlie and Tashakkori (2009) as a strand 

of designs in which qualitative data are collected at one level of analysis (e.g., the student) 

and quantitative data are collected at another (e.g., the School), either in parallel or 

sequentially.  

Both types of data are analyzed and the results are used to make multiple types of 

inferences, which are then integrated into meta-inferences. In these designs, the different 

strands of research are associated with the different levels of analysis. This type of an 

approach allows findings of the qualitative studies to be used to aid in the understanding of 

the findings of the quantitative studies and vice versa. Therefore, seven sub-studies were 

performed, each having either a reflective, qualitative or a quantitative nature.  

The following chapter will provide an overview of the specific nature of the sub-

studies, the research questions that they address and the manner in which the various studies 

are relate. 
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2. Overview of the study 

 

As stated earlier, this study consists of seven sub-studies. Three studies were performed to 

reflect on the rise and nature of the concept of demand-driven education, whereas four studies 

were performed to investigate the practice of demand-driven education at a Dutch UAS. 

Therefore, this dissertation consists of a theoretical part as well as an empirical part (see 

Figure 1).  

The theoretical part presents the findings of three studies, which aimed to provide a 

critical reflection on the (move towards) demand-driven education using three different 

perspectives:  

 

 Study A. Demand-driven education: An educational perspective  

 Study B. Demand-driven education: A historical perspective  

 Study C. Demand-driven education in Dutch HPE: A sociological perspective  

 

The empirical part presents the findings of a case study, which consists of four sub-studies: 

 

 Study I. Institutional and individual perceptions of demand-driven education  

 Study II. The practice of demand-driven education  

 Study III. Student decision making and the effects of demand-driven education  

 Study IV. Choice values and Power relations in student decision making  

 

Figure 1 Relation between various studies  

 

A . Demand-driven  
education: an  
educational  
perspective 

B. Demand-driven  
education: a  

historical  
perspective 

C . Demand-driven  
education in HPE:  

a sociological  
perspective 

I. Institutional and  
individual perceptions  

of demand-driven  
education  

II. Practice of  
demand-driven  

education  

Theoretical frame-work  
on student decision- 
making in demand- 

driven education  

III. Student decision- 
making in demand- 

driven education 

IV. Choice values and  
Power in student  
decision-making  

Theoretical part Empirical part 
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As shown in Figure 1, the empirical part builds on the findings of the theoretical part. Figure 1 

also shows that sub-studies I and II were used in the development of a theoretical framework, 

which guided sub-studies III and IV.  

In the following sections, the content of the various studies will be discussed briefly. 

At the end of each section, the research questions that guided this particular study will be 

presented.  

 

2.1 Theoretical part: Perspectives on demand-driven education  

Study A. Demand-driven education: an educational perspective  

 

The concept of demand-driven education has, over the past years, been addressed by various 

scholars. As a consequence, a fair amount of literature addresses the concept of demand-

driven education. In the majority of these writings, demand-driven education is seen as a new 

approach towards learning. In this study, a sample of such literature is reviewed.  

Through a review of literature on demand-driven education, this study aims to learn 

how the concept of demand-driven education is understood in the educational literature as 

well as to understand how the rise of demand-driven education is explained. By doing so, this 

study aims to answer the following questions:  

 

 How is the concept of demand-driven education defined in the educational literature? 

 

 How is the move from supply-driven to demand-driven education explained in the 

educational literature? 

 

Study B. Demand-driven education: a historical perspective  

 

Based on the outcomes of Study A, the concept of demand-driven education was defined as a 

form of learning in which learners are able to decide what, when, and how learning will occur. 

The concept was further concluded to be related to a certain historical era. Study B was 

performed to understand how the historical period in which the concept of demand-driven 

education has materialised is reflected in the nature of this particular concept. Accordingly, 

this study investigates the transition from Modernity to Post-modernity and the extent to 

which the values of these periods are reflected in the Modern and Post-modern perspectives 

on education. By doing so, this study aims to answer the following question:   

 

 How does the concept of demand-driven education reflect the broader historical 

context in which it has materialised? 
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Study C. Demand-driven education: a sociological perspective 

 

The outcomes of Study B led to the conclusion that demand-driven education can be regarded 

as a Post-modern concept, which reflects the Post-modern obsession with freedom (of choice) 

and the opportunity of individuals to ‗write‘ their personal narrative. These findings were 

used in Study C, which reflects on the widespread adoption of demand-driven education in 

Dutch HPE by relating the move towards demand-driven education to broader developments 

in western society as a whole. This study aims to provide a sociological explanation for the 

move from supply-driven to demand-driven education in Dutch HPE. The following question 

was addressed in this study:  

 

 How does the type of social relations (i.e., the societal context) that we inhabited over 

the past two decades relate to the move towards demand-driven education by Dutch 

UASs? 

 

Together, the findings of studies A, B, and C allow for an understanding of the concept of 

demand-driven education, its specific nature, and the broader historical and societal context in 

which the concept, over the past two decades, has been adopted by so many Dutch UASs. 

These findings guided a case study into the practice of demand-driven as practiced at a Dutch 

UAS.  

2.2 Empirical part: case study of Windesheim UAS 

Empirically-based insights about demand-driven education as practiced in Dutch HPE were 

developed by performing a case study into demand-driven education as practiced at a Dutch 

UAS: Windesheim UAS, Zwolle. The case study consists of four sub-studies.  

 

Study I. Perceptions of demand-driven education  

 

To learn how the concept of demand-driven education was construed at a Dutch UAS, the 

first sub-study investigates institutional and individual perceptions of demand-driven 

education. These perceptions are derived from a policy document analysis and in-depth 

interviews with teachers and students. The study addresses the relationship between demand-

driven education and the curriculum, the implementation of demand-driven education, the 

expectations about demand-driven education, and the opportunities that the concept of 

demand-driven education offers. This study aims to answer the following questions:  

 

Document analysis:  

 How is the concept of demand-driven education defined by the various Schools of 

Windesheim UAS? 

 How do the structures of the various full-time programmes of study provided by 

Windesheim allow for demand-driven education? 
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Semi-structured interviews:  

 How is the implementation of demand-driven education experienced by students and 

teachers? 

 What knowledge do students and teachers have of demand-driven education? 

 What are students‘ and teachers‘ expectations with regard to the benefits and 

detriments of demand-driven education? 

 

Study II. The practice of demand-driven education 

 

The findings of the first sub-study showed that institutional perceptions of demand-driven 

education differ with regard to what demand-driven education ‗is‘ and how much influence 

students can exert over the curriculum. This was reflected in the individual perceptions of 

demand-driven education. 

The second sub-study uses these findings in a more in-depth investigation into the 

practice of demand-driven education, focusing on students‘ experiences with demand-driven 

education. Specifically, this study investigates to what extent students are able to exert 

influence over the education that is provided to them. Data were collected through focus 

group interviews and an exploratory survey study among students from all Schools. The 

following questions guided this study: 

 

Focus group interviews: 

 How do students experience the decision making process in demand-driven education? 

 What factors influence the student decision making in demand-driven education? 

 

Exploratory survey study:  

 To what extent are students able to exert influence over the curriculum? 

 On what grounds do students make decisions in demand-driven education? 

 What can be said about the effects of demand-driven education? 

 

Theoretical framework  

 

The outcomes of sub-studies I and II showed that demand-driven education, in most cases, 

enables students to choose a minor, course, or module or to choose what internship they will 

do and where. It appeared that students‘ decisions are, to a smaller or larger extent, influenced 

by institutional factors, individual factors and significant others.  

The findings and outcomes of sub-studies I and II, together with A, B, and C, were 

used in the development of a theoretical framework. This framework assumes that students‘ 

decisions are characterised by a certain amount of autonomy and rationality. The autonomy 

and rationality of the student decision making process was expected to be influenced by 

institutional factors, student characteristics and significant others. It was further expected that 
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the autonomous and rational decisions would result in higher satisfaction, higher engagement, 

and a feeling of mastery. This theoretical framework was used in sub-studies III and IV. 

 

Study III. Student decision making in demand-driven education 

 

The third sub-study uses the above mentioned theoretical framework to develop and test a 

digital survey questionnaire. The questionnaire was used to learn to what extent student 

decision making can be characterised as autonomous and which institutional and individual 

factors and which significant others influence the autonomy and rationality of the student 

decision making process. The study also aimed to determine what effects are generated by 

autonomous and rational decision making. The questionnaire was administered four times 

amongst three cohorts of full-time students. By doing so, the study aims to answer the 

following questions: 

 

 To what extent can student decision making processes be characterised as 

o autonomous? 

o rational? 

 

 Which factors influence the autonomy of the student‘s decision making process and to 

what extent? 

 Which factors influence the rationality of the student‘s decision making process and to 

what extent? 

 

 What effects are generated by  

o autonomous decision making? 

o rational decision making?  

 

 Does student decision making become more rational and/or autonomous over time? 

 Does the influence of factors on the rationality and/or autonomy of the decision 

making process change over time? 

 

Study IV. Decision making in demand-driven education: Values and Power 

 

The outcomes of the third sub-study showed that students‘ decisions are characterised by a 

rather large amount of autonomy and rationality. The autonomy and rationality of students 

decision making was influenced by the amount and quality of information (including 

students‘ ability to find information about options), students‘ willingness to engage in the 

decision making process, students‘ career decision making self-efficacy, the support provided 

by an academic career counsellor and the bureaucracy of choice structures.  

The fourth sub-study aims to learn why students make certain decisions and how 

students‘ decisions are influenced. This sub-study was performed in close collaboration with 
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Dr. Paulo Charles Pimentel Bótas during a visiting scholarship at the International Centre for 

Higher Education Management (ICHEM) at the University of Bath. 

In this sub-study, the data of the focus group interviews mentioned earlier (sub-study 

II) are analyzed in-depth, using two theoretical perspectives. The Theory of Consumption 

Values (Sheth, Newman, & Gross, 1990, 1991) is used to explain which values drive 

students‘ choices. The Theory of Power Relations as developed by Pimentel Bótas (2000, 

2004, 2008) is used to understand how decisions are influenced. This study aims to answer the 

following questions: 

 

 Which consumption values lie beneath student decision making in demand-driven 

education? 

 

 Is student decision making in demand-driven education influenced by Power 

struggles? If so, how? 
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Introduction to Part I  

 

The dissertation thoroughly conceptualises the concept of demand-driven education by 

beginning with a reflection on the concept of demand-driven education and its widespread 

adoption in Dutch HPE from an educational perspective (A), a historical perspective (B), and 

a sociological perspective (C) (see Figure 2).  

 

Figure 2 Studies presented in theoretical part  

 

 

 
 

 

The following three chapters present the findings of these studies. Chapter 3 introduces 

contemporary, ‗educational‘, perspectives on (the rise of) demand-driven education. Using a 

sample from the current body of literature on demand-driven education, the chapter aims to 

define the concept of demand-driven education and to present the arguments for the shift from 

supply-driven to demand-driven education. 

Chapter 4 provides a reflection on the concept of demand-driven education from a 

historical point of view. By doing so, this chapter aims to reflect on the rise from supply-

driven towards demand-driven by relating it to the shift from Modernity to Post-modernity. 

Chapter 5 considers the concept of demand-driven education from a sociological point 

of view. The use of a sociological perspective allows this chapter to relate the rise of demand-

driven education in Dutch Higher Professional Education (HPE) to broader developments in 

society as a whole.  

Note that the first section focuses on demand-driven education in general, while the 

second part focuses on ‗the idea‘ of demand-driven education in its broadest and most abstract 

sense. In contrast, the third part of this section focuses in particular on demand-driven 

education as it is practiced in Dutch HPE. 

 

 

A . Demand-driven  
education: an educational  

perspective 

B. Demand-driven  
education: a historical  

perspective 

C . Demand-driven  
education in HPE:  

a sociological perspective 
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3. Demand-driven Education: an Educational Perspective 
 

 

Geloof nooit in het gezag van een geleerde of een wetenschappelijk tijdschrift, maar 

bestudeer met kritisch wantrouwen zelf de teksten die je wilt gebruiken en verklaar wat je 

niet begrijpt tot onhelder en dus onbruikbaar 

  

Willem Koops   

 

  

 

Over the past years, the concept of demand-driven education has been addressed by a fair 

number of scholars. Consequently, a substantial body of knowledge has developed on this 

particular concept.  

In most literature, the concept of demand-driven education is related to electronic 

learning environments, distance education and, to a lesser extent, vocational education. In 

contrast, scarcely any literature can be found on demand-driven education as practiced in 

Dutch HPE.  

A review of contemporary writings on demand-driven education was expected to 

result in a better understanding of the concept under study as well as that it was seen as 

necessary for the comprehensiveness of this study. Accordingly, a review of educational 

literature (i.e., the literature that regards demand-driven education as a new approach towards 

learning) on demand-driven education was performed.  

In doing so, this study does not aim to provide an exhaustive overview of all that has 

been written about demand-driven education, but rather to describe in more detail how the 

concept is defined and how the move from supply-driven to demand-driven education is 

explained in educational literature on demand-driven education. In the study, the following 

questions were asked: 

 

 How is the concept of demand-driven education defined in the educational literature? 

 

 How is the move from supply-driven to demand-driven education explained in the 

educational literature? 

 

3.1 Method 

An understanding of the fundamental nature of demand-driven education and how the rise of 

demand-driven education can be explained was obtained by a literature review of writings that 

at least once mentioned the phrase ‗demand-driven education‘. This approach is similar to the 

one used by for instance Bryman (2006). In line with his approach, Google Scholar was 

searched for those articles, theses, conference papers and policy documents containing the key 

word: demand-driven education. While use of other search engines is certainly possible, the 
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advantage to the sampling approach taken in this study is that a search in Google Scholar 

addresses a wide variety of writings.  

Contrary to the approach used by Bryman (2006), however, this study does not 

exclusively investigate journal articles. This allows for an understanding of the educational 

discourse on demand-driven education as a whole rather than focusing merely on the 

scientific discourse.  

The analysis was restricted to a 25-year period between 1985 and 2010. This period 

was chosen because the concept of ‗demand-driven publicly funded services‘ is believed to 

have been introduced in the late 1980s (see Chapter 5 for more details). The content of a total 

of 42 writings was analyzed. 

The sample is likely to be biased in the sense that, by no means, were all authors who 

address the concept of demand-driven education presented. Furthermore, as ‗demand-driven 

education‘ is a rather typical Dutch phrase, the sample contains many works from 

Dutch/Belgian authors such as Paul Kirschner, Michel Valcke and Dominique Sluijsmans. 

However, the fact that findings are based on a large corpus of various sorts of writings 

suggests that the sample is unlikely to be overly atypical, although claims of 

representativeness would be impossible to sustain. Furthermore, although a sample of 42 

writings can be regarded as modest, the findings of this study are thought to provide sufficient 

insight into how demand-driven education is defined and how the move towards demand-

driven education is explained in various genres of educational literature on this topic.  

 

3.2 Findings 

3.2.1 Demand-driven education…what’s in name?  

 

According to Alastair Glegg (2008, p.5), one of the problems faced by researchers studying 

education in the latter part of the twentieth century is ―not just the proliferation of new terms, 

but the lack of agreement on what those terms meant‖. It appears that the term 'demand-driven 

education' forms no exception: although used in a large number of studies, the exact meaning 

of this concept remains, for two main reasons, unclear. 

Firstly, the term demand-driven education is used loosely and interchangeably with 

other terms such as: ‗just-for-me‘ education, personal adaptive learning (Sjoer & Dopper, 

2006), demand-driven life-long learning (Thijssen & Vernooij, 2004), educational system 

driven by demand (Pavon, 2008), demand-driven curriculum (Vonk, 2009), demand-driven 

learning (McLoughlin, 2008), demand-driven basis (Weges & Portier, 1997), demand-driven 

education paradigm (Kirschner & Valcke, 1994) and demand-driven education model (Miller, 

1998), to name a few.  

Secondly, although the term is used in a wide variety of studies, its exact meaning is 

often taken for granted. The term ‗demand-driven education‘ is used, but not defined, in 

studies, for instance, by Abdin (2008), Coaldrake (1999), Levin (1998), Malek and Usami 

(2010), Martens, Valcke, Poelmans and Daal (1996), McKenzie and Wurzburg (1997), 

McLoughlin (2008), Molendijk and Scholten (2005), Muir-Leresche (2002), Noordeen 

(2009), Om, Lee and Chang (2007), Pauling (1998), Pavon (2008), Seyfried (2009), Tatham 
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and McIlveen (2009), Trauth, Reinert, and Zigner (2007), Valcke and Martens (1997), Van 

den Dungen (2009), Van Weert (2006), Vonk (2009), Vossensteyn and Jongbloed (2007), 

Wielenga (2004) and Wongboonsin, Guest, and Prachuabmoh (2005). 

 

3.2.2 Definitions of demand-driven education  

 

In those writings where authors do explain what they mean by demand-driven education, the 

concept is described or characterised in ways that differ to larger or smaller extents, even 

where definitions come from the same author (compare, for instance, Kirschner & Valcke, 

1994; and Kirschner, Valcke & Sluijsmans,1999). Even when defined or characterised, the 

concept of demand-driven education often remains rather abstract, as it is often described as 

‗a form of education‘, ‗a paradigm‘, a ‗starting point‘, a ‗basis‘ and the like.  

The following paragraphs will present some of the most often used definitions and 

characterisations. These definitions can be categorised according to the extent to which 

students can exert influence over the curriculum. The discourse on demand-driven education 

is presented in its purest form by quoting findings from the various literature sources when 

and where possible.  

 

Unlimited freedom 

According to the often-cited Hannafin (1992, p. 54), demand driven education can be seen as 

a form of education in which "the student is the principal arbiter in making judgments as to 

what, when and how learning will occur‖. In this particular form of education ,―students not 

only select and sequence educational activities, but identify, create, cultivate, pursue, and 

satisfy their individual learning needs" (Hannafin, 1992, p. 54).  

Kirschner and Valcke (1994), also often cited, state that demand-driven education is a 

form of education in which learners are challenged to prove, in their own way, that they are 

competent.  

According to Kirschner, Valcke, and Van Vilsteren (1997, p. 175), a demand-driven 

curriculum begins ―by asking what students need to learn. In such an environment, factual 

information will be presented only rarely in lecture form. Instead, information is acquired, 

studied, and applied as it is needed for problem solving‖.  

 

Decision making 

Kirschner et al. (1999, p. 7) state that demand-driven education should be regarded as a 

paradigm  

 

in which study activities and resources are adapted to the needs and 

requirements of the students. Not only are the curricula more in line with 

what students want or need, the materials are also more in line with specific 

student demands or characteristics.  

 

Other writings state that the concept of demand-driven education allows students to ―make 

decisions in relation to two different fields, namely about the content of education and 
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concerning the didactic elaboration‖ (De Haan, Waterson, Trapp, & Pfahl., 2005, p. 114). 

Kirschner (2006, p. 5) states that in demand-driven education students  

 

make decisions in relation to both content and didactic elaboration. Content 

decisions are related to the specific themes, objectives, and activities that the 

students want to be involved in when tackling a specific domain. The central 

role of education is no longer the provision of basic standard arrangements, 

but rather allowing a divergence of thought and actions necessary for 

participatory (of both the ‗teacher' and the ‗learner') lifelong education. 

 

According to Sluijsmans, Straetmans and Merriënboer (2008), demand-driven education 

enables  

 

task-driven learning in which learners consult instructional materials in order 

to acquire relevant competencies. Some learners have competencies acquired 

elsewhere that should be taken into account, and some learners are better able 

to acquire new competencies and therefore need less practice and guidance 

than other learners. This flexible learning allows learners to follow a learning 

path at an optimal pace and integrate the learning process into their personal 

development schedule. 

 

Plessius and Ravesteyn (2010, p. 303) state that demand-driven education enables students to  

 

compare in assessments their actual competencies with the competencies 

needed for graduating and from there, formulate learning goals. From these 

goals they choose courses and projects which may help to reach their goals. 

Ultimately, no fixed curriculum exists in this form of education; the 

university offers courses and projects (and of course supervision), while the 

students choose which courses they will attend to and projects they will 

participate in, where courses and projects may as well be found outside the 

university. 

 

From the above, one can conclude that most authors see demand-driven education as a form 

of education that allows learners to make decisions or judgments about educational activities, 

the sequence and content of these activities, didactic elaboration, projects in which they will 

participate and which courses to attend; thus, about what, when, and how learning will occur. 

Consequently, demand-driven education enables students to prove, in their own way, that they 

are competent and that the curriculum is adapted to the requirements and needs of the 

individual learner.  
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3.2.3 The practice of demand-driven education  

 

The definitions and characterisations of demand-driven education, as presented above, 

describe demand-driven education as an abstract ‗philosophy‘ or ‗paradigm‘ about how 

education can, will, or should be delivered. Some authors, however, also address certain 

necessary requirements for the practice of demand-driven education.  

Kirschner et al. (1999), for instance, advocate the new role of the teacher in demand-

driven education, which becomes that of ―a manager, mediator and motivator of learning‖. 

Kirschner et al. (1999) further state that learners often have certain competencies that they 

acquired elsewhere, and that should be taken into account by their teachers, whereas certain 

learners are better than others at acquiring new competencies, and therefore need less practice 

and guidance.  

In addition, Sluijsmans et al. (2008, p. 20) emphasises that ―the increase of learner 

control implies more self-regulated learning and involvement of learners in the selection of 

assessment tasks and the interpretation of assessment results‖. This implies that learners 

require information about their study programme. Weges and Portier (1997, p. 78) therefore 

argue that students have to get ―clear and specific information about the basic content they 

have to study within a selected course variant.‖ Consequently, Bastiaens and Martens (2000, 

p. 4) conclude that, in demand-driven education, a learner should be able to function as an 

―information processor‖. They (p. 4.) further argue for the necessity that learners be able to 

consult ―instructional materials in order to acquire relevant competencies‖. Plessius and 

Ravesteyn (2010, p. 303) emphasise that as demand-driven does not allow for a fixed 

curriculum, provision by the institution of supervision over the student becomes necessary. 

Various authors raise questions with regard to the practice of demand-driven 

education. Westera (2010, p. 7), for instance, notes that ―in the case of demand-driven 

education, there is the risk of underestimation, carelessness and drop-out. In the absence of a 

teacher, who will be guarding the tidiness and the effort, if calligraphy is being replaced by 

the easy ‗cut & paste‘ option‖. He therefore raises the question whether demand-driven 

education, as it depends largely on such levels of freedom, does not make learning trivial and 

even impossible (Westera, 2010, p. 7). Hannafin (1992) states that demand-driven education 

―...tacitly presumes that students either possess the meta-cognitive skills (competencies) 

needed to make effective judgments, or that they can be induced to make appropriate choices 

through advice, hints, or guided reflection‖ and questions the extent to which students possess 

such skills and are able to make such judgements. Lomas (2007, p. 35) raises a similar issue 

when he states: ―As students may not be clear of what they need because of their lack of 

experience of higher education, academics will often decide that the most effective way of 

helping them to learn is not the way that is popular in the short run‖. 

The above has shed some light on the concept of demand-driven education and the 

conditions imposed by demand-driven education on teachers and learners. However, as the 

conditions required for the practice of demand-driven education seem rather complex and 

straining, the question can be raised as to why education is becoming, or should become, 

demand-driven.  
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3.2.4 Rise of demand-driven education  

 

The literature on demand-driven education provides various explanations for the movement 

from supply to demand-driven education. By and large, the arguments either relate to certain 

beliefs about reality, (western) society and the ‗education of tomorrow‘, arguments based on 

social constructivism and/or the rise of new technologies. Rizk (2007, p. 45 [italics added]), 

for instance, states that:  

 

In reality, students build their own learning environments that render possible 

interactive, collaborative learning. However, their tolerance for the 

traditional classroom and four-year curriculum model may not last long. 

Students will increasingly demand new learning paradigms more suited to 

their learning styles and more appropriate to preparing them for a lifetime of 

learning and change. The educational institution infrastructure is moving 

towards cyber infrastructure, however additional research is needed to 

decipher the efficacy of this move.  

 

She (2007, p. 45) further states that, in this reality, students no longer tolerate the traditional 

class room and demand new learning paradigms that are more suited to their learning styles 

and that will better prepare them for a lifetime of learning and change. Bastiaens and Martens 

(2000, pp. 3-4 [italics added]) therefore conclude that  

 

In considering how best to optimise education, many authors have hit upon 

the idea that the teacher plays a much too central role in conventional 

education. Students focus on what the teacher wants and reproduce her views 

as much as possible. The teacher is highly autonomous and determines the 

course of teaching and learning. She often composes the tests and 

examinations herself and is therefore actually testing herself. Many authors 

believe that it would be much better to focus more on the student, with the 

student working on his own, at his own initiative and more out of his own 

interest and curiosity than the teacher‘s. The instructional material and the 

teaching should be tailored more to the needs and wishes of the students, in 

terms of form and content next to time and place. 

 

Bastiaens & Martens (2000, pp. 3-4) explain this shift by pointing at the movement in the 

field of psychology, away from behaviourism and towards more cognitive approaches; a shift  

that they see as being in line with a shift in society (2000, p. 4). This view corresponds with 

that of Kirschner & Valcke (1994), who state that the need for ―tailoring courses to the 

specific needs of students‖ is a world-wide issue. They further state that, over the past years, a 

movement that involves a transition from supply-driven education, where the supply is 

‗absorbed‘ by the learner, to demand-driven education was/has been occurring (Kirschner and 

Valcke 1994). Kirschner, Valcke and Van Vilsteren (1997, p. 2 [italics added]) see demand-

driven education as the concept of the future and state that:  
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Learning for tomorrow needs to be situated in study environments that are 

context-based and demand-driven. These environments must be flexible to 

meet the needs of learners, through adaptability to different learner needs, 

content, learning patterns and settings, and media combinations. Such flexible 

study environments enable learners to learn when they want (frequency, 

timing, duration), how they want (modes of learning) and what they want 

(that is, learners can define what constitutes learning to them). 

 

Kirschner and Valcke (1994) state that the evolution from supply driven towards demand-

driven education needs to be understood in the larger context of societal, economic, political, 

scientific and technological developments. In their work, they conclude that the evolution of 

our society from a supply-driven to a demand-driven one reveals the impact of technological 

advances on this process. Kirschner and Valcke (1994) also conclude that the shift towards 

demand-driven education is fuelled by developments in Information and Communication 

Technology (lCT) functionalities.  

However, with regard to the rise of new technologies, Sjoer and Dopper (2006, pp. 

371-372) argue that ―...despite the development of new technologies that might make personal 

adaptive learning possible, more demand-driven education requires a redefinition of tasks and 

responsibilities and has to be done in a way that wins the confidence of teachers, 

policymakers, professional associations and future employers. (...) Further research is needed 

to establish how students respond to the didactical concept and the functionalities of the 

support system. Advanced search engines in particular have to be taken into account since the 

network generation students are already making extensive use of searching and selecting 

strategies in their learning processes.‖  

  

3.3 Conclusion  

The foregoing findings lead to the conclusion that, by and large, demand-driven education can 

be seen as a form of education in which the responsibility for learning and assessment is 

shifted from the institution to the individual. In the educational literature, demand-driven 

education is characterised as a new approach towards learning in which learners should be 

able to make decisions or judgments about educational activities, the sequence of these 

activities, the content of these activities, didactic elaboration, projects in which they will 

participate and which courses they will attend, to prove in their own way that they are 

competent and should be involved in the selection of assessment tasks and the interpretation of 

assessment results. 

In demand-driven education the curriculum is thus adapted to the requirements and 

needs of the individual learner, taking into account competencies that learners have acquired 

elsewhere, which enable students to make decisions about what, when and how learning will 

occur. Therefore students should be aware of what they need and should possess the meta-

cognitive skills (and competencies) to make effective judgments. To make decisions about 

what, when and how learning occurs, students should have clear and specific information, be 
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able to consult instructional materials and should be supervised in their decision making. In 

demand-driven education, the role of the teacher becomes that of a manager, mediator and 

motivator of learning  

A further conclusion can be made that the move towards demand-driven education is 

explained by rather abstract claims about reality, society, the education of tomorrow and the 

rise of new technologies. The educational literature states that, in reality, students no longer 

tolerate the traditional class room, and demand new learning paradigms (i.e., demand-driven 

education) that would better prepare them for a lifetime of learning and change. Demand-

driven education is seen as a concept for learning for tomorrow and the move towards 

demand-driven education is regarded as a world-wide issue, in line with a shift in society and 

a shift that reveals the impact of technological advances.  
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4. Demand-driven Education: a Historical Perspective 
 

 

 

The breaking up of certain modern hopes and ambitions, and the fading of illusions in which 

they wrapped social processes and the conduct of individual lives alike allow us to see the 

true nature of moral phenomena more clearly than ever 

 

Zygmunt Bauman  

 

 

The previous chapter ended with the conclusion that, in demand-driven education, the 

curriculum is adapted to the requirements and needs of the individual learner as the student is 

able to make decisions about what, when and how learning will occur.  

According to Kirschner and Valcke (1994), the paradigm of supply-driven education 

was already questioned at the beginning of the twentieth century with respect to  the restricted 

view on the actors in the teaching and learning process, the educational goals and the type of 

learning. During this period, educators presented new educational visions on the actors, the 

goals and content of education and the teaching/learning process. Others, however, state that 

the move towards demand-driven education is a very recent development that reflects that 

students no longer tolerate the traditional class room and demand new learning paradigms that 

will better prepare them for a lifetime of learning and change (Rizk, 2007, p. 45). Therefore, 

demand-driven education is labelled by Kirschner Valcke and Van Vilsteren (1997, p. 2) as 

―the concept of the future‖.  

The foregoing makes clear that various authors claim that the move towards demand-

driven education is related to a certain historical era (i.e., ‗the beginning of the twentieth 

century‘, ‗today‘, ‗the future‘). However, as was concluded in the previous chapter, 

educational literature in many cases does not provide a clear perspective on the historical 

context in which the move from supply-driven towards demand-driven education took place. 

This therefore raises the question as to which era is reflected by the concept of demand-driven 

education and what this means more broadly.  

This study aims to reflect upon the wider historical context in which the concept of 

demand-driven education has materialised, guided by the following question:  

 

 How does the concept of demand-driven education reflect the broader historical era in 

which it has materialised? 

 

To answer this question the following sections address the transition from Modernity to Post-

modernity and the extent to which the Zeitgeist of both eras is reflected in perspectives on 

education. The focus thereby will be primarily on the concept of demand-driven education. 
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4.1 Modernity  

Over the years, a large number of authors have delivered themselves memorably on subjects 

such as Modernity, Modern society, Modernism, the ‗Modern way of life‘ or ‗the Moderns‘. 

Which period can be labelled as Modern has  long been a topic of debate (and probably will 

remain so). Therefore, rather than reflecting on the exact beginning and ending of the 

Modernity (if this was even possible), this study aims to reflect on some of the key values of 

Modernity. The focus is on arriving at some shared perception of the spirit of Modernity, 

rather than providing an exhaustive overview of different perspectives. Therefore, a limited 

number of authors are discussed, whose works are considered most informative on what 

distinguishes the Modern era from other periods.  

First, the distinctive characteristics of Modernity must be considered. Cahoone (2003, 

p. 9) states that the image of Modern western culture is a picture born in the Enlightenment, 

Modernity is founded on ―…scientific knowledge of the world and rational knowledge of 

value, which places the highest premium on individual human life and freedom and believes 

that such freedom and rationality will lead to social progress through virtuous, self-controlled 

work creating a better material, political and intellectual life for all‖. Baudelaire (2003 

[1863]), for one, concludes that ‗Modern man‘ has ―...a nobler aim than of the pure idler, a 

more general aim other than the fleeting pleasure of circumstance‖. Levin (1966, p. 415) sees 

‗the Moderns‘ as ―...the children of Humanism and the Enlightenment. To identify and isolate 

the forces of unreason, in a certain sense, has been a triumph for the intellect‖. Lyotard (2003 

[1984], p. 259) sees Modernity as the era which legitimises human enterprise by ―... making 

an explicit appeal to some grand narrative, such as the dialectics of Spirit, the hermeneutics of 

meaning, the emancipation of the rational or working subject, or the creation of wealth‖. 

Ellman and Feidelson Jr. (1965) finally describe Modernity as the ―large spiritual enterprise 

including philosophical, social and scientific thought, and aesthetic and literary theories and 

manifestoes as well as poems, novels and dramas‖.  

Based on these characterisations of Modernity and ‗the Moderns‘, Modernity can be 

seen as a large and ambitious enterprise that makes an explicit appeal to some grand narrative, 

whereas ‗the Moderns‘ are characterised as children of Humanism and the Enlightenment, 

who place the highest premium on values such as individuality, freedom, rationality and 

reason. Modernity also appears to be characterised by a firm confidence in institutions such as 

society, democracy, science and education.  

 

4.2 Education and the Enlightenment  

According to Israel (2011), the Enlightenment (1650 – 1700) had a major impact on the 

shaping of Modernity. Among other things, the Enlightenment resulted in the promotion and 

acceptance of values such as representative democracy, basic human rights, gender and racial 

equality, individual liberty and freedom of expression. The pursuit of these ideals eventually 

gave way to the events that resulted in the French Revolution (Israel, 2011).  

During and after the French Revolution, intellectuals such as Johann Wolfgang Goethe 

(1749 – 1832), Immanuel Kant (1724 – 1804) and Johann Gottfried von Herder (1744 – 1803) 



Demand-driven Education  

 

37 

 

began to emphasise the importance of individuals‘ ability to think for themselves and make 

their own judgements. In his work An answer to the question: What is Enlightenment 

[Beantwortung der Frage: Was ist Aufklarung] Emanuel Kant (2009 [1799], p. 1, German 

translation added) wrote:  

 

Enlightenment is man’s emergence from his self-incurred immaturity. 

Immaturity is one‘s inability to use one‘s own understanding without the 

guidance of another. This immaturity is self-incurred if its cause is not lack of 

understanding but lack of resolution and courage to it without the guidance of 

another. The motto of the enlightenment is therefore: Sapere aude! [ Dare to 

be wise!] Have courage to use your own understanding! [Habe Mut, dich 

deines eigenen Verstandes zu bedienen!]  

 

Kant (2009 [1799], p. 2) further wrote: ―There is more chance of an entire public enlightening 

itself. This is indeed almost inevitable, if only the public concerned is left in freedom‖.  

The idea of ‗the enlightenment of the people‘ eventually matured into the concept of 

Bildung. The term Bildung is often ascribed to Wilhem von Humboldt (1767 – 1835) and the 

philosophical and pedagogical developments surrounding the Enlightenment (Thompson, 

2006). The discourse of Bildung represented a countermovement to the more dominant 

utilitarian approach to education. Instead of ‗merely‘ being prepared for a certain vocation 

(i.e. Erziehung), Bildung, in the classical sense, represents the endless task of developing, 

unfolding, and enlightening the human mind, to allow human will and action to be 

independent from natural and social determinations, coercion and constraints (Ricken, 2000). 

A social figuration that combines individuality and sociality, the endless voyage of an 

individual towards himself or herself as part of an ideal humanity (Masschlein & Ricken, 

2003). Bildung therefore is about self-realisation and self-elevation in all spheres of social 

reproduction and thus breaks through the more affirmative character of ‗mere‘ Erziehung. 

At the beginning of the 19
th

 century, the concept of Bildung became progressively 

more popular. Concepts such as self-determination and individuality were increasingly 

promoted by educators and teachers, much inspired by the ideas of Jean-Jacques Rousseau 

(1712-1778).  

According to Rousseau, most schools encouraged helplessness and passivity by 

presenting learning purely abstractly, in a way that is detached from any practical 

employment. His educator, in contrast, would teach Emile to negotiate in the world he 

inhabits, making him a competent participant in that world‘s activities (Rousseau, 2007 

[1762]). Through works such as Emile and Julie, Rousseau began to develop a major 

influence over the development of new pedagogical theories and approaches. From the 19
th

 

century onward, he strongly affected ideas about the autonomy of the individual (learner) and 

his ability to think and act for himself. This discourse eventually gave way to what, today, is 

best known as the ‗New Learning‘ movement.  
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4.3 Modernity and New Learning  

By and large, ‗New Learning‘ can be defined as the process whereby ―learners arrive at 

meaning by actively selecting and cumulatively constructing their own knowledge, through 

both individual and social activity‖ (Biggs, 1996, p. 348). At the the nineteenth century 

innovators such as Maria Montessori (1870 – 1952), John Dewey (1859 – 1952), Rudolf 

Steiner (1861 – 1925) and Célestin Freinet (1896 – 1966) promoted active and self-directed 

forms of learning. Today, these perspectives are best known as ‗New Learning‘, a movement 

that has particularly come into fashion over the last decades of the past century ( Simons, Van 

der Linden, & Duffy 2000; Van der Linden, Erkens, Schmidt, & Renshaw, 2000; Lowyck & 

Verloop, 2003). 

The tradition of the educators mentioned above is, according to Nussbaum (2010, p. 

18) ―not just about the passive assimilation of facts and cultural traditions, but about 

challenging the mind to become active, competent and thoughtfully critical in a complex 

world‖. 

One of the fundamental elements of New Learning‘ is ‗active learning‘(Simons et al., 

2000; Van Hout-Wolters, Simons, & Volet, 2000; Van der Linden et al., 2000). Active 

learning can be defined as the process in which learning is central, learners themselves 

determine the goals of learning according to their needs and the learning is not pre-organised 

or pre-planned by an outsider or expert (Simons et al., 2000). One of the basic principles of 

active learning is rejection of the more classical learning paradigm that knowledge exists 

independently of the knower. Active learning is founded on the constructivist principle that 

knowledge is socially constructed (Biggs, 1996) and that ―…all human ‗knowledge‘ is 

developed, transmitted and maintained in social situations‖ (Berger & Luckmann, 1991, 

p.15).  

In the Modern era, the ideas of the above mentioned innovators found their way towards 

higher education as well. This, for instance, resulted in what is known as the liberal arts 

tradition and the open curriculum movement, as well as the promotion of student choice.  

 

4.4 The liberal arts tradition, the open curriculum and student choice  

In the Modern era, the liberal arts tradition was adopted by various higher education 

institutions. This tradition has for long promoted the concept of the open curriculum. At the 

beginning of the twentieth century, an institute such as Harvard had not only rejected the 

prescribed classical curriculum but abolished all requirements. Only a course in English and 

the study of one foreign language were required. Students were left free to use the rest of the 

curriculum to study whatever appealed to their interests (Bok, 2006). Based on the ideas of 

innovators such as Montessori, Dewey and Steiner, the aim of the open Harvard curriculum 

was ―…vigorous, energetic study prompted by enthusiasm or a high sense of the value of the 

subject…‖ (Bok 2006, p. 15). 

The Teagle Foundation (2006), which over the years developed a substantial body of 

knowledge on (the quality of) liberal education and the open curriculum, sees the value of the 

open curriculum in the freedom it grants to students to design their own programmes of study. 
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This is said to create a culture of learning in which students display unusual motivation, 

innovation, and self-direction. Various kinds of evidence suggest that an open curriculum 

fosters a passion for learning and promotes independent thinking and creative problem-

solving (Teagle Foundation, 2006). What is more, baccalaureate colleges appear to be twice 

as productive as average institutions in training eventual PhDs (Cech, 1999).  

Alumni also stated that the responsibilities and opportunities they enjoyed in this 

culture helped them to become autonomous, life-long learners and encouraged them to 

develop independence, creativity and flexibility in thinking that proved invaluable in later 

years (Teagle Foundation, 2006). Faculties further report that their students appear to be more 

engaged because they have chosen to take certain courses for reasons they find compelling 

rather than simply in order to meet requirements.  

The above makes clear that in line with innovators such as Montessori, Dewey and 

Steiner, a Modern concept such as the open curriculum was adopted to strive for vigorous, 

energetic study prompted by enthusiasm or a high sense of value of the subject. Although the 

concept of the open curriculum seems very similar to demand-driven education, the following 

section will show that demand-driven education actually reflects the core values of Post-

modernity more than those of Modernity. 

 

4.5 From Modernity to Post-modernity 

In academic circles, few subjects have been debated so extensively as the presumed change 

from Modernity to Post-modernity (Kumar, 2004; Van der Wende, 2002). Although most 

authors seem to agree that western society has undergone various changes, the nature, cause 

and effect(s) of these changes are disputed.  

Some (e.g., Giddens, 1989; Kumar, 2004) claim that, in the 1960s and 1970s, a radical 

transformation of western society took place. This transformation from Modern to Post-

modern society was thought to be mainly driven by technological developments, which 

transformed the organisation of work and the structure of society (Kumar, 2004). During that 

period, a standardised western society based on a class or professional structure, strongly 

linked to industrialism, was changed into a flexible, highly fragmented, pluralistic and 

individualised society (Giddens, 1989). In other words: Modern society and its ‗grand 

narrative‘ changed into a society that enables every individual to construct their own personal 

narrative (Ritzer, 1997). 

Others (e.g., Castells, 2000; Sassen, 2001; Wellman, 1999; Wuthnow, 1998) disagree 

to a certain extent with the authors mentioned above. They state that industrialism is still an 

important element of contemporary western society but industrial plants have been exported 

from first to third world countries (Castells, 2000, Sassen, 2001). In their view, information 

technology rather than industrial technology is what has changed society. In combination with 

the increased educational level of western countries, these new information technologies are 

said to have created an era of information flows and streams, which have a fundamental 

impact on individuals and organisations (Castells, 2000). Authors such as Castells, Wuthnow 

and Wellman therefore see Post-modern society as a flexible and complex information or 
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network society in which physical boundaries have declined and in which individuals take 

control of their own lives.   

A third group of authors (Beck, Giddens & Lash, 1994; Giddens, 1989) believe that 

contemporary western society is ‗merely‘ a phase in the evolution of industrial or Modern 

society. They state that there is no new Post-modern society but a progressing Modern 

society. According to Beck et al. (1994) this evolution of modern society has resulted in a 

more rationalised social order, in which knowledge is disconnected from values, norms and 

contexts. A society in which information is ‗on the run‘. 

Although these authors disagree to a certain extent, all of their views on contemporary 

Post-modern or late Modern society have certain characteristics in common. All authors 

emphasise that society has become (more) complex, flexible, risky, pluralistic, uncertain 

and/or fragmented, whereas individuals are ‗free´ to write their own personal narrative and 

take control of their own lives. These features, the latter in particular,  are regarded here as 

distinguishing characteristics of Post-modernity.  

 

4.6 Post-modern society and the personal narrative  

In the Post-modern society, individuals are, more than ever before, able to write their own 

personal narrative independently. Contrary to the promotions of individual liberty in the 

Modern era however, this independence is far more laissez-faire than liberating and far more 

enforced than provided or created (see Bauman, 2002).  

It is this ‗enforcement of independence‘ which is seen, for instance, by Bauman (2002) 

as one of the key elements of contemporary, late or Post-modern society. Whereas in the 

Modern era individuality, autonomy and freedom were ideals that were pursued, Post-

modernity gives way to a tyranny of choice that taxes not so much the moral competence, as 

the shopping skills of actors (Bauman, 1995, p. 5). Post-modernity, according to Bauman 

(1995, p. 6) ―preserves the precious grain of modernity –the ‗unencumbered‘ autonomy of the 

actor– while simultaneously removing the price tag and the strings that modernity attached to 

it‖.  

The independence of subjects and the ability to ‗write their own personal narrative‘ 

has been extensively and actively promoted for the past years by western governments 

through privatisation and deregulation strategies. This resulted, according to Beck (1992), in 

experts dumping their contradictions and conflicts at the feet of the individual, leaving him or 

her with the well-intention to judge all of this critically on the basis of his or her own notions. 

This development is reflected in the Post-modern approaches towards teaching and learning. 

 

4.7 Education and the Post-modern perspective 

The Post-modern era has witnessed the rise of concepts such as problem-based learning, 

work-based learning, learning in the community, peer assisted learning, collective learning, 

and modularisation. According to Barnett and Coate (2005) these concepts can be seen as 

attempts to develop curricula and pedagogies for our fast changing world.  
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Barnett and Coate (2005) observe that government officials, academics and leader 

from the world of work seem to agree that curricula should bear witness to these changes. 

According to them, this observation is more often than not followed by the suggestion that 

students should be better prepared for the fast-changing and supercomplex world that they are 

going to encounter and terms such as skills, adaptability, flexibility, self-reliance and learning 

how to learn are frequently used in this context (Barnett & Coate, 2005).  

At the same time that the world is regarded as fast-changing and supercomplex, 

surprisingly enough, it is no longer the curriculum designer or the institution who takes 

responsibility for the curriculum. Instead this responsibility has been handed over to the 

student.  

Barnett & Coate (2005) further note that while the higher education system expanded, 

the state guided the universities into the market and encouraged them to respond to its 

demands. As a consequence, students are being recast as consumers of their education and 

many academics have come to perceive their courses as products to be sold to niche markets. 

Barnett and Coate also witness that, in line with this development, modularisation has become 

a key signifier of consumption, as programmes are repackaged and even rebranded for 

students to choose amongst. They therefore conclude that universities have become akin to 

supermarkets or shopping malls, and are producers of commodities that offer a lifestyle 

choice to their customers.  

In our Post-modern and supercomplex times, rather than institutions taking 

responsibility for the curriculum, individual students are left on their own to construct a 

curriculum that should prepare them for this changing, complex world. In the Post-modern 

era, student choice is provided as an end in itself.  

When these observations are taken into account, one can conclude that demand-driven 

education can be regarded as an archetypal Post-modern approach towards learning. Students 

in demand-driven education can be regarded as consumers of education who are left on their 

own to construct a curriculum that should prepare them for a changing and supercomplex 

world. In addition, this approach is seen as appropriate to prepare students for a lifetime of 

learning and change, as well as providing an answer to the much too central role of the 

teacher. 

 

4.8 Conclusion  

Based on the foregoing, the conclusion can be made that demand-driven education should be 

regarded as a Post-modern phenomenon. The concept of demand-driven education strongly 

differs from Modern approaches towards learning, as the concept and its accompanying 

discourse clearly reflect the Post-modern preoccupation with a complex and changing society 

and the ability of the individuals to write their personal narratives.  

In the Modern era, Enlightenment ideals strongly influenced the ideas of innovators 

such as Maria Montessori, John Dewey, Rudolf Steiner and Célestin Freinet who promoted 

individual autonomy with the aim of challenging the mind of learners to become active, 

competent and critical individuals. In a similar fashion, an approach such as the open 
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curriculum aimed to foster a passion for learning and to promote independent thinking and 

creative problem-solving.  

Rather than pursuing certain grand ideals however, Post-modern approaches towards 

learning reflect the trend that ‗responsibility for responsibility‘ is no longer lodged with 

central powers but has been shifted back to (or rather enforced upon) the individual actor, as 

well as that choice is provided for choice‘s sake. Consequently, rather than guiding students 

on their path through the fast-changing and supercomplex Post-modern world, approaches 

such as demand-driven education hand over the responsibility for the curriculum to the 

students so as to prepare them for a lifetime of learning and change. 
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5. Demand-driven Education in Dutch HPE: a Sociological 

Perspective 
 

 

What is difficult for us to realize is that the great deeds and works of which mortals are 

capable, and which become the topic of historical narrative, are not seen as parts of either an 

encompassing whole or a process; on the contrary, the stress is always on single instances 

and single gestures. These single instances, deeds or events, interrupt the circular movement 

of daily life in the same sense that the rectangular βίος of the mortals interrupts the circular 

movement of biological life  

 

Hannah Arendt  

 

 

The previous chapters concluded that the concept of demand-driven education can be seen as 

a new approach towards learning whereby learners are able to make decisions or judgments 

about the sequence and content of educational activities. In demand-driven education, the 

curriculum adapts to the requirements and needs of the individual learner. Demand-driven 

education was further regarded as an archetypal Post-modern approach towards learning. The 

concept of demand-driven education strongly differs from Modern approaches towards 

learning, as the concept and its accompanying discourse clearly reflect the Post-modern 

preoccupation with a complex and changing society and the ability of the individual to write 

his or her personal narrative. 

Over the past two decades, the majority of Dutch UASs have adopted the concept of 

demand-driven education and, by doing so, have shifted the responsibility for (a large part of) 

the curriculum to the individual student. Although this is in line with the transition from 

Modern to Post-modern society, the question can be raised as to why so many UASs decided 

to adopt the concept of demand-driven education in this particular period. The goal of this 

sub-study is to reflect on the widespread adoption of the demand-driven education concept in 

Dutch HPE from a sociological point of view. In doing so, it aims to answer the following 

question:  

 

 How does the type of social relations (i.e., the societal context) that we inhabited over 

the past two decades relate to the move towards demand-driven education by Dutch 

UASs? 

 

5.1 ‘Thinking sociologically’ about demand-driven education  

In Thinking Sociologically, Zygmunt Bauman (2001, p. 5) defines the sociological perspective 

as one that sees human actions of wider configurations as ―…a non-random assembly of 

actors locked together in a web of mutual dependency‖. The actors ‗entangled‘ in this web are 

mutually dependent because the actions they undertake are interrelated with what other actors 
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are, do or may do (Bauman, 2001, p.5). The web of actors shapes the actors themselves, the 

relations into which they enter and the societies of which they are part.  

For Bauman (2001), the central question of sociology is therefore how do the types of 

social relations that we inhabit relate to how we see each other, ourselves and our knowledge, 

actions and their consequences? Accordingly, a sociological perspective can be used to 

understand how social relations are related to the way we feel that higher education should be 

‗delivered‘.  

This study has taken up the sociological perspective to investigate the relationship 

between the widespread adoption of demand-driven education in Dutch HPE and the wider 

societal context in which this move towards demand-driven education has taken place. In the 

following sections, the argument will be presented that the widespread adoption of demand-

driven education by Dutch UASs can be related to the rise of Neoliberalism, which, in many 

western countries, has resulted in the adoption of New Public Management (NPM) strategies. 

Eventually, NPM strategies were also adopted by higher education institutions. This resulted 

in a more market-like approach towards higher education, which gave way to an increased 

focus on the customer (i.e., the student) perspective and paved the way for concepts such as 

‗personalised learning‘, ‗tailor-made education‘ and ‗customised learning‘. In the 

Netherlands, these developments appear to have resulted in the widespread adoption of 

demand-driven education in Dutch HPE (see Figure 3). The following section provides a 

detailed discussion of the relationship between these developments.   

 

Figure 3 From Neo-liberalism to demand-driven education  

 

 

Rise of Neoliberalism in western society 

Widespread adoption of NPM-strategies
(In the Netherlands demand-driven publicly funded services)

NPM in higher education

Adoption of demand-driven education in Dutch HPE
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5.2 Neo-liberalism 

Liberalism and liberal theory have long formed a structural element of western political and 

institutional thinking. The Enlightenment in particular provided vocabulary for the 

articulation of liberal thinking. The manifestos of Enlightenment theorists such as Immanuel 

Kant (1728-1804), Jeremy Bentham (1748-1832) and Thomas Paine (1737-1809) are often 

said to have contained the seeds of modern liberal theory. However, a subsequent turn to neo-

liberalist politics was not seen until the start of the 1980s in the United States (Reagan) and 

Great-Britain (Thatcher).  

Primarily based on the neo-liberal ideas of Milton Friedman and his ‗Chicago Boys‘, 

both countries adopted monetary policies that were seen as a remedy for Keynesian 

inflationary stagnation (Harvey, 2007). Instead of a large and weighty ‗Keynesian 

government‘ responsible for the achievement and maintenance of full employment, the 

primary guiding principle of neo-liberalism, in terms of the role of the state, was that it should 

be limited to securing private property rights and contracts (Albo, 2002). Neo-liberalists such 

as Friedman claimed that human well-being could be best advanced by ―liberating individual 

entrepreneurial freedoms and skills within an institutional framework characterised by free 

property rights, free market and free trade‖ (Harvey, 2007, p.2).  

Around the beginning of the 1980s, neo-liberal perspectives were adopted by parties 

from either end of the political spectrum in many western countries (e.g., the United States, 

New Zealand, Great Britain, Canada, Sweden, the Netherlands, etc.). From then on, many 

states—both those newly minted after the collapse of the Soviet-Union as well as the old—

voluntarily and sometimes in response to coercive pressures adopted some version of neo-

liberalism or adjusted at least some policies and practices accordingly (Harvey, 2007). 

Even though many differences existed between states, a variety of ‗neo-liberalisms‘ 

have several characteristics in common (Dean, 1999). One of these characteristics was a 

striking degree of consensus among political leaders about what was wrong with the civil 

service (Pollitt, 1995). The dominant perspective was that a large bureaucratic government 

was seen as expensive, inflexible and inefficient (Barber, 2007; Pollitt, 1995).  

This period was characterised by a widespread belief that the number of options for 

politically and economically organising a nation had fundamentally decreased. All over the 

world, nation-states saw themselves forced to redefine their national interests and roles in the 

light of the radical change in the international balance of power (Crockatt, 2001). More 

market and less government became a leading perspective in many western countries. The 

bankruptcy of communism and its collectivist doctrine gave way to a ―renewed and quite 

astonishing faith in the endless capacity of markets to coordinate human behaviour or activity 

with a range and a precision beyond that of any other system, institution or social process‖ 

(Lindblom, 2001, p.14).  

This resulted in the implementation of policies of deregulation, privatisation and social 

austerity (Hartman, 2005). To help raise the effectiveness and efficiency of their public 

services, many western countries adopted a new, strongly market-orientated form of public 

management known as New Public management (NPM).  
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5.3 New Public Management  

From the beginning of the 1980s, NPM strategies were adopted by the vast majority of 

western countries to innovate and utilise the public sector. Reform agents did not use this term 

when they launched administrative reforms in the 1980s and early 1990s. However, as these 

reforms appear to have much in common, they were later classified as NPM (Hood, 1991).  

Although NPM cannot be regarded as a coherent and integrated concept, all forms of 

NPM have certain characteristics in common. NPM is essentially an idea of generic 

management that argues that all management faces similar challenges and that these 

challenges can be approached in similar ways, not differentiated according to type of structure 

or task (Christensen & Lægreid, 2002). NPM has a strong emphasis on economic norms and 

values and focuses in particular on cost reduction, improved quality and increase of efficiency 

(Nagel, 1997).  

The NPM reforms are widely agreed to have fundamentally altered the balance 

between the different state models, serving as guidelines for the participation and influence of 

people in public affairs. A large body of literature suggests that, for the past few decades, 

traditional state-centred governing arrangements have been replaced by alternative modes of 

governance (Kooiman, 2000; Leišytė, 2007). As a consequence, the adoption of NPM 

strategies was thought to enable governments to fight back a bureaucratic ‗nanny state‘ 

(Green-Pedersen, 2002) by providing the users of public services with greater choice.  

From a NPM perspective, a welfare state is conceived as a market-based delivery 

system, while the citizen is seen as a customer (Olsen, 1988). Consequently, the adherence of 

NPM ideology resulted in the introduction of market and quasi market-type mechanisms, 

which were thought to raise the ‗customer responsiveness‘ of professional bureaucrats (Pollitt, 

1995, p. 134). Albeit, in some countries more than others, NPM gave way to a pluralism of 

structures, which would enable the market-based delivery of publicly funded services 

(Christensen & Lægreid, 2002). According to Tolofari (2005), these reforms resulted in the 

application of business management theories and practices in public service administration. 

This can be regarded as a revolutionary change, not only in the manner of delivery of social 

services and accounting for government expenditures but also in the structures of governance.  

One of the consequences of this change was that increasingly greater numbers of 

western countries enabled their citizens to exert influence over the public services that were 

provided to them, how and by whom (Le Grand, 2005). Instead of professionals and 

bureaucrats deciding where children should go to school or to which hospital patients should 

be sent, users of public services were given ‗the power‘ to make those decisions themselves, 

i.e., ‗the power to choose‘.  

Throughout western society, individuals gained influence over the provision of health 

care arrangements and the products of telephone providers, public transport organisation, 

postal services and electric companies (Hurenkamp & Kremer, 2005). In the Netherlands, this 

development gave way to the emergence of demand-driven publicly funded services 

[vraagsturing].  
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5.4 The rise of demand-driven publicly funded services in the Netherlands  

In the Netherlands the adoption of NPM principles resulted in the new forms of governance in 

the public sector. These new forms of management resulted in disaggregating bureaucracies, 

managing by results, greater competition through contracting out and quasi-markets, 

consumer choice and closeness to the consumer (Van der Kraan, 2006). Greater competition, 

quasi-markets, consumer choice and closeness to the consumer were realised by adopting the 

concept of demand-driven public services, first in the health care sector and, over the years, in 

many other sectors as well.  

The concept of demand-driven public services is thought to have been introduced in 

the late 1980s by the governmental committee for Welfare Structure and Finance (Commissie 

Dekker). This committee  had been established to evaluate the Dutch welfare structure. In its 

report ―Willingness to change‖ [Bereidheid tot verandering], which was published in 1987, 

the committee concluded that the Dutch welfare structure functioned ineffectively and ought 

to be reformed. The committee emphasised the importance of market mechanisms and 

recommended that services become (more) demand-driven to help ‗marketise‘ the welfare 

sector and make welfare structures more effective and efficient (Commissie Dekker, 1987).  

Just as with demand-driven education, the concept of demand-driven publicly funded 

services is surrounded by a certain air of vagueness. Various authors conclude that what can 

be seen as demand-driven public services long remained rather indefinite and ambiguous 

(Ministerie van Economische Zaken, 2003; Oudenampsen, 1999; Rijckmans, Garretsen, 

Bongers, & Goor, 2002).  

In a review study on definitions of demand-driven services, Rijckmans et al. (2002) 

nevertheless conclude that, in most cases, demand-driven services can be seen as those 

services that are provided in such a way that an individual is able to exert influence on which 

services or goods will be provided to him (Rijckmans et al., 2002).  

Today, a demand-driven approach towards publicly funded services can be found in 

various (semi-)governmental sectors. Within the health care, welfare, culture and public 

transport sectors, various services have become demand-driven, which enables individuals to 

exert influence over what services would be provided to them, when and by whom.  

 

5.5 New Public Management and higher education  

In education, as one of the major public services, along with health care and law and order, 

the general reforms of public administration have left a clear imprint (Tolofari, 2005). 

Throughout western higher education, the adoption of NPM strategies resulted in a revival of 

the central tenets of classical economic liberalism and fundamental shift in the way 

universities and other higher education institutions defined and justified their institutional 

existence (Olssen & Peters, 2005). Consequently, NPM has become a force that instigated 

remarkable and speedy changes within the higher education institutions of many western 

countries (Marginson & Considine, 2000).  

Although NPM cannot be regarded as a holistic entity, the new forms of management 

that were implemented throughout higher education have many characteristics in common. 
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These include a strong belief in the market as an efficient and morally superior mechanism, in 

self-regulation, in entrepreneurship and, most of all, in the individual as a self-interested 

subject and rational optimiser, the best judge of his or her own interest and needs (Olssen and 

Peters, 2005). This latter principle, in particular, has changed the manner in which students 

are regarded by higher education institutions. Higher education has become increasingly 

preoccupied with concepts such as (the demands of the) labour market, the student as 

consumer, customer responsiveness, product quality, and efficiency, to name just a few ‗buzz 

words‘. Today, many higher education institutions have adopted the ―model of the market‖ 

and its accompanying discourse. As a consequence, a move towards structured, consumable 

education through modularisation, semesterisation and self-directed learning could be 

witnessed in which education is dealt with as a commodity (Gibbs, 2001).  

The move towards demand-driven education by the largest Dutch UASs seems to fit 

this trend rather well. According to Waslander (2007), over the past two decades, education 

has become progressively more customer-oriented and is increasingly expected to deliver 

‗personalised learning‘, ‗tailor-made‘ education‘ and ‗customised learning‘.  

One of the consequences of these developments is that, over the past two decades, 

colleges and universities have increasingly enabled students to choose and select the 

education that best matches their preferences or needs (Schwartz, 2004). Many higher 

education institutions offer their students a wide array of different ‗goods‘ and allow and 

often even encourage them to ‗shop‘ around until they find what they like. In a similar way, 

the widespread adoption of NPM strategies is assumed to have resulted in the move towards 

demand-driven education by so many Dutch UASs. 

 

5.6 Demand-driven education in Dutch Higher Professional Education  

Over the past decade, the concept of demand-driven education has been adopted by many 

Dutch UASs including the four largest: Hogeschool van Amsterdam, Fontys Hogescholen, 

Hogeschool Utrecht and Hogeschool Inholland. Combined, these UASs provide education for 

35% of all HPE students (HBO-raad 2010). In their key educational policy documents, these 

four UASs define the concept ‗demand-driven education‘ as follows:   

 

 ―Study programmes provide different options so they [students] can personalise their 

education.‖       

(Hogeschool van Amsterdam, 2005, p. 24)  

 

 ―The extent to which a student is free to model his learning process‖   

(Fontys Hogescholen, 2006, p. 7)   

 

 ―Demand-driven education enables students to shape the content of their curriculum‖          

 (Hogeschool Utrecht, 2007, p. 13)   

 

 ―Education which is based on the needs of students as well as the needs of businesses‖ 

(Hogeschool Inholland, 2007, p. 18)  
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 Although these four definitions are rather abstract and differ to some extent, they seem to 

have several characteristics in common: all UASs emphasise the role of students as active 

agents who are able to exert influence on, model, personalise or shape the curriculum.  

The four UASs use two main arguments for the adoption of demand-driven education. 

They first of all state that society has undergone fundamental changes, and secondly, they 

conclude that their student population is fundamentally different from prior student 

populations. Hogeschool Utrecht, for instance, states that ―in a constantly changing society, 

flexibility is a necessity for success‖ and that ―flexibility is necessary to provide opportunities 

for students‖ (Hogeschool van Utrecht, 2007, p. 2). Fontys hogescholen states that demand-

driven education is required as their current student population consists of a new type of 

student, the ―homo zappiens‖
1
, which highly values ―individual freedom‖ (Fontys 

Hogescholen, 2006, p. 9). Fontys hogescholen (p. 9) further states that society has become 

more individualistic and freedom of choice has become more important than ever before. All 

four UASs strongly emphasise that it is beneficial, desirable and necessary that curricula are 

flexible and that education is based on the needs of students (Fontys Hogescholen, 2006; 

Hogeschool van Amsterdam, 2007; Hogeschool Inholland, 2007; Hogeschool van Utrecht, 

2007).  

The arguments used by the four largest UASs are remarkably similar to the ones used 

for the adoption of demand-driven public services and similar concepts in and outside the 

Netherlands. In the Netherlands the adoption of demand-driven publicly funded services and 

concepts such as person- and client-centred care are presented as a necessary response to both 

an ever more demanding public and a fast-changing world (Bosselaar, 2005). The ministry of 

Economic affairs, for instance, found that one of the arguments used for the adoption of 

demand-driven publicly funded services is that society has changed in such a way that a 

reform of public services was inevitable (Ministerie van Economische Zaken, 2003). They 

further state that, over the past decade, a belief has grown amongst providers of public 

services that Dutch citizens strongly desire to exert influence on the services that are provided 

to them. 

Outside the Netherlands, similar arguments can be found for the adoption of 

comparable approaches towards publicly funded services. When neighbouring counties such 

as the United Kingdom and Germany are taken as examples, many similarities appear 

between the discourse on demand-driven education and the discourses on client-centred 

services, person-centred civil services, and the like.   

In the United Kingdom, for instance, users of public services have been given the 

opportunity to choose providers and services based on the belief that too often the tendency in 

the public service has been to stick with the traditional and that the world is changing too fast 

for that to be an effective approach (Cabinet Office, 1999). The Cabinet Office further states 

that ‗what matters‘ is ―what works‖ and making sure that ―public service users‖, not 

―providers‖, are the focus. The reform paper, Modernising Government (1999, p. 6), also 

states that the introduction of client-centred services is a response to the ―needs of citizens‖, 

what ―matters‖ to the people, ―what people really want‖ and changes that reflect ―real 

people‘s lives‖. In addition, in Germany, person-centred civil services are said to represent an 

                                                 
1
 A term coined by Wim Veen and Ben Vrakking (2006) 
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expression of the desire of modernisers to connect with ‗the people‘; a response to citizens‘ 

claims of self-determination and social inclusion (Newman and Vidler, 2006a, 2006b).  

 

5.7 Conclusion  

Based on the foregoing, the conclusion can be drawn that the move towards demand-driven 

education is part of a much broader international trend in publicly funded services. Around 

the beginning of the 1980s, neo-liberal perspectives were adopted by parties from either end 

of the political spectrum in many western countries. This resulted in the adoption of NPM 

strategies by the vast majority of western countries.  

Albeit, in some countries more than others, NPM gave way to a pluralism of structures 

that would allow for the market-based delivery of publicly funded services. In the 

Netherlands, this development resulted in the introduction of demand-driven publicly funded 

services.  

In a rather similar fashion, the adoption of NPM strategies by higher education 

institutions has resulted in a more market-like approach to higher education. Consequently, an 

increasing focus on the customer- (i.e. student) perspective can be witnessed, which has 

resulted in ‗personalised learning‘, ‗tailor-made‘ education‘ and ‗customised learning‘.  

In the Netherlands, this development resulted in the adoption of demand-driven 

education by the great majority of Dutch UASs. This claim is supported by the fact that 

arguments used for the adoption of demand-driven education are remarkably similar to the 

arguments put forth for the move towards demand-driven publicly funded services in the 

Netherlands and for the adoption of similar approaches in neighbouring countries such as the 

United Kingdom and Germany.  
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Part II. Demand-driven education in Dutch  

 HPE: a case study  
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Introduction to Part II 

 

The first part of the dissertation concluded that demand-driven education, although often 

characterised as ‗merely‘ a new approach towards learning, should be regarded as part of a 

broader neo-liberal ‗marketisation‘ of public services through the widespread adoption of 

NPM strategies.  

The move towards demand-driven education reflects the transition from Modern 

towards Post-modern society: a move towards a society in which ‗responsibility for 

responsibility‘ is no longer lodged with central powers, but has been forced upon the actor 

and in the case of demand/driven education upon the student.  

The insights about the nature of demand-driven education were used for the design of 

a case study that was performed at Windesheim UAS, a Dutch UAS located in Zwolle
2
. 

Windesheim UAS was chosen as a study case because it acted as a late-adopter: it was  one of 

the last Dutch UASs to adopt the concept of demand-driven education (it did so in 2006). As a 

case, Windesheim UAS therefore provided an opportunity to investigate the introduction of 

demand-driven education from the very beginning. Windesheim UAS was also chosen 

because the university has strong organisational ties with the VU University Amsterdam. 

These ties were expected to allow researchers easier access to relevant sources, material and 

information and to facilitate more willing participation  among staff, teachers and students.  

 

Case: Windesheim UAS 

As the eleventh largest UAS in the Netherlands, Windesheim UAS consists of ten Schools 

(see Figure 4), which provide various, and often related, programmes of study. In total, 

Windesheim UAS provides education for nearly 19.000 students (both full-time and part-

time) and offers its students over 40 different programmes of study.  

In 2006, Windesheim UAS adopted the concept of demand-driven education. In its 

strategic policy documents, Windesheim UAS claims that, from 2006 onwards, at least 50% 

of all education should be demand-driven (Windesheim, 2004). Consequently, a ‗one size fits 

all‘ approach would no longer function within Windesheim and students would be able to 

‗personalise‘ their learning trajectory (Windesheim, 2005).  

At Windesheim UAS, demand-driven education is said to enable students to be the 

directors of their own learning processes so that students are able to set their individual 

learning goals and individual learning needs lead to the personalisation of the curriculum 

(Windesheim, 2004). By doing so, Windesheim UAS approaches the students as the directors 

and originators of the education that is provided to them.  

 

 

 

 

                                                 
2
 Although Windesheim UAS is now also located in Almere at the time of the case study Windesheim UAS was 

only located in Zwolle  
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Figure 4 Schools of Windesheim UAS 

 

 
 

 

Standard curriculum at Windesheim UAS 

Full-time programmes offered at Windesheim UAS are structured according to the major-

minor model. Half of every study programme consists of required major courses, whereas the 

other half of the programme consists of several minors, and in some cases, of several minors 

and a pre-master course which can be chosen freely. 

 

Major.  

The major forms the base of every programme of study. In major courses, students are 

educated on specific major competencies and more general HPE competencies. The education 

provided in the major enables students to acquaint themselves with the knowledge, skills and 

attitudes required for their future profession. The education provided in the major covers two 

semesters of compulsory major courses taught in the first year, an internship and the 

graduation project. The first year of every study programme provided at Windesheim UAS 

consists of compulsory major courses.  

 

Minors.  

In their second, third or fourth year, students are allowed to choose minors. A minor can be 

seen as a specific set of related courses on a particular area of specialisation. Accordingly, a 

minor allows a student to become proficient in a certain area without having to take all the 

courses provided in a major. At Windesheim UAS, students have to choose one or two 

minors, which allow them to specialise in a certain area or field. In addition, students are also 

allowed to choose one or two minors which enable them to broaden their area of expertise. 

Students are able take up minors provided by their own School, as well as minors provided by 

other schools or even by other institutions. If students desire to take up a minor that is not 
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offered as a part of their study programme in which they are enrolled, the approval of the 

examination board is required  

 

Pre-Master's course.  

Instead of one or two minors to broaden their area of expertise, students are also able to 

choose a pre-master's course, which prepares them for master's study at a research University. 

 

All programmes of study 
3
thus consist of the following elements: 

 

- four major courses (MAJ) (covering a total of 112 EC),  

- one or two minors to specialise in a topic or area of expertise (MIN) (2 * 28 EC or 1 * 

56 EC) 

- one or two minors to broaden one‘s expertise in a (new) topic or area of expertise 

(MIN) (2 * 28 EC or 1 * 56 EC  

 

or instead of a minor: 

- a pre-master's course which prepares the student for Master's study at a Research 

University (28 EC) 

 

- (activities related to) career counselling (CC) (2 EC per semester) 

 

This is depicted in Table 1.  

 

Table 1 Curriculum at Windesheim UAS 

 

 

 

Table 1 shows that the first year of every study consists of required Major courses (MAJ) and 

career counselling (CC). From the first year onwards, the curriculum is no longer fixed and 

students are allowed to decide per semester whether to take courses provided in the Major 

(MAJ), a Minor (MIN) or a Pre-Master's course (pre-Ma). The justification for the students' 

                                                 
3
As a rule Dutch UASs provide a four year programme of 240 EC   

 

 

Semester 1 

 

semester 2 

 

Total number of EC 

 

 

Year 1 

 

     MAJ & CC 

 

    MAJ & CC 

 

60 

 

Year 2 MAJ / MIN / pre-Ma & CC MAJ / MIN / pre-Ma& CC  

 

60 

 

Year 3 MAJ / MIN / pre-Ma & CC MAJ / MIN / pre-Ma & CC 

 

 

60 

 

Year 4 MAJ / MIN / pre-Ma & CC MAJ / MIN / pre-Ma & CC 

 

 

60 
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choices has to be noted down in their personal development plan, which they discuss with 

their academic career counsellor. Every semester, 2 EC are dedicated to Career Counselling 

(CC).  

 

This is the institutional context in which the case study into the practice of demand-driven 

education took place. Figure 5 shows that this case study consisted of four sub-studies. The 

first two studies were performed to obtain a better understanding of the concept of demand-

driven education as perceived and practiced at Windesheim UAS. The findings of this study 

were used in the development of a theoretical framework on student decision making in 

demand-driven education. This framework was then used in studies III and IV, which were 

conducted to generate a better understanding of student decision making in demand-driven 

education.  

 

Figure 5 Relationships between various sub-studies  

 

 

 
 

 

 

 

In the following sections, the aim of every sub-study is briefly discussed.  

 

I. Institutional and  
individual perceptions of  
demand-driven education  

II. Practice of demand- 
driven education  

Theoretical frame-work on  
student decision making  

in demand-driven  
education  

III. Student decision 
making in demand-driven  

education 

IV. Choice values and  
Power in student  
decision making  
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Study I. Institutional and individual perceptions of demand-driven education  

 

The sub-studies presented in the theoretical part showed that demand-driven education allows 

students to decide what, when and how learning will occur. However, this leaves institutions 

with much room to manoeuvre. The aim of the first sub-study therefore was to determine how 

the concept of demand-driven education is perceived by Schools and individuals at 

Windesheim UAS and to use these perceptions to develop a theoretical framework on student 

decision making in demand-driven education.  

 

Study II. The practice of demand-driven education: students’ experiences 

 

The findings of study I showed that the ten Schools of Windesheim UAS allow students to 

personalise their curriculum, by choosing certain minors, courses or modules, by deciding 

which competencies are acquired and how, and deciding about the sequence of courses and 

modules. The personalisation of the curriculum is restricted by prior education, outflow 

profiles, internship requirements, supervisor approval and organisation. Teachers and students 

felt that demand-driven education is about what the student wants and about becoming more 

self-governing. However, both teachers and students wondered whether students are actually 

capable of making decisions about what, when and how learning will occur.  

These insights guided the second sub-study, which further explores the practice of 

demand-driven education from the students‘ point of view. More information was gleaned 

about the practice of demand-driven education by conducting focus group interviews with 

seven groups of students and an exploratory survey study.  

 

The outcomes of sub-studies I and II were used to develop a theoretical framework of student 

decision making in demand-driven education. The theoretical framework focussed on the 

autonomy and rationality of the student decision making process, the factors that were 

assumed to affect this autonomy and rationality and the presumed effects of autonomous and 

rational decision making.  

 

Study III. Student decision making in demand-driven education and its effects 

  

The theoretical framework on student decision making in demand-driven education was used 

to develop a survey instrument. This instrument was then used in a longitudinal survey study, 

which aimed to learn the extent to which students‘ decisions in demand-driven education can 

be characterised as autonomous and rational, which factors influence the autonomy and 

rationality of the decision making process, and what effects are generated by autonomous and 

rational decisions. The survey was administered four times amongst three cohorts of full-time 

students over a period of two years.  

 

Study IV. Choice values and Power relations in student decision making  

 

Sub-studies I, II and III provided valuable insights into the practice of demand-driven 

education, the character of student decision making, the factors that influence the autonomy 
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and rationality of the decision making process and its effects. However, the question remained 

as to why students make the decisions they make and what influences these decisions. 

Therefore, the qualitative data from the focus group interviews in sub-study II were further 

analysed in close collaboration with Dr. Paulo Charles Pimentel Bótas during a visiting 

scholarship at the International Centre for Higher Education Management (ICHEM) at the 

University of Bath. For this the Theory of Consumption Values and the Theory of Power 

Relations were used as theoretical lenses. In doing so, this sub-study aimed to discover which 

values guide students‘ choices and how Power relations influence students‘ decisions.  
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6. Towards a Conceptual Framework: Perceptions of Demand-

driven Education  

 

 

For particulars as everyone knows, make for virtue and happiness; generalities are 

intellectually necessary evils. Not philosophers but fretsawyers and stamp collectors 

compose the backbone of society 

 

The Director of Hatcheries and Conditioning  

 

 

The first part of this dissertation showed that the move towards demand-driven education is 

regarded as part of broader neo-liberal ‗marketisation‘ of public services through the 

widespread adoption of NPM strategies. This move reflects the transition from modern 

society towards Post-modern society in which ‗responsibility for responsibility‘ is no longer 

lodged with central powers, but has been forced upon the individual. 

As higher education strongly differs from other publicly funded services, the findings 

presented in the first part of the dissertation raise the question as to how demand-driven 

education, as a rather ‗alien‘ concept, was transferred to the specific context of a higher 

education institution. 

Therefore, an investigation into institutional and individual perceptions of demand-

driven education at Windesheim UAS was assumed to help in understanding the practice of 

demand-driven education and to aid in the development of a conceptual framework on 

demand-driven education as practiced at Windesheim UAS. 

To learn how the concept of demand-driven education was perceived by the various 

Schools of Windesheim UAS, a document analysis was performed of student charters. A 

further understanding of demand-driven education as practiced at Windesheim UAS was 

developed by performing semi-structured interviews with teachers and students. The 

following questions guided the policy document analysis and the semi-structured interviews: 

 

Document analysis:  

 How is the concept of demand-driven education defined by the various Schools of 

Windesheim UAS? 

 How do the structures of the various full-time programmes of study provided by 

Windesheim allow for demand-driven education? 

 

Semi-structured interviews:  

 How is the implementation of demand-driven education experienced by students and 

teachers? 

 What knowledge do students and teachers have of demand-driven education? 

 What are students‘ and teachers‘ expectations with regard to the benefits and 

detriments of demand-driven education? 
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The answers to these questions were used for the development of a theoretical framework on 

student decision making in demand-driven education. This framework will be presented in 

Chapter 8. 

 

6.1 Document analysis 

6.1.1 Methodology 

 

Saarinen (2008) emphasises that texts form the way in which we see the world, and that 

policy texts leads to a chain of ‗operationalisations‘ that have an effect on the world 

(Saarinen, 2008). Policy texts tell which policy problems and goals are brought to the fore and 

which are left aside; this then aids the researcher in understanding what is construed as ‗real‘ 

in a certain context (Berger & Luckman, 1991).  

In this study, the student charters of all programmes of study of all ten Schools were 

used as policy texts. The decision to analyze student charters was made because these 

documents provide an overview of what students can expect (demand) from their institution 

and what their institution ask of their students. Therefore, these texts provide valuable insight 

into how institutions see the concept of demand-driven education and how they think it should 

be practiced. 

When policy documents are used as data, two basic mistakes are often made. In some 

cases, policy documents are taken as given—as describing something that ‗really‘ exists. In 

other cases, however, policy documents are dismissed as ‗mere rhetoric‘, which has very little 

to do with real-life policy actions (Saarinen, 2008).  

In this study, therefore, information derived from the student charters were not seen as 

‗mere‘ rhetoric but rather as what is seen as ‗real‘ from the institutional point of view. This 

‗reality‘ of the institutional perspective was related to the ‗real-life‘ perceptions of individuals 

to arrive at a shared perception of demand-driven education as practiced at Windesheim UAS.  

 

6.1.2 Policy documents under study  

 

Some Schools had only one School charter for all programmes of study, whereas at other 

schools, every study programme had its own charter. This resulted in a total of 19 charters 

that were used for further analysis. Table 2 presents an overview of the documents that were 

analysed in this study.  
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Table 2 Documents used in policy document analysis  

 
School  Study programmes Documents used  

 
Business & 
Economics 

 
Accounting  

 
- Student charter School of Business and Economics 2008-2009 
- Student charter 2008-2009 Small Business and Retail  
Management 
 

Business Economics  
Commercial Economics 
Communication study  
Financial Services 
Management  
International Business and 
Languages  
Economics & Logistics 
Small Business and Retail 
Management  

Built 
Environment 
& Transport 

Architecture  - Student charter School of Built Environment and  
  Transport 2008 – 2009 Civil engineering 

Logistics and Transport 
Engineering 
Traffic Engineering 

Education Teacher in Primary Education  - Student charter Teacher in Primary Education 2008-2009 
- Student charter Teacher in Secondary Education 2008-2009 
- Student charter Visual Arts and Design 2008-2009 
- student charter Religious and Pastoral Work 2008-2009 

 Teacher in Secondary Education 
 Teacher in Visual Arts and Design 
 Training for Religious and Pastoral 

Work 

Engineering 
& Design 

Electrical Engineering 
Industrial Product Designing 
Technical Business Administration  
Mechanical Engineering  

- Student charter Electrical Engineering 2008-2009 
- Student charter Industrial Product Designing 2008-2009 
- Student charter Technical Business Administration 2008-2009 
- Student charter Mechanical Engineering 2008-2009 

Health Care Nursing - Student charter Nursing 2008 – 2009 
- Student charter Speech Therapy 2008 – 2009  Speech Therapy 

Human 
Movement & 
Sports 

Movement sciences and 
Psychomotor Therapy 
Teacher Physical Education 
Sport and Exercise 

- Student charter School of Human Movement and Sports    
  2008 – 2009 
- Student charter Movement sciences and Psychomotor Therapy 
  2008-2009 

Information 
Sciences 

Business Informatics - Student charter School of Information Sciences 2008-2009 
Informatics  
Technical Information 

Management 
& Law 

Management Economics and Law  - Student charter School of Management and Law 2008 – 2009 
Personnel and Work 
HBO Law 

Media Printed media - HEADLINES 2008 – 2009 
 Audiovisual media 
 Media Production 
 Story writing 

Social Work Cultural and Social Development  - Student charter School of Social Work 2008 – 2009 
 Social Services 
 Social Pedagogical Services 

 

 

6.1.3 Findings 

Institutional perceptions of demand-driven education  

 

The findings of the document analysis provided insight into how the Schools of Windesheim 

UAS define the concept of demand-driven education. Table 3 presents an overview of the 
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ways in which Schools define demand-driven education and the scope of demand-driven 

education as practiced at this particular institution. The various Schools are listed according to 

the aspects of the curriculum over which students could exert influence.   

 

Table 3 Demand-driven education at Windesheim UAS 

 

School  Definition Influence over 

 
Management & 
Law 

 
Demand-driven education enables students to personalise their 
learning through the provision of choice 

 
Learning 

Built Environment 
& Transport 

Demand-driven education means that students have freedom of 
choice with regard to both the content as well as form of their 
learning 

Learning 
Content and Form 

Education  Demand-driven education allows students to personalise at 
least 50% of their study programme by choosing minors  

Minors 

Business & 
Economics 

Demand-driven education allows students to personalise their 
programme of study through the selection of specific minors 
and/or a pre-master course 

Minors 
Pre-master course 

Health Care Demand-driven education means that the individual learners 
are both designers as well as directors of their own careers. 
Students are able to formulate learning questions which they 
use to shape their individual learning trajectories and decide 
how professional competencies in the major and the minors are 
acquired.  

Professional 
Competencies 
Major  
Minor 

Human Movement 
& Sports 

Demand-driven education allows students to personalise their 
education. It enables students to exert influence on how certain 
competencies in major and minor courses are acquired as well 
as enabling them to choose minors to specialise or broaden 
their areas of expertise. 

Professional 
Competencies 
Major 
Minor 

Information 
Sciences  

Demand-driven education allows students to personalise their 
education. It enables them to exert influence on how certain 
competencies in major and minor courses are acquired as well 
as enabling students to choose minors to specialise or broaden 
their areas of expertise 

Professional 
competencies 
Major 
Minor 

Media Demand-driven education allows students to personalise their 
education. It enables them to exert influence on how certain 
competencies in major and minor courses are acquired as well 
as enabling them to choose minors to specialise or broaden 
their areas of expertise 

Professional 
competencies 
Major 
Minor 

Engineering & 
Design 

Demand-driven education allows students to personalise at 
least 50% of the curriculum. Students can exert influence on 
the way the professional competencies are acquired in major 
and minor courses as well as in learning on-the-job. Students 
can further personalise their programmes of study by choosing 
minors which allow them to specialise or broaden in a certain 
area of expertise.  

Professional 
competencies 
Major 
Minor 
On the job learning 

Social Work Demand-driven education allows students to personalise at 
least 50% of the curriculum. Students can exert influence on 
the way the professional competencies are acquired in major 
and minor courses as well as in learning on-the-job. Students 
can further personalise their programmes of study by choosing 
minors which allow them to specialise or broaden in a certain 
areas of expertise. 

Professional 
competencies 
Major 
Minor 
On the job learning 

 

 

The definitions presented in Table 3 clearly indicate that the various Schools define demand-

driven education as the concept that enables students to personalise the curriculum. Students 

can personalise the curriculum by exerting influence over the content and form of their 

learning, by choosing minors or deciding how professional competencies are acquired in 

major and minor courses as well as in learning on-the-job. Some Schools explicitly state that 
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at least 50% of the curriculum will be demand-driven, whereas other Schools are less clear 

about how much of the curriculum can be personalised.  

 

Personalisation of the curriculum  

 

The findings of the document analysis further indicate that Schools allow their students to 

personalise their curriculum in different ways, and under differing conditions.  

In the School of Management and Law, students can make decisions about the 

professional roles they will undertake during their on-the-job learning and the context in 

which this will take place. Students can also make decisions about selection and design of 

(professional) assignments and their learning environment (within schools or outside). 

Furthermore, at this School, activities such as being on the board of a club or association, 

being a trainer, coach at a sports club and/or being involved in the organisation of a particular 

event can be used to obtain certain competencies. However, when students personalise the 

curriculum, they have to take into account that certain options need to be organisable both 

inside and outside the school, that certain options need approval of the so-called credits 

supervisors, and that the minimum requirements of internships as well as that assignments 

have to fit within the assessment frameworks. 

In the School of Built Environment and Transport, students cannot simply choose to 

do just any minor. Choice is restricted by a student‘s prior education and the outflow profile 

of his or her programme of study. The choice of minors is a topic discussed by students with 

their academic career counsellors. In the second or third year, students will do an internship 

for one semester to further orient themselves on their future profession. Later on, they do 

another internship to specialise in a certain area of expertise. At the end of the fourth year, 

every student has to do a graduation project.  

In the School of Health Care, besides shaping their individual learning trajectory and 

deciding how professional competencies in the major and the minors are acquired, students 

can use certain free credits (Nursing, 5 * 2 EC, Speech therapy, 4 * 2 EC) to specialise or 

broaden their expertise in areas, using activities that are beneficial to the School (e.g., 

information meetings, patient simulation, open days, student council), courses provided by 

other institutions, attendance at a symposium, relevant work or volunteer work, service desk 

work or job assignments in a professional setting. 

In the School of Human Movement and Sports, besides influencing certain 

competencies by choosing major and minor courses and choosing minors to specialise or 

broaden their areas of expertise, students are able to choose a so-called School theme every 

semester from a set of options, which covers a maximum of 7 EC. They are also able to 

choose one or several specialisation courses every semester covering 3-7 EC. Students can 

either choose a course from a set of options or come up with an option themselves.  

In the School of Social Work, besides the earlier mentioned influence over acquisition 

of professional competencies in major and minor course and on-the-job learning, students can 

make decisions about the content of (practical) assignments, the way in which the objectives 

of the study programme are achieved and the sequence of courses and modules. Students can 

make decisions about the professional roles they will be undertaking during their on-the-job 
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learning and the context in which this will take place. Students can choose to use 4 EC per 

semester to personalise the curriculum to their own liking, by working on broader and/or 

complementary competencies through extracurricular activities.  

The above makes clear that the various Schools appear to use different approaches to 

enable their students to personalise their curriculum. In addition, some Schools set certain 

specific conditions, whereas others do not or remain rather unclear about any specifics.  

 

6.2 Semi-structured interviews  

6.2.1 Methodology 

 

All individuals accumulate their own specific ‗knowledge‘ about the ‗realities‘ they encounter 

(Berger & Luckmann, 1991). To investigate individuals‘ ‗knowledge‘ about the ‗reality‘ of 

demand-driven education, this study aimed to investigate teachers‘ and students‘ perceptions 

of demand-driven education. By doing so, this study aimed to develop a further understanding 

of demand-driven education as practiced at Windesheim UAS. 

The interviews that were performed in this study can be characterised as qualitative 

semi-structure interviews. The qualitative nature is evident because, during the interviews, an 

interviewer generated conversation with an interviewee for the purposes of eliciting spoken, 

rather than written data to examine research problems (Roulston, 2010). The interviews can 

further be characterised as semi-structured while a protocol was used as a guide for asking 

questions. These questions were not always asked in the same order and the interviewees 

could select their own words to formulate answers to the questions asked.   
 

 

6.2.2 Participants  

 

This study aimed for a small but diverse sample that would allow for a wide variety of 

different experiences with, and perceptions of, the concept of demand-driven education. 

Therefore, interviews were conducted with teachers and students from three different schools: 

School of Media, School of Social Work and School of Business and Economics.  

The decision to select teachers and students from these Schools was motivated by 

differences in School size and the level of implementation of demand-driven education. That 

is, interviews were performed with a teacher and a student from the largest School of 

Windesheim UAS (School of Business and Economics), with teachers and students from a 

School in which, according to the management of Windesheim UAS, demand-driven 

education was implemented less successfully (School of Media) and teachers and students 

from a School in which demand-driven education was said to be implemented successfully 

(Social Work).  

In April 2007, the three schools were asked if they could find first and second year 

students as well as teachers willing to participate in the in-depth interviews. Only first and 

second year students were asked because, at the time, demand driven education had only been 
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implemented in the first two years of the various programmes of study. In total, six teachers, 

two second-year students (2) and three first-year students (1) were interviewed. An overview 

of the background characteristics of participants is presented in Table 4. 

 

Table 4 Participants semi-structured interviews  

  

 Interviewee   

School Teacher Student Age Gender 

Media A  51 M 

 B  52 M 

  a (2) 19 F 

  b (2) 23 F 

Social Work C  50 F 

 D  46 F 

 E  45 F 

  c (1) 27 F 

  d (1) 21 M 

Business and Economics F  49 M 

  e (1) 28 M 

 

 

6.2.3 Content and structure of the interviews  

 

According to Hermanowicz (2002), interviews that enable the interviewer to touch the 

essence of an interviewee (i.e., a great interview) require the interview to be like a 

conversation. Instead of the interviewer mechanically and rigidly following a set of questions, 

the questions should be ‗merely‘ used to help move the interview along. Responses are used 

to guide sub-questions, which may not at all appear on the interview guide. The interviewer 

should both hear and see what is being said and, no less importantly, what is not being said.  

In line with this approach, interviews in this study were structured as follows. At the 

beginning of the interview, respondents were asked to reflect on the educational reforms that 

had taken place at Windesheim UAS. Thereafter, the interviewer would gradually focus more 

on the concept of demand-driven education. This type of approach was expected to allow for 

as many details as possible before focussing solely on the concept of demand-driven 

education.  

All respondents were interviewed on the following seven topics (the complete 

interview guide can be found in Appendix A):  

 

1. Their knowledge of the educational reforms that have taken place within 

Windesheim UAS  

2. Their perception of the implementation of these reforms 

3. Their opinion(s) about the implementation of the reforms and the implementation 

of demand-driven education 

4. Their awareness of the goals of the reforms and those of demand-driven 

education in particular 

5. Their opinion(s) about demand-driven education  
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6. Their view on the requirements and conditions for the successful practice of 

demand-driven education 

7. The risks and opportunities they foresee with regard to demand-driven education 

 

All participants were interviewed for one hour and all interviews took place at Windesheim 

UAS.  

 

6.2.4 Analysis of interview data 

 

All interviews were recorded and transcribed. The transcriptions were then analyzed by two 

researchers. The data were analyzed through inductive analytic methods for description and 

interpretation in interpretive studies (see Roulston, 2010, p. 14-15). In line with this approach, 

the interviews were transcribed and codes were attached to units of texts based on the topics 

that were addressed.  

The most important findings of the analysis were then presented in a cross Table. In 

this Table, the outcomes of the interviews were presented according to the seven earlier 

presented discussion topics. As a member check, the cross Table was sent to the respondents. 

The comments of the respondents were then used to improve the representation of the 

interview data.  

 

6.2.5 Findings 

 

Teachers’ perceptions of demand-driven education  

 

The responses provided by teachers covered a variety of different aspects of demand-driven 

education. By and large, these can be divided in five categories: 

 

- Knowledge of demand-driven education 

- Views on the implementation of demand-driven education  

- Opinions about demand-driven education 

- Requirements for the practice of demand-driven education  

- Expectations about demand-driven education  

 

Knowledge of demand-driven education 

All the interviewees were well aware of the educational reforms that had taken place at 

Windesheim UAS. When asked about these, all teachers mentioned the adoption of the major-

minor model, competence-based learning and demand-driven education.  

According to one teacher (A), demand-driven education enables students to 

personalise the curriculum in their third and fourth year, whereas in the first and second year, 

the curriculum is fixed. Another teacher (B) remarked that students can choose the subjects 

about which they will be taught when they choose to do a certain minor, but they have only 

limited choices regarding courses taught in the major. Another teacher (C) stated that: 
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Demand-driven education is practiced at different levels. Based on their 

individual needs students can do certain coursework or certain practical 

assignments and for every semester they are free to use 4 EC to their own 

liking. Consequently, students are able to personalise at least one-fourth of the 

curriculum  

 

According to one teacher (D), the concept of demand-driven education remained rather vague. 

 

Definitions of demand-driven education are unclear. It leaves much room for 

manoeuvring. The concept has never been a topic of discussion. There is so 

much focus on the organisation of demand-driven education that it feels like 

demand-driven education is only about facilitating the students in their choices 

  

Teachers B and C stated that what is expected of teachers in their role as academic career 

counsellor is not quite clear.  

When asked about the goals of the reforms, four teachers (A, B, C & F) stated that the 

goal of demand-driven education is that students broaden their horizons by choosing 

minors/courses/modules that expand their areas of expertise and allow them to develop 

broader competencies.  

Nearly all teachers stated that the innovations, including the move from supply- 

towards demand-driven education, were adopted because they would enable students to 

prepare better for their future profession and for the labour market in general. Two teachers 

(A & D) stated that demand-driven education was adopted so that students would become 

more self-governing. Teacher A states:  

 

It is a good thing that students decide for themselves. We should not compel 

them to take up certain courses 
 

 

Views on implementation of demand-driven education  

Nearly all of the teachers felt that the innovations were implemented top-down and that they 

feel very much constrained by these innovations. Teachers argued that the top down 

implementation of these innovations has not been beneficial to the practice of demand-driven 

education within the various Schools. The majority of the teachers felt that due to the top-

down implementation, the educational reforms have put a strain on the organisation of the 

Schools. One teacher (A) remarked:  

 

We start implementing something new and only afterwards stop to think about 

how it will all work out. We are governed by the systems we adopt and far less 

by a clear view on how teaching and learning should take place 

 

With regard to the implementation of the various innovations (i.e., major-minor model, 

competence-based education, demand-driven education), teachers A, B, C & D felt that 

implementation at their school was successful. Teacher F, however, stated that at his school 
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there is room for improvement where it concerns timetables and the efficient use of rooms and 

resources. One teacher (D) emphasised that  

 

In demand-driven education, your course planning is far more dependent on the 

choices students make. However, to come up with a clear timetable, you have to 

know many things in advance. This dilemma has not been properly thought 

through   
 

Another teacher (F) stated: 

 

Due to the top-down introduction of the various innovations, many colleagues 

felt pressured. They experienced much stress. It was quite demanding. At some 

point the camel‘s back just breaks. They have to aim for a more bottom up 

approach and have to make clearer why certain decisions are made  

 

Opinions about demand-driven education  

Teachers were rather unenthusiastic about the adoption of demand-driven education. One 

teacher (A) doubted whether students want to personalise their curriculum. He expected that 

students might prefer a clear and structured curriculum combined with the proper counselling. 

Another teacher (B) felt that demand-driven education required that the students be guided 

intensively when deciding what minor they will take up and he doubts whether demand-

driven education allows students to be properly trained for a particular profession.  

One teacher (D) also stated that, in their School: 

 

Students are recommended to start with a minor that is provided by their own 

School 

 

Another teacher (F) remarked: 

 

I have to say that, being the one responsible, I keep a finger on the pulse. If a 

student chooses to do a course in hand-knitting, I do not approve of that. 

 

Requirements for the practice of demand-driven education 

All teachers emphasised the importance of proper guidance and dynamic planning. One 

teacher (B) stated that guiding students in their choices requires intensive discussion of the 

choices students want to make. Another teacher (D) remarked that if Schools want students to 

become confident and competent professionals, they have to invest in career counselling. 

Another teacher (C) stated: 

  

Demand-driven education requires a cross-school infrastructure. Such an 

infrastructure is not working properly at the moment. Now, when a student 

chooses to do a course at another School, finance isn‘t taken care of. This raises 

questions such as: ―What to do when many students decide to take a certain 
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course at a relatively small School and ―What to do when only a limited number 

of students enrol for a certain minor?‖  

 

This view is in line with another teacher (D) who stated that: 

 

Our students cannot choose to do a minor at another School. The organisation is 

not ready for this 
 

Expectations about demand-driven education  

Some controversy exists amongst the teachers regarding the opportunities that demand-driven 

education provides students to broaden their areas of expertise. Half of the teachers felt that 

education that broadens students‘ areas of expertise will better prepare them for their future 

professions. The other half felt exactly the opposite. One teacher (B) remarked:  

 

Only when the appropriateness of certain choices is properly assessed will this 

result in the right preparation for a future career 

 

Two teachers (A & E) wondered if students actually want to construct their own programmes 

of study. The majority of teachers felt that most students have difficulty coping with the 

freedom that is provided to them and therefore expect that many students will need guidance 

and coaching.  

Some teachers feared that when students broaden their knowledge and competence, 

this will result in diploma inflation, ‗knowing less about more‘ and a loss of identity of a 

study programme. As one teacher (A) stated:  
 

Students will go for the easy A‘s. They will choose the minors they think 

require least effort. The advantage of such an approach however is that more 

students will get their diplomas. 

 

One teacher (C), however, stated that he feels that  

 

Freedom of choice will not have a negative impact on the demands of the 

labour market, as every choice needs approval of the examination board. The 

board assesses whether a certain choice is in line with the rest of the programme 

and has the right level  
 

  

Four teachers (B, C, D & E) feared that the adoption of demand-driven education could result 

in bureaucratic chaos. They expected that demand-driven education requires very dynamic 

and exact planning, which has to be ready well before the start of a semester. Timetables need 

to be exactly matched to facilitate the specific demands of students. 

Teachers further expect that a large body of students will struggle with their choices 

due to the large number of options that will be provided to them. One teacher (D) stated:  
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A large number of options will dazzle students. This could result in students 

choosing those options that are promoted best. Students do not automatically 

link their choices to what they need at that particular moment.  

 

Another teacher (E) remarked: 

 

Full-time students will choose based on what they like or based on what most of 

their friends choose. While most students only just finished general secondary 

education, they do not yet have a clear picture of what they want. Information 

on choice options is often very poor. Part-time or dual students, however, are 

far more able to relate their choices to their future profession.  

 

Another teacher (F) felt that 

 

Only very few students know what they want. The rest want guidance from 

their academic career counsellor. 

 

Teachers therefore feel that some guidance in making choices would still prove to be 

necessary. Furthermore, lack of knowledge of the various possible learning routes will, 

according to the teachers, result in students taking the beaten track.  
 

 

Students’ perceptions of demand-driven education  

 

As with the responses of their teachers, students‘ responses can be divided in five categories: 

 

- Knowledge of demand-driven education 

- Perspectives on implementation of demand-driven education  

- Goals of demand-driven education  

- Experiences with demand-driven education 

- Expectations about demand-driven education  

 

Knowledge of demand-driven education  

According to the interviewees, demand-driven education is education based on the individual 

needs of students. According to students a. and b, demand-driven education enabled them in 

both the major and the minor to exert influence over the education that is provided to them. 

According student b, demand-driven education is about ―what you really want‖ whereas 

student a defined demand-driven education as: 

 

You can personalise the curriculum based on your individual preferences and 

needs 

 

According to one student (e), demand-driven education is about having many options to 

choose from. However, what can and cannot be chosen is often rather unclear to students.  
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Perspective on implementation of demand-driven education 

The five students showed little awareness of the educational reforms that had taken place. 

Students a and b stated that they are often not quite sure what is expected of them. One of 

them (a) feels that much changes along the way: 

 

It feels as if the rules change during the game. At some point, you don‘t know 

what is expected of you anymore 

 

Other students also feel that much about demand-driven education remains unclear. One 

student (c) remarked: 

 

There ought to be many options to choose from. But I am completely in the 

dark on which options those are.  

 

Another (d) stated: 

 

I don‘t have an overview of which choices can be made in the third and fourth 

year.  

 

Goals of demand-driven education 

According to most students, demand-driven education is about becoming more self-

governing; finding out what you want to do. One student (c) stated: 

 

Demand-driven education is about learning to take care of your own business. I 

don‘t know if it is necessarily good for us, but at least it makes you think about 

the things you do.  

 

She however emphasised that: 

 

Demand-driven education is not ―go and do it yourself‖. There are safety nets 

  

Another (b) stated that: 

 

Demand-driven education is thinking about what you want do in your future career 

  

One student (a) also remarked that demand-driven education is about developing a broader 

knowledge base. 

 

Experiences with demand-driven education  

None of the students stated that their motives for choosing a certain minor were discussed 

with their academic career counsellor. One student (d) stated: 

 

I discussed my choice with my fellow students but not with my academic career 

counsellor  
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One student (b) went as far as to claim that: 

 

If the system does not provide me room to manoeuvre, I‘ll take that room 

myself. If you make clear what you want, you often get it.  

 

The majority of students saw no relationship between the minors they had chosen and their 

learning questions, as noted down in their personal development plan (PDP).  

Some students mentioned that the process of enrolling for a certain option can be quite 

straining. One student (d) even stated:  
 

I didn‘t choose to do minor at another School because I did not want to make 

things too complicated  

 

He is also rather negative about the information that is provided to him: 

 

Information on choice options remains rather superficial  

 

Expectations about demand-driven education  

Almost all students feared that a large group of students will have difficulties with the 

freedom that is provided to them. They also believed that few students will broaden their 

educational horizons by choosing to do a certain option that is not provided by their own 

institution and therefore they expected that few students will use the opportunity to choose 

minors offered outside their own domain or School. One student (b) mentioned that: 

 

They [fellow students] primarily choose to do a minor to specialise their area of 

expertise. Very few students go abroad. 

 

She therefore felt that many students behave like a herd of sheep. It is interesting to note that, 

although most students value that they have a lot of options to choose from, nearly all students 

expect that a large body of students will struggle with their choices due to the large number of 

options that will be provided to them. One student (a) stated: 
 

Being in control is nice but I expect that a large group of student find that 

difficult. Career counsellors should provide better information.  

 

Another (c) stated: 

 

The large  number of options will cause many difficulties for students, 

 

whereas another (b) argued that: 
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Free choice can be difficult. Now you have to make decisions yourself. 

Students will broaden their area of expertise, which makes them less interesting 

for companies than those who have specialised in their area of expertise 

 

6.3 Conclusion  

The foregoing analysis leads to the conclusion that the various Schools of Windesheim UAS, 

see demand-driven education as an approach towards learning that enables an individual 

student to personalise his or her curriculum. The various Schools allow students to personalise 

their curriculum by exerting influence over the manner in which competencies are acquired in 

major and minor courses and in on-the-job learning as well by choosing minors to broaden or 

specialise in a certain area of expertise. Some Schools also enable their students to make 

decisions about the professional roles they will be working on during their on-the-job 

learning, the context in which this will take place, make decisions about selection and design 

of (professional) assignments and their learning environment, the content of (practical) 

assignments, the way in which the objectives of the study programme are achieved and the 

sequence that courses and modules are taken.  

At different Schools, students have to meet different conditions to be able to 

personalise the curriculum. The extent to which students are able to personalise the 

curriculum is restricted by students‘ prior education, the outflow profile of their study 

programme, the minimum requirements for internships, the fact that choices have to be 

approved by a supervisor and that options can only be chosen when they are organisable.  

The findings of the semi-structured interviews indicate that, for both teachers and 

students, the concept of demand-driven education appears to be surrounded with a certain air 

of vagueness. How and when students are able to personalise the curriculum is sometimes 

rather unclear. Several teachers felt that this leaves Schools much room to manoeuvre, 

whereas students stated that rules appear to change along the way. The interviews also seem 

to indicate that factors such as information, bureaucracy, institutional structures, guidance, 

advice from career counsellors and experience play a role in demand-driven education. 

The majority of the teachers and students interviewed felt that demand-driven 

education is about what the student wants and becoming more self-governing. However, both 

teachers and students wonder whether students are actually capable of making decisions about 

what, when and how learning will occur.  
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7. Towards a Conceptual Framework: the Practice of Demand-

driven Education  
 

In the previous chapter, the various Schools of Windesheim UAS were concluded to use 

different approaches to enable students to personalise their curriculum. At different Schools, 

students have to meet different conditions to be able to personalise the curriculum. For 

teachers and students the concept of demand-driven education appeared to be surrounded with 

a certain air of vagueness. Teachers and students also wonder whether students are actually 

capable of making decisions about what, when and how learning will occur. Therefore, for the 

development of a conceptual framework on student decision making in demand-driven 

education, the decision was made to conduct a further and more in-depth investigation into the 

practice of demand-driven education.  

While the responsibility for (a large part of) the curriculum has shifted from the 

institution to the individual student in demand-driven education, this study focuses primarily 

on students‘ experiences with demand-driven education. In particular, this study focuses on 

the extent of influence students could exert over the curriculum and the factors that influence 

students when making decisions about the curriculum.  

The aim of the study is to learn to what extent students are able to personalise their 

curriculum, how they are enabled to do so and which factors influence student decision 

making in demand-driven education. For this purpose, focus group interviews and an 

exploratory survey study were performed. The following questions guided the focus group 

interviews and the exploratory survey study:  

 

Focus group interviews: 

 How do students experience the decision making process in demand-driven education? 

 What factors influence student decision making in demand-driven education ? 

 

Exploratory survey study:  

 To what extent are students able to exert influence over the curriculum? 

 On what grounds do students make decisions in demand-driven education? 

 What can be said about the effects of demand-driven education? 

 

In addition to answering the above questions, the focus group interviews were also used for 

the development of a survey instrument.   

 

7.1 Focus group interviews 

7.1.1 Methodology 

 

Common ground in the theory of focus group interviews is that they are seen as "…open, in-

depth discussions with small groups (...) of purposely selected individuals led by a trained 

moderator/facilitator to explore a predefined topic of shared interest in a non-threatening, 
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semi-structured setting" (Walden, 2006, p. 223). Morgan (2004, p. 263) for instance sees 

focus group interviews as ―a research technique that collects data through group interaction on 

a topic determined by the researcher‖. Focus groups are said to differ from group interviews 

because the latter use nondirective interviewing, unstructured questions and are in most cases 

conducted in informal settings (Morgan, 2004).  

Focus groups interviews, also known as the ‗focused interview‘, or ‗group depth 

interview‘ (Walden, 2006, p. 222), are thought better than individual interviews in helping to 

broaden the theoretical framework of a project (Morgan, 2004). Focus group interviews are 

often used in an exploratory way to find out what perspectives are relevant (Macnaghten & 

Myers, 2004). The real strength of focus groups is not ―…simply exploring what people have 

to say but (…) providing insights into the sources of complex behaviours and motivations‖ 

(Morgan, 2004, p. 272).  

In this study, the goal of the focus group interviews was threefold. First, the focus 

group interviews were used to further develop and broaden knowledge about the practice of 

demand-driven education, find out which perspectives were relevant and what this means 

more broadly (see Rubin & Rubin, 2005, p. 6, 21). The second goal was to assist with 

hypothesis formulation and questionnaire development. That is, the focus groups were used to 

develop new hypotheses about demand-driven education and to guide the development of the 

content of a questionnaire that would be used in the third sub-study (see Walden, 2006, p. 

223). The third goal was to critically reflect on the formulation of items that would be used in 

the survey questionnaire.  

 

7.1.2 Participants  

 

As stated earlier, this study aims to investigate students‘ experiences with (decision making 

in) demand-driven education. Therefore, focus group interviews were performed with 

students who had been able to personalise their curriculum. At the time that the focus group 

interviews were planned, the second year students had the most experience with demand-

driven education as the concept of demand-driven education had only been introduced in the 

first and second year of every study programme.  

Focus groups typically consist of six to ten purposely selected individuals (Walden, 

2006). Therefore, all ten Schools of Windesheim UAS were asked to select groups of six to 

ten students to participate in the focus group interviews. To address many different 

perspectives, Schools were asked to come up with as heterogeneous a group of students as 

possible. Accordingly, the focus groups consisted of male and female students from different 

studies, of different ages, with different prior education. Nevertheless, for practical and 

pragmatic reasons, not every School was able to construct a group consisting of a minimum of 

six students. In addition, some Schools were also not able to provide a heterogeneous group of 

students.  

Eventually, the focus group interviews were performed with seven groups of three to 

eight students (see Table 5). In general, after six focus group interviews, the data being 

collected are believed to become ‗saturated‘ (Morgan, 2004). In this study, this indeed 

appeared to be the case as similar matters kept coming up. Therefore, only one ‗extra‘ focus 
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group interview was conducted. All focus group interviews were performed in classrooms at 

Windesheim UAS.  

  

Table 5 Focus groups 

 

School Participants Male Female 

School of Information Sciences 7 7 - 

School of Health Care 3 - 3 

School of Media 6 2 4 

School of Built Environment and Transport 7 7 - 

School of Human Movement and Sports 7 3 4 

School of Engineering and Design 4 4 - 

School of Business and Economics 7 5 2 

Total 41 28 13 

 

7.1.3 Structure of the interviews 

 

The literature provides various descriptions of how to conduct a focus group interview. 

Macnaghten and Myers (2004, p. 66) therefore conclude that ―…in a field as diverse and 

innovative as focus group research [practical choices] cannot be made by reference to some 

generally agreed code of good practice‖. 

The focus group interviews conducted in this sub-study used a design as described by 

Morgan (2004). During the focus group interviews, the questions that were asked were 

structured in a ‗funnel‘ pattern (Morgan, 2004). Every focus group interview started with a 

fixed set of questions and ended with a variable set of specific issues. Although too much 

standardisation can lead to the so-called fallacy of adhering to fixed questions (Merton, Fiske, 

& Kendall, 1990), the advantage of a more standardised approach is the higher level of 

comparability obtained (Morgan, 2004).  

All focus group interviews were conducted by one researcher who combined the role 

of interviewer and moderator. As different questions and topics had to be addressed during the 

focus group interviews, discussions were strongly controlled by the moderator. This type of 

structured approach has the benefit that the moderator can encourage those who otherwise say 

little and limit those who would otherwise dominate (Morgan, 2004).  

During the first part of the interviews, students were questioned about the choices they 

had made or were about to make in the near future. In the first part of the interviews, the 

following seven questions were discussed: 

 

1. Are you aware of the fact that you can personalise your curriculum? 

2. What educational options did you choose to take?   

3. Why did you choose these? 

4. How did you experience the decision making process? 

5. Which factors influenced your decision making process? 

6. What do you think are the benefits of demand-driven education?  
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The second part of the interview addressed ten issues with the respondents to further explore 

the topics mentioned by teachers and students in sub-study I. During the second part of the 

interview, the following topics were discussed: 

  

1. The number of options students can choose from 

2. The attitude of academic career counsellors regarding the choices 

students made or want to make  

3. Bureaucratic constraints which prevent students from making certain 

choices 

4. The benefits of being more experienced (e.g., being older) 

5. The decision making process of students who have had specific prior 

education (MBO) compared to students who had more general prior 

education training (HAVO, VWO) 

6. The decision making process of male students compared to female 

students  

7. The decision making process of non-western students compared to 

western students 

8. The benefits and detriments of studying for a well-defined profession 

(e.g., teacher) 

9. The amount of influence students can exert on the education that is 

provided to them 

10. What can be seen as an ideal choice and why 

  

The students were stimulated to discuss these issues and comment on them, using their own 

experiences as reference.  

 

7.1.4 Analysis  

 

All focus group interviews were recorded and fully transcribed. Interview transcripts were 

entered in ATLAS.ti, which allowed for codes to be attached to data for subsequent retrieval 

and sorting.  

In ATLAS.ti, units of texts were classified according to the earlier mentioned seven 

discussion items and codes were attached to units of texts based on the content of the 

discussion. Accordingly, all seven text units consisted of various codes. These codes were 

then used to produce so-called ‗quasi statistics‘.   

The term quasi-statistics is believed to have been coined by Becker (1970) who used 

the term to refer to the use of simple numerical results that can be readily derived from the 

data According to Maxwell (2005), many of the conclusions of qualitative studies have an 

implicit quantitative component. Any claim that a particular phenomenon is typical, rare or 

prevalent in the setting or population studied is an inherently quantitative claim, and requires 

some quantitative support. Maxwell (2005) therefore argues that quasi statistics not only 

allow a researcher to test and support claims that are inherently quantitative, but also enables  

assessment of the amount of evidence in the data that bears on a particular conclusion. Becker 
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(1970) argues that one of the greatest faults in most observational case studies has been their 

failure to make the quasi-statistical basis of their conclusions explicit.  

 

7.1.5 Findings 

 

In the following, the outcomes of focus group interviews will be discussed through a 

presentation of quasi-statistics, presented in Table 6. A more detailed discussion will then 

follow.  

 

Table 6 Quasi statistics focus group interviews 

 

Category  Sub-category    Frequency 

 
1. Knowledge of demand-
driven education   Yes 31 

  No 5 

 Education as a whole Choice 9 
  Freedom 1 

  Influence 0 

 Freedom to choose Unlimited freedom 10 

  Limited choice 21 

  No freedom 13 
2. Options that were 
chosen  Minor to specialise one’s area of expertise 10 

  Minor to broaden one’s area of expertise 11 

  Short internship [snuffelstage] 1 

  Internship  2 

  Going abroad 3 

3. Arguments for choice  Choice related to future profession/career 16 

  Connection to prior knowledge 2 
4. Experiences with 
decision making process  Negative 8 

  Positive 3 

  Amount of autonomy 13 

  Rationality 10 

  Too little options 3 

  Too many options 0 

  Sufficient number of options 11 

  Number of options 21 
5. Factors influencing 
choice process  
 

Amount of 
information 
 

 
Too little / too little information on content of 
minor/course/module 41 

  Sufficient 16 

  Too much 0 

  Unclear 19 

 
Sources of 
information Career counsellor  6 

  Brochure 24 

  Information market about minors 1 

  Teachers 6 

  Information meeting 33 

  Seniors/fellow students 3 

 Career counselling 
Meeting with career 
Counsellor Negative 2 
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   Positive 2 

  Frequency of meetings  Negative 6 

   Positive 0 

  Structure 3 

  Accessibility of career counsellor 3 

  
Information provided by career counsellor/ 
Counsellor’s knowledge of various options 8 

  Ideal form of counselling 5 

  Support by career counsellor 1 

  No support of career counsellor 2 

 Institutional factors Hassle 10 

  Number of options 4 

  Preconditions  15 

  Time before making a decision 3 

  Information provided by institution 7 

  Bureaucratic constraints 3 

  Helpfulness of personnel 3 

  Information meetings 
Lack of clarity about 
content of courses 7 

   
Knowledge of 
teachers 1 

   
Information about 
alternatives 0 

  Curriculum 12 

  Faculty culture 16 

 Significant others Academic career counsellor  10 

  Fellow student 7 

  Parents 1 

  Teacher  1 
6. Benefits of demand-
driven education  Interesting 17 

  Challenging 2 
  Trying something new 1 

 

 

1. Knowledge of demand-driven education  

As seen in Table 6, participants in many cases demonstrated that they were familiar with the 

concept of demand-driven education and of (some of) the possibilities this concept offered 

them. In a few cases, participants were uncertain about what was expected of them. Some 

were not aware of which options could be chosen, others were not aware of what certain 

options were about. In most cases, this appeared to be due to a lack of clear information from 

their institution.   

In many cases, students mentioned that they were ‗only‘ able to personalise the 

curriculum by choosing minors, courses or modules from a fixed set of options. The concept 

of total freedom was mentioned once, but only to clarify that this was promised but not 

delivered. In most cases, students were allowed to choose a minor, course or module or 

choose what internship they would do and where. Students also reported that, in various cases, 

they apparently would have free choice whereas in practice various constraints were imposed. 

A limited number of options, a certain order in which courses had to be taken and compulsory 

courses reduced the scope of students‘ choices. In a few cases, students reported not to have 

any form or influence at all. 
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2.  Options that were chosen 

When students were able to personalise the curriculum, in most cases they either chose to do a 

minor to specialise in a certain area of expertise or to broaden their area of expertise. None of 

the students mentioned that they could personalise Major courses. In a few cases, students 

mentioned that they could personalise the curriculum through a short internship of a few days 

or a week [snuffelstage], by choosing to do an (extra) internship, or by choosing to study 

abroad for the duration of one or two semesters.  

 

3. Arguments for choice  

Table 6 shows that in most cases students appeared to relate their choice for a certain minor, 

course module or internship to their future profession or their future career. That is, they 

chose minors, course modules or internships which they thought would best prepare them for 

their future professions. In a few cases, student chose a certain minor, course module or 

internship because it related to their prior knowledge.  

 

4. Experiences with decision making process  

Several students found the decision making process difficult. In nearly all cases, this was due 

to the fact that what options could be chosen and when remained unclear. Where students 

were provided clear and sufficient information and the enrolment procedure ran smoothly, 

they often evaluated the decision making process more positively.  

Making autonomous decisions appeared to be very important for students. Students 

clearly feel that when they are allowed to personalise the curriculum it is their decision to 

make which minor, course or module they will take up. In various cases, students appeared to 

display a form of rational decision making in which they relied very much on various sources 

of information  

None of the students felt that too many options were available to choose from. In 

many cases, students were rather satisfied with the number of options. Students often 

indicated that they did not have the desire to broaden their area of expertise. In a few cases, 

students felt they had too few options to choose from. This was often due to the fact that they 

were unaware of which options could be chosen outside their own School. The number of 

options that were mentioned differed from 2 to 20 options.  

 

5. Factors influencing the choice process 

Several categories of factors appeared to affect the students‘ decision making process. These 

will be discussed by category, as follows:  

  

5.1 Information  

Information appears to be a very important factor in student decision making. Respondents 

were often very critical about the little amount of information that was provided to them and 

about the extent to which this information addressed the content of certain minors, courses, 

modules or internships that could be chosen. This was one of the reasons why students 

characterised the information as unclear. Information was seen as unclear when conditions to 

enrol for a certain minor, course or module or conditions to do a certain internship are seen as 



7 Towards a Conceptual Framework: the Practice of Demand-driven Education 

 

82 

 

‗vague‘. Some students considered the amount of information to be sufficient. This 

particularly concerned students from the School of Human Movement and Sports.  

 

5.2 Sources of information  

Students obtained information from various sources: academic career counsellors, teachers 

and senior or fellow students as well as through brochures, so-called information markets and 

information meetings. In most cases, students apparently obtained information about choice 

options from brochures or information meetings.  

On the whole, students were not very satisfied with the brochures that were provided 

to them. Information provided was sometimes vague or not up to date and in most cases, 

students would have liked to have had more brochures available to them. Students were also 

not very positive about the information meetings. Some felt that these meetings provided 

information, but stated that the information that was provided was subjective (students felt 

that Schools use the information meetings to advocate choosing the options that the Schools 

themselves provide) and often deficient or plain wrong.  

In a few cases, students stated that they got their information from their academic 

career counsellor, teachers and from senior/fellow students. However, in all cases, students 

emphasised that this was purely for factual information and that counsellors, in particular, 

should not try to promote certain options.  

The information of senior or fellow students was characterised as more objective than 

information provided through teachers or counsellors. Hardly any of the respondents 

mentioned the biannual information market about minors as a source of information. 

 

5.3 Career counselling 

As stated earlier, at Windesheim UAS academic career counselling is a subject that covers a 

minimum of two EC per semester. During the focus group interviews, students reflected on 

both career counselling as a subject as well as the role of the career counsellor  

In the interviews, few students evaluated the meetings with their academic career 

counsellor in a clearly negative or positive way. Some students were not satisfied with the 

frequency of the meetings with their career counsellor, as students in some cases hardly had 

any contact with their counsellor. In various cases, students were critical about counsellors‘ 

knowledge of the options that could be chosen. They wanted an academic career counsellor to 

provide ‗merely‘ information about options rather than helping them with their choice by 

telling them what to do. 

In several cases, students evaluated the structure of academic career counselling 

negatively as they do not see the value of the subject. Students did not have a clear opinion 

about (the lack of) support provided by counsellors. Some did feel that their career counsellor 

was accessible.  

 

5.4 Institutional factors 

As stated earlier, students often remarked that much remained unclear about the options from 

which they could choose. Students who wanted to learn more about their options found this 

turned into quite a hassle, as they had to knock on many doors and turn over many stones. 
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Some felt that the personnel of Schools were not that helpful, and that information was held 

back or was incomplete. 

Students were also downbeat about the fact that their institutions imposed various 

conditions that had to be met to enrol in a certain minor, course or module or to do a certain 

internship.  

Some of these conditions relate to the specific structure or build-up of the curriculum, 

which only allowed students to take courses in a certain sequence. Pre-conditions that were 

mentioned are: a certain number of students that had to choose a certain minor for it to be 

taught or students having to do an internship before they could do a certain minor. Because of 

these conditions, student felt that, although a lot was promised, much could not be delivered.  

Students further mentioned that the culture of their Schools was often rather inward and 

conservative. In various cases, they mentioned that they had to kick and scream to get more 

information about options provided by other schools or by another institution.  

 

5.5 Significant others  

In many the cases, a student‘s academic career counsellor or fellow students was in some way 

involved in the decision making process. Also noted was that students only wanted to discuss 

possible options with their career counsellor rather than receiving advice on their decisions. 

The involvement of parents and teachers was hardly mentioned.  

 

6.  Benefits of demand-driven education 

Some students were rather positive about the possibilities that demand-driven education 

offered them. In particular, they felt that demand-driven education allowed them to choose the 

modules, courses, minors or internships they truly found interesting. Accordingly, some 

expected that this would be more challenging as well.  

 

As stated earlier, the focus group interviews were also used for critical examination of various 

survey items. Students were asked to comment on relevance, clarity and tone of a set of paper 

survey questions that were presented to them at the end of the focus group interviews. The 

comments of the students were used to improve the items that would be used in the 

questionnaire.  

 

7.2 Exploratory survey study  

7.2.1 Methodology 

 

Survey research, contrary to certain qualitative approaches such as interviewing, seeks to 

elicit ―broad responses from a representative sample of a population‖ (Noy, 2009, p. 454). 

Accordingly, a survey study gathers ―…information from (a sample of) entities for the 

purpose of constructing quantitative descriptors of the attributes of the larger population of 

which the entities are members" (Groves et al., 2004, p.4).  

The aim of the exploratory survey in this study was to gather information from (a 

sample of) students for the purpose of constructing quantitative descriptors of the attributes of 
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the larger population of which the students are members. By doing so, the survey was used to 

reflect on the claims made by respondents in the focus group interviews as well as reflect on 

those made by teachers and students in the interviews discussed in the previous chapter. For 

this purpose a web survey was developed.  

The web survey was constructed with the use of the web tool Examine. Examine is an 

online survey tool that enables users to create conduct and administer a web survey (see 

Roelofsma, Bottema & Smeets, 2005). The reasons to perform a web-based survey were 

manifold. A digital or web survey allows researchers easy access to a great number of 

respondents with relatively few effort (see Couper, 2000). The use of a digital survey 

instrument also allows  the data to be transported directly into an SPSS or Excel format and 

allows for dealing with non-response more directly and therefore more efficiently. 

 

7.2.2 Survey instrument  

 

As there was no existing survey tool, a new instrument had to be developed. Based on the 

findings of sub-study I, and insights from relevant educational literature, a tool was developed 

to explore three themes: the extent to which students could exert influence over the 

curriculum, the extent to which students had certain competencies which are of use in 

demand-driven education and if and what kind of effects were generated through demand-

driven education.  

The survey instrument that was developed consisted of 13 constructs and 48 items (see 

Table 7). The survey consisted of items (INFL, INFLTT, INFLASS) measuring how much 

influence students can exert over the curriculum, items (SELFREG, SELFE, AUT) to measure 

competencies that are thought to be important for decision making in demand-driven 

education and items (BETCON, FUTPRO, MAST, INTER, CHALL, BEHENG, HAPPY) 

used to find out if and what kind of effects are generated through demand-driven education.  

 

Table 7 Structure of the survey questionnaire  

 

Construct Number of items Code 

Influence over education as a whole 4 INFL 

Influence over teaching techniques and assessment 4 INLFTT 

Influence over content and moment of assessment 4 INFLASS 

   

Ability to be self-regulative 5 SELFREG 

Decision making self-efficacy 4 SELFE 

Autonomous decision making  4 AUT 

   

Connection to prior knowledge 3 BETCON 

Preparation for future profession 3 PREPRO 

Feeling of mastery 4 MAST 

Interesting education 3 INTER 

Challenging education 4 CHALL 

Active participation during lessons 3 ACTPART 
Happiness 3 HAPPY 
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The validity of the questionnaire was assessed by performing an Exploratory Factor Analysis 

(EFA). The outcomes of the EFA are presented in Appendix B. Given the exploratory nature 

of this study, the decision was made to explore relationships between items of different 

constructs rather than to explore relationships between constructs and the outcomes. 

Consequently, discussing the outcomes of the EFA in this chapter does not make sense.  

 

7.2.3 Sample 

 

The response rate of the exploratory study was raised by offering every student a gift 

certificate of five euro for completing the questionnaire. However, as there was only a limited 

budget and it was unclear to what extent such an incentive would raise the response rate, a 

subsample was taken from a larger sample of first and second year students.  

This subsample was obtained using a systematic sampling technique. From a larger 

sample of 4430 first year students and 4344 second year students, every fifth first year student 

and every fourth second year student was selected, resulting in a sample of 886 first year 

students and 1086 second year students. At the end of the academic year 2007-2008, a 

personalised link to the digital survey questionnaire was e-mailed to these students. 

 

7.2.4 Analysis  

 

To make claims about the amount of influence students could exert over the curriculum and 

the student characteristics that are thought to be important in decision making in demand-

driven education, mean scores and standard deviations were calculated for the items 

belonging to these constructs. This approach was expected to provide more detailed 

information than the aggregated or overall mean scores for certain constructs. Scores of ≥3,5 

on a five-point Likert scale were regarded as high, scores between 3 and 3,5 as moderate and 

scores of ≤ 3 as low.  

To make claims about the (possible) effects of demand-driven education, the items that 

represented the effect-constructs were correlated with the items representing the assumed 

effects of demand-driven education; i.e., a bivariate correlation was performed. In this study, 

an effect size of r = .10 was regarded as a small, r = .30 as medium and r = .50 as large (see 

Field, 2000). Again a bivariate correlation between items was expected to provide more 

detailed information than a bivariate correlation between constructs.   

  

7.2.5 Background characteristics of the respondents  

 

The survey was completed by 501 respondents (25,4%) from all ten Schools. A total of  225 

(44.9%) of the respondents were male and 272 (54.3%) were female. The average age of the 

respondents was 21.3 years. In total, 50% of all respondents were twenty years or younger 

and 75% were twenty- two years or younger.  
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7.2.6 Findings 

 

Influence over curriculum 

Table 8 shows that respondents generally could exert little influence over the curriculum, as 

all mean scores are rather low (< 3) and only three score are higher than 2. Some students felt 

that they were able to construct their curriculum by choosing certain elements, but very few 

students were able to make decisions about the teaching techniques or about what, how or 

when they would be assessed.  

 

Table 8 Influence over curriculum   

 

Influence over: Item M SD Scale 

The curriculum  I have constructed my own curriculum 2.24 
 

1.22 
 

A5 
 I have chosen certain elements of my curriculum 2.73 1.47 A5 

 
I had complete freedom to decide what courses would be 
provided to me during the previous semester 

 
1.75 

 
.89 

 
A5 

 
I was able to exert influence over what courses would be 
provided to me during the previous semester 2.20 1.06 A5 

Teaching techniques 
and assessment 
 

 
This past semester, I was free to decide what teaching 
techniques were used in class (e.g., lectures. group work. 
individual work) 1.77 .91 

 
A5 

 

This past semester, I could exert influence on what teaching 
techniques were used in class (e.g., lectures. group work. 
individual work) 1.99 1.00 A5 

 
This past semester, I was free to decide how I was assessed 
(e.g., test. paper. project) 1.33 

 
.70 

 
A5 

 
This past semester I could exert influence over how I was 
assessed (e.g., test. paper. project) 1.43 .80 A5 

 
Content and moment 

of assessment 
This past semester, I was free to decide what learning would 
be assessed 1.37 .77 

 
A5 

 
This past semester, I could exert influence over what learning 
would be assessed 1.49 .88 A5 

 
This past semester, I was free to decide when I would be 
assessed 1.60 .99 

 
A5 

 
This past semester, I had influence over when I would be 
assessed 1.61 .97 A5 

 
Scale: 
A5:  1  =  completely disagree, 2 = disagree, 3 = not disagree / not agree, 4 = agree, 5 =  

completely agree;  

 

Student characteristics 

  

Students were asked to rate themselves on items related to self-regulation, self-efficacy and 

autonomy. Table 9 shows that respondents scored moderate or low on the item regarding how 

they will go about doing an assignment, on items concerning whether they will be successful 

when taking a certain course and on the item on whether they are able to decide what topic 

they will be learning about.  
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Table 9 Decision making competencies 

 
Construct Item M SD Scale  

 
Self-regulation  I am very well able to plan my study activities 3.60 1.01 A5 

 
When I have to do an assignment I know exactly how I will take 
care of it 3.23 .90 

 
A5 

 
I am very well able to decide for myself about which subjects I 
want to learn more  3.78 .85 A5 

 
I am very well able to decide myself what teaching techniques 
will be used (e.g., lecture. group work. individual work)  3.55 .92 

 
A5 

 
I am very well able to decide myself how my learning will be 
assessed (e.g., test. paper. assignment)  3.32 1.04 A5 

 
Self-efficacy When I start a course I am convinced that I will complete it 3.25 1.01 A5 

 When I start a course I am sure I will earn high marks for it 2.75 .87 A5 

 
When I have begun a course I always believe that I will 
successfully complete it 3.11 1.03 

 
A5 

 
When a course is difficult I try even harder to complete it 
successfully 3.80 .96 A5 

 
 

Autonomy 
I have taken up the education of last semester because I 
wanted to  3.75 1.26 A5 

 
It was my own choice to take up the course I did during the last 
semester  3.97 1.25 A5 

 
I have decided for myself that I wanted to take up the course I 
did during the last semester  3.87 1.29 A5 

 
I decided for myself what topics I would learn about during the 
last semester  2.52 1.37 

 
A5 

 
Scale: 
A5:  1  =  completely disagree, 2 = disagree, 3 = not disagree / not agree, 4 = agree, 5 =  

completely agree 

 

Effects of demand-driven education  

 

The findings presented in Table 10 show that students felt that the education they had 

undertaken during the previous semester connected well with the education they had 

previously undertaken at Windesheim UAS. Students further stated that they expected the 

knowledge and competencies they acquired to be useful in their later profession. They also 

felt that they sufficiently mastered the knowledge and competencies they had to acquire 

during the last semester. Students also indicated that they put much effort in their studies and 

showed active participation. Finally, respondents stated they were rather happy during the last 

semester (for these latter items, a ten point scale was used).  
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Table 10 Effects of demand-driven education 

 

Construct Item M SD Scale 

 
Connection to  

prior knowledge 
 

The course that I took up during the previous semester 
connected well with the courses that I previously took up at 
Windesheim UAS 3.50 1.054 

 
A5 

 
The course that I took up during the previous semester 
connected well with my prior education  3.04 1.193 A5 

 

The course that I took up during the previous semester 
connected well with my practical experience (internship. 
relevant work experience)  3.06 1.134 

 
A5 

 
Preparation for  

future profession 
The education that I undertook during the previous semester 
painted a clear picture of my future profession  3.34 1.070 A5 

 
During the previous semester I acquired knowledge which will 
be useful in my future profession  3.91 .963 

 
A5 

 
During the previous semester I acquired competencies which 
will be useful in my later profession  3.87 .960 A5 

 
Feeling of mastery 

 
I feel that I have sufficiently mastered the knowledge needed 
to be acquired  3.72 1.008 A5 

 
I feel that I have excellently mastered the knowledge that 
needed to be acquired  2.95 1.069 

 
A5 

 
I feel that I have sufficiently mastered the competencies that 
needed to be acquired  3.82 .893 A5 

 
I feel that I have excellently mastered the competencies that 
needed to be acquired during the last semester 3.11 .936 

 
A5 

 
Interesting 
education 

 
I found the content of last semester to be interesting 3.30 1.032 A5 

 I found the lectures of last semester to be interesting  3.04 1.023 A5 

 

I found the teaching techniques to be interesting  
(e.g., lectures. group work. individual work)  
 

2.95 
 
 

.995 
 
 

A5 
 
 

Challenging 
education During the past semester I felt I challenged  3.15 1.121 

 
A5 

 I found the content of last semester to be challenging  3.30 1.032 A5 

 I found the lectures of last semester to be challenging  3.04 1.070 A5 

 
I found the teaching techniques of last semester to be 
challenging (e.g., lectures. group work. individual work) 2.95 .995 A5 

 
Active participation I put a lot of effort in my study  3.83 .977 A5 

 

I always actively participate during classes (e.g., making 
notes. coming up with examples. thinking along. participating 
in discussions)  3.96 .896 

 
A5 

 
Happiness During the last semester I was happy  3.58 1.093 A5 

 How happy are you at this moment ? 7.21 1.545 B10 

 
On average how happy were during the past year?  
 

6.86 
 

1.526 
 

B10 
 

 
Scale 
A5:  1  =  completely disagree, 2 = disagree, 3 = not disagree / not agree, 4 = agree, 5 = completely  

agree;  
B10:  1  =  not, 10 = very much 

 

 

 

The findings presented in Table 10 do not allow for claims about the relationship between the 

extent to which students can personalise their education and the effects that are generated by 
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this personalisation. Therefore, a bivariate correlation was performed, the outcomes of which 

will be presented in the following section.  

Better connection with prior education  

The results presented in Table 11 show significant relationships between the influence 

students can exert over the curriculum and the connection with certain types of prior 

knowledge. All correlations, however, have a rather small effect size, as all correlations are 

less than .30.  

Table 11 shows that no correlation was found between the choice of certain elements 

of the curriculum and connecting with courses that were undertaken earlier or with certain 

practical experience. No correlation could be found between being able to construct one‘s 

own curriculum and connecting with prior education.  

 

 

Table 11 Personalisation and better connection with prior education 

 

Item 1 2 3 4 5 6 7 

1. I have constructed my own curriculum - .55(**) .46(**) .30(**) .12(**) .04 .14(**) 
 
2. I have chosen certain elements of my 
curriculum  - .24(**) .21(**) -.03 -.10(*) .03 
 
3. I had complete freedom to decide 
what courses would be provided to me 
during the previous semester   - .59(**) .10(*) .08(*) .19(**) 
 
4. I was able to exert influence over 
what courses would be provided to me 
during the previous semester    - .16(**) .11(**) .17(**) 
 
5. The course that I took during the 
previous semester connected well with 
the courses that I previously took up at 
Windesheim UAS     - .42(**) .30(**) 
 
6. The course that I took during the 
previous semester connected well with 
my prior education       - ,37(**) 
 
7. The course that I took during the 
previous semester connected well with 
my practical experience (internship, 
relevant work experience)        - 

 
** p < 0.01 (1-tailed) * p < 0.05 (1-tailed) 

 

 

Better preparation for their future profession 

The findings presented in Table 12 show a significant relationship between the ability to 

construct one‘s own curriculum, feeling completely free or exerting influence over the 

curriculum and feeling better prepared for a future profession.  

Effect sizes are however rather small, as all effect sizes are less than .30. Table 12 shows that 

no significant correlation was found between being able to choose certain elements of the 



7 Towards a Conceptual Framework: the Practice of Demand-driven Education 

 

90 

 

curriculum and having a clearer picture of one‘s future profession or having acquired skills 

thought to be useful in one‘s future profession.  

 

 

Table 12 Personalisation and preparation for future profession  

 

Item 1 2 3 4 5 6 7 

1. I have constructed my own 
curriculum - .55(**) .46(**) .30(**) .13(**) .13(**) .13(**) 

 
2. I have chosen certain elements of 
my curriculum  - .24(**) .21(**) .01 .09(*) .03 

 
3. I had complete freedom to decide 
what courses would be provided to 
me during the previous semester   - .59(**) .11(**) .07(*) .09(*) 

 
4. I was able to exert influence over 
what courses would be provided to 
me during the previous semester    - .13(**) .12(**) .15(**) 
 
5. The education that I had 
undertaken during the previous 
semester painted a clear picture of 
my future profession      - .56(**) .54(**) 

 
6. During the previous semester, I 
acquired knowledge that will be 
useful in my future profession       - .70(**) 

 
7. During the previous semester, I 
acquired competencies that will be 
useful in my later profession        - 

 
** p < 0.01 (1-tailed) * p < 0.05 (1-tailed) 

 

 

Learn more effectively 

The outcomes presented in Table 13 show a significant correlation between the influence 

students can exert on their education and their feelings of mastery. Effect sizes, however, are 

rather small.  
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Table 13 Personalisation and feeling of mastery 

 

Item 1 2 3 4 5 6 

1. I have constructed my own curriculum - .55(**) .46(**) .30(**) .17(**) .10(*) 
 
2. I have chosen certain elements of my 
curriculum  - .24(**) .21(**) .08(*) .04 
 
3. I had complete freedom to decide what 
courses would be provided to me during the 
previous semester   - .59(**) .14(**) .11(**) 
 
4. I was able to exert influence over what 
courses would be provided to me during the 
previous semester    - .07 .06 
 
5. I have the feeling that I have excellently 
mastered the knowledge that needed to be 
acquired     - .65(**) 
6. I have the feeling that I have excellently 
mastered the competencies that needed to 
be acquired during the last semester       - 

 
** p < 0.01 (1-tailed) * p < 0.05 (1-tailed) 

 

 

More interesting education 

Table 14 shows a significant relationship between the extent to which students can construct 

their education and the extent to which they find the content, lessons and teaching techniques 

interesting. A significant relationship is also noted between the extent to which students are 

completely free to decide what the content of the second semester would be and the extent to 

which they find the teaching techniques interesting. However, in both cases, the effect sizes 

are rather small.  

 

Table 14 Personalisation and interesting education 
 

 
** p < 0.01 (1-tailed) * p < 0.05 (1-tailed) 

Item 1 2 3 4 5 6 7 

1. I have constructed my own 
curriculum - .55(**) .46(**) .30(**) .11(**) .12(**) .10(*) 
 
2. I have chosen certain elements of 
my curriculum  - .24(**) .21(**) .06 .02 -.00 
3. I had complete freedom to decide 
what courses would be provided to 
me during the previous semester   - .59(**) .04 .04 .08(*) 
4. I was able to exert influence over 
what courses would be provided to 
me during the previous semester    - .06 .05 .04 

5. I found the content of last 
semester to be interesting     - .73(**) 47(**) 

6. I found the lectures of last 
semester to be interesting       - .62(**) 
7. I found the teaching techniques to 
be interesting (e.g., lectures, group 
work, individual work)      .  - 
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More challenging education  

Table 15 shows that no significant relationship was observed between being able to construct 

one‘s curriculum and feeling challenged. No correlation was found between having chosen 

certain elements of the curriculum and feeling challenged or finding the content, lessons and 

teaching techniques during a semester to be challenging. No correlation was found between 

being able to exert influence over what courses would be provided and feeling challenged or 

finding the content or lessons of a semester to be challenging. Items that were correlated had 

rather low effect sizes, as these were less than .30.  

 

 

Table 15 Personalisation and challenging education  

 

Item 1 2 3 4 5 6 7 8 

1. I have constructed my own 
curriculum - .55(**) .46(**) .30(**) .04 .11(**) .14(**) .14(**) 
 
2. I have chosen certain 
elements of my curriculum  - .24(**) .21(**) -.06 -.02 .01 .03 
3. I had complete freedom to 
decide what courses would be 
provided to me during the 
previous semester   - .59(**) -.03 .01 .09(*) .09(*) 
4. I was able to exert influence 
over what courses would be 
provided to me during the 
previous semester    - -.02 -.01 .07 .11(**) 
5. During the past semester, I 
felt I challenged      - .42(**) .37(**) .28(**) 
6. I found the content of last 
semester to be challenging       - .68(**) .52(**) 
7. I found the lectures of last 
semester to be challenging        - .66(**) 
8. I found the teaching 
techniques of last semester to 
be challenging (e.g., lectures, 
group work, individual work)        - 

 
** p < 0.01 (1-tailed) * p < 0.05 (1-tailed) 

 

 

Active engagement  

Table 16 shows that no significant relationship was found between the autonomy students 

have to influence on their education and their active engagement.  
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Table 16 Personalisation and student engagement  
 

Item 1 2 3 4 5 6 7 

1. This past semester, I have 
constructed my own curriculum - .55(**) .46(**) .30(**) .00 .01 -.02 
2. This past semester, I have 
chosen my education   - .24(**) .21(**) -.05 -.01 -.04 
3. I had complete freedom to 
decide what the content of the 
second semester would be   - .59(**) -.01 -.01 -.07 
4. I was able to exert influence on 
the content of the second 
semester    - -.06 -.05. -.05 
5. I have put a lot of time in my 
study     - .82(**) .30(**) 
6. I have put a lot of effort in my 
study      - .32(**) 
7. I always actively participate 
during a class meeting (e.g., 
taking notes, answering questions, 
actively participating in class 
discussions)       - 

 
** p < 0.01 (1-tailed)  

 
 

7.3 Conclusion  

This section shows that demand-driven education, in most cases, can be concluded to allow 

students to personalise their curriculum by choosing a certain minor, course or module. In 

some cases, students can choose from over ten options, whereas in other cases they can only 

choose which of two options they want to do first. Courses or modules from which students 

can choose differ in size from 2 to 28 European Credits (EC). Students can also choose 

minors covering 30 or 60 EC. In very few cases were students able to exert influence on how 

they would be assessed, what learning will be assessed and when.  

Information plays a vital role in student decision making. Students obtain information 

from various sources: their academic career counsellor, teachers and senior or fellow students 

as well as from brochures, so-called information markets and information meetings. In some 

cases, students feel that they have to knock on many doors and turn over many stones to get 

information and sometimes they feel that information is held back or is incomplete. As a 

consequence, exactly which options can be chosen often remains unclear.  

Individuals involved in student decision making are consulted for factual information 

rather than for advice. Students feel very strongly about making decisions for themselves 

regarding the curriculum. Students think themselves very well able to plan their study 

activities, decide which subjects they want to emphasise and what teaching techniques should 

be used. The influence of significant others, including that of a student‘s career counsellor 

therefore appear to be rather modest  

Students' decisions are also strongly influenced by the conditions that must be met to 

enrol in a certain minor, course or module or to do a certain internship. Some of these 

conditions relate to the specific structure or constitution of the curriculum, which only 

allowed students to take courses in a certain sequence, a certain number of students that had to 
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choose a certain minor for it to be taught or students having to do an internship before they 

can do a certain minor.  

The ability to choose the option one desires, according to students, results in more 

interesting and challenging courses. It appears that when deciding what option they will 

choose, students keep their future profession in mind. In few cases is an option chosen to 

relate to prior knowledge. Correlations exist between being able to personalise the curriculum 

and experiencing a better connection with prior knowledge, feeling better prepared for one‘s 

future profession, a higher feeling of mastery, more interesting and challenging education and 

higher engagement. Effects sizes, however, are fairly small (< .30).  
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8. Student Decision making in Demand-driven Education: a 

Theoretical Framework 

 

Based on the findings presented in the first part of this dissertation, this study regards the 

concept of demand-driven education primarily as a NPM approach towards publicly funded 

services, which has been adopted by Dutch UASs over the past decade. Accordingly, demand-

driven education is seen as an approach, founded on the ‗neo-liberal‘ notion that an individual 

(in this case a student) is able and willing to act as an autonomous and rational decision-

maker, he or she being the best judge of his or her own individual preferences and needs.  

The transfer of such a concept to a higher education context raises several questions. 

Not only does higher education strongly differ from other publicly funded services, but 

questions can also be raised about whether students, due for instance to a lack of experience 

with higher education, of insights in the structure of their curricula and of understanding of 

the demands of the labour market, are able to make autonomous and rational decisions 

regarding which minors, courses, modules or what kind of internship they should undertake 

and when.  

This study aims to develop a theoretical framework that can be used to investigate the 

extent to which students are able to behave as autonomous and rational decision-makers in 

demand-driven education, to understand which factors affect the autonomy and/or rationality 

of the student decision making process and to explore whether autonomous and rational 

decisions about what, when and how learning will occur generate positive effects.  

The theoretical framework was used in sub-study III and to a lesser extent in sub-study 

IV. In sub-study III, the framework guided a survey study into student decision making, the 

factors that influence the autonomy of student decision and the effects of autonomous and 

rational decision making. In sub-study IV, the framework was used to understand student 

decision making in demand-driven education, to explore what values underlie students‘ 

choices and to learn if and how student decision making is affected by power struggles.  

The theoretical framework was developed by performing an extensive literature 

review. In the literature review findings from the five sub-studies (A, B, C, I & II) were 

leading. Consequently, demand-driven education was seen as a Post-modern, New Public 

Management strategy adopted by UASs, which has resulted in a more market-like approach 

towards education in which the student is regarded as customer of the university and 

consumer of higher education.  

In the development of the theoretical framework, perspectives were combined to 

address both the specific nature of demand-driven education and the specific higher education 

context in which the concept is practiced. Accordingly, studies from fields such as educational 

sciences, psychology, (behavioural) economics, public policy and consumer decision making 

were reviewed.  

8.1 Theoretical framework  

A review of models on consumer behaviour, such as the Theory of Buyer Behaviour (Howard 

& Sheth, 1969) and the Consumer Decision Model (Blackwell, Miniard, & Engel, 2001), 
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shows that consumer behaviour is influenced by certain stimuli, environmental influences and 

individual characteristics. This appears to be very much in line with the findings from the two 

empirical sub-studies described in the previous chapters. These findings indicate that student 

decision making in demand-driven education takes place in a dynamic environment in which 

individual preferences, institutional factors such as information and faculty culture and 

significant others, in particular academic career counsellors, influence students‘ decisions.  

A review of literature on the benefits of demand-driven publicly funded services and 

literature on self-directed and autonomous learning leads to the conclusion that demand-

driven education could result in higher satisfaction, higher engagement and a feeling of 

mastery regarding the knowledge and competencies that need to be acquired during a 

particular course. This appears to be in line with the findings of the previous sub-study, which 

showed that students were more interested and engaged when they were able to personalise 

the curriculum. The theoretical framework addresses in particular the relation between 

autonomous and rational student decision making and higher satisfaction, higher engagement 

and a feeling of ‗mastery‘.  

Based on a review of literature on teachers and literature on regret in decision making, 

two control variables were added to the theoretical framework: the extent to which a student 

tends towards being a maximizer and a the extent to which a student appreciates his or her 

teacher (or in the case of an internship: his or her on the job coach). These factors were 

expected to influence, and in some cases reduce, the effects mentioned above.  

The theoretical framework is depicted in Figure 6, which shows that the model 

assumes that the autonomy and rationality of the student-decision making process is affected 

by institutional factors, individual student characteristics and significant others, that 

autonomous and rational decision making results in certain effects (satisfaction, engagement, 

feeling of mastery), which in turn could be affected or reduced by certain factors 

(maximising, teacher appreciation). 

 

Figure 6 Theoretical framework on the autonomy and rationality of student decision making 
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Individual student  
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In the following, the framework will be presented in more detail. First, the concepts of 

autonomous and rational decision making will be defined. An overview will be provided of 

those institutional factors, individual characteristics and significant others which are expected 

to affect the autonomy and rationality of students‘ decisions. Subsequently, some presumed 

effects of demand-driven education will be discussed, followed by assessment of the factors 

that could affect the effects of autonomous and rational decision making in demand-driven 

education. In every section, a brief description of a particular concept will be provided, 

followed by one or several hypotheses about this particular concept. 

 

8.2 Student decision making  

8.2.1 Student decision making process  

 

The definition of the student decision making process used in this study is based on the work 

of Jepsen and Dilley (1974). According to Jepsen and Dilley (1974, p. 332) a decision making 

process consists of the following elements:  

 

[It] assumes the presence of a decision-maker, a decision situation (social 

expectation) and relevant information both from within and outside the 

person. The information is arranged into decision-making concepts according 

to the functions it serves. Two or more alternative actions are considered and 

several outcomes or consequences are anticipated form each action. Each 

outcome has two characteristics, probability or likelihood of occurrence in the 

future, and value, or relative importance to the decision maker. The 

information is arranged according to a strategy so that the decision-maker can 

readily recognize an advantageous course of action and make a commitment to 

this action.  

  

The definition of Jepsen and Dilley was chosen as it best captured student decision making in 

demand-driven education. That is to say, student decision making in demand-driven education 

concerns a situation which assumes the presence of a student (i.e., decision-maker) and 

relevant information from both within (e.g., self-knowledge) as well as outside the student 

(e.g., information about certain choice options). During this process, the student considers two 

or more options (i.e., alternative actions), which hold a certain value for the student and are 

available to him or her in the near future. Eventually, the process results in the student 

choosing a certain option (e.g., a minor, course, module, internship) and the student then will 

enrol in a particular class (i.e., commitment to an advantageous course of action).  

As stated earlier, the idea of the student as principal decision-maker in matters 

concerning his or her own learning is strongly related to the ‗neo-liberal‘ notion of the 

individual decision maker (Devine & Irwin, 2005; Lynch, 2006). This neo-liberal view of the 

individual assumes that he or she is able to act as an autonomous and rational decision-maker, 

as he or she is thought to be the best judge of his or her own preferences and needs. However, 

questions can be raised about whether students are able to independently judge their 



8 Student Decision making in Demand-driven Education: a Theoretical Framework 

 

98 

 

individual interests and needs and whether they are able to make rational decisions about 

what, when and how learning will occur. Stated otherwise, questions can be raised about the 

autonomy and rationality of student decision making.  

The following presents a discussion of the concepts of autonomous and rational 

decision making. Note that this assumes that every student decision making process is 

characterised by a certain degree of autonomy and rationality. Both concepts are regarded 

here as separate dimensions of the student decision making process.  

 

8.2.2 Autonomous decision making 

 

In this study, decision making is seen as a form of behaviour, characterised by a certain 

degree of intentionality. Deci and Ryan (1987) distinguish two forms of intentional behaviour. 

Some behaviour, which they define as autonomous, is regulated through choice and 

experienced as an expression of oneself. Other behaviour, which they define as controlled, is 

pressured and coerced by intrapsychic and/or environmental forces. 

According to Deci and Ryan (1987), an ‗activity‘ can be seen as autonomous when an 

inner endorsement of one‘s actions exists; i.e., a sense that these actions emanate from 

oneself. Persons who act autonomously experience themselves as initiators of their own 

behaviour: they select desired outcomes and choose how to achieve those outcomes (Deci & 

Ryan, 1987). Autonomous decisions are therefore thought to be characterised by feelings of 

self-determination and lack of pressure.  

In general, students‘ decisions are believed to be strongly influenced by teachers, 

career counsellors, and, in particular, fellow-students, peers and parents (Flint, 1992; Hallinan 

& Williams, 1990; Nurmi & Pulliainen, 1991; Wilks, 1986). Some evidence even suggests 

that, with regard to college attendance, nearly half of the time parents are responsible for the 

eventual choice (Murphy, 1981). It is therefore expected that the majority of students‘ 

decisions about their learning will be, to some extent, influenced by others and will therefore 

be characterised by a low degree of autonomy.  

Based on these insights, the first hypothesis was formulated as follows:  

 

Hypothesis 1. Students‘ decision making processes will be characterised by a low degree of autonomy. 

 

8.2.3 Rational decision making 

 

Besides being characterised by a certain degree of autonomy, the student decision making 

process will also be characterised by a certain degree of rationality. In general, rational (-

economic) or classical decision making models assume that the individual decision-maker 

utilises a search process to maximise his ‗pay-off‘. This search process proceeds in a planned, 

orderly and consistent fashion. A model of rational behaviour generally requires some or all 

of the following elements (Simon, 1955):  
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 A set of behavioural alternatives (alternatives of choice or decision)  

 A subset of behavioural alternatives the actor considers  

 The possible future state of affairs or outcomes of choice  

 A pay-off function, representing the value or utility placed by the organism upon each 

of the possible outcomes of choice  

 Information as to which outcomes will actually occur if a particular alternative is 

chosen  

 Information as to the probability that a particular outcome will ensue if a particular 

behaviour alternative is chosen  

In the context of demand-driven education, this means that the rationality of the student 

decision making process is operationalised as the extent to which a student derives a subset of 

alternatives from an number of alternatives which he or she considers, taking into account a 

possible future state of affairs and the possible outcomes of a particular choice. The student 

uses information on these outcomes to choose the alternative which he or she considers to 

have most value or utility.  

Although the neo-liberal notion of the individual decision-maker assumes a high 

degree of rationality, over the past decades a wide variety of scholars has become 

‗disenchanted‘ with rational decision making. The main reason for this development is that 

researchers have had to face the fact that ―…subjects just do not follow expectations models‖ 

(Hershey & Schoemaker, 1980, p. 417), that many of the assumptions underlying rational 

choice theory are unrealistic and that human beings routinely violate the principle of rational 

choice (Baron, 2000; Kahneman & Tversky, 1979, 1984; Schwartz et al., 2002; Tversky, 

1969; Tversky & Kahneman, 1981) 

Accordingly the belief in the individual as a rational actor has declined. Research 

showed that individuals, rather than behaving rationally, base their decisions on habits (Aarts 

& Dijksterhuis, 2000), affective emotions (Slovic, Finucane, Peters & MacGregor, 2002) and 

moral sentiments (Ketelaar & Au, 2003) to name a few. At most they seem to display a 

certain bounded rationality in their behaviour (see Simon, 1955). 

Based on these insights, the second hypothesis was formulated as follows:  

 

Hypothesis 2. Students‘ decision making processes will be characterised by a low degree of rationality  

 

 

Based on the above, students' decision making processes were expected to be characterised by 

a low degree of autonomy and rationality, placing them in quadrant C of Figure 7.  
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Figure 7 Autonomy and rationality of student decision making process 

 

 

 
 

8.3 Factors influencing nature of student decision making process  

Models on consumer behaviour, such as the Theory of Buyer Behaviour (Howard & Sheth, 

1969) and the Consumer Decision Model (Blackwell et al., 2001), indicate that consumer 

behaviour is influenced by external factors (e.g., information), environmental influences (e.g., 

family) and individual characteristics (e.g., knowledge, motivation).These models relate to the 

findings from the first two empirical sub-studies which have been addressed in the previous 

two chapters. The findings of these studies showed that student decision making in demand-

driven education takes place in a rather dynamic environment in which individual preferences, 

institutional factors such as information and faculty culture and significant others, such as 

fellow students and career counsellors. Consequently, a literature review was performed to 

determine what external factors, environmental influences and individual characteristics could 

affect the autonomy and rationality of the student-decision making process. This review led to 

the conclusion that the autonomy and rationality of student decision making in demand-driven 

education could be influenced by: 

 

 institutional factors (e.g., clarity and quantity of information, number of options, the 

culture of an organisation, the bureaucracy of choice structures)  

 individual student factors (e.g., age, gender, experience, certain types of specific 

decision making knowledge, certain dysfunctional beliefs) and/or  

 significant others (e.g., friends, parents, class mates, academic career counsellor) (see 

Figure 8). 
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Figure 8 Factors influencing student decision making process 

 

 

 
 

 

 

8.4 Institutional factors  

8.4.1 Information 

 

Every day, customers face decisions and trade-offs regarding the products they want to buy 

and they search for information to aid their decisions. Therefore, Payne (1982) and Payne, 

Bettman and Johnson (1993) conclude that information can be regarded as a commodity or 

good which has its own dynamic of supply and demand and which is ‗consumed‘ by an 

individual in order to make a decisions about a product or service he or she would like to 

purchase.  

However, information is often not directly provided to a decision-maker. In addition, 

information can strongly vary in both quality and quantity. Consumers therefore constantly 

have to weigh the costs and benefits of the search for information (see Moorthy, Ratchford, & 

Talukdar, 1997). When an individual (consumer) is provided a limited amount of information 

on the options from which he can choose and/or decides that the costs of the search for (extra) 

information outweigh the benefits, this is expected to result in a less than optimal choice 

(Simon, 1957). Accordingly, when a student is provided a limited amount of information 

and/or when a student is provided unclear information, this is expected to influence the 

rationality of the student decision making process.  

Based on these insights hypotheses three and four were formulated as follows:  
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Individual student  

factors  
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Autonomy / Rationality of  
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process  



8 Student Decision making in Demand-driven Education: a Theoretical Framework 

 

102 

 

 

Hypothesis 3. The more information that is provided by an institution, the more rational the student 

decision making process will be. 

 

Hypothesis 4. The clearer the information provided by an institution, the more rational the student 

decision making process will be. 

 

8.4.2 Number of options  

 

In their study, Iyengar and Lepper (2000) found that when the number of options rises and 

when consumer choices become more important and personal, the process of choosing is seen 

as less desirable, more difficult and sometimes even frustrating. These findings are in line 

with those of Schwartz (2004, p. 75), who found that a wealthy number of options can turn 

individuals from rational ‗choosers‘ into ‗pickers‘. From ―…someone who thinks actively 

about the possibilities before making a decision‖ into someone who just grabs ‗something‘ 

and hopes for the best. A chooser thus reflects on what is important to him in life, what is 

important about the particular decision and what the short- and long-term consequences of his 

decision may be. A picker, on the other hand, does none of the above.  

In line with this research, if the number of options from which a student can choose 

should rise, this would be expected to have a negative influence on the rationality of the 

student decision making process.  

Based on these insights, the fifth hypothesis was formulated as follows:  

 

Hypothesis 5.The more options provided by an institution, the less rational the student decision 

making process will be.  

 

8.4.3 Culture of an institution  

 

According to Schein (1990), an organisational culture evolves when a given set of people has 

had enough stability and common history over a sufficient period of time to form a culture. 

He further states that ―…the deepest level of culture will be the cognitive in that the 

perceptions, language, and thought processes that a group comes to share will be the ultimate 

causal determinant of feelings, attitudes, espoused values and overt behaviour‖ (Schein, 1990 

p. 111). Schein, (referring to Durkin, 1981; Festinger, 1957; Hebb, 1954; Heider, 1958; 

Hirschhorn, 1987; Lewin, 1952) therefore defines an organisational culture as a system that 

tends towards some kind of equilibrium, attempts to reduce dissonance, and thus brings basic 

categories or assumptions into alignment with each other. By doing so, the culture of an 

organisation can thus, through certain attitudes and values, prescribe individuals to behave in 

a certain way.  

With regard to the personalisation of the curriculum through demand-driven 

education, the cultures of Schools are expected to be characterised by their degree of 

progressiveness or openness. That is, some Schools might stimulate their students to take the 
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beaten track and keep things the way they were, whereas others would stimulate their students 

to broaden their horizons. School culture is assumed to have a large influence on students 

decisions, influencing the autonomy of the student decision making process. Students are 

expected to experience a higher sense of autonomy in a culture characterised by 

progressiveness and openness, which allows for more autonomous decisions making. 

Therefore the more ‗conservative‘ a School will be the less autonomous the student decision 

making process will be 

These insights resulted in the following hypothesis:  

 

Hypothesis 6. The more an institutional culture promotes the beaten track, the less autonomous the 

student decision making process will be. 

 

8.4.4 Bureaucratic structures 

 

Although various public services have been 'marketised‘ and users of public services have 

been provided more and more different options to choose from, individuals have not 

necessarily become less independent. On the contrary, Schwartz (1994) for instance points out 

that ―…one important paradox confronting the modern world is that as the freedom of 

individuals expands, so too does their dependence on institutions and other people‖.  

In line with this dependence is the growing complexity of the bureaucratic structures 

that administer choice in publicly funded services. Various research studies have shown that 

the market-like approach towards public services and the facilitation of a various options 

often result in dynamic and complex bureaucratic structures and procedures (Tonkens, 2003; 

Kremer, 2006). Accordingly, the complexity of bureaucratic structures at Windesheim UAS is 

expected to raise the interdependence of students and thus influence the autonomy of the 

student decision making process. 

Based on these insights, the seventh hypothesis was formulated as follows:  

 

Hypothesis 7. The more bureaucratic choice structures are, the less autonomous the student decision 

making process will be. 

 

8.4.5 Enrolment procedure  

 

The enrolment procedure for a particular minor, course module or internship allows students 

to commit themselves to a particular course of action before the start of a semester. The 

enrolment procedure is regarded as an important element of the services provided by a 

University (Brenders, Hope & Ninnan, 1999). The research of Johnson and Buck (1995) 

showed that problems related with the enrolment procedure are amongst the most frequently 

cited reasons for students not returning to a university. Research of Brenders et al. (1999) 

showed that student enrolment takes place in a rather dynamic and sometimes complex 

interaction between students and staff. The service student encounter in this process depends 

as much upon the systems in place as it does on the character of service providers (Botschen 
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Stieler, & Woodside, 1996; Heskett, Sasser, & Hart, 1990; Shostack, 1984). As a 

consequence, students are dependent on both a system as well as its personnel. A more 

complex and time-consuming enrolment procedure is expected to cause a greater dependency 

of the student on others, lowering the autonomy of the student decision making process.  

Based on these insights the eighth hypothesis was formulated as follows: 

 

Hypothesis 8. The more complex and/or time-consuming the enrolment procedure, the less 

autonomous the student decision making process  

 

 

Based on the above, each School, with its own distinctive organisational culture, is thus 

assumed to provide a certain amount of information, which is characterised by a certain 

quantity and clarity. At this School, a student is able to use this information to choose from a 

certain set of options provided by his programme of study, his School or even outside his own 

School. After a student decides what option(s) he wants to choose, he or she has to go through 

certain bureaucratic procedures to get his or her curriculum choices approved  

This leads to the assumption that the clearer the information provided by a School, the 

more rational the student decision making process will be (H3). The same goes for the 

quantity of the provided information (H4). A further assumption is that a greater choice of 

options provided by School will result in a less rational decisions-making process (H5).  

The decision making process of a student is further expected to  be less autonomous in 

Schools with a more prescriptive culture (H6) when bureaucratic choice structures are 

complex (H7) and when enrolment procedures are regarded as complex and/or time-

consuming (H8) (see Figure 9).  
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8.5 Individual Student factors   

A review of the relevant literature resulted in assumptions about specific student 

characteristics, decision making capabilities and types of knowledge which are expected to 

influence the autonomy and rationality of student decision making processes in demand-

driven education.  

8.6 Decision making capabilities 

8.6.1 Motivation to engage in the decision making process  

 

Research of Gati, Krausz and Osipow (1996) showed that students can experience different 

emotions regarding the fact that they are asked to make decisions about the content of their 

curriculum. Students can be motivated to choose but can also experience ambivalent or even 

negative emotions. Gati et al. (1996) found that when students experience negative emotions, 

this results in less engagement in, or even in withdrawal from, the decision making process.  

Motivation of students to engage in the decision making process was therefore 

expected to have a positive influence on the rationality, as students will be more willing and 

eager to engage in the decision making process: more eager and willing to derive a subset of 

alternatives from a number of alternatives, to consider possible future states of affairs or take 

into account the outcomes of a particular choice and to use information to choose an 

alternative which will has a certain value or utility for them. 

Based on these insights, the ninth hypothesis was formulated as follows:  

 

Hypothesis 9. Willingness to engage in the decision making process will have a positive influence on 

the rationality of the student decision making process.  

 

8.6.2 Career decision making self-efficacy  

 

The concept of career decision making self-efficacy is based on the concepts of self efficacy 

and career self-efficacy. The concept of self-efficacy can be defined as ―people‘s judgements 

of their capabilities to organise and execute courses of action required to attain designated 

types of performances‖ (Bandura, 1986, p.391) whereas career decision making can be seen 

as "a general term meant to summarise the possibility that low expectations of self efficacy 

with respect to some aspect of career behaviour may serve as a detriment to optimal career 

choice and development" (Betz & Hackett, 1986, as cited in Betz & Luzzo, 1996, p. 414).  

According to Betz, Klein and Taylor (1996, p. 48), career decision making self-

efficacy "…measures an individual's degree of belief that he or she can successfully complete 

tasks necessary to making career decisions". Various studies have shown that individuals with 

a strong sense of career decision making self-efficacy have clearer goals, are more goal-

oriented, have greater career maturity and experience less career indecisiveness (see Betz & 

Voyten, 1997). As a strong sense of career decision making self-efficacy results in more goal-
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oriented behaviour, it was expected to positively influence the rationality of student decision 

making process.  

Based on these insights the tenth hypothesis was formulated as follows:  

 

Hypothesis 10. A strong sense of decision making self-efficacy will have a positive influence on the 

rationality of the student decision making process  

 

Figure 10 shows that when students are enabled to choose what education (i.e., what minor, 

course, module or internship) they will undertake, their motivation to engage in the decision 

making process (H9) and career decision making self efficacy (H10) will be expected to have 

a positive effect on the rationality of their decision making processes. 

 

 

Figure 10 Influence of decision making capabilities on rationality of decision making process  

 

 
 

8.7 Types of Knowledge 

8.7.1 Knowledge of the self  

 

The concept of the self is one of the oldest, most important, most controversial and most 

widely studied concepts in the social sciences. Consequently, the concept of ‗self‘ has been 

defined in many different ways and has been used loosely and interchangeably with concepts 

such as ‗self-identity‘, ‗identity‘, or ‗self-concept‘ (Epstein, 1973; Leary and Tangney, 2003; 

Smith, 1992). Therefore, various definitions can be found of the concept of ‗the self‘ and of 

‗self-knowledge‘ or ‗knowledge of the self‘. In this study ‗knowledge of the self‘ is seen as 

the extent to which an individual is aware of his individual preferences and needs.  

According to Gati and Saka (2001), a lack of knowledge of the self can result in 

decision making difficulties. That is, not being aware of one‘s own preferences and needs is 

thought to seriously hinder students in their decision making process. Consequently, greater 

knowledge of the self is expected to allow students to decide what value or utility a certain 

option holds for them and thus to make more rational decisions when compared to students 

who have little knowledge of themselves.  

Motivation to engage in 

the decision making 

process

(H9)

Rationality of student decision 

making process

Career decision making 

self-efficacy
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Based on these insights the eleventh hypothesis was formulated as follows:  

 

Hypothesis 11. The more knowledge of the self, the more rational the student decision making process 

will be. 

 

8.7.2 Knowledge of future profession   

 

When individuals have to make decisions that concern their future careers (e.g., what to study, 

where to study, where to do an internship), they require a sufficient amount of knowledge 

about their future profession so as to relate such decisions to their future career. This 

knowledge is therefore seen as vital for making successful career decisions (Gati & Saka, 

2001). Knowledge of the future profession enables individual students to better decide what 

options would hold value for them. Consequently this type of knowledge is expected to 

influence the rationality of the student decision making process.   

Based on these insights, the twelfth hypothesis was formulated as follows:  

 

Hypothesis 12. The more knowledge about the future profession, the more rational the student 

decision making process will be. 

 

8.7.3 Knowledge of the decision making process   

 

When students are enabled to make decisions about what education will be provided to them, 

they need knowledge of (the steps involved in) the decision making process. Students lacking 

this knowledge are expected to experience various difficulties during the decision making 

process (Gati & Saka, 2001). Therefore, a lack of knowledge of the (steps involved in the) 

decision making process will be expected to influence the autonomy of the student decision 

making process, as students become more dependent on others. The rationality of the student 

decision making process is also affected, as students are less able to choose the option they 

desire most. 

Based on these insights, the thirteenth and fourteenth hypotheses were formulated, as follows:  

 

Hypothesis 13. The more knowledge about the decision making process, the more autonomous the 

student decision making process will be. 

 

Hypothesis 14. The more knowledge about the decision making process, the more rational the student 

decision making process will be. 

 

 

8.7.4 Knowledge about ways to obtain additional information about alternatives  

 

According to Gati and Saka (2001), knowledge of the various options from which students 

can choose is a vital part of the decision making process. A lack of this knowledge can have a 
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far-reaching influence on the decision making process. However, Gati and Saka (2001) 

emphasise that a lack of information does not have to be an obstacle as long as individuals are 

able to obtain additional information. Therefore, when students have sufficient knowledge 

about the ways of obtaining additional information, a lack of information does not have to be 

a problem. Therefore, when students have sufficient knowledge of various alternatives, and—

if necessary—ways of obtaining additional information about these alternatives, this is 

expected to influence both the autonomy and the rationality of the student decision making 

process.  

Based on these insights, the fifteenth and sixteenth hypotheses were formulated as follows:  

 

Hypothesis 15. The more knowledge about the various alternatives, the more rational the student 

decision making process will be. 

 

Hypothesis 16. The more knowledge about the various alternatives, the more autonomous the student 

decision making process will be. 

 

8.7.5 Dysfunctional beliefs about the decision making process  

 

Besides having different types of knowledge, students can also hold certain beliefs about the 

decision making process (Gati et al., 1996). When these beliefs are dysfunctional, students 

base their actions and expectations on beliefs that cannot and thus will not be fulfilled. In the 

case of demand-driven education, these could be beliefs about what options can and cannot be 

chosen, about when certain education will be provided, where it will be provided and what 

requirements have to be met to enrol in a certain course. Therefore, dysfunctional beliefs are 

expected to influence the rationality of the decision making process, as a divergence arises 

between expected and actual value and utility. 

Based on these insights, the seventeenth hypothesis was formulated, as follows:  

 

Hypothesis 17. Dysfunctional beliefs will have a negative effect on the rationality of the student 

decision making process. 

 

To summarise and conclude, Figure 11 shows that when students are enabled to choose what 

education (i.e., what minor, course, module, internship) they will undertake, knowledge of the 

self will have a positive influence on the rationality of the student decision making process 

(H11). The same is expected of knowledge of the future profession (H12), knowledge of the 

decision making process (H13) and knowledge of available alternatives (H15). However, 

dysfunctional beliefs about the decision making process are expected to have a negative 

influence on the rationality of the decision making process. A greater knowledge of the 

decision making process (H14) and the various alternatives they can choose from (H16) is 

also expected to increase the autonomy of the decision making process.  
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8.8 Individual characteristics 

A review of the relevant literature also resulted in assumptions about individual 

characteristics such as age, experience and gender, which are expected to influence both the 

autonomy and the rationality of the student decision making process.  

 

8.8.1 Age  

 

A broad consensus can be witnessed among developmental researchers that cognitive control 

(inhibition) increases with age across childhood (7-11 years) and adolescence (13-17 years), 

and that this increase is associated with maturation of the prefrontal cortex (Casey, Getz, & 

Galvan, 2008). According to Casey et al. (2008), cognitive control is strongly related to 

emotional, cognitive, and biological development. They describe cognitive control as ―a 

cornerstone of cognitive development‖ which enables the individual to suppress inappropriate 

thoughts and actions in favour of goal-directed ones, especially in the presence of compelling 

incentives. From adolescence to adulthood (23-29 years), the pre-frontal cortex further 

matures.  

In general, full time university students are aged between 17 and 23 years, the exact 

period between adolescence and adulthood. Younger students, who are less close to 

maturation of the pre-frontal cortex, are therefore expected to be less capable of making 

rational decisions. Therefore, age is expected to influence the rationality of the student 

decision making process. 

Based on these insights, the eighteenth hypothesis was formulated as follows:  

 

Hypothesis 18.The older students are, the more rational their decision making process will be. 

 

8.8.2 Experience 

 

For many reasons, research has shown experience to be beneficial to decision making. 

Experience is thought to increase alertness to errors (Klein, Goodhue, & Davis, 1997), 

sensitivity to omissions (Sanbonmatsu, Kardes, & Herr, 1992), use of relevant information 

(Sanbonmatsu et al., 1992), adaptation to subtle contextual differences (Payne et al., 1993), 

ability to identify important features of a problem (Mackay & Elam 1992), ability to organise 

information (Mao & Benbasat, 2000), capacity to attend to greater amounts of knowledge 

(Mao & Benbasat 2000) and ability to process information more extensively (Sanbonmatsu et 

al., 1992). The benefits of experience may be attributable to domain-specific knowledge 

(Morrow, Leirer, & Altieri, 1992). Consequently, experience, particularly in domain-specific 

knowledge, is thought to influence the rationality of the decision making process. 

Based on these insights, the nineteenth hypothesis was formulated as follows:  

 

Hypothesis 19. Domain specific experience has a positive influence on the rationality of the student 

decision making process  
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8.8.3 Gender  

 

The research of Archer (1992) showed that when it comes to their future career, male 

adolescents have a more constricted vision than do female students. Compared to males, 

female adolescents are better able to make a connection between different career domains. 

Females are also thought to be more aware of themselves in relation to others when it comes 

to their future careers (Archer, 1992). Female students are therefore expected to take into 

account more factors and their decision making process would therefore be characterised as 

more rational than that of male students.  

Research of David, Ball, Davies and Reay (2003) showed that male students tend to be 

more resistant to involvement, seeing it as intrusive or irrelevant, whereas female students 

were far more willing to engage with their parents, and especially with their mothers, in how 

they went about choosing higher education. Accordingly, female students are expected to be 

more influenced by certain significant others than are male students.  

Consequently, gender is expected to influence both the rationality as well as the 

autonomy of the student decision making process. Based on these insights, the twentieth and 

twenty-first hypotheses were formulated, as follows:  

 

Hypothesis 20. The decision making processes of female students is more rational than the decision 

making process of male students  

 

Hypothesis 21. The decision making processes of male students is more autonomous than the decision 

making process of female students 

 

Figure 12 shows that age was expected to  have a positive influence on the rationality of the 

decision making process (H18 & H19).  

 

Figure 12 Influence of individual characteristics on rationality and autonomy of the decision  

  making process 
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Figure 12 further shows that female students‘ decision making was also expected to be 

characterised by a higher degree of rationality and a lower degree of autonomy when 

compared to their fellow male students (H20 & H21) 
 

8.9 Significant others 

As stated earlier, significant others were also expected to exert influence on the student 

decision making process. Following the symbolic interactionist tradition of Cooley (1902) and 

Mead (1934), social psychologists defined significant others as "persons who exercise major 

influence over the attitudes of individuals" (Woelfel & Haller, 1971, p.75). In particular 

friends, peers and parents are thought to hold influence over the attitudes of students.  

As a general rule, adolescents look to their peers when it comes to short-term 

decisions (about clothes or parties, for instance) but look to their parents when it comes to 

decisions about their future (for instance, study and occupation) (Cobb, 2007). In most cases, 

younger students see their parents as their most all-round source of support and advice (Reid, 

Landesman, Treder, & Jaccard, 1989). However, besides peers and parents, others such as 

family, friends, class-mates, teachers and academic career counsellors could also be expected 

to have some influence over the decisions of students, in particular those decisions related to 

personalisation of their programme of study.  

To determine if and to what extent a significant other influences the autonomy of the 

student-decision making process would be extremely difficult. Therefore, in this study, 

students were asked about conflicts with these significant others. These conflicts were 

expected to be easier to recall than something far less concrete such as ‗influence‘. Moreover, 

conflicts were thought to mark clear events in which a significant other might have aimed to 

exert influence over the student.  

Based on these insights, the twenty-second hypothesis was formulated, as follows:  

 

Hypothesis 22. Conflicts with significant others will have a negative influence on the autonomy of the 

student‘s decision making processes. 

 

8.9.1 Academic career counsellor  

 

Hannafin (1992) emphasises that demand-driven education tacitly presumes that students 

either possess the meta-cognitive skills (competencies) needed to make effective judgments, 

or that they can be induced to make appropriate choices through advice, hints, or guided 

reflection.  

Within Dutch UASs, every student is assigned to a career counsellor who guides 

students through advice, hints or reflection. An important goal of student career counselling is 

to help students make decisions about their learning (Cornelissen, 2008). Academic career 

counsellors in particular should help students to find their own answers and solutions. In 

practice, however, one could question to what extent students are actually aided in their 

decision making process and enabled to find their own answers and to what extent certain 

answers are hinted by their counsellor. In case of the former, this is expected to influence the 
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rationality of the student decision making process, whereas in the case of the latter, this is 

expected to influence the autonomy of the student decision making process.  

Based on these insights, the twenty-third and twenty-fourth hypotheses were formulated as 

follows:  

 

Hypothesis 23.The more support an academic career counsellor provides to a student during his or her 

decision making process, the more rational the student decision making process will be.  

 

Hypothesis 24.The more prescriptive an academic career counsellor is during the student decision 

making process, the less autonomous the student decision making process will be. 

 

As shown in Figure 13, the more conflicts students have with significant others about the 

choice they want to make, the less autonomous their decision making process would be 

expected to be (H22). The more an academic career counsellor facilitates the decision making 

process, the more rational the decision making process would be expected to be (H23), 

whereas dominance of the academic career counsellor would be expected to lead to a less 

autonomous decision making process (H24).  

 

Figure 13 Influence of significant others on the decision making process  

 

 

 
 

8.10 Assumed effects of autonomous and rational decision making  

Over the years, various studies have shown that demand-driven public services often generate 

positive effects for the users of these services. Research on demand-driven public services and 

goods, for instance by Ministerie van Economische Zaken (2003), Bosselaar (2005) and Van 

der Kraan (2006), showed that demand-driven public services result in a better connection 

between provided and required services and higher satisfaction.  
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Research on student autonomy (e.g., Pintrich and Zusho, 2007, Zimmerman, 2003), has 

shown that students are in autonomy-supportive contexts are more engaged and more 

persistent in their studies. This engagement and persistence would result in better study results 

as students better master certain knowledge and competencies. As the present study focuses 

on the student as an autonomous and rational actor, the aim of this study is to discover to what 

extent these effects are generated respectively by autonomous and rationally of decision 

making. Based on the findings described above, autonomous and/or rational decision making 

could result in: 

 Higher satisfaction 

 Higher engagement 

 Feeling of mastery  

Note that this study focuses on the extent to which the above effects occur during or shortly 

after a semester; that is, the extent to which these effects occur during or after a particular 

minor, course module or internship has been taken up by a student. Accordingly, the assumed 

effects of demand-driven education in this framework can be labelled as short-term.  

 

 

8.10.1 Satisfaction 

 

Research on demand-driven public services and goods, for instance by Ministerie van 

Economische Zaken (2003), Bosselaar (2005) and Van der Kraan (2006), showed that 

demand-driven public services, compared to supply-driven services, result in a better 

connection between the services provided and required, which in turn results in higher 

satisfaction amongst those who were able to receive these services or goods (Ministerie van 

Economische Zaken, 2003; Van der Kraan, 2006). These findings coincide with findings of 

for instance Riessman (1967), and Ryan (1971) who found that participation in decision 

making may be important for effective behaviour and personal satisfaction.  

Consequently, students who, through the concept of demand-driven education, were 

able to take up the education they desired, would be expected to show greater satisfaction 

with the education that was provided to them than would students who were not able to do so. 

However, choosing the option that best matches the individual needs of a student is thought to 

require an autonomous and rational decision making process.  

Based on these insights, the twenty-fifth hypothesis was formulated, as follows:  

 

Hypothesis 25. The more autonomous/rational the student decision making process, the more satisfied 

students will be with the education that was provided to them during a semester.  
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8.10.2 Engagement  

 

Various authors (e.g., Bryson & Hand, 2007; Fredricks, Blumenfeld, & Paris, 2004) argue 

that the term engagement can have several meanings and that it is often unclear what is meant 

with concepts such as ‗engagement‘ or ‗student engagement‘. In general, three forms of 

engagement are distinguished: behavioural, emotional and cognitive .  

Emotional engagement can be seen as students‘ affective reactions in the classroom, 

including interest, boredom, happiness, sadness and anxiety. Cognitive engagement can be 

seen as a ‖student‘s psychological investment in, and effort directed toward, learning, 

understanding, mastering the knowledge, skills or crafts that the academic work is intended to 

promote‖ (Newmann, Wehlage, & Lamborn, 1992, p. 12). It is also defined as ―the 

psychological investment required to comprehend and master knowledge and skills explicitly 

taught in schools‖ (Newmann et al., 1992, p. 17). Behavioural engagement draws on the idea 

of participation and can be seen as ―involvement in learning and academic tasks which 

includes behaviour such as effort, persistence, concentration, attention, asking questions and 

contributing to class discussion‖ (Fredericks et al., 2004, p. 62).  

In general contexts that support autonomy are thought to enhance engagement 

(Connell, 1990). Characteristics of autonomy supportive contexts are choice, shared decision 

making and absence of external controls (Connell, 1990; Deci & Ryan, 1985). Given the fact 

that demand-driven education enables students to make decisions about the curriculum, this 

would result in higher student engagement.  

Because getting a student to report to what extent they had been emotionally or 

cognitively engaged with their education was viewed as rather difficult, this study tends to 

focus solely on behavioural engagement (e.g., participation by asking questions or 

collaborative work) (Ahlfeldt, Mehta, & Sellnow, 2005).  

When students are able to personalise their curriculum, they would be expected to be 

more actively engaged. When a decision making process is autonomous and rational, students 

will be able to choose certain options that enhance their engagement.  

Based on these insights, the twenty-sixth hypothesis was formulated, as follows:  

 

Hypothesis 26. The more autonomous/rational the student decision making process, the higher a 

student‘s behavioural engagement during a particular semester  

 

8.10.3 Feeling of mastery 

 

Pintrich and Zusho (2007, p. 766) found that when college students believe they have some 

control over their skills and the task environment and they have confidence in the ability to 

perform the necessary skills, they are more likely to choose to do the task, more likely to be 

involved in self-regulatory activities and more likely to persist at the task. These findings are 

in line with, for instance, Van Hout-Wolters et al. (2000, p. 22), who found that when students 

become involved in the decisions that are related to their own learning, the learners can 

connect to their prior knowledge and their needs more optimally. Moreover, in contexts which 

were supportive of children‘s autonomous learning, the children perceived themselves to be 
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more competent in their cognitive activity and felt better about themselves, when compared to 

when the context was controlling (Deci & Ryan, 1987). Autonomy-supportive contexts were 

found to lead to greater internalisation of task value and greater persistence than did the 

controlling context and the internalisation was positively correlated with experienced self-

determination (Deci & Ryan, 1987).  

Consequently, when students take up the education they desire, they would be 

expected to take up education in which they are truly interested and as a consequence to work 

harder. Therefore, this leads to the assumption that demand-driven education will enable 

students to have a higher feeling of mastery with regard to both the knowledge as well as the 

competencies they are required to master during a course. 

Based on these insights, the twenty-seventh hypothesis was formulated, as follows:  

 

Hypothesis 27. The more autonomous/rational the student decision making process, the higher a 

student‘s feeling of mastery  

 

The assumption was made that, at Windesheim UAS, when students are enabled to choose 

what education will be provided to them, this will influence their satisfaction, engagement and 

feeling of mastery. 

Consequently, freedom of choice through demand-driven education was expected to 

raise student satisfaction with the education that is provided to them (H25), to result in more 

behavioural engagement (H26) and to lead to a higher feeling of mastery with regard to the 

knowledge and competencies that need to be acquired during a course (H27) (see Figure 14).  

 

Figure 14 Effects of autonomous/rational decision making process 

 

 
 

 

Engagement (H26)
Autonomy/Rationality of student 

decision making process 

Feeling of mastery (H27)

+

+

Satisfaction (H25)

+
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8.11 Control variables  

Apart from the autonomy and rationality of the decision making process, two control 

variables were expected to influence student satisfaction, student engagement and students‘ 

feeling of mastery as well. These are: 

 

 Maximization 

 Teacher 

 

8.11.1 Maximization  

 

Schwartz et al. (2002) point out that, although freedom of choice is in most cases seen as a 

blessing, free choice can give way to various negative feelings as well. When, for instance, 

the number of choice options rises, so-called maximizers are faced with various problems.  

Maximizers are those individuals who only seek and accept the best (Schwartz, 2004). 

Contrary to so-called satisficers, who settle for something that crosses the threshold of 

acceptability and do not worry about the possibility that there might be something better, 

maximizers need to be assured that every purchase or decision is the best they could make 

(Schwartz, 2004). However, since examining all of the alternatives is impossible in most 

cases and since one can never be sure about making the best possible choice, the maximizers 

always have a lingering doubt they could have done better by searching a bit more. As a 

consequence, maximizers are much more susceptible than satisficers to all forms of regret 

(Schwartz, 2004).  

According to Zeelenberg, Van Dijk, Manstead and Van der Pligt (1998, p.222), regret 

arises from comparing an obtained outcome with a better outcome that might have occurred, 

had a different choice been made. The experience of regret involves the feeling that one 

should have known better, thinking that one has made a mistake, feeling a tendency to kick 

oneself, having the urge to correct one‘s mistake, and wanting to undo the event and to get a 

second chance (Zeelenberg et al., 1998). 

Students who have a tendency to strive for maximization (i.e., maximizers) would be 

expected to be less satisfied with the education they undertake, regardless of whether their 

decision making process was characterised by a large degree of autonomy or rationality. 

Based on the above findings, the twenty-eighth hypothesis was formulated, as follows:  

 

Hypothesis 28.The more a student tends to behave as a maximizer, the less satisfied a student will be 

with the semester as a whole  

 

8.11.2 Teacher 

 

According to Slavin (1997, p. 345), ―the willingness to put effort into learning is a product of 

many factors, ranging from the student‘s personality and abilities, to characteristics of 

particular learning tasks, incentives for learning, settings and teacher behaviours‖ (Pintrich & 
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Schunk, 1996, p. 3). One specific type of teacher behaviour that seems to be of influence is 

autonomy-supportive behaviour. According to Grolnick, Deci and Ryan (1997) and Ryan, 

Sheldon, Kasser, and Deci (1996), autonomy-supportive behaviours include, among other 

things: providing choice, encouraging self-initiation, minimising the use of controls and 

acknowledging the other‘s perspective and feelings. 

Many studies have shown that students who are educated by teachers that are 

characterised as autonomy supportive are likely to show greater perceived competence (Deci 

et al., 1981), a preference for optimal challenge (Shapira, 1976), higher academic intrinsic 

motivation (Deci, Nezlek & Sheinman, 1981), better academic performance (Boggiano, Flink, 

Shields, Seelbach & Barrett, 1993) and higher academic achievement (Flink, Boggiano, Main, 

Barrett & Katz, 1992). Harter (1981) and Deci et al. (1981), for instance, found a strong 

positive correlation between teachers‘ autonomy support and intrinsic motivation of pupils.  

Students who would positively evaluate their teachers (or in the case of an internship, 

would positively evaluate their on the job coach) on autonomy supportive behaviour, would 

also be expected to experience higher satisfaction, more engagement and a higher feeling of 

mastery regardless of whether their decision making process was characterized by a large 

degree of autonomy or rationality. 

Based on these findings hypotheses, the twenty-ninth, thirtieth and thirty-first hypotheses 

were formulated, as follows:  

 
Hypothesis 29. The more positive the evaluation of his or her teacher (or on the job coach) on 

autonomy supportive behaviour, the more satisfied a student will be with the semester as a whole. 

 

Hypothesis 30.The more positive the evaluation of his or her teacher (or on the job coach), the higher 

a student‘s behavioural engagement during a particular semester  

 

Hypothesis 31. The more positive the evaluation of his or her teacher (or on the job coach), the higher 

a student‘s feeling of mastery 

 

 

This led to the assumption that striving for maximization would have a negative influence on 

the satisfaction with the education a student has taken up (H28). A positive view of their 

teacher (or on the job coach) was expected to have a positive influence on students‘ 

satisfaction (H29), behavioural engagement (H30) and feeling of mastery with regard to the 

knowledge and competencies that need to be acquired during a semester (H31) (see Figure 

15).  
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Figure 15 Influence of maximization and teacher on effects 

 

 

 
 

 

 

 

This chapter concludes by presenting the complete model in Figure 16. This figure is 

presented on the following page. 
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9. Student Decision Making in Demand-driven Education: a 

Survey Study  

 

The previous chapter presented a theoretical framework on student decision making in 

demand-driven education. The framework rests on the assumption that student decision 

making in demand-driven education is characterised by a certain degree of autonomy and 

rationality, that the autonomy and rationality is affected by institutional factors, individual 

student factors and significant others, and that autonomous and rational decisions will 

generate certain short-term effects (see Chapter 8 for more detailed information) 

A survey study was performed next, to test the assumptions about the autonomy and 

rationality of student decision making in demand-driven education, the factors that influence 

the autonomy and rationality of the student decision making process and the effects of 

autonomous and rational decision making. This survey study aimed to answer the following 

questions:  

 

1. To what extent can student decision making processes be characterised as 

a. autonomous? 

b. rational? 

 

2. Which factors influence the autonomy of the student‘s decision making process and to 

what extent? 

3. Which factors influence the rationality of the student‘s decision making process and to 

what extent? 

 

4. What effects are generated by  

a. autonomous decision making? 

b. rational decision making?  

 

5. Does student decision making become more rational and/or autonomous over time? 

6. Does the influence of factors on the rationality and/or autonomy of the decision 

making process change over time? 

 

Based on the first measurement, a structural model was developed and used to answer 

research questions 1 to 4. Measurements 2 to 4 were then used to test the reliability of the 

model over time, and, by doing so, they answered research questions 5 and 6. 

This chapter first discusses the development of the instrument used in this study 

(section 9.1). The administration of the survey (9.2), the development of the measurement 

model (9.3), the method of analysis (9.4) and the findings of the survey study (9.5) are then 

discussed.  
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9.1 Development of instrument  

9.1.1 Demand-driven Education Web Questionnaire (DDEQ)  

 

As there was no existing survey instrument to investigate the autonomy and rationality of 

student decision making in demand-driven education, the factors that influence the autonomy 

and rationality of the student decision making process, and the effects of autonomous and 

rational decision making, a new instrument had to be developed.  

For multiple reasons, the decision was made to develop an online survey instrument. 

Besides certain pragmatic arguments, such as usability, the main reasons for developing an 

online survey tool was that it would broaden the scope of the study and it would allow 

targeting of respondents more directly and therefore more efficiently in comparison to a paper 

version. Consequently, an online survey instrument, The Demand-driven Education web 

Questionnaire (DDEQ), was developed.  

The survey instrument was constructed using Examine , which is a basic web survey 

software package that enables respondents to record their answers manually (with a keyboard 

or mouse) in a HTML form (for more detailed information on Examine, see Roelofsma et al., 

2005). 

 

9.1.2 Pilot version of DDEQ 

 

At the end of 2008, a survey questionnaire was developed that would be used in a pilot study. 

Up until then, the concept of demand-driven education was regarded as a new learning 

paradigm. As such, the concept of demand-driven education was regarded as a new approach 

towards learning that allows students at Windesheim UAS to personalise (a large part of) the 

curriculum by deciding which minor, course, or module will be provided to them during a 

particular semester, or by deciding what kind of internship they would undertake. This 

perspective guided the pilot study, in which the new learning paradigm of demand-driven 

education was expected to generate effects that would be beneficial to student learning.  

The pilot version of the DDEQ was used to investigate student decision making and 

choice making, the factors that would influence student decision making and the possible 

benefits of this new approach towards learning. Table 17 shows that, in the pilot study, the 

student decision making process and choice process were regarded as separate courses of 

action. The former was regarded as the process in which the students go through information 

and compare different options, whereas the latter was seen as the process through which 

students would commit themselves to a certain minor, course, module or internship. 

The pilot survey further investigated the influence of institutional factors and 

individual student factors, such as: motivation to engage in the decision making process, 

experience, knowledge of future profession, decision making self-efficacy and self-

determination, which were expected to play a role in the decision making and/or choice 

process. 

During the time of the pilot study, the academic career counsellor was expected to 

have the greatest influence on students‘ decisions and choices. Therefore, many survey items 
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were devoted to this factor. Furthermore, the factors tendency towards maximization, regret 

with decision and the teacher were also expected to affect the decision making and choice 

process. Finally, the pilot version of the survey also addressed possible effects that would be 

beneficial to student learning, such as: (more) challenging education, (better) connection with 

prior education, (more) interesting education, (better) preparation for future profession and 

(higher) motivation.  

 

Table 17 Constructs used in pilot version of the DDEQ 

 

Construct  Code Items (N) 

Student decision making process  DMP 6 
Student Choice process  CHP 7 

   
Institutional influences  II 5 

   
Experience  EXP 4 

Knowledge of future profession  KFP 4 
Decision making Self-Efficacy  DSE 3 

Student self-determination  SSDT 5 
Expectations about decision making process EXPEC 4 

   
Academic career counsellor  ACC 15 

   
Preparation for future profession  PFP 2 

Satisfaction with semester as a whole  SAT 3 
Overall engagement during a semester OENG 4 

Motivation during a semester MOT 8 
Challenging education  CHA 3 
Interesting education  INT 3 

Better connection with prior education  BC 2 
Feeling of Happiness  HAP 1 

   
Tendency towards Maximization  MAX 5 

Regret with choice REGR 5 
Evaluation of Teacher  TEA 5 

 

9.1.3 Testing of pilot version DDEQ 

 

Prior to the pilot study, a paper version of the DDEQ was critically examined by a group of 

four students from the School of Business and Economics. Afterwards, the pilot version of the 

DDEQ was, in digital form, also presented to seven fellow researchers from the VU 

University Amsterdam. The comments of the students and experts on layout and formulation 

of items were used to improve the content and form of the questionnaire.  

The improved questionnaire was presented in digital form to two other students of the 

School of Business and Economics. The comments of these students on the formulation of 

items were then used for the construction of a pilot version of the survey questionnaire. 

In the period April–June 2008, a link to the pilot survey was emailed to all fourth year 

students of the School of Health Care. This group was selected to test the questionnaire, as 

fourth year students would not participate in the eventual study. 

In total, 77 respondents completed the pilot version of the DDEQ. The outcomes of the 

pilot study were used to perform an Exploratory Factor Analysis (EFA). The outcomes of the 

EFA are presented in Appendix C. The findings of the study, the outcomes of the EFA, and 
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comments of students and experts were used for the development of a final version of the 

instrument.  

Based on the comments of students and experts, items were reformulated and the 

structure of the questionnaire was altered in such a way that it allowed respondents to answer 

only those questions that were applicable to their specific situations. Based on the outcomes 

of the EFA, the decision was made that the items representing the influence of the academic 

career counsellor (ACC) were not discriminating as all items loaded on the same factor. 

Therefore, new items were formulated. Findings further showed that one item (MAX03) of 

the construct tendency towards maximization did not load as expected and that one item of the 

construct, overall engagement during a semester (OENG03), also did not load as expected. 

Finally the evaluation was made that all items representing the construct evaluation of teacher 

loaded as expected (see Appendix C).   

 

9.1.4 Final version of DDEQ  

 

During and after the pilot study, it became increasingly clear that the concept of demand-

driven education, rather than ‗merely‘ a new approach towards learning, should be seen as a 

Post-modern neo-liberal approach towards publicly funded services. Therefore, the study 

approach should be founded on the belief that users of publicly funded services should be 

regarded as autonomous and rational decision-makers who can decide for themselves which 

services best match their individual preferences and needs (for a more detailed discussion of 

the Post-modern and neo-liberal character of demand-driven education see Chapters 4 and 5).  

Given the fact that the concept of demand-driven education is founded on the belief in 

the ability of the individual as autonomous and rational actor, the decision was made to focus 

specifically on the autonomy and rationality of the student decision making process, rather 

than on the decision making process as a whole. Therefore, the final version of the DDEQ 

would address the constructs of autonomy and rationality of the student decision making 

process. 

Furthermore, whereas the pilot study focussed on various aspects of student decision 

making, the final version of the survey focussed on the factors that were expected to influence 

the autonomy and rationality of the student decision making process and the effects of 

autonomous and rational decision making. As a consequence, some constructs were left out of 

the eventual questionnaire survey whereas new ones were added. Therefore, the final version 

differed to some extent from the pilot version.  

The focus on the autonomy and rationality of the student decision making process 

resulted in the influence of institutional factors being addressed as four separate constructs: 

numbers of options (two items), information provided by institution (three items), prescriptive 

nature of organisational culture (six items), complexity of bureaucratic choice structures 

(three items) and ease of enrolment procedure (two items) Based on a review of the literature 

(which is presented in the previous chapter), these four factors were expected to affect the 

autonomy and rationality of the student decision making process.  

A further decision was made, with regard to the individual student factors that could 

influence the rationality and autonomy of the student decision making process, that the 
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constructs motivation to engage in the decision making process, experience, knowledge of 

future profession and decision making self-efficacy would also be addressed in the final 

version of the survey. The construct student self-determination was left out of the final 

version of the questionnaire in favour of the construct knowledge of ways to obtain additional 

information about options/knowledge of decision making process and dysfunctional beliefs 

about the decision making process, as the latter was expected to be more related to rational 

decision making than was the former.  

The final decision was to address the factor enrolment procedure, rather than 

addressing the factor choice process, in the final version of the survey. This was decided for 

the reason that the findings of sub-study III showed that choosing a certain option (i.e., 

committing oneself) appeared to be an integral part of the decision making process, whereas 

the enrolment procedure for a certain minor, module or course appeared in some cases to a 

separate influence on the student decision making process. 

Table 18 shows which institutional factors, individual student factors and factors 

related to significant others are addressed in the final version of the survey instrument, by 

how many items and which hypotheses they concern.  

 

Table 18 Assumptions about factors influencing autonomy of student decision making process 

    
 
Expected relation with: 

 
Construct Code Items (N) Hypothesis 

Autonomy 
of 
 decision 
making 
Process 

Rationality 
of  
decision 
making 
process 

Institutional factors      
Information: quantity INFCLAR 3 3  + 
Information: clarity   4  + 
Number of options OPT 2 5  - 
Prescriptive nature of organisational culture CULT 6 6 -  
Complexity of bureaucratic choice structures CHOISTR 3 7 -  

Enrolment procedure EP 2 8 -  
 
Individual student factors      

Knowledge of decision making process INF 2 13 +  
   14  + 
Knowledge of various alternatives   15 +  
   16  + 
Motivation to engage in decision making 
process CHOIMOT 1 9  + 
Career decision making self-efficacy DECSELF 2 10  + 
Knowledge of the self SELFKNO 4 11  + 
Knowledge of future profession FUTPRO 3 12  + 
Dysfunctional beliefs about decision making 
process DYSBEL 4 17  - 
Domain specific experience EXP 3 19  + 
 
Significant others      
Conflicts with significant others CONFL 5 22 -  
Support provided by career counsellor CCSUPP 3 23  + 
Prescription by career counsellor CCHOI 3 24 -  

 

Table 18 further indicates whether a certain factor was expected to have a positive (+) or 

negative (-) influence on the autonomy/rationality of the student decision making process. 
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The focus on the autonomy and rationality of the student decision making process and the 

EFA outcomes of the pilot study resulted in the exclusion of the constructs: preparation for 

future profession, motivation, challenging education, interesting education and connection 

with prior knowledge from the final version of the questionnaire. The main reason for the 

exclusion of these concepts is that these were regarded as effects of a certain approach 

towards learning rather than effects of autonomous and/or rational decision making. The final 

version of the DDEQ therefore did address the constructs satisfaction and engagement, 

whereas the construct feeling of mastery was added as these constructs were expected to be 

most related to autonomous and rational decision making (see Table 19). 

 

Table 19 Assumptions about effects of autonomous and rational decision making 
 

    
 
Expected relation with: 

 
Construct Code Items (N) Hypothesis 

Autonomy 
of  
decision 
making 
Process 

Rationality 
of  
decision 
making 
Process 

Satisfaction SAT 3 25 + + 
Behavioural engagement during 
semester BEHENG 3 26 + + 
Feeling of mastery  MAST 2 27 + + 

 

 

 

 

With regard to the control variables that would be addressed through the survey, the decision 

was made that, just as in the pilot version, the construct teacher would be used in the final 

version of the questionnaire as this was expected to have a major influence on the satisfaction, 

behavioural engagement and feeling of mastery of a student.  

A further decision was that only the construct tendency towards maximization would 

be addressed rather than addressing the constructs tendency towards maximization and regret. 

The reason for this was that regret was eventually seen as a feeling of dissatisfaction 

generated by a particular option whereas a tendency towards maximization is seen as the 

factor that has an impact on any sort of rational decision. Therefore the latter construct was 

thought to be more related to rational decision making than was the former. Accordingly, the 

factors evaluation of teacher/on the job coach were used in the final version of the DDEQ (see 

Table 20). 

 

 

 

 

 

 

 

 

 



Demand-driven Education  

 

129 

 

Table 20 Assumptions about influence of control variable on effects 

 

 

 

An overview of the constructs and items used in the final version of the survey questionnaire 

is presented in Table 21. It further provides an overview of the scales used for the various 

items and an overview of the codes used for the various items. 

 

 

    Expected relation with: 

 
Construct Code Items (N) Hypothesis Satisfaction 

Behavioural 
engagement 

Feeling 
of 
mastery 

 
Evaluation of teacher  
(or on the job coach) TEACH 4 29 +   
   30  +  
   31   + 
Tendency towards 
maximization  MAX 3 28 -   
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Table 21 Constructs and items addressed in DDEQ 
 

Construct Item Code Scale 

  
Decision making process 

  

Autonomy of student decision 
making process 

I undertook the education of the past semester because I 
wanted to 

AUT01 A5 

 It was my own choice to undertake the education of this 
past semester 

AUT02 A5 

 I have decided that I would undertake the education of 
this past semester 

AUT03 A5 

Rationality of the student 
decision making process 

I have gone through all the relevant information before I 
made a choice 

RAT01 A5 

 I have carefully weighed all of the various alternatives RAT02 A5 
 My final choice was based on the goals I wanted to attain 

at that moment 
RAT03 A5 

  
Institutional factors 

  

Number of options The number of options from which I could choose was OPT01 C5 
 I thought that the number of options from which I could 

choose was 
OPT02 D5 

Information provided by 
institution  

My department provided sufficient information about the 
options from which I could choose 

INFCLAR01 A5 

 The information on the various options was clear INFCLAR02 A5 
 It was clear to me from which options I could choose INFCLAR03 A5 
Prescriptive nature of 
organisational culture 

During my study, I am stimulated to broaden my expertise 
outside Windesheim UAS 

CULT01 A5 

 During my study, I am stimulated to broaden my expertise 
within my own department 

CULT02 A5 

 During my study, I am stimulated to broaden my expertise 
outside my own department 

CULT03 A5 

 During my study, I was encouraged to specialise my area 
of expertise  

CULT04 A5 

 During my study, I was encouraged to do an internship 
abroad  

CULT05 A5 

 During my study, I was encouraged to find an internship 
myself 

CULT06 A5 

Complexity of bureaucratic 
choice structures  

I prefer not to arrange an internship myself because it is 
such a hassle 

CHOISTR01 A5 

 I prefer not to broaden my expertise outside my own 
School because it is such a hassle 

CHOISTR02 A5 

 I prefer not to broaden my expertise outside Windesheim 
UAS because it is such a hassle 

CHOISTR03 A5 

Enrolment procedure It was very complicated to enrol for a certain course EP01 A5 
 It took a lot of my time to enrol for a certain course EP02 A5 

  
Individual student characteristics 

  

Motivation to engage in the 
decision making process 

I was pleased with the fact that I could choose my 
education 

CHOIMOT F2 

Career decision making self-
efficacy 

I am very well able to plan my education DECSELFE01 A5 

 I am very well able to decide for myself what subject I 
want to learn about 

DECSELFE02 A5 

Self-knowledge I am very well aware of what I want SELFKNO01 A5 
 I know what I am good at SELFKNO02 A5 

 With regard to my own learning I know what needs 
improvement 

SELFKNO03 A5 

 I know what I want to do after my graduation SELFKNO04 A5 
Knowledge of future profession I know what job prospects my study offers FUTPRO01 A5 

  I know what knowledge is required in my future profession FUTPRO02 A5 

 I know what competencies are required in my future 
profession  

FUTPRO03 A5 

Knowledge of: ways to obtain 
additional information about 
options / decision making 
process 

I knew how to find information about the various options 
I know what I have to do to register for a certain option 

INF01 
INF02 

A5 
A5 
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Dysfunctional beliefs about 
decision making process 

I was not aware of the fact that I could choose a minor 
provided by another School 

DYSBEL01 A5 

 I was not aware of the fact that I could choose a minor 
provided by another UAS 

DYSBEL02 A5 

 I was not aware of the fact that I could do an internship 
abroad 

DYSBEL03 A5 

 I did not know how long an internship would take  DYSBEL04 A5 
Domain specific experience During my study I have done the following number of 

internships 
EXP01 A5 

 During my prior study I did the following number of 
internships 

EXP02 B5 

 Besides doing internships, I have relevant work 
experience as well 

EXP03 A5 

   
Significant others 

  

Significant others I have had a conflict about the 
choice I wanted to make with 

 
No one  

 
CONFL01 

I2 

  A friend  CONFL02 J2 
  (one of) My parents CONFL03 K2 
  A teacher CONFL04 L2 
  My academic career 

counsellor  
CONFL05 M2 

Support provided by career 
counsellor 

My career counsellor helped me to find information on the 
various options 

CCSUPP01 A5 

 My career counsellor was well aware of the various 
options 

CCSUPP02 A5 

 The advice I got from my career counsellor was very 
valuable to me 

CCSUPP03 A5 

Prescription by career 
counsellor 

My career counsellor allowed me to make my own 
choices  

CCCHOI01 A5 

 My career counsellor encouraged me to make my own 
choice 

CCCHOI02 A5 

 My career counsellor told me what education I had to take 
up 

CCCHOI03 A5 

  
Effects   

  

Behavioural engagement 
during semester 

Every week I spend the following number of hours on my 
study activities 

BEHENG01 G5 

 The past semester I spend the following number of hours 
on my study activities 

BEHENG02 G5 

 I found the last semester to be: BEHENG03 N5 

Satisfactions with semester as 
a whole 

The past semester gave me a lot of satisfaction SAT01 A5 

 I was pleased with the last semester SAT02 A5 

 My judgement about the last semester is positive  SAT03 A5 

Feeling of mastery I managed the competencies I had to acquire this past 
semester to the following extent 

MAST01 H5 

 I mastered the knowledge that I had to acquire this past 
semester to the following extent 

MAST02 H5 

  
Control variables 

  

Tendency towards 
maximization 

Whenever I make a choice I always aim to find out how 
the different alternatives would have worked out 

MAX01 A5 

 Whenever I make a choice and it turns out well, I still feel 
like something of a failure if I find out that another choice 
would have turned out better 

MAX02 A5 

 When I think about how I am dong in life, I often assess 
opportunities I have passed up  

MAX03 A5 

Evaluation of Teacher (or on 
the job coach) 

The past semester I found the teacher(s)/on the job coach 
to be very competent 

TEACH01 A5 

 The past semester I was very satisfied with my 
teacher(s)/on the job coach 

TEACH02 A5 

 The past semester I got plenty personal attention from my 
teacher(s)/ on the job coach 

TEACH03 A5 

 The past semester I felt at ease around my teacher(s)/ on 
the job coach 

TEACH04 A5 
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Scales: 
 
A5: 1  =  completely disagree, 2 = disagree, 3 = not disagree / not agree, 4 = agree, 5 =  

completely agree;  
B5:  1  =  0, 2 = 1, 3 = 2 or 3, 4 = 4-6, 5 = 7 or more;  
C5:  1  =  less than 3, 2 = 3-10, 3 = 11-20, 4 = 21-30, 5 = over 30;  
D5:  1  =  too small, 2 = small, 3 = exactly right, 4 = large, 5= too large;  
E5:  1  =  nobody, 2 = a friend, 3 = (one of) my parents, 4 = a teacher, 5 = my career  

counsellor (= five separate dichotomous variables);  
F2: 1  = yes or 2 = no.;  
G5:  1  =  0-10, 2 = 10-20, 3 = 20-30, 4 = 30 – 40, 5 = over 40;  
H5:  1  =  very poorly, 2 = poorly, 3 = sufficient, 4 = good, 5 = very good.;  
I2:  0  =  no answer, 1 = no one 
J2:  0  =  no answer, 1 = a friend 
K2: 0  =  no answer, 1 = (one of) my parents 
L2:  0  =  no answer, 1 = a teacher 
M2:  0  =  no answer, 1 = My academic career counsellor  
N5:  1  = very uninteresting, 2 = uninteresting, 3 = not uninteresting / not interesting, 4 =  

interesting, 5 = very interesting.  
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In total, the final version of the survey instrument consisted of 67 items covering 22 

constructs. As it was assumed that some students might not have the ability to choose a minor, 

course, module or internship, questioning them about their decision making process would not 

make much sense. Moreover, when a student did an internship he or she should be questioned 

about this internship. Therefore differences between students were taken into account and 

respondents were only presented items that were related to their specific situation.  

As a result, the DDEQ presented 35 items to all respondents, including those students 

who were not able to choose a minor, course module or internship. Respondents who were 

able to choose a minor, course or module or internship were presented 54 items (35 + 19). 

Students who were able to choose a minor were presented additional items, bringing the total 

number of items presented to this group to 62 items (35 + 19 + 8). Students who were able to 

choose their internship were also presented additional items, bringing their total up to 59 

items (35 + 19 + 5) (see Table 22).  

 

Table 22 Items presented to respondent groups  

 

Presented to: Items Total 

 
All respondents 

 
 
 
 
 
 
 
 

AUT01, AUT02, AUT03, DECSELFE01, 
DECSELFE02, SELFKNO01, SELFKNO02, 

SELFKNO03, SELFKNO04, FUTPRO01, 
FUTPRO02, FUTPRO03, EXP01, EXP02, EXP03, 

CONFL01, CONFL02, CONFL03, CONFL04, 
CONFL05 , BEHENG01, BEHENG02, BEHENG03, 

SAT01, SAT02, SAT03, MAST01, MAST02, 
MAX01, MAX02, MAX03, TEACH01, TEACH02, 

TEACH03, TEACH04 

35 
 
 
 
 
 
 
 
 

 
 

Respondents who were able to 
personalise their education through 

choice 
 

 
 
 

 
 

RAT01, RAT02, RAT03, OPT01, OPT02, 
INFCLAR01, INFCLAR02, INFCLAR03, EP01, 
EP02, CHOIMOT, INF01. INF02, CONFLIN01, 

CONFL02, CCSUPP01, CCSUPP02, CCSUPP03, 
CCCHOI01, CCCHOI02, CCCHOI03 

 
 

 
 

19 
 
 
 
 

 
 

Respondents who were to choose a 
Minor 

 
 
 

 

CULT01, CULT02, CULT03, CULT04 DYSBEL01, 
DYSBEL02, CHOISTR02, CHOISTR03, 

 
 
 

8 
 
 
 
 
 

Respondents who were able to  
choose an internship 

 

CULT05, CULT06, DYSBEL03, DYSBEL04 
CHOISTR01 

 

5 
 
 

 

 

9.2 Administration of Demand-driven Education Web Questionnaire 

In the academic years 2008-2009 and 2009-2010, after a semester had ended, an e-mail with a 

personalised link to the survey was e-mailed to students. The e-mail included instructions on 

how to proceed with the survey and explained the aim of the study. The e-mail also mentioned 
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that students who completed the questionnaire would be entered in a raffle to win one of 50 

Apple™ iPods.  

Students were able to start with the survey by clicking on a personalised link. This 

then allowed them to record their answers manually (with a keyboard or a mouse) in a HTML 

form, which was supported by any standard web browser (e.g., Windows Internet Explorer, 

Mozilla Firefox, Safari, Opera, Google Chrome) (for more detailed information on Examine, 

see Roelofsma et al., 2005).  

In total, four measurements were performed (see Table 23). The first measurement 

aimed to investigate student decision making before and experiences during the first semester, 

the second measurement aimed to investigate student decision making before and during the 

second semester and so forth. 

 

Table 23 Measurements over time 

 

 

 

9.2.1 Population 

 

The DDEQ was administered amongst a sample of 7286 students. This sample consisted of 

the following three cohorts: 

 Cohort 1: Students who started a programme of study in the academic year 2006-2007 

(N=1791)  

 Cohort 2: Students who started a programme of study in the academic year 2007-2008 

(N=2341)  

 Cohort 3: Students who started a programme of study in the academic year 2008-2009 

(N=3154)  

The DDEQ was administered amongst these three cohorts of students for two reasons. As 

stated earlier, the concept of demand-driven education was introduced in the first year of 

every study programme in 2006. From that period onwards, demand-driven education was 

introduced in the second, third and fourth of every study programme. Therefore, the 

curriculum of students who had started their study in the academic year 2005-2006 in most 

cases could not be assumed to be demand-driven. In addition, this study aimed for four 

measurements per cohort. Therefore, the cohort of students that started a programme of study 

in the academic year 2009-2010 also did not take part in the survey study.  

 

Measurement Semester Academic year 

 
1 1 2008-2009 

2 2  

3 1 2009-2010 

4 2  
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9.3 Development of the measurement model 

To assess the reliability and validity of the DDEQ, an Exploratory Factor Analysis (EFA) and 

a Confirmatory Factor Analysis (CFA) were conducted using the data from measurement 1. In 

order to determine the best factor structure through an EFA and CFA, the dataset was 

randomly split in half. The first half of the dataset was then used for the EFA while the second 

half was used for the CFA. The aim of this approach was to raise the reliability of the 

measurement model (see Johnson & Stevens, 2001). 

The outcomes of the EFA and CFA, which will be discussed in the result section, 

eventually resulted in the scales as presented in Table 24. As can be seen in Table 24, 22 

constructs (AUT, RAT, OPT, INFCLAR, CULT, CHOISTR, EP, CHOIMOT, DECSELF, 

SELFKNO, FUTPRO, INF, DYSBEL, EXP, CONFL, CCSUPP, CCHOI, BEHENG, SAT, 

MAST, MAX, TEACH ) and 67 items were used for further analysis.  

 

Table 24 constructs used in final version of DDEQ 

 

Construct  Code Items (N) 

 
Student decision making process   

Autonomy of decision making process AUT 3 
Rationality of decision making process RAT 3 

   
Institutional factors    

Number of options OPT 2 
Information provided by institution INFCLAR 3 

 Culture of an institution CULT 6 
Complexity of bureaucratic choice structures CHOISTR 3 

Enrolment procedure  EP 2 

   
Individual student factors   

Motivation to engage in decision making process CHOIMOT 1 
Career decision making self-efficacy DECSELF 2 

Self-knowledge SELFKNO 4 
Knowledge of future profession FUTPRO 3 

Knowledge of ways to find information about options / decision making 
process INF 2 

Dysfunctional beliefs about decision making process DYSBEL 4 
Domain specific experience EXP 3 

   
Significant others   

Conflicts with significant others CONFL 5 
Support provided by career counsellor CCSUPP 3 

 Descriptive career counsellor CCHOI 3 
   

Effects    
Behavioural engagement during semester BEHENG 3 

Satisfaction SAT 3 
Feeling of mastery  MAST 2 

   
Control variables    

Tendency towards maximization MAX 3 
Evaluation of Teacher (or on the job coach)  TEACH 4 

 

 

The relationship between the various constructs is depicted in Figure 17. 
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Figure 17 The relationships between constructs  

 

 
 

 

9.4 Method of analysis 

As stated earlier, this study first of all aimed to find out to what extent students‘ decision 

making processes be characterised as autonomous and rational. This required a descriptive 

analysis of the findings of this survey study.  

The study also aimed to find which factors influence the autonomy and/or rationality 

of the student‘s decision making process and what effects are generated by autonomous and 

rational decision making. For this purpose, a multi-level analysis was performed.  

Finally the study also aimed to find if student decisions in demand-driven education 

become more/less rational and autonomous over time and to find out whether the influence of 

factors on the rationality and autonomy of the decision making process changes over time. 

Therefore, a longitudinal analysis was performed.  

An assessment of the measurement model was performed first. Therefore exploratory 

and confirmatory factor analyses were performed.  

 

9.4.1 Exploratory factor analysis (EFA) 

 

An EFA is seen as one of the most useful approaches to study the internal structure of a set of 

variables (Pedhazur & Schmelkin, 1991). It can be used to test measurement integrity as well 

as to guide further theory refinement (Hendrick & Hendrick, 1986). 

Decision-making process

 

AUT/RAT

Institu tional Factors

OPT, INFCLAR, CULT, CHOISTR, EP

Individual stufent factors

CHOIMOT, DECSELF, SELFKNO, 

FUTPRO, INF, DYSBEL, EXP

Significant others 

CONFL, CCSUPP, CCHOI

Effects

 

BEHENG/SAT/MAST

Contro l variables

 

MAX/TEACH
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In this study, in order to determine the best factor structure through an EFA, the dataset of 

measurement 1 was randomly split in half. The first half of the dataset was used to perform an 

EFA while the second half was used for the CFA. The aim of this approach was to raise the 

reliability of the measurement model (see Johnson & Stevens, 2001).  

In this study, an EFA was performed through principal component analysis with 

varimax rotation and Kaiser normalisation. This method was chosen to identify the factor 

structure or model for the variables under study and learn whether certain items might not 

represent the constructs that they were thought to represent (see Bandalos, 1996).  

As different respondent groups were presented different sets of items, three separate 

EFAs were performed. The first EFA was performed on the survey items that were answered 

by all respondents. The second EFA was performed with the items that were answered by 

respondents that had the opportunity to choose what minor, course or module would be 

provided to them or able to choose what kind of internship they would do. The third EFA was 

performed with the survey items that were answered by respondents that had taken up an 

internship (see Table 25).  

 

Table 25 Constructs analyzed in EFA  

 

EFA Group Construct (Items) 

1 
 
 

All respondents 
 
 

 
AUT (3), DECSELF (2), SELFKNO (4), FUTPRO 
(3), EXP (3), CONFL (5), BEHENG (3), SAT (3), 

MAST (2), MAX (3), TEACH (4)  

2 
 
 
 
 
 
 
 
 

 
 

Respondents who were able to 
choose their education 

 
& 

 
 

RAT (3), OPT (2), INFCLAR (3), CULT (4), 
CHOISTR02, CHOISTR03, CHOIMOT (1), INF (2), 

DYSBELIEF01, DYSBELIEF02, CONFLIN (2), 
CCSUPP (3), CCCHOI (3) 

 
 
 
 
 

Respondents who had taken 
up a Minor 

 
 

3 
 
 

Respondents who had taken 
up an internship 

 

CULT (2), DYSBELIEF03, DYSBELIEF04 
CHOSTRUCT01 

 

 

 

9.4.2 Confirmatory factor analysis (CFA) 

 

A CFA can be seen as a special form of factor analysis. It can be used to test whether 

measures of a construct are consistent with a researcher's understanding of the nature of a 

construct. In contrast to and EFA, a CFA allows for the explicit constraint of certain loadings 

to be zero. 

In this study, a CFA was performed on the factors derived from the EFA. The aim of 

the CFA was to find whether the addition or removal of a particular item with a high 

modification index would result in a better model.  
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As stated earlier, the CFA was performed on the second half of the data of 

measurement 1 to avoid capitalisation on chance. As the data of this study was hierarchical or 

nested (students were nested in study programmes which were nested in Schools), the 

statistical modelling program Mplus was used to perform the CFA. In Mplus, a complex 

measurement model was developed with programme of study as cluster.  

 

9.4.3 Descriptive analysis 

 

Determination of the extent to which student decision making processes in demand-driven 

education can be characterised as autonomous and to what extent the decision making process 

can be characterised as rational required a report of students‘ scores on the constructs 

autonomy and rationality of the student decision making process. Therefore, mean scores for 

these constructs were calculated per measurement by adding the mean scores per item and 

dividing this by the total number of items for this particular scale. Accordingly, for every 

measurement, a mean score was calculated to determine the autonomy and the rationality of 

the student decision making process. All calculations were performed in SPSS. This 

eventually resulted in four scores for the autonomy of the decision making process and four 

scores for rationality of the decision making process, on for each measurement.  

 

9.4.4 Structural modelling 

 

Given the fact that respondents had taken up a programme of study at one of the ten different 

Schools of Windesheim UAS, the data of the survey study had to be regarded as hierarchical 

or multi-layered. To learn which factors influence the autonomy of the student-decision 

making process and to learn what effects are generated through autonomous and rational 

decision making in demand-driven education, a multi-level analysis was performed. For the 

multi-level analysis, MPlus 6 was used as this allowed for flexible analyses of the statistical 

models.  

In total, two analyses were performed: one to determine the factors which influenced 

the autonomy and rationality of the student decision making process and one to determine the 

effects of autonomous and rational decision making. In both analyses, the following levels 

were distinguished:  

 Individual student 

 Study programme 

 

Both analyses were performed with study programme as cluster. At the between-level the 

existence of random intercepts was explored. Random slopes were not investigated. Predictors 

were centred around their means.  

 

Factors influencing autonomy and rationality of student decision making process 

To determine which factors affected the autonomy and rationality of the student decision 

making process, scores on the constructs autonomy of the student decision making process 
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and rationality of the student decision making process (the dependent variables) were 

regressed on the scores of the institutional factors, individual student factors and significant 

others (the independent variables).  

As the number of regression equations involved was too high to fit a model that would 

include all equations at once, separate regressions were calculated for autonomy and 

rationality of the student decision making process. For each of the dependent variables, the 

independent variables were included in two separate models. One model was set up for 

autonomy of the decision making process as the dependent variable and all independent 

variables. Similarly, a separate model was set up for rationality of the student decision making 

process as the dependent variable and all independent variables 

Subsequently, for each model, non-significant predictors were removed on a one-by-

one basis. Then, significant and near-significant regressions for autonomy and rationality 

were brought together in one model, and the non-significant predictors of this combined 

model were removed on a one-by-one basis. After one model with significant and near-

significant regression coefficients was obtained, covariances between predictors were added. 

Then non-significant covariances were removed on a one-by-one basis. 

The use of only regression coefficients to interpret findings can result in 

misinterpretation and/or incomplete interpretation of findings (Courville & Thompson, 2001). 

To learn whether interpretations of structure coefficients instead of regression coefficients 

would result in a different interpretation of findings, the ranking of regression coefficients of 

the final model were compared to the ranking of structure coefficients of variables with a 

correlation of ≥ .15 with autonomy and rationality of the student decision making process. 

 

Effects of autonomous and rational decision making  

To determine what effects were generated by autonomous and rational decision making, the 

scores on the constructs satisfaction with semester as a whole, behavioural engagement during 

a semester and feeling of mastery (the dependent variables) were regressed on the scores of 

the autonomy and rationality of the student decision making process (the independent 

variables). Furthermore, scores on the constructs tendency towards maximization and 

evaluation of the teacher/on the job coach (the control variables) were regressed on the scores 

of the constructs satisfaction with semester as a whole, behavioural engagement during a 

semester and feeling of mastery (the dependent variables) 

By doing so, the study aimed to find if, and which, effects were generated by 

autonomous and/or rational student decision making as well as measure the strength of these 

effects, taking into account the (possible) influence of the constructs tendency towards 

maximization and the evaluation of the teacher/on the job coach (the control variables).  

For each of the three dependent variables, all independent variables were included in 

the regression model. Non-significant predictors were then removed on a one-by-one basis. 

After a model with significant and near-significant regression coefficients was obtained, 

covariances between predictors were added. For all variables that had a correlation coefficient 

of .15 or higher with the outcome variables, covariances with the predictors were added. Non-

significant covariances were removed on a one-by-one basis.  

As with the analysis of factors influencing the autonomy and rationality of the 

decision making process, the ranking of regression coefficients of the final model on the 
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effects of autonomous and rational decision making were compared to the structure 

coefficients with correlations of ≥.15 with satisfaction with semester as a whole, behavioural 

engagement during a semester and feeling of mastery (see Courville & Thompson, 2001). 

 

9.4.5 Longitudinal analyses  

 

The stability of the model was assessed by performing two longitudinal analyses. The first 

analysis aimed to determine if the rationality and autonomy of the student decision making 

process changes over time. Therefore, based on all four measurements, a linear latent growth 

model was developed for autonomy and rationality. The model was estimated in Mplus as a 

complex model, using programme of study as a cluster. 

A second analysis was performed to find out if the influence of certain factors on the 

autonomy and rationality of the student decision making process changes over time and to 

learn if the effects of autonomous and rational decision making change over time. Therefore, 

a multiple group analysis was performed. The multiple group analysis, also known as multiple 

sample analysis or tests of invariance, is a form of structural equation modelling often used to 

assess the overall fit of a model by testing the invariance of individual structure coefficients 

For the assessment of the model fit over time, relevant parameters were freed on a one 

by one basis for every measurement. The assumption was made that if the model derived from 

the first measurement was reliable, this would not result in an improvement of the model.  

To assess the strength of the model, the Akaike information criterion was used. In 

general, a decrease in the Akaike information criterion by ≥ 2 points is seen as an 

improvement of the model (see Akaike, 1974). Therefore, in this study, when the freeing of a 

parameter resulted in a decrease of the Akaike information criterion, this was regarded as an 

improvement of the model When this appeared to be the case, the model was re-estimated; if 

not, parameters remained fixed. 

 

9.5 Findings 

The findings of the survey study will now be presented. First, response rates per 

measurement, non-response and background characteristics of respondents are presented. 

Then findings on the autonomy and rationality of student decision making in demand-driven 

education are discussed. The section ends with a discussion of the factors that influence the 

rationality and autonomy of the student decision making process and the effects generated by 

autonomous and rational decision making. 

 

9.5.1 Response 

 

In total, the questionnaire was completed 3974 times. A total of 2542 respondents participated 

in the survey study (see Table 26). Table 26 shows that 932 students completed the 

questionnaire on at least two occasions.  
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Table 26 Participation of respondents 

 

Condition N % 

Respondents participating in one study 1610 63.1 

Respondents participating in two studies 573 22.5 

Respondents participating in three studies 258 10.1 

Respondents participating in all four studies 111 4.3 
 

Total 2542 100.0 

 

 

Table 27 shows that the survey study resulted in a minimum response rate of 12.5% and a 

maximum of 16.1%.  

 

Table 27 Response rate per measurement  

 
Measurement Respondents Sample Response rate 

 
1 952 7286 13.1% 
 

2 1175 7286 16.1% 
 

3 908 7286 12.5% 
 

4 939 7286 12.9% 

 

 

9.5.2 Demographics  

 

Information on background characteristics of respondents is presented in Table 28. Note that, 

rather than using the survey for this purpose, data on the individual student factors: age and 

gender were provided by the student administration office. For this, students‘ e-mail addresses 

were used as these contained students‘ personal id numbers. 

 

Table 28 Background characteristics respondents per measurement  

 

 Measurement 

 1 2 3 4 

N 952 1175 908 939 

% able to choose  38.5  53.8  61.4  66.2  

Average age 21.6 21.4 21.7 21.7 

% female  62.2 56.0 58.1 55.9 

% male  37.8 44.0 41.9 44.1 

% students who did Major  61.7 48.7 38.1 35.5 

% students who did Minor  25.8 38.5 36.5 40.5 

% students who did internship  12.7 12.9 25.4 24.1 

% students enrolled in 2006-2007  25.1 23.9 27.5 11.6 
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% students enrolled in 2007-2008  30.5 36.9 34.3 36.2 

% students enrolled in 2008-2009  44.4 39.1 38.2 52.2 

% prior education HAVO  56.3 56.2 59.5 61.2 

% prior education MBO  26.2 27.1 25.7 25.8 

% prior education VWO  12.9 11.4 12.2 10.1 

% other prior education  4.6 3.4 2.6 3.0 

 
 

Table 28 shows that, over time, the number of students that were able to choose a minor, 

course, module or internship rises from 38.5% to 66.2%. This can be explained by the fact 

that, as students proceed in their studies, the fourth measurement consists of fewer first year 

students than the first. In the later years of their study, students more often have freedom of 

choice than in their first year.  

Table 28 further shows that for during every measurement more female than male 

respondents completed the questionnaire. This is line with findings of Porter and Whitcomb, 

(2001) who found that survey respondents are more likely to be female. 

As students often have to do an internship in their third or fourth year, the number of 

students that had done an internship rises over time. This is shown in Table 28. 

Furthermore, the number of students from cohort 2006-2007 is much lower for 

measurement 4 compared to the other measurements. This is thought to be caused by the fact 

that some students from this group graduated and were therefore no longer able to participate 

in this study.  

 

9.5.3 Non-response and missing data  

 

Non-response results in fewer measurements than planned. As a consequence, certain groups 

can be over- or underrepresented. This can result in a non-valid measurement: estimations can 

be too high or too low (Bethlehem & Kersten, 1987).  

Various factors can influence the response rate of a study. Bethlehem and Kersten 

(1987) mention, among other things, the goal of the study, the period the study has been 

performed, the population and the sample. They emphasise that every type of non-response 

can result in a different sort of misrepresentation.  

A good classification of the non-response is required for both the data analysis as well 

as the argumentation for the data-collection method used. The greater the non-response, the 

greater is the chance that findings will result in misrepresentation. In addition, the greater the 

contrast between respondents and non-respondents, the greater is the chance that findings will 

result in a misrepresentation. Traditionally, web surveys often have a lower response than 

other forms of survey research. Therefore, survey studies that use a digital survey tool 

generally have much non-response which can result in misrepresentation.  

The benefit of a web survey over a paper survey is that respondents cannot leave 

survey questions unanswered when proceeding with the questionnaire. Accordingly, 

completed questionnaires in general have no missing data. In this study, however, due to 
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unknown technical difficulties, a few questionnaires missed some of the required data. Table 

29 shows which constructs have missing values. 

 

 Table 29 Missing data per factor 

 

 

Given the fact that only very few values are missing, and while the missing data can be 

characterised as missing completely at random (MCAR), missing values can be estimated 

without bias (McKnight, McKnight, Sidani, & Figueredo,  2007). Therefore, missing values 

were replaced by the overall mean scores for that particular construct. 

 

9.5.4 Findings for the Exploratory Factor Analysis  

 

As different respondent groups were presented different sets of items, three separate EFAs 

were performed (see the previous sections on instrument development). In the following, the 

outcomes of the three EFAs will be presented as performed for the complete dataset of 

measurement 1. The decision was made to present the outcomes of the EFAs for the whole 

dataset as these showed the same pattern as the EFAs performed on the split-half of the 

dataset but provide a more accurate overview of the factor structures. 

 

 Measurement  
 
 

Construct 1 2 3 4 total Missing 

1. CULT05 & CULT06 91 115 192 193 591 - 

3. OCC 952 1175 908 939 3974 - 

4. INF en INFCLAR 367 633 558 622 2180 4 

5. BEHENG02 & BEHENG03 952 1175 908 939 3974 - 

6. AUTCH 952 1175 906 939 3972 2 

7. DYSBELIEF01 & DYSBELIEF02 246 452 330 379 1408 1 

8. DYSBELIEF03 en DYABELIEF04 91 115 191 194 591 - 

9. CHOISTRU02 & CHOISTRU03 246 452 331 379 1408 1 

10. CONFL 367 632 556 622 2177 7 

12. OPTIONS 367 633 558 622 2180 4 

13. MAST 952 1175 906 939 3972 2 

14. RAT 367 632 556 622 2177 7 

15. REGRET 952 1175 908 939 3974 - 

16. SAT01, SAT02 SAT03 & BEHENG03 952 1175 906 939 3972 2 

17. SELFKNO 952 1175 907 939 3973 1 

18. DECSELFE 952 1175 908 939 3974 - 

19. CCCHOI01 en CCCHOI3 366 633 558 621 2179 5 
21. CCSUPP01, CCSUPP02 CCSUPP03 & 
CCSUPP02 367 633 558 621 2179 4 

22. CULT01, CULT02, CULT03 & CULT04 246 452 331 379 1408 1 

23. TEACH 952 1175 906 939 3972 1 

24. EXP02 en EXP03 952 1175 908 939 3974 - 

26. CHOSTRUCT  337 567 523 379 1999 1 

27. EP 952 1175 908 939 3974 - 
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EFA items presented to all respondents  

The results of EFA for the items that were presented to all respondents is presented in Table 

30, which shows that the analysis yields an 8-factor solution.  

 

Table 30 Items presented to all respondents (N= 952)  
 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser Normalisation. 

 

The findings of the first EFA as presented in Table 30 show that the items of the constructs: 

tendency towards maximization (MAX), decision making self-efficacy (DECSELF), 

knowledge of the self (SELKNO), knowledge of the future profession (FUTPRO), evaluation 

of teacher (or on the job coach) (TEACH), feeling of mastery (MAST), and autonomous 

decision making (AUT) loaded as expected.  

The items of the construct satisfaction with semester as a whole (SAT) loaded on the 

same factor as the item BEHENG03. From this it was concluded that the item BEHENG03, 

which assessed the extent to which a student found the semester to be interesting, was part of 

the construct satisfaction of a student with a semester as a whole rather than behavioural 

engagement. Apparently, the item BEHENG03 (I thought the last semester to be: very 

uninteresting to very interesting) reflects the satisfaction with the semester rather than a 

student‘s engagement during a semester. Therefore it was decided that the construct 

Item 1 2 3 4 5 6 7 8 

MAX01 .01 .04 -.04 -.02 .05 .80 .06 .03 

MAX02 .00 -.03 .02 .02 -.08 .79 -.05 -.02 

MAX03 .03 -.02 -.02 .02 -.09 .78 -.10 -.06 

DECSELFE01 -.10 -.01 .27 .10 .30 -.08 .60 .09 

DECSELFE02 -.13 .07 .26 .25 .40 -.03 .43 -.10 

SELFKNO01 .09 .06 .31 .02 .72 -.13 .17 .07 

SELFKNO02 .08 .02 .11 .03 .81 -.09 .16 .02 

SELFKNO03 .05 .10 .07 .08 .80 .05 .02 .02 

SELFKNO04 .18 .02 .47 -.06 .52 -.03 .06 .05 

FUTPRO01 .07 .12 .80 .08 .17 .00 .01 .02 

FUTPRO02 .10 .09 .88 .02 .15 -.03 .12 .03 

FUTPRO03 .06 .12 .86 .04 .16 .01 .14 -.01 

TEACH01 .19 .85 .08 .08 .02 .01 .01 .02 

TEACH02 .25 .85 .10 .06 .05 .01 .08 .00 

TEACH03 .13 .81 .09 .06 .10 .01 .11 .08 

TEACH04 .16 .84 .08 .05 .05 -.04 .12 .00 

MAST01 .32 .14 .03 -.01 .10 -.04 .76 .04 

MAST02 .32 .19 .03 -.02 .04 .01 .76 .08 

SAT01 .85 .18 .10 .18 .10 .06 .08 .06 

SAT02 .87 .23 .08 .12 .07 .04 .14 .02 

SAT03 .85 .26 .10 .13 .07 .02 .12 .01 

AUT01 .24 .09 .04 .84 .09 .00 .03 .01 

AUT02 .15 .08 .02 .91 .04 .01 .03 .02 

AUT03 .14 .07 .06 .90 .01 .03 .03 .02 

BEHENG03 .69 .11 .03 .15 .04 -.05 .09 .03 

BEHENG01 .02 .01 .05 .06 .05 -.02 .04 .92 

BEHENG02 .07 .06 .00 -.02 .04 -.02 .08 .92 
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Satisfaction with semester as a whole would be represented by four items (SAT01, SAT02, 

SAT03, BEHENG03) whereas the construct behavioural engagement during semester would 

be represented by two items (BEHEN01 & BEHENG02).  

 

EFA items presented to respondents able to choose a minor/module/course/internship 

The results of the EFA for the items presented to respondents who were able to choose their 

education and/or had taken up a minor are presented in Table 31. In the last row of the Table, 

the number of respondents is mentioned. Table 31 shows that the analysis yields a 9-factor 

solution. 

 

Table 31 Items presented to respondents able to choose minor/module/course/internship  

Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser Normalisation. 
 

 

Table 31 also shows that the constructs number of options (OPTIONS), dysfunctional beliefs 

about the decision making process (DYSBEL), rationality of the decision making process 

(RAT), ease of enrolment procedure (CONFL) and the prescriptive nature of an organisation 

culture (CULT) loaded as expected.  

The Table further shows that the item CCCHOI02, used to find out if a career 

counsellor encouraged a student to make his or her own choice, loaded on the construct 

Item 1 2 3 4 5 6 7 8 9 N 

INF01 .78 .07 .05 .22 -.07 -.01 -.16 .11 .13 367 

INF02 .56 .03 .03 .22 -.51 .04 -.06 .03 -.01 367 

INFCLAR01 .85 .12 .08 .07 -.14 .01 -.13 -.01 .12 367 

INFCLAR02 .81 .10 .11 .02 -.02 .04 -.04 -.03 .00 367 
INFCLAR03 .72 .04 -.02 .32 -.04 .07 -.12 .10 .08 367 

OPTIONS01 .02 -.04 .05 .06 .00 -.07 -.01 -.09 .85 367 

OPTIONS02 .30 .11 .07 .12 .02 .14 .07 .08 .66 367 

DYSBEL01 -.16 -.10 .01 -.01 -.04 .08 .85 -.13 .03 246 

DYSBEL02 -.22 -.09 -.17 -.07 .01 .07 .81 -.06 .02 246 

CCSUPP01 .03 .83 .10 .13 .05 -.10 -.05 -.22 .04 367 

CCSUPP02 .23 .77 .04 .05 -.03 .04 .00 .03 -.05 367 

CCSUPP03 .02 .84 .11 .14 .02 .04 -.04 -.08 -.01 367 

CCCHOI02 .04 .75 .13 -.06 -.09 -.08 -.15 .20 .10 367 

CCCHOI01 .12 .19 -.05 .12 -.25 .08 -.11 .63 -.22 367 

CCCHOI03 -.03 -.31 -.11 .03 -.08 .02 -.18 .70 .13 367 

RAT01 .27 .01 .08 .83 -.06 .03 -.01 -.05 -.05 367 

RAT02 .11 .10 .08 .85 -.01 .00 -.04 -.01 .09 367 

RAT03 .20 .16 .08 .64 -.07 -.04 -.03 .26 .19 367 
EP01 -.10 -.04 -.01 -.02 .90 .01 .01 -.13 -.06 367 

EP02 -.10 .02 -.03 -.03 .90 -.01 -.05 -.07 .07 367 
CULT01 -.04 .13 .79 .03 -.10 -.07 -.18 -.23 .07 246 

CULT02 .25 .02 .61 .04 .09 -.04 .16 .41 .00 246 

CULT03 -.04 .12 .80 .04 -.08 -.06 -.17 -.22 .00 246 

CULT04 .27 .18 .71 .20 .08 .00 .09 .24 .11 246 

CHOISTRUCT02 .04 -.05 -.01 -.05 .01 .94 .06 .00 .00 246 

CHOISTRUCT03 .06 -.03 -.12 .05 -.03 .92 .08 .06 .03 246 
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CCSUPP. Given its specific formulation it was concluded that this particular item appeared to 

represent a form of support rather than the amount of autonomy provided by a student‘s career 

counsellor. Therefore, the item CCCHOI02 was decided to represent the construct support 

provided by academic career counsellor whereas the items CCCHOI01 and CCCHOI03 

would represent the construct prescription by career counsellor.  

In addition, the EFA showed that the items from constructs Knowledge of ways to 

obtain additional information about options / decision making process (INF) and Information 

provided by institution (INFCLAR) loaded on the same factor. Given the fact that all the 

items representing these factors were related to information about options, it was concluded 

that combined all five items would represent the construct Information.  

 

EFA items presented to students who chose an internship 

The outcomes of the EFA for model 3 can be found in Table 32. As can be seen in Table 32 

all items loaded on one factor.  

 

Table 32 Items presented to respondents who did internship (N=91) 

 

 

 

 

 

 

 
Extraction Method: Principal Component Analysis. 

 

Although the findings as presented in Table 32 show that that analysis yields in a 1-factor 

solution based on the limited number of observations and the formulation of the items, the 

items CULT05 and CULT06 were decided to represent the factor prescriptive nature of 

organisation culture whereas the items DYSBELIEF03 and DYSBELIEF04 are seen as 

representing the construct dysfunctional beliefs about the decision making process.  

 

To determine whether the factor structures as derived from the three EFAs change over time, 

EFAs were performed for measurements 2, 3 and 4. The outcomes of the EFAs, presented in 

Appendixes E to K, indicate that factor structures for measurements 2, 3 and 4 are nearly 

completely similar to the factor structures for measurement 1. Only the EFA for respondents 

able to choose a minor/module/course/internship of measurement 4 shows that the constructs 

DECSELF & SELFKNO loaded on the same factor. 

  

9.5.5 Findings Confirmatory Factor Analysis  

A Confirmatory Factor Analysis (CFA) was performed on the factors derived from the EFA. 

The aim of the CFA was to find whether the addition or removal of a particular item with a 

high modification index would result in a better model.  

For the CFA the other half of the data was used. This was done to prevent for an 

overestimation of goodness of fit of the model, also known as capitalisation on chance.  

Item 1 

CULT05 .67 

CULT06 .66 

DYSBELIEF03 -.59 

DYSBELIEF04 -.37 
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In the following the outcomes of the three CFAs will be presented as performed for 

the complete dataset of measurement 1. The outcomes were presented for the CFAs 

performed on the whole data set as these showed the same patterns as the CFAs performed on 

the split-half of the dataset but provide a more accurate overview of the factor structures.  

 

CFA items presented to all respondents  

Table 33 shows that the model derived from CFA 1 displays the same factor structure as EFA 

1. This led to the conclusion that addition or removal of particular items did not result in a 

better model, which indicates that the model derived from EFA 1 was valid.  

 

Table 33 Items presented to all respondents (N=952) 

 

 Β SE P 

Factors    

Items     

Tendency towards Maximization    

MAX01 .65 .03 .000 
MAX02 .67 .04 .000 

MAX03 .67 .03 .000 

Career decision making self-efficacy    

DECSELF01 .68 .02 .000 

DECSELF02 .72 .02 .000 

Self-knowledge    

SELFKNO01 .82 .02 .000 

SELFKNO02 .70 .03 .000 

SELFKNO03 .59 .04 .000 

SELFKNO04 .66 .04 .000 

Knowledge of future profession    

FUTPRO01 .70 .03 .000 

FUTPRO02 .91 .02 .000 

FUTPRO03 .89 .01 .000 

Evaluation of teacher/on the job coach    

TEACH01 .83 .02 .000 

TEACH02 .88 .01 .000 

TEACH03 .76 .03 .000 
TEACH04 .81 .02 .000 

Feeling of mastery     
MAST01 .81 .02 .000 
MAST02 .80 .03 .000 

Satisfaction with semester as a whole    
SAT01 .87 .01 .000 
SAT02 .95 .01 .000 
SAT03 .92 .01 .000 

BEHENG03 .58 .03 .000 
Autonomy of decision making process    

AUT01 .82 .02 .000 
AUT02 .92 .01 .000 
AUT03 .87 .02 .000 

Behavioural engagement during semester    
BEHENG01 .89 .02 .000 

BEHENG02 .81 .02 .000 

    
CFI .96   

TLI .96   

RMSEA .04   

SRMR .04     
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The correlations between the factors presented in Table 34 show that various factors were 

intercorrelated. 

 

Table 34 Correlations between factors presented to all respondents 

 
Factor Β SE P 

TEACH     

SELFREG .17 .05 .00 

SELF .22 .04 .00 

FUTPRO .28 .05 .00 

AUT .22 .04 .00 

ATT .09 .04 .02 

SAT .50 .04 .00 

AUT     

SELFREG .22 .04 .00 

SELF .14 .04 .00 

FUTPRO .13 .04 .00 

FUTPRO    

SELFREG .50 .03 .00 

SELF .55 .04 .00 

ATT     

SELFREG .10 .02 .02 

SELF .14 .02 .00 

FUTPRO .82 .02 .02 

AUTCHOI .70 .03 .03 
PERFO     

SELFREG .66 .04 .00 
SELF .70 .03 .00 

FUTPRO .91 .02 .00 
AUTCHO .89 .01 .00 

ATT .83 .02 .00 
SAT .83 .02 .00 

TEACH .88 .01 .00 
SELFREG     

REGR .81 .02 .01 
SELF     

REGR .81 .02 .00 
SELFREG .80 .03 .00 

SAT     
REGR .95 .01 .03 

SELFREG .92 .01 .00 
SELF .58 .03 .00 

FUTPRO   .00 
AUT01 .82 .02 .00 

ATT .92 .01 .00 

 

 

CFA items presented to students able to choose a minor/module/course/internship 

Table 35 shows that the model derived from CFA 2 displays the same factor structure as EFA 

2. This led to the conclusion that addition or removal of particular items did not result in a 

better model, which indicates that the model derived from EFA 2 was valid. 

The correlations between factors as presented in Table 36 show that various factors are 

intercorrelated. 

 

 

 

 



Demand-driven Education  

 

149 

 

Table 35 Items presented to students able to choose minor/module/course/internship 

 

 Β SE P N 

Factors     

Items     
Information about the decision 
making process     

INF01 .86 .03 .000 367 

INF02 .66 .05 .000 367 

INFCLAR01 .74 .04 .000 367 

INFCLAR02 .69 .04 .000 367 

INFCLAR03 .70 .05 .000 367 

Number of options     

OPTIONS01 .57 .02 .000 367 

OPTIONS02 .83 .05 .000 367 
Dysfunctional beliefs about 
decision making process     

DYSBEL01 .84 .03 .000 246 

DYSBEL02 .72 .04 .000 246 

Support by career counsellor     

CCSUPP01 .74 .04 .000 367 

CCSUPP02 .74 .04 .000 367 

CCSUPP03 .75 .05 .000 367 

CCCHOI02 .62 .04 .000 367 
Freedom provided by career 
counsellor     

CCCHOI01 .51 .07 .000 367 

CCCHOI03 .46 .08 .000 367 
Rationality of decision making 

process     

RAT01 .54 .06 .000 367 

RAT02 .52 .07 .000 367 

RAT03 .77 .05 .000 367 

Enrolment procedure     

EP01 .84 .03 .000 367 

EP02 .86 .02 .000 367 

Culture of an institution     

CULT01 .45 .06 .000 246 

CULT02 .59 .07 .000 246 
CULT03 .41 .08 .000 246 

CULT04 .95 .07 .000 246 

Bureaucratic choice structures     

CHOSTRUCT02 .88 .02 .000 246 

CHOSTRUCT03 .87 .02 .000 246 

     

CFI .94    

TLI .93    

RMSEA .04    

SRMR .07    
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Table 36 Factors presented to respondents able to choose minor/module/course/internship 

 

 

 

CFA respondents who chose an internship 

Table 37 shows that the model derived from CFA 3displays the same factor structure as EFA 

3. This led to the conclusion that addition or removal of particular items did not result in a 

better model, which indicates that the model derived from EFA 3 was valid. However, as the 

number of observations is rather limited, the significance of these findings is also limited. 

 

 

 

 

 

 

Factors Β SE P 

BELIEF     

STIMMIN .11 .06 .06 

CHOSTRU -.20 .08 .00 

RAT     

STIMMIN .39 .08 .00 

OPTIONS .17 .10 .08 

BELIEF .18 .08 .03 

INFO .54 .07 .00 

SLBOND .35 .07 .00 

SLBKEU .33 .09 .00 

CONFL    

INFO .36 .06 .00 

SLBOND .13 .06 .03 

SLBKEU .28 .11 .01 

RAT .20 .07 .00 

SLBKEU     

BELIEF .36 .10 .00 
INFO .36 .08 .00 

SLBOND     
STIMMIN .34 .08 .00 
OPTIONS .20 .06 .00 
BELIEF .23 .10 .02 
INFO .38 .08 .00 

OPTIONS WITH    

STIMMIN .38 .10 .00 
CHOSTRU .18 .11 .09 

INFO     
STIMMIN .35 .07 .00 

CHOSTRU .08 .06 .21 
OPTIONS .34 .06 .00 
BELIEF .34 .08 .00 

INFCLAR02     
INFOCLAR01 .45 .07 .00 

RAT02     
RAT01 .52 .05 .00 

INFO02     
INFO01 -.30 .11 .00 

STIMMIN03     
STIMMIN2 .65 .06 .00 

SLBOND03     
SLBOND01 .29 .12 .02 
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Table 37 Items presented to respondents who did internships (N=91) 

 

 

Construct Β SE P 

Factors    

Items    
Prescriptive nature of organisational 
culture    

CULT05 .50 .11 .000 

CULT06 .42 .11 .000 
Dysfunctional beliefs about decision 
making process    

BELIEF03 .27 .20 .178 

BELIEF04 .33 .25 .200 

    
CFI 1.00   

TLI 2.120   

RMSEA 0.00   

SRMR .04   

 

 

The correlations between factors as presented in Table 38 show that, as expected, various 

factors were intercorrelated. However note again that, as the number of observations is rather 

limited, the significance of these findings is also limited.  

 

Table 38 Factors presented to respondents who did internship 

 

Construct Β SE P 

BELIEF     

STIMMSTAGE .67 .65 .30 

 

 

9.5.6 Autonomy of the student decision making process  

 

Prior to the survey study, student decision making was assumed to be characterised by a low 

degree of autonomy (H1). However, Table 39 shows that the student decision making process 

is characterised by a high degree of autonomy.  

Although some measurements are characterised by a larger degree of female 

respondents, the estimated scores for the population show that when gender is taken into 

account, scores remain nearly unaltered. Consequently hypotheses 1 is rejected.  
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Table 39 Autonomy of student decision making process  

 

 

 

9.5.7 Rationality of student decision making process  

  

As stated earlier, student decision making was assumed to be characterised by a low degree of 

rationality (H2). However, Table 40 shows that the student decision making process is 

characterised by a fairly high degree of rationality. The estimated scores for the population, 

given that the gender ratio of the sample differs from that of the population, are nearly 

identical to the scores of the sample. Consequently hypothesis 2 was rejected.  

 

Table 40 Rationality of student decision making process 

 

 

9.5.8 Autonomy and Rationality of decision making over time  

 

Table 41 shows the scores on the development of the autonomy and rationality of the student 

decision making process for individual respondents over time. These scores were calculated 

for respondents who participated in at least two measurements (N = 932) . 

As Table 41 depicts, the slope of the autonomy of the student decision making process 

is significant. The Table further shows that the slope of the rationality of the student decision 

making process is not significant. Therefore, student decision making does not become more 

rational over time, but  it does become more autonomous over time. Note, however, that this 

concerns 36.6 % of the total number of participants and that of these 932 respondents, only 

111 participated in all four measurements.  

 

 

 

Measurement Male students Female students Overall Estimated population score 

 
1 4.19 (N=115) 4.19 (N=252) 4.19 (N=367) 4.19  
 

2 4.07 (N=282) 4.18 (N=353) 4.13 (N=632) 4.13  
 

3 4.12 (N=228) 4.23 (N=328) 4.10 (N=556) 4.18  
 

4 4.19 (N=280) 4.41 (N=342) 4.31 (N=622) 4.30  

Measurement Male students Female students Overall Estimated population score 

 
1 3.70 (N=115) 3.67 (N=252) 3.68 (N=367) 3.68  
 

2 3.59 (N=279) 3.70 (N=353) 3.65 (N=632) 3.65  
 

3 3.66 (N=228) 3.74 (N=328) 3.71 (N=556) 3.70 
 

4 3.62 (N=280) 3.82 (N=342) 3.73 (N=622) 3.72 
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Table 41 Autonomy and Rationality of the decision making process over time 

 

Construct Means B        S.E. P 

Autonomy of student 
decision making process 

 

Intercept 3.879 0.045 0.00 

Slope 0.037 0.017 0.02 

Rationality of student 
decision making process 

 

Intercept 3.614 0.034 0.00 

Slope 0.017 0.016 0.28 

 

 

9.5.9 Factors influencing autonomy and rationality of decision making process  

 

Tables 42 and 43 present the findings of the multilevel analysis on the factors that influence 

the autonomy and rationality of the student decision making process.  

 

Table 42 Factors influencing autonomy and rationality of the decision making process  

  

Dependent variable predictor B S.E. P Lower 2,5 Upper 2,5 N 

Standardised Within Level       
AUT        

CHOIMOT .30 .11 .007 .08 .51 367 
DECSELFE .17 .05 .001 .07 .28 952 

INFO .17 .07 .011 .04 .29 367 
CHOISTR .14 .05 .003 .05 .24 246/367 

RAT        
INFO .24 .05 .000 .14 .34 367 

DECSELFE .22 .06 .000 .11 .32 952 
SELFKNO .20 .08 .013 .04 .35 952 
CHOIMOT .19 .06 .001 .08 .30 367 

CCSUPP .08 .04 .052 -.00 .15 367 
       

INFO        
CCSUPP .28 .06 .000 .18 .39 367 
CHOIMOT .26 .05 .000 .17 .36 367 
SELFKNO .09 .03 .005 .03 .16 952 
CCSUPP        

CHOIMOT .09 .03 .001 .04 .14 367 
SELFKNO .08 .03 .005 .02 .13 952 
CHOISTR        
CHOIMOT .18 .05 .000 .09 .28 367 
CHOIMOT        

DECSELFE .12 .04 .001 .05 .19 952 
SELFKNO .13 .03 .000 .08 .18 952 

DECSELFE        

SELFKNO .24 .02 .000 .20 .27 367 
 

Between Level       

Means       

RATCHOI 3.65 .04 .000 3.6 .37 367 
AUTCH 3.93 .04 .000 3.9 4.0 952 

Variances       
SELFKNO .02 .01 .003 .01 .03 952 
CHOISTR .16 .07 .018 .03 .30  
CCSUPP .14 .06 .014 .03 .25 367 
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Prior to the survey study, the autonomy of the student decision making process was expected 

to be negatively influenced by a prescriptive organisational culture (H6), the complexity of 

bureaucratic structures (H7), the enrolment procedure (H8), conflicts with significant others 

(H22) and a prescriptive career counsellor (H24). Knowledge of the decision making process 

(H13) and knowledge of various alternatives (H15) were expected to have a positive effect on 

the autonomy of the decision making process.  

The structural model presented in Table 42 shows that the autonomy of the student 

decision making process is influenced by the extent to which a student is motivated to engage 

in the decision making process (CHOIMOT) and a student‘s career decision making self-

efficacy (DECSELFE). Findings further indicate that the autonomy of the decision making 

process is, to a lesser extent, influenced by the quality and clarity of the provided information 

and students‘ knowledge of how to get information and knowledge of the enrolment 

procedure (INF). The complexity of bureaucratic choice structures (CHOISTR) influences the 

autonomy of the decision making process as well. Consequently hypotheses 7, 8, 13 and 15 

are supported by the data, whereas hypotheses 6, 22 and 24 are rejected. 

 

As stated earlier, the rationality of the decision making process was expected to be positively 

influenced by the quantity and clarity of information (H3,4), motivation to engage in the 

decision making process (H9), career decision making self-efficacy (H10), knowledge of the 

self (H11), knowledge of future profession (H12), knowledge of decision making process 

(H14), knowledge of various alternatives (H16), domain specific experience (H19) and a 

supportive career counsellor (H23). The number of options (H5) and dysfunctional beliefs 

(H17) about the decision making process were expected to have a negative influence on the 

rationality of the decision making process. 

The findings presented in Table 42 show that the rationality of the student‘s decision 

making process is strongly influenced by the quality and clarity of the provided information, 

students‘ knowledge of how to get information and knowledge of the enrolment procedure 

(INF) and a student‘s career decision making self-efficacy (DECSELFE). The rationality of 

the decision making process is influenced by the knowledge of the self (SELFKNO), the 

motivation to engage in the decision making process (CHOIMOT) and, to a far lesser extent, 

by the facilitation of the decision making process by the career counsellor (CCSUPP). 

Consequently, hypotheses 3,4, 9, 10, 11, 14, 16, 23 are supported by the data, whereas 

hypotheses 5, 12 and 17 are rejected.  

 

Table 43 presents the structure coefficients of all variables with a correlation coefficient of ≥ 

.15 with autonomy and rationality of the student decision making process. In Table 43, the 

fourth column (#strc) ranks the influence of certain factors over the autonomy and rationality 

of the student decision making process when only structure coefficients are taken into 

account.  

Table 43 shows that the coefficients for complexity of bureaucratic choice structures 

(CHOISTR) and quality and clarity of the provided information, students‘ knowledge of how 

to get information and knowledge of the enrolment procedure (INF) is larger than the 

coefficient for career decision making self-efficacy (DECSELFE). Structure coefficients 

further indicate that the knowledge of the self (SELFKNO) and motivation to engage in the 
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decision making process (CHOIMOT) are ranked above student‘s career decision making 

self-efficacy (DECSELFE). Based on the structure coefficients, the knowledge of future 

profession (FUTPRO) also seems to influence the rationality of the student decision making 

process.  

 

Table 43 Regression coefficients vs. structure coefficients  

 

 

 

 

9.5.10 Student decision making over time  

 

In Table 44 the overall structural model for the factors that influence the autonomy and 

rationality over time is presented. The overall model is rather similar to the model derived 

from measurement 1 as similar factors influence the autonomy and rationality of the decision 

making process. 

The overall model presented in Table 44 shows that over time the autonomy of the 

student decision making process is influenced most by the extent to which a student is 

motivated to engage in the decision making process (CHOIMOT) and the quality and clarity 

of the provided information and students‘ knowledge of how to get information and 

knowledge of the enrolment procedure (INF), a student‘s career decision making self-efficacy 

(DECSELFE) and the complexity of bureaucratic choice structures (CHOISTR). 

The rationality of the student decision making process is influenced by the motivation 

to engage in the decision making process (CHOIMOT) the quality and clarity of the provided 

information, students‘ knowledge of how to get information and knowledge of the enrolment 

Within Level B #B Str coeff #strc 

 
RAT     
INFO .25 1 .69 2 
DECSELFE .20 2 .64 5 
SELFKNO .16 4 .65 4 
CHOIMOT .19 3 .72 1 
CCSUPP .08 5 .44 7 
FUTPRO - - .66 3 
CULT - - .45 6 
EXP - - .33 8 
DYSBEL - - .32 9 
CCCHOI - - .31 10 
CHOISTR - - .14 11 
 
AUT     
CHOIMOT .22 1 .92 1 
DECSELFE .12 4 .41 5 
INFO .13 3 .54 2 
CHOISTR .16 2 .47 3 

CCCHOI - - .42 4 
CULT - - .35 6 
SELFKNO - - .35 7 
FUTPRO - - .34 8 
CCSUPP - - .30 9 
DYSBEL - - .23 10 

EXP - - -.03 11 
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procedure (INF), a student‘s career decision making self-efficacy (DECSELFE), knowledge 

of the self (SELFKNO) and the facilitation of the decision making process by the career 

counsellor (CCSUPP). 

Table 44 further shows for which measurements scores differ from the overall model. 

As can be seen in Table 44 parameters differ to a smaller extent for every measurement. 

However, overall it can be concluded that deviations from the structural model remain rather 

small.  

 

Table 44 Factors influencing autonomy /rationality of the decision making process over time 

 

Dependent variable predictor Overall model  

Standardised 
within level Measurement B S.E. P Lower 2,5 Upper 2,5 

AUT  All      
CHOIMOT  .37 .05 .000 .28 .46 

INFO  .18 .03 .000 .12 .24 

DECSELFE  .18 .04 .000 .13 .23 

CHOISTR  .06 .03 .026 .00 .12 

RAT        

CHOIMOT  .23 .03 .000 .18 .28 
INFO  .22 .02 .000 .18 .26 

DECSELFE  .21 .03 .000 .14 .27 
SELFKNO  .16 .04 .017 .09 .23 
CCSUPP  .05 .02 .005 .01 .08 

 Measurement Model per measurement 
 
 

AUT  2      
CHOISTR  0 - - 0 0 

RAT        
SELFKNO  0 - - 0 0 

AUT  3      
INFO  .30 .05 .000 .20 .41 
RAT        

DECSELFE  .09 .03 .000 .02 .15 
AUT 4      

CHOISTR  0 - - 0 0 
RAT        

DECSELFE  .09 .03 .011 .02 .15 

 

 

 

Table 45 shows an overview of the regression coefficients for all four measurements. The 

scores indicated in bold are the ones that differed from the overall model. The model of the 

factors that influence the autonomy and rationality of the student decision making process 

appears to be very stable over time. 
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Table 45 Regression coefficients per measurement  

 

 

 

 

9.5.11 Effects of autonomous and rational decision making 

 

Table 46 shows the structural model on effects of autonomous and rational decision making 

for measurement 1. Prior to the study, it was assumed that autonomous and rational decision 

making would result in higher satisfaction (H25), more behavioural engagement (H26) and a 

higher feeling of mastery (H27). Instead of autonomous and rational decision making, the 

teacher or the on the job coach (H29, 30, 31) and a student‘s tendency towards maximization 

(H28) were also expected to affect students‘ satisfaction, behavioural engagement and feeling 

of mastery.  

Table 46 shows that satisfaction with semester as a whole (SAT) is influenced most by 

the evaluation of the teacher (or on the job coach) (TEACH) and to a lesser extent by the 

autonomy (AUT) and rationality (RAT) of the student decision making process. Students‘ 

behavioural engagement (BEHENG) is influenced by the rationality of the student decision 

making process (RAT) and a student‘s age. Students' feelings of mastery (MAST) are mostly 

influenced by the students' prior education (PRIOR EDUCATION); and to a lesser extent by 

the evaluation of the teacher (or on the job coach) (TEACH) and the rationality of the student 

decision making process (RAT).  

 

 

Table 46 Effects of autonomous and rational decision making 
 

Dependent variable predictor B S.E. P Lower 2,5 Upper 2,5 N 

Within level       

SAT        

TEACH .39 .04 .000 .31 .47 952 
AUT .18 .03 .000 .13 .24 952 
RAT  .11 .06 .077 -.01 .23 367 

BEHENG         
RAT .14 .05 .011 .03 .24 367 
AGE .07 .01 .000 .05 .09 952 

 Measurement 

Factor 1 2 3 4 

AUT     

  SELFREG 0.177 0.177 0.177 0.177 

  CHOISTR 0.061 0 0.061 0 

  CHOIMOT 0.373 0.373 0.373 0.373 

  INFO 0.179 0.179 0.304 0.179 

RAT      

  INFO 0.216 0.216 0.216 0.216 

  SELFREG 0.207 0.207 0.087 0.087 

  CHOITMOT 0.225 0.225 0.225 0.225 

  SELFKNO 0.157 0 0.157 0.157 

  CCSUPP 0.048 0.048 0.048 0.048 
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MAST        
TEACH .20 .03 .000 .15 .25 952 

RAT .13 .05 .007 .04 .23 367 

PRIOR EDUCATION .24 .07 .000 .11 .37 952 

AUT        
RAT  .28 .06 .000 .17 .41 367 

TEACH .21 .04 .000 .14 .28 952 
RAT        

TEACH .16  .04 .000 .09 .23 952 
SAT        

BEHENG .07 .03 .012 .02 .13 952 
MAST        
SAT .13 .02 .000 .09 .17 952 

BEHENG .08 .02 .000 .04 .13 952 
Variances       

RAT .71 .05 .000 .62 .81 367 
AUT 1.31 .07 .000 1.18 1.44 952 

TEACH .73 .04 .000 .65 .82 952 
Between Level       

Means       
BEHENG 3.08 .06 .000 2.97 3.19 952 

SAT 3.63 .03 .000 3.58 3.68 952 
MAST 3.57 .02 .000 3.53 3.62 952 

 

 

Table 47 presents the structural coefficients of all variables with a correlation coefficient of ≥ 

.15 with satisfaction with semester as a whole, behavioural engagement during a semester and 

feeling of mastery. The fourth column (#strc) ranks the influence of certain factors on the 

satisfaction with semester as a whole, behavioural engagement during a semester and feeling 

of mastery if only structure coefficients are taken into account.  

Table 47 shows that the coefficients for the factor students‘ satisfaction with the 

semester as a whole show a similar pattern of influence as seen in the model presented earlier. 

Regarding students‘ feeling of mastery, structure coefficients show that the influence of the 

factor TEACH is ranked above the influence of prior education. For behavioural engagement 

during a semester, the structure coefficients show that age is ranked above the rationality of 

the student decision making process (RAT).  

 

Table 47 Regression coefficients vs. structure coefficients  

  
Within Level B #B Strc #strc 

SAT         
TEACHER  .39 1 .84 1 

AUT  .18 2 .62 2 
RAT .11 3 .44 3 

MAST          
TEACH .20 2 .84 1 

RAT .13 3 .62 2 
PRIOR EDUCATION .24 1 .38 3 

AUT - - .32 4 
BEHENG          

RAT .14 1 .60 2 
AGE .07 2 .81 1 
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9.5.12 Effects of autonomous and rational decision making over time 

 

Table 48 shows the overall model for the effects of autonomous and rational decision making 

over time. The model is similar to the one derived from measurement 1, except for the 

influence of teacher or on the job coach, which is part of the overall model here, but is left out 

of the model for measurement 1. 

Table 48 shows that student satisfaction with semester as a whole is influenced by the 

evaluation of the teacher (or on the job coach) (TEACH) and to a lesser extent by the 

autonomy (AUT) and rationality (RAT) of the student decision making process. Students‘ 

behavioural engagement is influenced by the teacher or on the job coach (TEACH), the 

rationality of the student decision making process (RAT) and students‘ age (AGE). Students' 

feeling of mastery (MAST) is influenced by the teacher (or on the job coach) (TEACH), prior 

education (PRIOR EDUCATION) and to a lesser extent by the rationality of the student 

decision making process (RAT).  

 

Table 48 Effects of autonomous and rational decision making over time 

 

 Measurement Overall model  

Factor All B S.E. P Lower 2,5 Upper 2,5 
SAT         

TEACH  .41 .02 .000 .36 .46 
AUT  .18 .01 .000 .16 .22 
RAT   .09 .03 .008 .11 .21 

BEHENG         
TEACH  .11 .03 .000 .05 .16 

RAT  .07 .04 .006 .15 .32 
AGE  .07 .01 .000 .02 .06 

MAST       

TEACH  .19 .02 .000 .16 .22 

RAT  .11 .02 .000 .07 .15 
PRIOR 

EDUCATION  .17 .04 .000 .10 .25 

 
Measurement Model per measurement  

 

SAT    1 B S.E. P Lower 2,5 Upper 2,5 

RAT  .09 .03 .008 .02 .16 

BEHENG       

RAT  .07 .04 .000 -.00 .15 

AGE  .07 .01 .000 .05 .09 

SAT 2      

RAT  .09 .03 .000 .02 .16 

SAT 3      

TEACH  .47 .03 .000 .41 .54 

MAST       

RAT  .17 .02 .000 .12 .23 

BEHENG       

TEACH  .22 .02 .000 .11 .32 

MAST 4      

TEACH  .13 .02 .000 .09 .16 
PRIOR 

EDUCATION  0 0 - 0 0 

BEHENG       
RAT  .07 .04 .000 -.00 .15 
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Table 49 presents the regression coefficients per measurement. The scores in bold differ from 

the overall model. Table 49 shows that the model on the effects of autonomous and rational 

decision making on demand-driven education appears to be rather stable.  

 

Table 49 Regression coefficients per measurement  

 

 Measurement 

Factor 1 2 3 4 

SAT      
TEACH .41 .41 .47 .41 

AUT .18 .18 .18 .18 
RAT  .09 .09 .16 .16 

MAST       
TEACH .41 .41 .47 .41 

PRIOR EDUCATION .17 .17 .17 0 

RAT .11 .11 .17 .11 

BEHENG       

RAT .07 .24 .24 .07 

TEACH .11 .11 .22 .11 
AGE .07 .04 .04 .04 

 
 

9.6 Conclusion  

Based on the foregoing analysis, the demand-driven education questionnaire (DDEQ) appears 

to be a valid and reliable instrument for investigating student decision making in demand-

driven education.  

The outcomes of the survey study lead to the conclusion that student decision making 

in demand-driven education is characterised by a very high degree of autonomy and a fair 

degree of rationality. Therefore Hypotheses 1 and 2 are not supported by the data. 

Findings show that student decision making becomes more autonomous over time. 

Note, however, that only a limited number of respondents (N = 932) completed the 

questionnaire on at least two occasions.  

A further conclusion is that the autonomy of the student decision making process is 

primarily influenced by the extent to which a student is motivated to engage in the decision 

making process and a student‘s career decision making self-efficacy. Findings further indicate 

that the autonomy of the decision making process is to a lesser extent influenced by the 

quality and clarity of the provided information and students‘ knowledge of how to get 

information, as well as by knowledge of the enrolment procedure and the complexity of 

bureaucratic choice structures. Therefore, Hypotheses 7 and 8 are supported by the data.  

The rationality of the student decision making processes is strongly influenced by the 

quality and clarity of the provided information and students‘ knowledge of how to get 

information and knowledge of the enrolment procedure, as well as by students‘ career 

decision making self-efficacy. The rationality of the decision making process is to a lesser 

extent influenced by the knowledge of the self, motivation to engage in the decision making 

process and to an even lesser extent by the support of a student‘s career counsellor during the 
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decision making process. Therefore, Hypotheses 3, 4, 9, 10, 11, 16 and 22 are supported by 

the data.  

The observation that similar factors—the quality of information, students willingness 

to engage in the decision making process and students‘ career decision making self-efficacy—

influence both the rationality as well as the autonomy of the decision making process is 

interesting. However, the quality of information is the factor that has the most effect on the 

rationality of the decision making process, whereas students‘ motivation to engage in the 

decision making process affects the autonomy of the decision making process the most. Only 

two factors influence only the rationality or the autonomy of the decision making process: the 

support provided by a career counsellor only influences the rationality of the decision making 

process whereas bureaucracy of the choice structures only influences the autonomy of the 

decision making process.   

Findings further indicate that the autonomy and rationality of the student decision 

making process correlate positively with the construct satisfaction with semester as a whole 

whereas the rationality of the student decision making process also positively correlates with 

the constructs behavioural engagement during a semester and a student‘s feeling of mastery. 

However, the evaluation of the autonomy supportive behaviour of the teacher or career 

counsellor has a much higher correlation with the construct Satisfaction than rationality and 

autonomy of the student decision making process. Prior education also affects a student‘s 

feeling of mastery more than the rationality of the student decision making process. This 

influence however seems to decrease over time. Therefore, hypotheses 25, 26, 27 and 29 are 

supported by the data. 
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10.  Student Decision Making in Demand-driven education: Values 

and Power
4
 

 

 

There are many circumstances in life where one has to entrust oneself to others. That’s the 

condition of this world, and it’s all for the best. How else could society function?  

 

Pastor Manders  

 

 

The previous chapter concluded with the finding that student decision making in demand-

driven education is characterised by a large degree of autonomy and a fair degree of 

rationality. Both the autonomy and rationality of the decision making processes are influenced 

by the quality of information about possible options (including students‘ ability to find this 

information), students‘ motivation to engage in the decision making process and their career 

decision making self-efficacy influence both the rationality and the autonomy of the decision 

making process. Furthermore, the support provided by an academic career counsellor 

influences the rationality of the decision making process, whereas the bureaucracy of the 

choice structures influences the autonomy of the decision making process.  

The findings of sub-study III provided valuable information about (the factors which 

influence) the autonomy and rationality of the student decision making process. However, 

they do not explain how the students‘ decisions are influenced. In addition, although sub-

study III provided insights in how decisions are made, these insights do not explain why 

students decide to commit themselves to a particular minor, course, module or internship. 

Therefore, a study was performed to learn why students make the decisions they make and to 

learn how the student decision making process is influenced. This study was performed in 

close collaboration with Dr. Paulo Charles Pimentel Bótas during a visiting scholarship at the 

International Centre for Higher Education Management (ICHEM) of Bath University. For this 

study the focus group data of sub-study II was used.  

To analyze the data of the focus group interviews, the Theory of Consumption Values 

and a Theory of Power Relations were used as analytical frameworks. The Theory of 

Consumption Values (Sheth et al., 1990, 1991) was used to understand what values underlie 

students‘ decision making in demand-driven education. This theory was used because it 

relates to the neo-liberal, consumerist character of demand-driven education as well as 

because it was successfully used by Stafford (1994) to understand student choice of marketing 

electives.  

The shift in responsibility from teachers and staff to the students was also assumed to 

give way to power struggles; therefore, the data of the focus group interviews were also 

analyzed for manifestations of power struggles. A Theory of Power Relations, as developed 

by Pimentel Bótas (2004) and based on the works of Foucault (1974, 1977, 1980a, 1980b, 

1982, 1991, 1994), Bacharach and Baratz (1963, 1970), Burbules (1986), was used. By taking 

this an approach, this study aimed to answer the following questions: 

                                                 
4
 This chapter is co-authored by Dr. Paulo Charles Pimentel Bótas of the University of Bath 
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 Which consumption values lie beneath student decision making in demand-driven 

education? 

 

 Is student decision making in demand-driven education influenced by power 

struggles? If so, how? 

10.1 Theory of Consumption Values 

The Theory of Consumption Values (Sheth et al., 1990, 1991) was developed to predict or 

understand whether and why consumers decide to buy a certain product or brand. The theory 

identifies five consumption values: functional, social, emotional, epistemic and conditional.  

According to Theory of Consumption Values, consumer choice behaviour (and, in the 

case of Stafford (1994), student choice behaviour) is seen as a function of one or several 

consumption values. The five values of the Theory of Consumption Values are independent 

and each value can have its own distinct influence on consumers‘ choice behaviour. However, 

different values can simultaneously influence consumer choice behaviour.  

The five consumption values used in the Theory of Consumption Values are described 

and exemplified in Table 50. The values are presented as defined by Sheth et al. (1990, 1991) 

and specific ‗higher education‘ examples are given as derived from the work of Stafford 

(1994).  

 

Table 50 Theory of consumption values  

 

Value Definition (Sheth et al., 1990, 1991) Examples (Stafford, 1994) 

 
Functional 

 
The perceived utility acquired from an 
alternative’s capacity for functional, 
utilitarian or physical performance  

 
Specific course is seen as avenue to a job 
Course will enhance recruitment success  

 
Social 

 
The perceived utility acquired from an 
alternative’s association with one or more 
specific social groups  

 
Class is taken by friends as well 
Course selected due to persuasive influence 
from parents or trusted others  
Course is chosen based on good report from 
reference group members 

 
Emotional 

 
The perceived utility acquired from an 
alternative’s capacity to arouse feelings or 
affective states  

 
A liking or disliking for a certain class  
Communality between topic and interests and 
preferences  

 
Epistemic 

 
The perceived utility acquired from an 
alternative’s capacity to arouse curiosity, 
provide novelty, and/or satisfy a desire for 
knowledge 

 
Course is new and interesting  
Contribute to variety of a curriculum 

 
Conditional 

 
The perceived utility acquired by an 
alternative as the result of the specific 
situation or set of circumstances facing the 
choice maker  

 
Certain course is required in order to qualify for a 
degree  

 

 

In their research, the Theory of Consumption can be used to explain why consumers choose to 

buy or use a certain product (or why they do not) and why they choose a certain product type 
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or brand over another (Sheth et al., 1990, 1991). According to Sheth et al (1990, 1991), the 

theory of Consumption Values can be used to describe, explain and/or predict consumption 

behaviour. 

The Theory of Consumption Values has been tested in more than 200 consumer choice 

situations. Over the years, the Theory of Consumption Values was operationalised and tested 

in numerous consumer choice situations regarding various different products and services. It 

has been applied to ―use versus do not use‖ choices, product type choices and brand choices, 

involving all sorts of products including food stamps, computer dating, automobiles and even 

cocaine. In some cases, researchers could predict 100% correctly whether respondents would 

choose a certain product or brand over the other or whether they would purchase a certain 

product or service (Sheth et al., 1990, 1991) 

In higher education, the Theory of Consumption Values was successfully used by 

Stafford (1994) to obtain a better understanding of the values students derive from the 

services they receive. His research on the elective choice behaviour of MBA students showed 

that, in particular, epistemic and conditional values were significant predictors of students‘ 

choice behaviour.  

 

10.2 Theory of Power Relations 

According to Pimentel Bótas (2000, 2004, 2008), power is a very controversial concept 

because of its changeability, reversibility, instability and omnipresence. This is in line with 

Foucault (1982) who considered a society without power relations an abstraction, as he felt 

that ‗power relations are rooted in the system of social networks‘.  

According to Foucault (1979), relations of power are everywhere because freedom is 

everywhere. This freedom allows individuals to choose between complying with the power or 

resisting the power exercised over one‘s self (Pimentel Bótas, 2000, 2004, 2008). Pimentel 

Bótas therefore concludes that the dynamics of power allow it to move from individual A to B 

and from B to A, while both interact with one another. Without this interaction, power would 

not exist. This perspective is in line with Foucault (1979, p. 93-94), who states that human 

beings, consciously and unconsciously, exercise power in their encounters with others. Note, 

however, that power does not exist on its own. The concept of power is not a self-contained 

and self-sufficient entity and cannot be ‗had‘ or ‗owned‘ by someone or something: 

 

―Power is everywhere; not because it embraces everything but because it 

comes from everywhere… Power comes from below; that is there is no 

binary and all-encompassing opposition between ruler and ruled at the root of 

power relations and serving as a general matrix—no such duality extending 

from the top down and reacting on more and more limited groups to the very 

depths of the social body. One must suppose rather that the manifold relations 

of force that take shape and come into play in the machinery of production, in 

families limited groups and institutions are the basis for the wide-ranging 

effects of cleavage that run through the social body as a whole.‖  
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Foucault (1987, p. 112) describes the relationship between power and the desire to control 

another‘s behaviour by saying that: 

 

―In human relations, whatever they are - whether it be a question of 

communicating verbally (...) or a question of a love relationship, an 

institutional or economic relationship - power is always present: it means the 

relationships in which one wishes to direct the behaviour of another. 

 

Pimentel Bótas (2000, 2004, 2008) therefore argues that the dynamics of power manifests 

itself in the relationship between individuals. In this relationship between two individuals (A 

and B), power is exercised when A is trying to impose on B: beliefs, knowledge, truths, 

interests, desires or specific behaviours that A necessarily wants B to adopt or to change, in a 

manner contrary to B‘s own interest. However B has the possibility to exercise power by 

resisting A‘s. Should B resist the power A holds over her/him, B would revert, destabilise 

and change the power relation to her/his advantage.  

In his research, Pimentel Bótas (2000, 2004, 2008) further states that power manifests 

itself in the relationships between individuals at the micro-level of education (e.g., at the 

classroom level between teacher and student). There it is exercised in dynamic ways, such 

that the boundaries between the powerful and powerless are not entirely explicitly delineated, 

but subtly manifested in sophisticated ways. He therefore concludes that the power relation 

between two parties is a relationship where their activities are restrained (dynamically) and 

restricted between the two parties. Because of these dynamic activities, their individual 

interests, strategies, and agendas are constantly reshaping themselves according to the 

mutative power characteristics of one part to the other. This endless battle for control over 

one party by another, originating in a conflict of interests, causes the pendulum of power to 

oscillate freely between both parties. The parties can be individuals, groups or sub-groups 

that comply or resist one another. Burbules (1986), drawing on work by Giddens (1979) and 

Poulantzas (1978), defines conceptions of power relations as a relation of power [that] binds 

and constrains the activities of both parties, and each party defines its purposes and range of 

alternatives partly in terms of ‗the other‘. He further states that in the power relation itself 

each party might gain a particular gratification from the negotiated balance between 

compliance and resistance.  

Accordingly, Pimentel Bótas (2000, 2004, 2008) defines four categories of power: 

domination, compliance, consent and resistance. These four categories are presented in Table 

51. 

 

Table 51 Categories of power (Pimentel Bótas 2000, 2004, 2008) 

 

Category Definition 

 
Consent 

 
Requires previous approval and responsibility for the decision from the party which is 
consenting 

 
Compliance 

 
Involves exchange: through economic, political and social incentives, or when the 
relationship involves active or tacit complicity: laziness, ignorance and apathy 
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Domination 

 
Involves physical and/or psychological strategies where the possibility of resistance does 
not exist 

 
Resistance 

 
Always implies a changing of strategies on the part of the one who is exercising power, as 
well as on the part of the one over whom power is being exercised 
 

 

In this dissertation, consent is thus seen as the idealised democratic relationship between 

human beings, provided it is reached by all parties on equal terms. Compliance is thought to 

be a grey area of power relations, because it involves bargaining/negotiating. When 

compliance is a result of an agreement, it is close to consent. When compliance is a result of 

an explicit or implicit threat, it is close to domination. Resistance, the more dynamic category 

of power relations, is characterised by the constant creation and re-creation of strategies on 

the part of the one who is exercising power, as well as on the part of the one over whom 

power is being exercised.  

According to Pimentel Bótas (2000, 2004, 2008), different tools or mechanisms exist 

through which individuals (in his work: teachers in higher education) can exercise power over 

others. He defines five of these mechanism or tools: authority, influence/manipulation, 

bargaining/negotiation, surveillance/supervisions and coercion. The five mechanisms/tools are 

defined in Table 52. 

 

Table 52 Mechanism/tools of power relations (Pimentel Bótas 2000, 2004, 2008) 

 

Mechanisms/tool Definition 

 
Authority 

 
Associated with privilege and knowledge and maintained by custom and tradition 

Influence/ 
manipulation 

 
Exercised when person A is making suggestions, giving advice, persuading and 
convincing person B to make some decision, to take some action, to join a group or to 
support a decision 

 
Bargaining/ 
negotiation 

 
Exercised when person A is negotiating with person B, in order to get B to do what A 
wants him or her to do 

 
Surveillance/ 
supervision 

 
Exercised when person A keeps person B under a constant close control by observing, 
supervising and monitoring carefully B’s attitudes, behaviour and etc. 

 
Coercion 

 
Exercised when person A is capable of punishing (physical/body) or threatening to 
punish person B (psyche/mind), with the intention of having B comply with A’s interests 

 

10.3 Method  

For this study, the data from the focus group interviews gathered in study II were used. The 

focus group interviews were performed with a total of 41 second-year students from seven 

Schools (see Chapter 7 for more details on the focus group interviews). All interviews were 

recorded and transcribed. The transcriptions were then analyzed by two researchers.  

The method used to analyze the data from the focus group interviews is in line with 

the one used by Burnard (1991) and Reed and Payton (1997). Accordingly, transcripts were 

entered in ATLAS.ti, codes were attached to the data, which could then be retrieved and 
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sorted. Subsequently, units of texts were categorised based on the content of the discussion in 

a particular section. Eventually, 11 categories were distinguished: 

 

 Demand-driven education  

 Demand-driven education and the curriculum  

 Impression management  

 The student as customer/consumer 

 Autonomy 

 Information 

o Quantity  

o Clarity 

o Content information 

o Information and vested interests 

o Objectivity 

o Information search behaviour 

o Information through internships  

 Career counsellor 

 Student decision making 

 Number of options 

 Students‘ choices 

 Engagement & Enjoyment  

 

The text units belonging to these categories were then analyzed, using the Consumption 

Values theory and a theory of Power Relations as analytical frameworks.  

10.4 Findings  

In the following, when findings of this study are presented, students‘ gender and School are 

mentioned. For Schools, abbreviations are used. The abbreviations used for the various 

Schools can be found in Table 53.  

 

Table 53 Abbreviations used for Schools 

 
School Abbreviation 

 
Management & Law SML 

Built Environment & Transport SBET 

Education SE 

Business & Economics SBE 

Health Care SHC 

Human Movement & Sports SHMS 

Information Sciences SIS 

Media SM 

Engineering & Design SED 

Social Work SSW 
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Demand-driven education 

 

The findings of sub-studies I showed that, in their student charters, the various Schools of 

Windesheim UAS state that demand-driven education enables students to make decisions 

about what (e.g., what minor, course module or internship), when (e.g., in the third or fourth 

year, in the first or second semester), how (e.g., individually or in groups) and where (e.g., at 

Windesheim UAS, at another higher education institute or at a private institute) their learning 

will occur.  

The findings of this study show that all of the participants appear to be very 

enthusiastic about the possibilities of demand-driven education, which is illustrated by the 

following examples. According to one female participant, in demand-driven education, 

 

You can just follow your own interests. Do what you think is useful and 

you know there are so many things that you can do. I mean, everyone is 

doing something different. All around you, people choose all kinds of 

different things. You can really make personal choices (SHMS). 

 

Another female participant explains that demand-driven education allows her, for various 

reasons, to exercise her choice. She remarked that: 

 

Some follow their interests; others choose something about which they 

want to learn more. I choose something because I like it or I think I will 

like it. That is the beauty of it, that you are free to make your own 

choice (SHMS). 

 

One male participant made clear that demand-driven education allows him to personalise his 

education based on his individual learning needs, instead of taking up the subjects which are 

preferred by teachers. He feels that: 

 

At our School those subjects in which teachers are specialised and 

which they are fanatic about dominate the curriculum, but if you 

exercise your choice, then you can say: I don‘t really want anything with 

Solutions, I want to do Construction. And, then, you can look for 

subjects relating to Construction. This allows you to really develop 

yourself and focus on your personal learning needs (SBET). 

 

In the examples above, one can see that students are very positive about the concept of 

demand-driven education. It appears that demand-driven education gives students a sense of 

empowerment by allowing them to exercise their authority through their choice of which 

course to take. Here, one can observe that demand-driven education can be seen as a 

mechanism that allows students to exercise their own choices and personalise their own 

education. This freedom seems to give them a sense of liberation from the rigidity of the 
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curriculum, which has for long been solely in the hands the hands of the academics (Barnett, 

2000). 

The examples further show that students experience a sense of empowerment as 

demand-driven education gives them authority to choose what, when, how and where their 

learning will occur. However, some of the participants are aware of the fact that their 

teachers‘ specialisation and passion for certain courses dominate much of the choices that are 

available to students. 

The choices of participants appear to be informed by emotional, functional and 

epistemic values. The first example illustrates that the consumption values underlying the 

student‘s choice can be epistemic and functional; the second example shows an emotional 

value underlying this student‘s choice whereas the third example demonstrates that, 

sometimes, whether emotional, epistemic, functional values or a combination of two or three 

of them underlie student choices can be unclear. The examples further illustrate that no social 

or conditional values seem to underlie any of the participants‘ perceptions of demand-driven 

education.  

Demand-driven education and the curriculum  

 

As described earlier, the various Schools of Windesheim UAS state that demand-driven 

education allows students to make decisions about their learning. However, in various cases, 

student choices appear to be restricted by the specific structure of the curricula and the order 

in which subjects are taught. A male participant observed that: 

 

For the second semester, you had to choose a particular minor because 

that minor was required for you to be able to do an internship. So, for the 

second semester your choice was made for you (SBET). 

 

Another male participant added that: 

 

In practice, you have very little choice, so my whole class took up the 

same minor. Only during the first semester of the fourth year will 

everyone be able to do their own thing. But until then it‘s all 

standardised. Everyone has to take up two minors, then everyone will 

have do an internship which will take up a whole year and after that you 

have one semester to do your own thing and then you already have your 

graduation project (SBET). 

 

Another male participant stated that: 

 

You are allowed to plan two and a half years of your study. But, with 

Traffic Engineering, there are two minors that you have to take in order 

to get your degree. So, that leaves you with only one semester for you to 

choose something yourself. There are however many limitations with 
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regard to this free choice, as you have to take into account when certain 

minors are provided and when you have to do you internship (SBET). 

 

One female participant stated that one has to complete the core curriculum, and having EC 

exemption can restrict one‘s choice. She mentions: 

 

Well, basically, I am not a student who races through her study. But, as I 

completed a related study, I have a 30 EC exemption, so to say. 

However, this leaves me with only one obligatory internship of 60 EC. 

So, I really have nothing to choose (SHC). 

 

One male participant explained that, as it turned out, he did not have any choice after all. He 

said: 

 

Through the information meetings I found out what certain minors were 

about. Based on this information I decided that I would do the minor 

Performance Management first. However, later I found out that there 

wasn‘t really another option, that this was the only option I could 

choose. So, I did choose something, but if it was an actual choice, I 

don‘t know (SIS). 

 

Another male participant reported that he and his fellow students did not really have to make 

a choice: 

 

And anyway, you don‘t really have to choose because if you don‘t 

choose, you are automatically enrolled in the minor Production 

Automatisation. You don‘t have to enrol or something, because if you 

don‘t choose anything else, you are enrolled automatically (SIS). 

 

One female participant remarked that: 

 

It is nice that the school defines and delimits your options, so, you don‘t 

have to go running throughout the whole university yourself (SEB). 

 

The examples above demonstrate that the majority of the participants seems to feel 

disempowered when the specific structure of the curriculum does not allow them to make 

certain choices. One can see that students feel that they are not able to exercise their authority 

as their school decides for them what and when learning will occur. However, a minority of 

the participants seems to feel comfortable having their choices curtailed by their schools and 

the university.  

To some extent, Windesheim UAS seems to be following the argument that choice in 

higher education cannot be absolute and has to be curtailed (Baldwin & James, 2000), to the 

benefit of the minority and to the detriment and frustration of the majority of students. In 

these examples, one can see that the power of the discourse of choice is being used to attract 
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students through the empowerment of ―endless possibilities‖. In reality, however, it curtails 

and dominates students‘ choices. When choice is curtailed and becomes standardised, people 

do not like to feel that they are getting simply standard treatment (Kaynama & Smith, 1999).  

According to Riesman (1980, 1998), institutions can have many reasons why they 

want to influence students‘ choices. He states that universities aim to influence student choice 

for their own sake, for the sake of their own survival, for the sake of the students themselves, 

for the sake of the curriculum and the discipline, for the sake of academic laziness and in 

some cases simply to respond to market forces and/or political pressures. It appears that 

academics perceive students‘ interests, curiosity and choices as a ‗threat – as childish thing to 

be put aside‘ or as ‗enthusiasms‘ which may encounter a skeptical response from many 

faculty members‘ (Riesman, 1980, 1998). 

In the examples presented above, one can observe that only conditional values underlie 

the above examples as there are certain conditions which, according to their schools, have to 

be present for students to choose what learning will occur and when. No emotional, functional 

or epistemic values or a combination of two or more of these values appear to underlie these 

examples, as the conditions set by their schools do not allow students to base their choices on 

one or several of these values. One can see that no social values seem to underlie these 

examples as conditions rather than individuals are what influence the choices of these 

students.  

 

Management of expectations  

 

Organisations, just as individuals, have identities that can be managed and controlled 

(Grayson & Schulman, 2000). According to institutional theorists such as Elsbach and Sutton 

(1992), organisations that face conflicting, inconsistent demands about what structures and 

practices they ought to use can maintain a legitimate identity by adopting designs that mask or 

distract attention from certain activities and practices. One way that organisations deal with 

these conflicting and inconsistent demands is by using impression management tactics. That 

is, they ―…portray structures and actions in ways intended to garner endorsement and 

support‖ (Elsbach & Sutton, 1992, p. 700). According to Elsbach and Sutton (1992), 

eventually it is up to the consumer to judge whether an institution has successfully portrayed 

or performed a particular social reality. 

Based on the outcomes of this study it can be concluded that students, in several cases, 

are very critical about the ‗social reality‘ they encountered and felt very disappointed when 

their schools did not live up to certain expectations or painted a far too pretty picture. One 

male participant remarked: 

 

That is how it was explained, like: ‗guys, we have a package for you and 

you can choose what you like and develop your own learning trajectory 

and create your own learning outcomes‘. But at some point you hear: 

‗oh, by the way, all of that is not actually possible‘. So, it sounds very 

appealing, but in reality, it‘s not (SBET). 
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One female respondent made clear that the way in which the curricula of other studies are 

structured creates problems for those who want to broaden their knowledge. She notes that: 

 

If you want to use a minor to learn a language, this must be approved by 

the school, but when it is approved, you then have to make sure that 

your starting level is at the level of those students that study this 

language. So, if you do not speak Italian and want to learn it, you have 

to study like crazy before you can even start with such a course. So, that 

just is not working (SofM). 

 

Another female participant claimed that: 

 

Demand-driven education is about you completely personalising your 

education and that just isn‘t what is actually happening. If you really 

want to do something different, then you have to put so much effort into 

it and have to arrange so many things yourself and you are sent from 

pillar to post, and half a year later you think: God!…And you are calling 

to know if there is any progress and that is really annoying (SBE). 

 

Yet another female participant observed that organisational difficulties prevent students from 

following their own plans: 

 

I thought about finishing my study sooner than planned. This required 

that I did a minor in the second semester and my career counsellor said 

to me ‗oh, that‘s really good: you should do that, you should arrange it, 

just come and have a meeting with me‘. But, after the meeting, it turned 

out that it wasn‘t possible due to organisational difficulties. So, these 

organisational difficulties have kept me from doing that (SHC). 

 

However, a male participant suggested that the restriction of student choice is also due to the 

fact that their school is relatively small and therefore must make do with what they have. He 

claimed that: 

 

Because there are so few students studying here, they can‘t provide that 

many options. So, there is a certain minor, which is only provided during 

the second semester. If you want to do that in the first semester, things 

just don‘t fit and it would take you half a year longer to finish your study 

(SBET). 

 

In the examples above, one can see that participants feel disappointed and dissatisfied as the 

portrayed social reality does not match the ‗performed social reality‘. As a consequence, these 

participants seem to feel disempowered, because they are not fully able to practice their 

authority and personalise their learning.  
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The examples presented above demonstrate that participants seem to feel 

disempowered when managers, career counsellors and/or the size of their school do not allow 

them to make certain choices. The examples show that the portrayal and performance of a 

particular ‗social reality‘ can be used as a means of controlling students‘ choices in demand-

driven education. Here, one can see that the power and the desire to control another‘s 

behaviour (Foucault, 1994) are being disguisedly exercised under the mask of 

―organisational/management constraints‖. One can observe that management and career 

counselling are being used by the university and its academics as a mechanism or tool to 

dominate students and to influence or manipulate and control their ―choices‖. This is in line 

with, for instance, Riesman (1980, 1998) who points out that universities, for many reasons, 

are seeking to influence students‘ choices in various ways.  

However, some participants managed to overcome the organisational or management 

constraints imposed onto them, and exercised their market and customer powers. A male 

participant described how sticking to one‘s guns can lead to ones‘ choice being granted. He 

says that: 

 

There were some guys who wanted to do constructive engineering and that was 

not really possible to do because there were too few applications, and most of 

them are now doing Civil Engineering because they had no choice. Oh!… Wait. 

There was this guy who wouldn‘t give in, who kept saying that he wanted to do 

constructive engineering and he is now doing this minor after all. So, it was 

possible in the end (SBET). 

 

Another male participant explained how far he and his fellow students were willing to go in 

order to get what they want. He described: 

 

I wanted to do Management and Estate. However, the minor Management was 

not going to be provided here. So, I made contact with Utrecht UAS and asked if 

there was a possibility to take up Management there, and the sixty others 

students also mentioned that they wanted to do management. And then I said: 

well let‘s all go to Utrecht UAS, if it is not provided to us here. And then, the 

school gave in and said ‗well, ok! We are going to provide this minor whether 

there are sufficient applicants. So, yeah! I just stick to my point of view (SBET). 

 

These examples make clear that demand-driven education can result in a form of ‗consumer 

empowerment‘. Through the concept of demand-driven, the power over the curriculum has 

shifted from ‗producers‘ to ‗consumers‘. Some students, like consumers, are searching for the 

products that they want and make use of their market power, and others are exercising 

‗pressure-power‘ over their institutions to comply with their desires. Apparently, these 

participants do not lack motivation and self-determination to make clear what they want and 

to demand that desires and choices are addressed.  

The examples further show that empowering students through the provision of choice 

can have a deep impact on the relationship between students and universities. Students who 
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want to exercise their power and choose in order to get the education that they want are 

confronted with a university that exercises power to control students‘ choices. 

Emotional, functional, epistemic and/or a combination of these values also appear to 

underlie these examples, as all examples make clear that students want to exercise their 

choices for their own reasons. However, eventually choices end up being shaped by 

conditional values, as the five first participants in this section had their choices curtailed by 

organisational or management constraints, and felt disappointed and misinformed when 

certain alternative routes could not be taken. One can observe that in the example of the last 

participant social values could be also shaping some of the choices of his sixty fellow 

students, as they exercise group pressure over their university in order to get what they want. 

 

The student as customer/consumer 

 

The data of the focus group interviews shows that when students are able to make decisions 

about their education they seem to perceive themselves as customers of higher education, who 

are paying for, and purchasing a product or good. Various participants compared their choice 

and decision making process about the content of their minors to the purchase of certain 

product or good. A male participant stated that: 

 

For instance, if you are buying a car, if you want to buy a Volkswagen, 

then you don‘t go and check out a Volvo. That‘s the same thing here. If 

you want to work with planes you don‘t go and look for subjects 

regarding ships (SED). 

 

Just as with the purchase of certain products/goods, participants want to know the ―ins and 

outs‖ of the item that they are about to choose. Another male participant mentioned: 

 

If I have the right information, then I am perfectly able to make these 

decisions myself. But, when I do not have the relevant information, I go 

and talk to teachers and career counsellors. I mean, I want to have 

information before I make a choice. I mean, I don‘t just buy a car. First, 

I want to know what it is capable of (SED). 

 

Another male participant said: 

 

Same thing as when I buy certain things, then I do check with others but 

still draw my own conclusions (SBET). 

 

Some participants were aware that they had ‗the power of the purse‘. This empowerment was 

clearly illustrated by a female participant in her following statement: 

 

You really have to go and tell them yourself, I am paying money for it, 

then, it will happen as I want it to (SBE). 
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These examples make clear that participants compared making decision about which course 

they will take up to the purchasing of certain products/goods, which reflects some analogies 

drawn by writers between buying a product/good and buying an education, such as ‗car‘  

(Carlson & Fleisher, 2002; Wallace, 1999), a ‗refrigerator‘ (Carlson & Fleisher, 2002) or a 

‗burger‘ (Ritzer, 1999), going to a ‗supermarket‘ (Naidoo & Jamieson, 2005; Ritzer, 1999) or 

dealing with a ‗bank‘ (Ritzer, 1999). In a similar way, students are very determined not to buy 

a pig in a poke when it comes down to their education. The examples above, in particular the 

last one, illustrate that the combination of paying for one‘s education and at the same time 

being able to influence and control the curriculum seems to have an emancipative and 

empowering effect on students. Students feel empowered as they feel that they have the 

authority to demand that their education is provided the way they want it. As one can observe, 

some students value this authority and control over their curriculum in order to ‗personalise‘ 

their education. 

The above examples show that whether students want to make use of their authority 

for emotional, functional or epistemic reasons or a combination of two or all of these is not 

completely clear. No social or conditional values appear to underlie these examples, as 

participants clearly want to choose certain options themselves and feel disappointed when 

their authority to make their personal choices is diminished and they cannot control their 

curriculum.  

 

Autonomy  

 

According to Deci and Ryan (1987), an ‗activity‘ can be seen as autonomous when there is an 

inner endorsement of one‘s actions, a sense of that they are emanating from one's self. 

Individuals who behave autonomously experience themselves as initiators of their own 

behaviour: they select desired outcomes and choose how to achieve these (Deci & Ryan, 

1987). Autonomous decisions are therefore thought to be characterised by feelings of self-

determination and the lack of pressure.  

The findings presented below show that when students are enabled to choose the 

content of their learning, they feel very strongly about the freedom that is provided to them. 

Various participants emphasised that how they will personalise the curriculum is their choice 

and therefore their decision to make. They therefore do not want any others influencing their 

decision, neither their parents nor teachers nor career counsellors. A female participant 

described: 

 

Well, yeah! That is personal, really personal. I talk about it with my 

parents, but in the end it is my own decision (SHC). 

 

A male participant explained why he feels he cannot involve his parents in his decision 

making process: 

 

I think it‘s very hard because education is different and there are so many 

new and different things. When you go and talk to your parents and say ‗I 
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am in this minor model and I have to choose a minor‘ then they don‘t have 

a clue and look at you as if you are crazy. So, I think discussing this with 

your parents is hard. Then, you have to explain them what a minor is and 

what you want to choose anyway. So, I think that you either have to decide 

it yourself or discuss it with your fellow students (SBET). 

 

A female participant mentioned that: 

 

I don‘t feel at all that a teacher should influence you (SofM). 

 

A male participant claimed: 

 

There is no way that my career counsellor is going to decide for me what I 

am going to do (SBET). 

 

Another male participant mentioned that: 

 

What you want, or what you can do, is for you to decide and that is what 

you should go for (SofM). 

 

A female participant indicated that it requires a venturous attitude to make the most out of a 

choice. She said: 

 

Well, I think that if someone is forcing you to choose something of 

which you think ‗well… ok…I‘ll try it‘, then, you are very wait-and-see. 

However, if it‘s your own choice, you really go for it (SofM). 

 

One male participant pointed out that making your own choices requires a fair amount of self-

knowledge. He claimed that: 

 

It‘s your own choice. You have to find what you like yourself. You can 

wait for the school to come up with: ‗would you like this‘, ‗would you like 

that?‘ But, of course, you have to have a certain notion of yourself and 

what you want with your study (SIS). 

 

These examples illustrate that participants feel very strongly about their ability to make 

autonomous decisions. Although participants do seem to value the opinion of other students, 

they emphasise that the final decision is theirs. Some participants strongly disapprove of 

significant others such as parents, teachers and counsellors, influencing their decisions.  

Students experience a strong sense of empowerment when they exercise their authority 

to make autonomous decisions. According to Deci et al. (1991), people feel self-determined 

and motivated when they are able to satisfy their need for autonomy. One can also see that 

students resist unwelcomed influence or influence from people with vested interests, such as 

parents, teachers and career counsellors. Deci et al. (1991) argue that when one is being 
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controlled by an external contingency, the individual sense of autonomy tends to diminish, 

decreasing the motivation to engage in the decision making process and/or forestalling 

internalised domination. The examples above indicate that participants‘ freedom to exercise 

their autonomy has a positive impact on their motivation to study and, as a consequence, it 

might also affect their academic achievement. 

The above examples also show that emotional, functional, epistemic and/or a 

combination of these values seem to underlie the autonomous decision making process of 

students, as they clearly want to base their choices on their own reasons. Which of these 

values underlie these examples is not exactly clear. One can however see that there is no 

possibility of social values underlying these examples.  

Although the second example in this section could indicate some form of influence 

through the discussion with fellow students, it is not clear whether the fellow students of this 

participant actually influenced his decision. The other examples clearly illustrate that 

participants strongly disapprove of others exerting influence on their decision making process. 

One can also note that no conditional values seem to underlie these examples, as this would 

leave no room for the student to make autonomous decisions. 

 

Information 

 

The outcomes of the focus group interviews indicate that ‗information‘ is the most important 

topic for all of the participants; it was discussed more than any other topic. From the 

discussions about information seven sub-themes could be derived. These are: 

 

 Quantity  

 Clarity  

 Content information  

 Information and vested interests  

 Objectivity 

 Information search behaviour  

 Information through internships  

 

The focus group interviews showed that students felt very strongly about informed decision 

making. Findings indicate that students operate carefully and deliberately and therefore feel 

very strongly about the quantity, clarity and objectivity of the information that is provided to 

them. This coincides with the findings of other studies (e.g., Punj & Staelin, 1983; Schiffman 

& Kanuk, 2004) which showed that information is seen as more important when decisions for 

which it is used are also seen as significant.   

In general, four sources of information used by consumers to find information about a 

certain product or service are studied: media, individuals, sellers and personal hands-on 

experience (see Beatty & Smith, 1987). In Table 54, these sources are exemplified through 

both general examples and examples from the higher education context.  
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Table 54 Sources of information  

 

 

 

Quantity of provided information 

 

Except for the SHMS participants, most of the participants were rather critical about the 

amount of information that was provided to them. The majority of the participants did not feel 

they had sufficient insight in what minors, modules or courses they could choose and that 

content information was rather limited. The examples below illustrate their feelings. A female 

participant for instance stated:  

 

I did get a good overview but I would like more content information 

(SHC). 

 

A male student argued:  

 

I think if it is known to them than they should provide a lot more 

information than they do. That is what is lacking at the moment (SED). 

 

These examples illustrate that the lack of information limits the overview students have of the 

options from which they can choose and, at the same time, disempowers them by preventing 

them from making informed choices. Here, one can see that withholding information can be 

used to influence and manipulate students‘ choices. Some participants however declared that 

they were satisfied with the amount of the information received through booklets and 

brochures. One of the SHMS participants said:  

 

The booklets provide clear and sufficient information about the various 

options… Weeks in advance you get an email about what you have to do 

to enrol and so on (SHMS). 

 

This quote summarises the views of most SHMS participants. Additionally, one male SofM 

participant reported:  

 

Type 
(Beatty & Smith, 1987) 

Example 
(Beatty & Smith, 1987) 

Examples from 
higher education context 

Media 
 

 
magazines, newspaper, television, 

radio 
brochures, booklets, internet, 

information meetings 
 
 

Individuals 
 

friends, salespeople, experts 
 

 
 

teachers, counsellors, fellow students 
 

Sellers stores, catalogues institutions, teachers, 
 

personal hands-on 
experience product trial experiences of fellow students 
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You get information brochures everywhere. You are literally buried in 

them, but I think that is a good thing (SofM). 

 

In the examples above, one can see that some students perceive the information provided in 

the booklets and brochures (i.e., information through media) as sufficient. Sufficient 

information empowers students to exert influence over their curriculum, as information plays 

a role in ensuring that students‘ choices are the ‗correct ones‘ (McCulloch, 2009).  

In all of the examples above, the consumption values underlying the views of these 

students can be emotional, functional or epistemic, or a combination of two or three of them. 

We exclude social and conditional values because these values do not require information.  

 

Clarity of provided information 

 

The great majority of the participants make clear that the information provided to them 

through brochures, booklets, and information meetings, often lacks clarity. Two female SHC 

participants, for instance, stated:  

 

There is a lot of printed information but any structure and clarity is hard to find 

(SHC).  

 

And: 

 

You see, there is a lot of information which you can get your hands on but the 

overall structure is really, really lacking (SHC).  

 

Some participants were unclear on what they could choose. A male participant stated:  

 

I know we can choose from certain minors, but from the start it wasn‘t quite 

clear which options you could choose from (SBET).  

 

For others, preconditions to take up particular modules were unclear. According to this male 

participant:  

 

A lot of documents which contained information on minors were not up to date, 

there were subjects in them which weren‘t taught, there were subjects in there 

which weren‘t obligatory but it turned out that they were (...) so this raised a lot 

of questions (SBET). 

 

According to the following male participants, sometimes even where a certain minor would 

be provided, or by whom, was not clear:  
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Well you know, this option has only just flashed by in a presentation but I hardly 

knew anything about it. Just think about it, I don‘t even know if it is provided in 

Zwolle or in Amsterdam (SofM). 

 

And: 

 

Yeah, well, I think that when it comes to what other Schools are offering… they 

say, well, this is offered and that is offered but they don‘t even know by what 

School. (…)We get a brochure on minors. It is about all the minors that are 

offered but it does not say when it is offered or by whom and then I think to 

myself that that information in particular is so vital for you to develop your own 

educational path-way (SBET). 

 

Some participants, such as this male participant, also mentioned that much seemed unclear for 

staff members as well:  

 

There are a lot of teachers that don‘t know the system at all. (…) I experienced 

that a lot. I mean they teach so they more or less have to know how things work 

around here (SIS). 

 

The above examples demonstrate that, for various reasons, the information that is provided to 

students during information meetings and through booklets and brochures (i.e., information 

through media) seems to lack clarity. Although this might be attributed to students' inability to 

understand the information that is provided to them, it is striking that the great majority of all 

the participants are critical about the clarity of information that is provided to them.  

The lack of clear information can be seen as a form of power used by the various 

institutions to control students. The less students know about what education they can choose, 

where it is provided, when and by whom, the less influence they can exercise over the 

curriculum.  

In the examples above, the consumption values underlying students´ experiences 

appear to be either emotional, functional or epistemic, or a combination of two or three of 

them. We exclude social and conditional values because these values do not require for a 

student to have clear information.  

 

Content information  

 

Through the focus group interviews we learned that nearly all of the participants feel that 

much of the information that is provided to them lacks both clarity and depth. A male 

participant remarked:  

 

It [the information that is provided to him] could be a lot more detailed you 

know, more about content, what exactly a subject would be about. Because all 

you get are these little bits and pieces (SBET).  
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The same goes for all of the SED participants, who agreed with the following statement of a 

male participant: 

  

A lot of information is provided about minors and about the structure of the 

following years but information about content is very poor (SED). 

 

A male participant from the SIS remarked:  

 

Just before the minor starts, you learn this and that is going to happen. I have 

learned that these and these minors are provided, but I haven‘t heard, for 

instance, about the content of the minors which you can choose later on (SIS). 

 

Participants appeared to have various reasons why they felt that they require clear and precise 

content information. There were some who wanted to know whether the content would fit 

their interests. A male participant stated:  

 

What was very unhelpful was that it wasn‘t really clear what some courses were 

about (…) it was rather vague what subjects would be taught. I want to know 

what the content will be to know if it will be interesting for me (SBET).  

 

Others, such as this female participant, wanted to learn something new:  

 

I feel that the information on minors is very superficial; they say that these 

subjects will be provided but they won‘t address the exact content of these 

minors. And then you feel like ‗hello!‘ I am doing Marketing again (SBE).  

 

Then there are some that wanted to do something they like. A male participant belonging to 

this group, for instance, stated: 

 

I know more or less what I want but I don‘t know what exactly goes with that. 

I‘m not sure since I don‘t know what the exact content of the course will be, 

what subjects will be taught, et cetera (SED).  

 

Only one, female, participant was positive about the clarity of the content information:  

 

In general I think it is rather clear because we got this booklet and two months 

before that, there was a PowerPoint presentation during a career counselling 

meeting and I thought that they painted a rather clear picture (SofM). 

 

However, a fellow male SofM participant responded: 

 

I think it is rather clear what options you can choose from, but much is unclear 

about the content of what will be provided (SofM).  
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From the above examples one can conclude that although students seem to be very much in 

need of content information, this is not sufficiently provided to them. As students are reliant 

on content information to make decisions, the lack of content information seems to have a 

disempowering effect on students and hinders them when they want to personalise their 

education. It appears that the lack of content information enables institutions to control the 

choices of their students.   

The examples presented here also make clear that emotional, functional or epistemic, 

or a combination of two or three of these values seem to underlie the need for clear and 

precise content information. Content information is strongly desired to find something they 

like (emotional), something they think is useful (functional) or something new (epistemic). 

Social and conditional values do not appear to underlie these examples as these values do not 

require content information. 

 

Information and vested interests  

 

The outcomes of the focus group interviews indicate that many participants feel that their 

institutions have a vested interest in that they want their students to choose education that is 

provided by their own institution. In the interviews, students often mentioned that they felt 

that their institution aimed to direct them to undertake particular education. A male participant 

stated: 

 

To do a minor at another School is a possibility but you are not really 

stimulated to do that; it is not really promoted like you can do this or that. It‘s 

more like there is this option and when you go to them because you want to 

choose that option and they see it as sufficient then you can do that, but it‘s not 

really… it seems that they try to keep you in this School…that you stick to what 

they offer (SHMS).  

 

Another female participant remarked  

 

They advise you to take up an extra minor from your own School (SHC). 

 

Some participants, such as this male participant, felt that they only got the information the 

institution wanted them to have:  

 

Most of the time, we were only offered information about the minors of the 

School of Business and Economics (SBE).  

 

Others, such as the following two male participants, even felt that information was held back  

 

But no information about options provided by other Schools and stuff…we 

didn‘t hear anything about that. Only about our own study (SED). 
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And:  

 

It [information on minors from other Schools] is kept under the hat (SBET). 

 

Although participants felt that information was held back, they sometimes encountered a kind 

of ‗institutional slip of the tongue‘. A male participant stated:  

 

But .... eh... I have a good example, we had this lecture and during this lecture 

we saw a slide with all sorts of minors (...) and then all of a sudden we read 

about a minor of which we had never heard before that was eh... Water 

Management. We only knew a minor on management. So we asked how that 

was possible. And yeah it was said that this is because this concept is new. But 

yeah... we just happened to learn this by coincidence (SBET). 

 

These examples illustrate that students feel that their institutions have certain vested interests, 

as they aim for students to take up education at their own institution. Consequently, students 

feel that they are advised accordingly, and information on options which are offered outside 

students‘ own institution is hardly provided. By doing so, the institution disempowers its 

students.  

The exact values that underlie these examples are not clear. However emotional, 

epistemic, functional values or a combination of two or three of these appear to underlie these 

particular experiences. Conditional and social values do not seem to be underlying any of the 

participants‘ views as students seem to feel that they do not want their institution to influence 

their choices through advice or the withholding of information.  

 

Objective information  

 

As stated earlier, participants sometimes felt that their institutions were holding back 

information on certain options. Related to this issue is the fact that participants also felt that 

the information that was provided to them lacked a certain degree of objectivity:  

 

A female participant noticed: 

 

They listen to you and there are some things you can add, but eventually they 

will reach the conclusion that the years of experience they have allows them to 

say: ‗Hold it guys, we know what is good for you.‘ (SHC). 

 

A male participant explained:  

 

I think the information gatherings are rather subjective. When you go to such a 

gathering you will find one person presenting how wonderful this and that will 

be (SBE). 
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Participants felt that at information meetings, teachers were preaching to the choir. A female 

participant argued: 

 

And the teacher who developed it is of course really into his own work, so of 

course he will be positive about it (SBE). 

 

Another male participant observed:  

 

Most of the information you receive is from the teacher who is responsible for 

this particular minor. I do not think that is correct. I think it would be better if 

the School would just say ‗this is what we offer‘ and provide objective 

information about that (SBE). 

 

As students often are aware of the fact that information is biased, they often preferred to get 

information from fellow students or seniors. They felt that, as these fellow or senior students 

have no vested interests, the information they provide would be more reliable. A male 

participant therefore argued:  

 

If I hear that a whole class who did a certain course says that nothing has 

changed from a year before, that the structure is all wrong and you don‘t learn 

anything and that you can better do it another time, then I go and do something 

else first. After that, I might choose something else because when I hear a lot of 

people saying that a lot is wrong then I will alter my judgment and rather not do 

it (SIS). 

 

These findings lead to the conclusion that participants often feel that the information provided 

to them (in particular provided by individuals and so-called ‗sellers‘ of minors, courses or 

modules) lacks objectivity. Staff members providing information to students are regarded as 

preaching to the choir. By doing so, they seem to disempower students who feel forced 

towards certain choices.  

The above examples also seem to indicate that either emotional, epistemic, functional 

values or a combination of two or three of these underlie these particular experiences, as 

students make clear that they desire objective information to make their own choices. 

However, although students feel very strongly about objective information, they do feel that 

that they should take into account the experiences and opinions of fellow students (i.e., 

personal hands-on experience). The last example shows that social values could underlie some 

of the above examples as well as opinions of fellow students clearly do matter. Conditional 

values do not seem to underlie the above examples.  
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Information search behaviour  

 

Information search behaviour of consumers can either encompass internal information search 

and external information search (e.g., DeSarbo & Choi, 1999). According to Peterson and 

Merino (2003) internal information search involves memory and occurs prior to external 

information search. External information search on the other hand refers to everything but 

memory when searching for information. 

Peterson and Merino (2003) argue that although internal and external information 

search behaviours are conceptually distinct, in reality they are related, as external information 

search is dependent on memory and the overall information search process is iterative. They 

note that unless a consumer is a complete tabula rasa, memory must somehow be involved in 

any information search and, by necessity, must be the starting point for any information 

search (e.g., Bettman, 1979).  

The findings of this study indicate that most students display external information 

search behaviour. One male participant stated:  

 

Concerning this minor Entrepreneurship (…) you heard nothing about 

that…you really had to find out yourself by whom it was provided and when 

(SBET).  

 

Another male participant pointed out that it requires much effort to find out what other 

Schools are offering:  

 

I think that you have to go after that information yourself because the best thing 

for the School is that everyone (...) stays in this School, that is less of an effort. 

So therefore they do not promote things that other Schools provide. If you want 

that information you have to go and look for it yourself. I think that is what 

demand-driven education is about, showing initiative (SED).  

 

The same feeling was voiced by two female participants from other Schools: 

 

But yeah, I wanted to go to a country with which Windeheim does not have a 

partnership and then they go like ‗that‘s fine by us but you‘ll have to arrange all 

of it yourself‘. No help is provided by the School (SBE). 

 

And:  

 

I think if you want to do things they are not used to, you just have to invest a 

lot, put a lot of effort into that (SHC). 

 

The above examples show that students, in most cases, seem to display external information 

search behaviour. They feel they have to put in effort and show persistence, in particular when 

they are striving to find information about education which is not provided by their own 
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institution. The lack of information on options from other universities seems to indicate some 

form of control of institutions over their students. 

Emotional, epistemic, functional values or a combination of two or three of these also 

appear to underlie these particular examples. The fact that students in most cases seem to 

display external information search behaviour could indicate that in particular epistemic 

values underlie student information search behaviour. However, emotional or functional 

values could also underlie the above examples. Conditional values do not seem to be 

underlining any of the participants‘ experiences, as this does not require students to search for 

information.  

 

Information through internships  

 

One source through which students are able to get information about the knowledge and 

competencies that are required in their future profession and their personal likings and 

dislikings, are internships. Various participants stated that internships provided them 

information which helped them to make their choices. One female participant reported about 

his internship  

 

Well that‘s the real deal, that‘s where you go and find out what you like or 

dislike (SHC). 

 

Other participants underlined that internships help to develop knowledge about their later 

profession and about praxis in general through which ―…it becomes easier to make a choice‖ 

(SofM). Accordingly one participant male stated about the benefits of an internship:  

 

 That you know what you are choosing, because you learned about it in practice 

(SIS).  

 

A fellow male participant felt even stronger about the value of internships  

 

If you have never done anything at a company, then I don‘t think you can 

develop a good image of what is going on there (SIS). 

 

From the above, we conclude that internships provide students insight in work practice, which 

helps them to make better choices as they become more aware of their own preferences and 

the competencies that are required in their future profession. It thus seems that internships 

empower students as they accumulate more information through individuals and personal 

hands-on experience, which helps them to make better informed choices.  

Either emotional, epistemic, functional values or a combination of two or three of 

these appear to underlie these particular experiences. Through internships, students learn what 

they like or dislike (emotional), what they know little about (epistemic) and what 

competencies and knowledge are required in their future profession (functional). Given the 

fact that during their traineeship students encounter various (experienced) colleagues, we 
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expect social values to play a role as well as we anticipate that professionals will in one way 

or the other influence students‘ choices. We do not expect conditional values to be underlying 

any of the participants‘ experiences.  

 

Student decision making  

 

As stated earlier, rational (-economic) or classical models of decision making assume that the 

individual decision-maker utilises a search process to maximise his ‗pay-off‘. This search 

process proceeds in a planned, orderly and consistent fashion. Over the years various scholars 

have become disenchanted with individuals‘ ability to make rational decisions. Recent 

research showed that individuals‘ decision are often far more influenced by habits (Aarts & 

Dijksterhuis, 2000), affective emotions (Slovic et al., 2002) and moral sentiments (Ketelaar & 

Au, 2003) to name a few. 

However, our findings seem to indicate that nearly all of the participants display 

rational decision making behaviour. For one thing, students seem to commence their decision 

making process by extracting a subset of options from the total number of options that are 

provided to them:  

 

First I read about the minors, what they were about, what that meant, which I 

could actually choose and then I took a subset of the most interesting ones (…) 

I used this information to orient myself, investigate if certain options relate to 

what I want to do in the future. Eventually I have chosen a minor on 

Entrepreneurship, which covers some management but also how to set up your 

own business‖ (SBET).  

 

Another male participant stated:  

 

You pursue your own interests, so you don‘t give much notice to many of the 

150 or 130 options, to those which do not relate to your interest in any way 

(SED). 

 

It seems that after having selected a subset of potential options, most students engage in a 

more thorough investigation of this subset. A male participant for instance stated:  

 

I chose this minor because of the subjects that were taught in it. I really took 

into account the subjects I had taken up before, looked at what topics would 

return, thought ‗that‘s interesting‘ (SBET). 

 

And a female participant argued:  

 

I really want to do Media Productions but I wasn‘t even sure what exactly it 

was about… so I have to do a bit of research, ask others (SofM). 
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Other participants, like this male participant, also take into account the views of fellow 

students: 

 

That‘s more or less the same for me… I know what I want… in any case I don‘t 

want to do be in export and I don‘t want to be in an office (…) So that‘s the 

way I looked at things, and I have also looked at what the others were doing and 

why they wanted to do that. And I talked to others to be sure that I didn‘t 

overlook certain options (SBET). 

 

Based on the above examples, one can conclude that students‘ decision making seems to 

encompass various elements of classical rational decision making. Besides basing their 

decisions on various kind of information, students consider a subset of behavioural 

alternatives, the possible future state of affairs or outcomes of choice, and the pay-off 

function, representing the value or utility placed upon each of the possible outcomes of choice 

which form elements of classical rational decision making (see Simon, 1955). This form of 

rational decision making strongly appears to enable students to systematically approach their 

decisions and, by doing so, use their authority to arrive at the choice they think is best for 

them.  

Emotional, epistemic, functional or a combination of two or three of these values also 

strongly appears to underlie the above examples. It seems most likely that students use a 

rational approach to choose the option they like the most, find most interesting or expect to be 

most usable. We do not expect social or conditional values to underlie these examples, as 

these values do not require a rational approach to decision making.  

 

Number of options 

 

In their research on decision making, Iyengar and Lepper (2000) found that when the number 

of options rises and choosing becomes more important and personal, the process of choosing 

is seen as less desirable, difficult and sometimes even frustrating. Accordingly Schwartz 

(2004, p. 75) found that a wealthy number of options can turn individuals from rational 

‗choosers‘ into ‗pickers‘. From ―…someone who thinks actively about the possibilities before 

making a decision‖ into someone who does none of the above things but just grabs 

‗something‘ and hopes for the best.  

The findings of the focus group interviews show that participants do not seem be 

hindered by a wealthy number of options. Most participants seemed to feel that having more 

options means a better chance of finding the option that really suits them. A male participant 

for instance stated:  

 

I don‘t mind that there are a lot. That‘s nice, than you can really broaden 

your perspective and find something that fits you (SofM). 
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Another male participant stated:  

 

The more options, the better your choice will be (SBE). 

 

According to a female participant, a large number of options to choose from is beneficial to 

those students who have not yet made up their mind:  

 

I think that if you don‘t know what you want, having 3000 minors to 

choose from is quite convenient, because that you can have a look at all 

possibilities. This will make you choice easier. If you don‘t know what 

you want than a lot of choice is good (…) It helps you to find your way. 

If you can only choose from 10 minors, then you don‘t really have a 

choice. If there are 3000 options, you have a real choice (SBET). 

 

What can be seen as a fair number of options is debatable. However, we found that as long as 

participants could choose from what they see as a reasonable number of different options, 

they were quite satisfied with the number of options that was provided to them. A female 

participant argued: 

 

There is much, but not too much choice. It is a nice number of options 

from which you can choose. There is a lot of variety. They are not the 

same, there is a lot of difference between options (SHMS).  

 

A male participant stated: 

 

I am quite satisfied with what is offered. I had plenty of choice and I 

didn‘t have the feeling that I was missing something (SBE).  

 

Although it is not always clear what is seen as a sufficient number of options, the following 

reaction from a male participant shows that two options is seen as very little  

 

With Mechanical Engineering there are only offered two minors. But 

yeah… maybe that isn‘t enough choice (SED). 

 

A fellow male participant remarked:  

 

We now have three options. If you provide less than three, your choice 

will be even more constricted (…) In that case, your School is 

eventually deciding what you should do (SED). 

 

In the examples presented, here one can see that students seem to prefer a large number of 

options over a small number of options. A large number of options better enables students to 

find the option that really suits their needs. From this, one must conclude that a wealthy 

number of options seems to result in a sense of empowerment. The last example illustrates 
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that having few options results in a feeling of disempowerment, as students do not seem to 

feel that they can actually exert influence.  

Again, what values underlie these examples is not exactly clear. However emotional, 

epistemic, functional values or a combination of two or three of these appear to be involved. 

Although social values could play a role, this seems rather unlikely as this would not 

necessarily require a large number of options. Conditional values also do not seem to be 

underlying any of the participants‘ experiences, as these do not allow for any options to 

choose from. 

 

Academic career counsellor  

 

Within Universities of Applied Sciences an important goal of student career counselling is to 

help students make decisions about their education (Cornelissen, 2008). Students‘ career 

counsellors should help students to find their own answers and solutions. Accordingly, career 

counsellors are involved in the decision making process of students.  

Although academic career counsellors are generally staff members, this did not turn 

out to be the case at the School of Information Sciences. A male participant stated:  

 

Our academic career counsellor was a senior student from another study 

programme. Computer Sciences hardly has any staff and therefore there are no 

supervisors, who themselves have done Computer Sciences. This guy knew 

nothing and could tell us hardly anything. So he didn‘t have any added value. 

(SIS). 

 

Findings further indicate that overall, participants were not all too satisfied with their career 

counsellors. A male participant for instance stated: 

 

It is unclear when there will be a new meeting with my career counsellor 

(SofM). 

 

A female participant stated:  

 

 Last year didn‘t really get much out of the contact with my career counsellor because 

we didn‘t have any meetings at all (SofM). 

 

Other students were dissatisfied with the added value of their career counsellors in the 

decision making process. A male participant stated: 

 

During career counselling, we talked a little bit about what do you want to 

choose, what are you doing and stuff like that. But I did not exactly feel I got 

something out of that. (SIS). 

 



10 Student Decision Making in Demand-driven education: Values and Power 

 

192 

 

There are, however, some exceptions. A female participant was rather satisfied as her career 

counsellor was very approachable:  

 

When there is something the matter, when you call them or send them an e-

mail, they get back to you very quickly (SHC). 

 

Another positive reaction from a male participant however made clear that, although 

counsellors appear to be supportive, they also steer students‘ choices:  

 

Our academic career counsellor, Mr. O. organised an information meeting, 

and uh, that one was quite good because then you got a clear picture. He told 

us about what you could and could not choose, and there it became clear that 

the Minor Management could not be chosen by Civil engineering students. 

However, later I heard that that wasn‘t really the case (SED).  

 

The other students also appear to have had similar experiences. A female respondent made 

clear that she felt that she is often not heard by her career counsellor:  

 

Very often they come up with certain options themselves and then you 

sometimes feel like… I have an opinion too, I have an option in mind as well, 

what do you think about that one? (SHC).  

 

Various participants emphasised that they would prefer their career counsellor to ‗merely‘ 

provide them information rather than give them advice. A male participant for instance stated:  

 

She [the career counsellor] can give you information but I don‘t have to eh… 

don‘t have to discuss with her what it is I must choose (SofM). 

 

Fellow female and male SofM participants remarked:  

 

There is no way that she will have influence over my choice. However, she 

can help me to arrive at that choice (SofM). 

 

And:  

 

So if you think you want to choose from three minors, then she does not have 

to explain about others because that's not the point. Rather, she must ask the 

right questions so I can choose. Sure I do it myself but she can offer a helping 

hand (SofM). 

 

The above examples show that although participants are in most cases satisfied with their 

career counsellor, they would prefer that their career counsellor (whether this is a staff 

member or a student) would ‗merely‘ assist them during their decision making process (for 

instance by providing them information) rather than advise them. This seems to indicate that 
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regardless of who is counselling, students don‘t want to give up their authority to make 

decisions, as they do not want to share the power that is provided to them. 

The values that underlie these examples are not exactly clear. However,  emotional, 

epistemic, functional or a combination of two or three of these values underlie these particular 

experiences, as students want to make their own choice for their own reasons rather than 

choosing something because it is advised or required. Therefore it appears that social and 

conditional values do not seem to be underlying any of the participants‘ experiences. 

 

Students’ choices 

 

As described earlier, Stafford (1994) used the Theory of Consumption Values (Sheth, 

Newman and Gross, 1991) to understand students‘ course choice. Using the five consumption 

values, Stafford (1994) was able to predict up to 100% correctly whether students belonged to 

the group that chose to do a certain course. He found that, in particular, epistemic and 

conditional values proved to be significant predictors of student choice behaviour. 

The findings of the present study, however, indicate that in most cases emotional, 

epistemic, functional values or a combination of two or all of these values underlie students 

choice behaviour. This becomes clear in the following examples of three female participants 

who show that epistemic values, or a combination of emotional and epistemic values, seemed 

to be leading their choices: 

 

How interesting something is… that‘s the first precondition (SHC). 

 

 

I have chosen that for the reason that I thought it would be really great and 

interesting (SHMS). 

 

And:  

I think it‘s a combination of your personal choice and the education you already 

had. But I do think you should be open to new experiences (SofM). 

 

In some cases, students made their choices based on emotional, epistemic and functional 

reasons, as illustrated by the reaction of this male participant: 

 

I think primarily you look at what you think is interesting and fun, and you take 

into account your future profession only if you are aware of what you want to 

do later on. I don‘t really know, like completely know what I want to become so 

I can‘t really relate to that (SIS). 

 

Some participants, such as this male and female participant, chose for emotional reasons: 

 

I take into account what I like. You never know what you will be doing later 

(SED). 
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And: 

 

You mainly choose for now (…) If you like it, you just do it, very simple 

(SBE). 

 

Some participants, such as the following three male participants, took their future into account 

and chose for functional, emotional and/or epistemic reasons:  

 

It is something you will use in your later profession, but it has to be something 

you find interesting because you have to be willing to make the most of it 

(SBE).  

 

And:  

 

My choice is based on what I like, what fits me. But what counted most of all 

was that the minor that I chose would get me certain diplomas (…) this would 

improve my c.v. (SBE).  

 

And: 

 

You take into consideration your future, but it has to something you find 

interesting because you must want to really go for it (SED).  

 

The examples presented above seem to indicate that when students have the authority to make 

decisions about what education will be provided to them, their choices are based on either 

emotional, epistemic or functional values or a combination of two or all of them.  

No examples could be found of cases where students had the authority to decide what 

learning would occur and would base their decision on either social or conditional values or a 

combination of these. However, as stated earlier, cases could be found in which certain 

conditions (such as the structure of the curriculum) forced students to make certain choices, 

whereas we also found certain staff members striving to influence decision by promoting 

certain options over others.  

 

Engagement & Enjoyment 

 

Fincham, Hokoda, and Sanders (1989), Furrer and Skinner (2003), Harter and Connell (1984), 

Reeve, Jang, Hardre, and Omura (2002), and Reeve, Jang, Carrell, Jeon, & Barch (2004), state 

that the concept of engagement is a broad construct that reflects a person‘s enthusiastic 

participation in a task and subsumes many interrelated expressions of motivation, such as 

intrinsically motivated behaviour, self-determined extrinsic motivation, work orientation, and 

mastery motivation. Reeve et al. (2004) argue that engagement manifests itself through a 

person‘s active involvement, such as effort and positive emotion, or through a person‘s voice 

and initiative in trying to take personal responsibility for their behaviour.  
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The findings of this study show that students are very positive about the fact that they 

can choose the education they really desire. They strongly emphasised that they felt more 

motivated and more engaged when they were able to choose their education. One participant 

mentioned that she really preferred this form of education over other forms of education: 

 

I agree with that [that you will be very engaged when you take up the 

education you really desire]. Like… in secondary education you get all 

kinds of subjects thrown at you which you don‘t really want to take. 

Here, you take up a study and you can already focus a bit more. You still 

get subjects on politics and economy which might not interest you. But 

at least you can focus more, make it more and more personal (SofM). 

 

Another male participant stated:  

 

Well, you know, I feel that when I make a conscious decision about 

something then I am really going for it. If someone tells me ‗it‘s better if 

you do this‘, I would think well screw you... Now I have something I 

really, really want to put effort into (SBET). 

 

A fellow male SBET participant noted:  

 

Now I feel like… this is what I want, I am all into it... when you have a 

certain goal in mind then it is marvellous to be able to choose certain 

subjects which will help you to achieve your goal. That you are really 

ready to go out there. (SBET). 

 

Another participant illustrated that when students are enabled to choose what, when and 

where learning will occur they are very engaged and willing to ‗walk the extra mile‘: 

 

I have taken up a school course and I have also taken up a course in 

sports massaging, which I do outside school. It is not provided by our 

school but it is acknowledged (…) and you get EC‘s for that. I am 

organising a summer camp and that also gets me EC‘s. That is in the 

back of the brochure. I also provide swimming lessons outside of school, 

at a swimming school, and that gets me EC‘s as well (SHMS). 

 

In the examples presented above, one can see that students appear to be very motivated and 

engaged with the education they can choose. Contrary to McArdle-Clinton (2008) arguments 

that ―the commodification of education distorts the ideal of an education which energises and 

enthuses the individual‖ (p. 197) and that ―there is no perceived engagement with learning for 

its own sake, with learning as a means of self-improvement or a means of enlarging their 

understanding of the world‖ (p. 156), the participants in our research were very motivated, 

engaged and enthusiastic about their learning because they could personalise their curriculum. 

From this, we conclude that when students are empowered to make decisions about their 
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education, this seems to exert a positive influence on students‘ motivation, engagement and 

enthusiasm about learning. 

The values that underlie these examples are not completely clear. However, emotional, 

epistemic, and functional values or a combination of two or three of these appear to underlie 

these particular experiences. Conditional and social values do not seem to be underlying any 

of the participants‘ experiences, as these do not allow students to choose the options they 

really desire.  

 

10.5 Conclusion  

The foregoing analysis leads to the conclusion that epistemic, emotional, and functional 

values, or a combination of two or all of these values, lead student decision making in 

demand-driven education. Only in a very few cases do social values appear to play a role in 

student decision making in demand-driven education. In none of the cases do conditional 

values appear to be leading. These findings indicate that when students are able to personalise 

the curriculum through choice, in nearly all cases, they choose a minor, course, module or 

internship because they see it as either new and/or interesting (epistemological), because they 

think they will like it or because it matches their interests (emotional) or because they think 

this will be beneficial for their future career or in their future job (functional) 

We can further conclude that when students are able to make decisions about the 

curriculum, this creates a strong sense of control, authority and empowerment. The examples 

presented in this chapter make clear that in demand-driven education the power over the 

curriculum has shifted from ‗producers‘ to ‗consumers‘ of higher education. Findings, 

however, show that this shift in power is far from self-evident as various examples make clear 

that decision making in demand-driven education often involves struggles for power between 

students and staff members. Staff members, in particular, exercise power through (the 

withholding of) certain information and the promotion of certain options over others. It 

appears that staff members use their authority to influence students by giving certain advice 

and persuade or convince students to take up a certain minor, module, course or internship. 

Consequently, domination as well as resistance are both evident.   

These findings are in line with Foucault (1980a), who relates power and knowledge. 

According to Foucault, the connection between power and knowledge forms a vicious cycle: 

the more power, the more knowledge; the more knowledge, the more power. This can be 

clearly witnessed in the above examples, which make clear that information empowers either 

students or staff members. For all of the participants, getting the right information is therefore 

seen as extremely important, as this gives them a feeling of empowerment and autonomy. 

Students therefore desire information, demand it, search for it and feel very strongly about the 

ability to make informed decisions.  
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11. In Conclusion  
 

This study aimed to develop an understanding of the practice of demand-driven education at a 

Dutch UAS, focusing in particular on the student decision making process. The study further 

aimed to understand the nature of demand-driven education and explain why the concept of 

demand-driven education has, over the past two decades, been adopted by so many UASs.  

In order to accomplish this, the concept demand-driven education was reflected upon 

from an educational (Chapter 3), a historical (Chapter 4) and a sociological perspective 

(Chapter 5) as well as that a case study was performed. This case study investigated 

institutional and individual perceptions of demand-driven at Windesheim UAS (Chapter 6), 

students‘ experiences with demand-driven education (Chapter 7) and student decision making 

in demand-driven education at Windesheim UAS (Chapter 8, 9 & 10). By doing so, this 

dissertation has aimed to answer the following questions: 

 

 How can (the move towards) demand-driven education be understood from a 

historical, societal and educational perspective?  

 

 How is the concept of demand-driven education perceived and practiced at a Dutch 

UAS? 

  

 What features characterise student decision making in demand-driven education?  

 

In the following, the three research questions presented will be used to discuss the findings of 

this study in detail. Where possible, findings of one sub-study are related to another. 

  

11.1 How can demand-driven education be understood from a(n) 

educational, historical and sociological point of view? 

To better understand the educational perspective on demand-driven education, a sample of 

educational literature was reviewed (study A). To understand the wider historical context in 

which the move towards demand-driven education has taken place, the concept was related to 

the transition from Modernity to Post-modernity (study B). Finally, to understand the 

widespread adoption of demand-driven education by so many Dutch UASs, the concept was 

related to a broader trend in publicly funded services (study C).  

 The findings led to the conclusion that, although the concept of demand-driven 

education is somewhat naively regarded as ‗merely‘ a new form of learning, the concept can 

be regarded as a Post-modern approach towards higher education which is in line with a broad 

international trend in publicly funded services instigated by the widespread adoption of NPM 

strategies.  
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11.1.1 Demand-driven education as a new form of learning 

 

The findings of study A, as presented in Chapter 3, show that the concept of demand-driven 

education is seen as a form of education in which the responsibility for learning and 

assessment is shifted from the institution to the individual. The concept is characterised as a 

new approach towards learning in which learners should be able to make decisions or 

judgments about educational activities, the sequence of these activities, the content of these 

activities, didactic elaboration, projects in which they will participate and which courses they 

will attend, prove in their own way that they are competent and should be involved in the 

selection of assessment tasks and the interpretation of assessment results. In demand-driven 

education the curriculum is adapted to the requirements and needs of the individual learner, 

taking into account competencies which learners have acquired elsewhere.  

In most cases the concept of demand-driven education is thus seen as an approach 

which enables learners to make decisions about what, when and how learning will occur. 

While in demand-driven education the learner gains responsibility over the curriculum, the 

role of the teacher becomes that of a manager, mediator and motivator of learning. 

The literature on demand-driven education states that the ability of students to make 

decisions about what, when and how they learn depends on having clear and specific 

information, the ability to consult instructional materials and supervision in their decision 

making. In addition, students must also be aware of their needs and should possess the meta-

cognitive skills and (competencies) to make effective judgments about their own learning.  

In educational literature, the move from supply-driven to demand-driven education is 

explained by referring to rather abstract claims about reality, society the education of 

tomorrow, and the rise of new technologies. The literature indicates that, in reality, students 

‗no longer tolerate the traditional class room‘, and demand new learning paradigms (i.e., 

demand-driven education) which would better prepare them for a lifetime of learning and 

change. Therefore, the concept of demand-driven education is referred to as the learning 

paradigm of tomorrow. 

 

11.1.2 Demand-driven education as a Post-modern phenomenon  

 

The findings of study B, presented in Chapter 4, show that when the wider historical context 

in which this idea of demand-driven education has materialised, the concept appears to have a 

clear Post-modern character. The concept strongly differs from Modern approaches towards 

learning as the concept of demand-driven education and its accompanying discourse reflect 

the Post-modern preoccupation with complexity, changeability and the ability of the 

individual to write his or own narrative.  

In the Modern era, Enlightenment ideals strongly influenced ideas of innovators such 

as Maria Montessori, John Dewey, Rudolf Steiner and Célestin Freinet, who promoted 

individual autonomy through active and self-directed forms of learning. Such concepts aimed 

to challenge the mind of learners to become active, competent and critical individuals. In a 
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similar fashion, an approach such as the liberal arts and the open curriculum aimed to foster a 

passion for learning and promote independent thinking and creative problem-solving.  

Rather than pursuing such grand ideals, a Post-modern approach such as demand-

driven education reflects the current trend in society, through which ‗responsibility for 

responsibility‘ is no more lodged with central powers but has been shifted back to (or rather 

forced upon) the actor. Consequently, rather than guiding a student on his or her path through 

the fast-changing and supercomplex Post-modern world, approaches such as demand-driven 

education hand over the responsibility for (a large part of) the curriculum to the student in a 

style which can be best characterised as ‗laissez fair‘. An approach which is thought to best 

prepare learners for a lifetime of learning and change. 

 

11.1.3 Demand-driven education as a neo-liberal phenomenon  

 

The findings of study C, as presented in Chapter 5, make clear that a further investigation of 

the context in which the concept of demand-driven education has materialised shows that the 

move towards demand-driven education is part of more broader and international trend in 

publicly funded services.  

Around the beginning of the 1980s, neo-liberal perspectives were adopted by parties 

from either end of the political spectrum in many western countries. This resulted in the 

adoption of New Public Management (NPM) strategies by the vast majority of western 

countries. Nevertheless, in some countries more than in others, NPM gave way to a pluralism 

of structures that would allow for the market-based delivery of publicly funded services. In 

the Netherlands, the adoption of NPM strategies was one of the driving forces behind the 

introduction of demand-driven publicly funded services.  

In a rather similar fashion, the adoption of NPM strategies by higher education 

institutions has resulted in a more market-like approach to higher education. As a 

consequence, the past decades have been witness to an increasing focus on the customer (i.e., 

student) perspective, which resulted in ‗personalised learning‘, ‗tailor-made‘ education‘ and 

‗customised learning‘.  

In the Netherlands, this development resulted in the adoption of demand-driven 

education by the great majority of Dutch UASs. This claim is supported by the fact that 

arguments used for the adoption of demand-driven education are remarkably similar to the 

arguments for the move towards demand-driven publicly funded services in the Netherlands 

and for the adoption of similar approaches in neighbouring countries such as the United 

Kingdom and Germany.  

 

11.2 Perceptions of demand-driven education at Windesheim UAS  

The findings of studies A, B and C show that when (the adoption of) demand-driven 

education is placed in a broader historical and societal context, the concept of demand-driven 

education cannot ‗merely‘ be seen as a new approach towards learning. The concept of 

demand-driven education reflects a broader trend in publicly funded services, instigated by 
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the adoption of NPM strategies, which allows users of these services to exert influence over 

the services that are provided to them. The adoption of such strategies reflects the fixation on 

the personal narrative, its culture of non-interference and the personal responsibility that so 

strongly characterises the Post-modern era. 

Over the past two decades, the concept of demand-driven education was adopted by 

many Dutch UASs. By doing so, these UASs adopted a NPM approach towards publicly 

funded services and applied it to a higher education context.  

To understand how the concept of demand-driven education was perceived and 

practiced, as practiced at Windesheim UAS, Zwolle, two sub-studies were performed. The 

first aimed to understand the concept as perceived by Schools and individual teachers and 

students, while the second aimed to investigate the practice of demand-driven education. 

11.2.1 Demand-driven education as an institutional reality 

 

The findings of study I, presented in Chapter 6, show that the ten Schools of Windesheim 

UAS perceive demand-driven education as the approach that allows students to personalise 

the curriculum. The students do so by exerting influence over the manner in which 

competencies are acquired in major and minor courses and in on-the-job learning as well by 

choosing minors to broaden or specialise in a certain area of expertise. Some Schools also 

state that demand-driven education allows their students to make decisions about the 

professional roles they will be working on during their on-the-job learning, the context in 

which this will take place, the selection and design of (professional) assignments, their 

learning environment, the content of (practical) assignments, the way in which the objectives 

of the study programme are achieved and the sequence of courses and modules.  

At different Schools, students have to meet different conditions to be allowed to 

personalise the curriculum. The extent to which students are able to personalise the 

curriculum is restricted by students‘ prior education, the professional profile of their study 

programme, the minimum requirements for internships, the fact that choices have to be 

approved by a supervisor and the fact that only those options can be chosen which are 

organisable by a School.  

The findings of study I show that the manner in which demand-driven education is 

perceived by the ten schools of Windesheim UAS is very much in line with the educational 

perspective presented in study A. Similar to the various educational literature, demand-driven 

education is seen as an approach that enables students to make decisions about what, when 

and how learning will occur, and, by doing so, allow them to personalise (a large part of) the 

curriculum. 

 

11.2.2 Demand-driven education as individual reality 

 

The findings of study I further indicate that, for individual teachers and students, exactly what 

the concept of demand-driven education stands for often remains unclear. In their interviews, 

teachers state that demand-driven education is about: students broadening their educational 

horizon through choice, developing broader competencies and enabling students to be better 
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prepared for their future profession and for the labour market in general. Students see 

demand-driven education as education based on the individual needs of the student. It is 

about: what you really want, becoming more self-governing, finding out what you want to do 

and becoming more generalist. Some students feel that it ought to make students better aware 

of the choices they have to make and makes them more aware of what they want.  

 For both teachers and students however, the concept of demand-driven education 

appeared to be surrounded with a certain air of vagueness. Consequently, teachers and 

students feel that this leaves institutions much room to manoeuvre and students sometimes 

feel as if the rules change during the game.  

Nearly all of teachers feel the concept of demand-driven education has, as with many 

other innovations, been implemented very much top-down and that they feel very much 

constrained by these innovations. Many teachers feel that, due to the top-down 

implementation, the educational reforms have put a strain on staff members.  

The findings of study I further show that both teachers and students wonder whether 

students are actually capable of deciding what, when and how learning will occur. Many 

teachers and students state that many students will have difficulty coping with the freedom 

that will be provided to them. Students and teachers expect that in demand-driven education a 

large body of students will struggle with their decisions due to the large number of options 

that will be provided to them. Some teachers therefore expect that those students will need 

much guidance and coaching. These expectation are in line with some of the authors cited in 

Chapter 3, who state that students may not be clear in what they need due to their lack of 

experience (Lomas, 2007) and therefore require much supervision (Westera, 2010; Plessius & 

Ravesteyn, 2010). 

Students and teachers expect that only few students will broaden their educational 

horizon by choosing a course that is not provided by their own institution. Teachers expect 

that due to a lack of knowledge of the various possible learning routes most students will take 

the beaten track. Nevertheless, some teachers do fear that maintaining and facilitating a 

diverse set of options from which students can choose can result in bureaucratic chaos.  

.  

11.2.3 The practice of demand-driven education: the student perspective 

 

Findings of study II, as presented in Chapter 7, show that, although Schools stated that 

demand-driven education would enable students to decide what, when and how learning will 

occur, in general, demand-driven education ‗only‘ allows students to personalise the 

curriculum by choosing a certain minor, course, module or internship from a fixed set of 

options.  

The findings of the focus group interviews show that in some cases students can 

choose from over ten options, whereas in other cases they can only choose which of two 

options they want to do first. Courses and modules from which students can choose differ in 

size from 2 to 28 European Credits (EC) and students can choose minors covering 30 or 60 

EC. In very few cases are students able to exert influence on how they would be assessed, 

what learning will be assessed and when.  
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Findings indicate that information appears to play a vital role in student decision 

making. Students obtain information from various sources: their academic career counsellor, 

teachers and senior or fellow students as well as from brochures, so-called information 

markets and information meetings. In some cases students feel that they have to knock on 

many doors and turn many stones to get information and sometimes feel that information is 

held back or is incomplete. As a consequence, exactly which options can be chosen often 

remains unclear.  

Significant others involved in student decision making also appear to be ‗merely‘ 

consulted for factual information rather than advice. Students appear to feel very strongly 

about making decisions about the curriculum themselves. Students think themselves very well 

able to plan their study activities, decide about which subjects they want to learn more and 

what teaching techniques should be used. The influence of significant others, including that of 

a student‘s career counsellor therefore appears to be rather modest.  

Students‘ decisions appear to be strongly influenced by the conditions that must be 

met to enrol in a certain minor, course or module or to do a certain internship. Some of these 

conditions relate to the specific structure or build-up of the curriculum which only allowed 

students to take courses in a certain sequence, a certain number of students that had to choose 

a certain minor for it to be taught or students having to do an internship before they can do a 

certain minor.  

Findings of the explorative survey study show that being able to choose the option one 

desires results in more interesting and challenging courses. It further appears that when 

deciding what option they will choose, students keep their future profession in mind. In few 

cases an option is chosen to relate to prior knowledge. Correlations exist between being able 

to personalise the curriculum and experiencing a better connection with prior knowledge, 

feeling better prepared for one‘s future profession, a higher feeling of mastery, more 

interesting and challenging education and higher engagement. However, effect sizes are fairly 

small overall (< .30).  

 

11.3 What features characterise student decision making in demand-driven 

education?  

The findings of sub-studies I and II showed that, at Windesheim UAS, the concept of 

demand-driven education in general allows students to personalise the curriculum by choosing 

a certain minor, course, module or internship from a fixed set of options. Findings further 

indicate that student decision making is influenced by institutional characteristics, individual 

characteristics and to a lesser extent by significant others.  

The findings of sub-studies I and II and the findings of studies A, B and C were used 

for the development of a theoretical framework on student decision making in demand-driven 

education which is presented in Chapter 8. This framework guided sub-studies III and IV 

which aimed to investigate the features of the student-decision making process and the choice 

values which underlie students' decisions.  
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11.3.1 Autonomous and rational decision making  

 

The findings of study III, as presented in Chapter 9, show that, contrary to what was expected, 

student decision making in demand-driven education is characterised by a very high degree of 

autonomy. Furthermore, student decision making is also characterised by a rather high degree 

of rationality. Findings further show that student decision making becomes more autonomous 

over time. Student decision making however does not become more rational. 

Given the fact that various literature and the findings from sub-study I indicated that 

student decision making would be characterised by a low degree of autonomy, that these 

findings prove otherwise is remarkable. In particular, students' decisions become more 

autonomous over time. Moreover, as various scholars have over the years become 

disenchanted with the ability of individual actors to behave rationally, the fact that findings 

show that students‘ decisions are characterised by a fair degree of rationality is noteworthy as 

well.  

The findings of study III are supported by the findings of sub-study IV (presented in 

Chapter 10), which show that students feel very strongly about making decisions themselves. 

Although they do consult with others, in particular fellow students, teachers and counsellors, 

this is to get information on options rather than advice. Findings of sub-study IV further show 

that students feel very strongly about making informed decisions and therefore highly value 

objective information.  

 

11.3.2 Information, motivation and self-efficacy  

 

The findings of sub-study III lead to the conclusion that the autonomy of the student decision 

making process is primarily influenced by the extent to which a student is motivated to 

engage in the decision making process and a student‘s career decision making self-efficacy. 

Findings further indicate that the autonomy of the decision making process is to a lesser 

extent influenced by the quality and clarity of the provided information and students‘ 

knowledge of how to get information as well as by knowledge of the enrolment procedure and 

the complexity of bureaucratic choice structures.  

The rationality of the student decision making processes is strongly influenced by the 

quality and clarity of the provided information and students‘ knowledge of how to get 

information and knowledge of the enrolment procedure as well as by students‘ career decision 

making self-efficacy. The rationality of the decision making process is to a lesser extent also 

influenced by the knowledge of the self, motivation to engage in the decision making process 

and to an even lesser extent by the support of a student‘s career counsellor during the decision 

making process.  

What is interesting to note is that findings of this study show that similar factors 

influence both the rationality as well as the autonomy of the student decision making process. 

These include the quality of information, students' willingness to engage in the decision 

making process and students‘ career decision making self-efficacy. However, the quality of 

information is the factor that has the most effect on the rationality of the decision making 
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process whereas students‘ motivation to engage in the decision making process affects the 

autonomy of the decision making process the most. Only two factors influence only the 

rationality or the autonomy of the decision making process: the support provided by a career 

counsellor only influences the rationality of the decision making process whereas bureaucracy 

of the choice structures only influences the autonomy of the decision making process.   

Findings further indicate that the autonomy and rationality of the student decision 

making positively affects students‘ satisfaction with a semester as a whole, whereas the 

rationality of the student decision making process also positively correlates with the 

constructs of behavioural engagement during a semester and a student‘s feeling of mastery.  

However, the evaluation of the autonomy and the supportive behaviour of the teacher or 

career counsellor has a much higher correlation with the construct satisfaction than rationality 

and autonomy of the student decision making process.  

 

11.3.3 Epistemological, emotional and functional values 

 

In study IV, the Theory of Consumption Values was utilised to make claims about the values 

that underlie student decision making in demand-driven education. The findings of the study 

show that either epistemic, emotional, functional values, or a combination of two or all of 

these values, are leading in student decision making in demand-driven education. Only in very 

few cases do social values appear to play a role in student decision making in demand-driven 

education. In none of the cases do conditional values appear to be leading.  

The findings of this study show that when students are able to personalise the 

curriculum through choice they, in nearly all cases, choose a minor, course, module or 

internship because they see it as either new and/or interesting (epistemological), because they 

think they will like it or because it matches their interests (emotional) or because they think 

this will be beneficial for their future career or in their future job (functional). 

 The findings of study IV, in combination with the findings of study III, indicate that in 

demand-driven education the individual students are able to function as ‗information 

processors‘ (Bastiaens and Martens, 2000) and appear to be aware of their needs, which is 

seen as one of the requirements for making effective judgments (Hannafin, 1992).  

 

11.3.4 Power struggles in decision making  

 

The findings of sub-study IV lead to the conclusion that, when students are able to make 

decisions about the curriculum, this results in a strong sense of control, authority and 

empowerment. Results also point out that, in demand-driven education, the power over the 

curriculum has shifted from ‗producers‘ to ‗consumers‘ of higher education.  

The findings, however, also show that this shift in power is far from self-evident, as 

various examples make clear that decision making in demand-driven education often involves 

struggles for power between students and staff members. Staff members exercise power 

through (the withholding of) certain information and the promotion of certain options over 

others. It appears that staff members use their authority to influence students by giving certain 
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advice and persuading or convincing students to undertake a certain minor, module, course or 

internship. Consequently, both domination as well as resistance can be seen.   

These findings are in line with the ideas of Foucault (1980a), who relates power and 

knowledge. According to Foucault, the connection between power and knowledge forms a 

vicious cycle: the more power, the more knowledge; the more knowledge, the more power. 

This is shown by the outcomes of focus group interviews which make clear that information 

empowers either students or staff members. For all participants, getting the right information 

is therefore seen as extremely important as this gives them a feeling of empowerment and 

autonomy. Students desire information, demand it, search for it and feel very strongly about 

the ability to make informed decisions.  

 

11.4 Scientific and practical relevance of the study 

Very few studies have focused on demand-driven education as practiced in Dutch HPE; 

therefore, the findings of this study are expected to have much scientific relevance. The 

study's more critical educational-sociological approach in particular is expected to be of 

additional value to the already existing educational literature on demand-driven education.   

Secondly, findings of the study are expected to guide further research into the practice 

of demand-driven education in Dutch HPE and other forms of demand-driven publicly funded 

services. Looking for similar results at other UASs would be of interest, as would looking at  

other sectors such as health care or welfare.    

Thirdly, findings on the factors that influence the autonomy and rationality of the 

student decision making process are expected to have much relevance for fields such as: 

consumer decision making, (student) career decision making and student choice and decision 

making theory in general.   

The findings are also expected to have much practical relevance. The outcomes of the 

study can prove to be useful for institutions who adopt demand-driven education or similar 

approaches, as they provide institutions the opportunity to invest in those factors that 

positively affect the autonomy and rationality of the student decision making process. 

Findings also provide insights in the role of career counsellors, teachers and fellow students in 

student decision making in demand-driven education, which enables institutions to decide if 

and what sort of influence they want to exert over students‘ decisions. 

 

11.5 Strengths and weaknesses of the study 

 

Although this study has endeavoured to provide a thorough and meticulous investigation of 

the concept of demand-driven education, it has several limitations. First of all, it has aimed to 

reflect on the nature and adoption of demand-driven education. However as this was not the 

main goal of this study, the results of the first three studies may be regarded as too abstract 

and/or as merely scratching the surface.   

Secondly, for its empirical part, this study has aimed for breadth rather than depth. 

That is, the study endeavoured to take into account the dynamic nature of a UAS and the wide 
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variety of factors that could affect student decision making. As a consequence, the study has 

explored a great many factors that were expected to affect student decision making in 

demand-driven education. However, striving for comprehensiveness may have had a negative 

influence on the validity of the study. 

A third weakness of the study is that, although many students participated in sub-study 

III, response rates were overall rather modest. In particular, where it concerns student decision 

making over time, the number of participants in more than two studies is rather small. 

Finally, the concept of demand-driven education can be practiced in many different 

ways, so the question can be raised as to what extent the findings of this study relate to the 

various forms of demand-driven education that are practiced throughout Dutch HPE. As this 

study only investigated the practice of demand-driven education, the statistical generalisation 

of findings is not possible. However, no indications suggest that the practice of demand-

driven at Windesheim UAS (strongly) differs from other UASs.   
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12. Discussion 

 

 

Education is the point at which we decide whether we love the world enough to 

assume responsibility for it 

 

Hannah Arendt 

 

 

The foregoing analysis made clear that the personalisation of the curriculum through demand-

driven education can have various positive effects. Students feel empowered when they are 

able to make decisions about the curriculum, are able to choose courses that they view as new 

and/or interesting (epistemological), that they expect to like, that best match their interests 

(emotional) or that they think will be beneficial for their future careers or future jobs 

(functional). Autonomous and rational decisions about the curriculum also result in higher 

satisfaction, whereas rational decisions about the curriculum appear to result in more 

behavioural engagement and a higher feeling of mastery.  

Although this sounds rather promising, the question that remains to be answered is 

whether a higher education institute should shift the responsibility over the curriculum to the 

student in the first place. Why should a higher education institute, which has often 

accumulated over hundreds years of experience in certain disciplines and professions, shift the 

responsibility for the content of the curriculum to the individual student? Should (rather: can) 

we ask students to define their own learning, both in terms of acquiring the competencies 

relevant and necessary for a profession, as well as more general aspects of learning such as 

Bildung? If we do, to what extent should students be able to personalise the curriculum? 

These  questions will be discussed in the following sections. 

 

12.1 Why should we allow students to personalise the curriculum?  

As discussed in Chapter 5, over the years, many higher education institutions have adopted 

the ―model of the market‖ and its accompanying discourse. This resulted in a move towards 

structured, consumable education through modularisation, semesterisation and self-directed 

learning, in which education is being dealt with as ―a commodity‖ (Gibbs, 2001, p. 87).  

As a consequence, the past two decades witnessed an increased focus on the student as 

customer and the rise of concepts such as demand-driven education, which allowed for 

‗personalised‘ and ‗custom-made‘ education that would best match the preferences and needs 

of individual students.  

Many of the approaches that allow the student to personalise the curriculum reflect 

some of the core values of Post-modern society, which combines ―a deep respect for the 

individual‘s ability to act in his or her own best interest and an emphasis on the efficiency 

gains of unregulated consumer markets and which cherishes a culture of ‗non-interference‘- 

―the view that one should be able to buy what one likes, where one likes, and as much as one 
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likes, with nary a glance from the government, neighbours, ministers or political parties‖ 

(Schor, 1999, p. 452).  

Nevertheless, it is interesting to note that demand-driven education and similar, Post-

modern concepts such as ‗personalised learning‘, ‗tailor-made education‘ and ‗customised 

learning‘, are said not to be adopted to provide choice or influence for its own sake, but rather 

as attempts to develop curricula and pedagogies for our fast changing world (Barnett & Coate, 

2005).  

For example, as Chapter 3 showed that it is stated that, in reality, students no longer 

tolerate the traditional class room and demand new learning paradigms that would ‗better 

prepare them for a lifetime of learning and change‘ and that can be seen as a concepts for 

‗learning for tomorrow‘. Terms such as skills, adaptability, flexibility, self-reliance and 

learning how to learn are frequently used in this context. (Barnett & Coate, 2005). 

Therefore, a concept such as demand-driven education, which enables students to 

personalise (a large part of) the curriculum, seems to reflect the dominant Post-modern culture 

of non-interference and at the same time is seen as the best way in which students can be 

prepared for a lifetime of learning and change. This duality gives rise to an interesting 

paradox, which can be characterised as the paradox of Post-modern education. 

 

12.2 The paradox of Post-modern education  

Amongst scholars and policy makers can be found a widespread consensus that society has 

undergone drastic and fundamental changes. This conception is shared by a wide variety of 

different authors (e.g., Beck, 1992; Castells, 2000; Giddens, 1989; Giddens & Lash, 1994;  

Kumar, 2004; Ritzer, 1997; Sassen, 2001; Wellman, 1999; Wuthnow, 1998)  

Although the above mentioned authors disagree to some extent about the causes and 

exact nature of these changes, all emphasise that society has become (more) complex, 

flexible, risky, pluralistic, uncertain and/or fragmented whereas individuals are ‗free´ to write 

their own personal narrative and take control of their own lives. In such a society, in most 

cases labelled as Post-modern, individuals are becoming more and more independent and 

more and more encouraged (or rather: forced) to write their own personal narrative.  

The independence of citizens and the ability to ‗write one‘s own personal narrative‘ 

has for the past years been extensively and actively promoted by western governments 

through privatisation and deregulation strategies. Such strategies were adopted throughout 

higher education as well. The past two decades students are more and more regarded as 

rational customers who can decide for themselves what education they need and therefore 

able to personalise their curriculum. 

By doing so, higher education has stumbled upon an intriguing paradox. Although 

Post-modern society has become more fragmented and complex and although society is said 

to change faster than ever before, students are left more on their own to decide how their 

curriculum should look like, left on their own to decide what learning will occur, when and 

how.  

Interestingly, over the past hundred years, it has been stated time again that society is 

changing rapidly and that education has to adapt to these changes and equip students to cope 
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with the enormous economic and social changes they face. This ceaseless repetition of this 

argument has had every new generation of school reformers imagine that they face an 

unprecedented period of transformation that demands new approaches towards learning 

(Furedi, 2009).  

This therefore raises an interesting question. If society has become so complex and 

fast-changing, why then should higher institutions diminish their responsibility for the 

curriculum? What evidence is there that such an approach is beneficial for students, teachers, 

institutions and society in the long or short run? 

Although the findings of this study show that decisions about the curriculum are being 

made in an autonomous and rational fashion, this does not mean that students are able to make 

the right choices. Hannafin (1992) for instance states that demand-driven education presumes 

that students either possess the meta-cognitive skills (competencies) needed to make effective 

judgments, or that they can be induced to make appropriate choices through advice, hints, or 

guided reflection. She therefore questions the extent to which students possess such skills and 

are able to make such judgements. Lomas (2007, p. 35) raises a similar issue when he states: 

―As students may not be clear about what they need because of their lack of experience of 

higher education, academics will often decide that the most effective way of helping them to 

learn is not the way that is popular in the short run‖. 

In addition to whether students are able to make the right choices about the curriculum 

(and how they are able to know what choices can be labelled as right), higher education 

institutions have a responsibility to prepare students for a future profession and/or train them 

in a certain discipline as well as educate them in the literal sense and provide them with 

Bildung. However, as so many institutions allow their students to personalise the curriculum, 

these institutions no longer seem to see the education and Bildung of students as only their 

responsibility to take.  

 

12.3 Education and Bildung 

The foregoing made clear that higher education institutions rather than take responsibility to 

use the knowledge and experience which they have accumulated over the years to guide them 

on their way into this ‗new‘ and ‗complex‘ society, now shift this responsibility to the 

individual. A change in responsibility is seen from teacher to learner, from supply-driven to 

demand-driven education.  

With regard to the education of students and pupils, in the sense of training them in a 

profession or discipline, Frank Furedi (2009) observes that education is no longer educating. 

He concludes that the attachment of educational policy to the ‗fetish of change‘ has acquired 

the form of an unquestioned dogma, which has resulted in educators no longer taking 

responsibility for the education of the young. In such a world, which is believed to be 

constantly changing and where knowledge has a short ‗shelf-life‘, teachers are believed to 

have little wisdom to convey. Instead, their role is to facilitate learners in their process of 

‗learning how to learn‘. However, by doing so, we deprive young people of the foundation 

they need to make their own way around the world.  
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It is the lessons learned through experience of the past and the knowledge developed 

about disciplines and professions that are vital in the education of students (Furedi, 2009). 

How then can we expect students to be educated in a certain discipline or profession when 

this knowledge and experience is not used to develop a curriculum but instead we burden 

students with this responsibility? How can we make sure that an approach such as demand-

driven education helps students to gain the right career skills and credentials? 

Besides preparing students for a certain vocation, or training them in a certain 

discipline (also known as Erziehung), higher education also has a broader responsibility in the 

sense of Bildung. The term Bildung is often ascribed to Wilhelm von Humboldt and the 

philosophical and pedagogical developments surrounding the Enlightenment (Thompson, 

2006).  

Bildung, in the classical sense, represents the endless task of developing, unfolding, 

and enlightening the human mind to realise the independence of human will and action from 

natural and social determinations, coercion and constraints (Ricken, 2000). This is a social 

figuration that combines individuality and sociality, the endless voyage of an individual 

towards the self as part of an ideal humanity (Masschlein & Ricken, 2003). However, how 

can higher education achieve Bildung when students are able to personalise the curriculum 

and when teachers have to facilitate ‗learning how to learn‘ or, in the case of demand-driven 

education, act as a manager, mediator and motivator of learning (Kirschner, Valcke, & 

Sluijsmans, 1999)?  

 

12.4 Personalisation of the curriculum: to what extent? 

The findings presented in this dissertation show that, at Windesheim UAS, demand-driven 

education enables students to personalise their education by deciding what minor, course or 

module they will undertake. However the various Schools of Windesheim UAS also mention 

other and more far-reaching possibilities for students to personalise the curriculum. This 

raises the question as to what extent students should be able to personalise their curriculum.  

The previous chapters concluded that, at Windesheim UAS, some Schools also enable 

their students to make decisions about the professional roles they will be working on during 

their on-the-job learning, the context in which this will take place, selection and design of 

(professional) assignments and their learning environment, the content of (practical) 

assignments, the way in which the objectives of the study programme are achieved and the 

sequence in which courses and modules are provided. They enable their students to 

personalise the curriculum through so-called open credits which provide students the 

opportunity to specialise or broaden their expertise in certain areas through certain activities 

or courses or by coming up with certain activities themselves.  

Although this sounds promising for students, the previous findings made clear that 

institutions and individuals variously restrict the extent to which students can personalise their 

curriculum. Findings show that the curriculum can only be personalised from the first year 

onwards, students need the approval of the examination board, have to take into account the 

minimum requirements of internships, choices should be organisable both inside and outside 

the school, assignments have to fall within the assessment frameworks for professional 
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practice as well as that choice is restricted by students‘ prior education and the outflow profile 

of a student‘s programme of study. Furthermore, institutions and staff members consciously 

and unconsciously influence students‘ decisions by promoting certain choices over others and 

by withholding information. Whether for pedagogical reasons, such as a certain build-up of 

knowledge, or reasons such as financing, the aim of institutions, in one way or the other, 

appears to be to maintain control over the curriculum. As was discussed in Chapter 6, several 

teachers also fear that when students broaden their knowledge and competencies, this will 

result in diploma inflation; i.e., ‗more knowledge of less‘ and a loss of identity of a 

programme of study. This appears to be in line with the earlier mentioned Westera (2010), 

who questions whether demand-driven education, as it depends largely on such levels of 

freedom, does not make learning trivial and even impossible. Consequently, various 

arguments can be raised as to why a higher education institution would want to maintain 

(some form of) control the curriculum.  

Institutions first and foremost have to assure quality standards and meet accreditation 

standards. Allowing students to personalise the curriculum may strongly interfere with 

providing a certified programme of study. In addition, providing and maintaining a diverse set 

of educational options which enable students to personalise their programme of study can be a 

very straining, complex and costly undertaking (see Waslander, 2007). Moreover, Van ‗t Riet 

(2011) states that demand-driven education can be practiced at different levels with different 

degrees of freedom. More degrees of freedom mean a more complicated planning and 

organisation for the curriculum. From a governance perspective, he therefore advocates the 

use of educational standards to be able to organise a demand-driven curriculum.  

This therefore raises the question as to why an institution should go as far as to enable 

students to decide what, when, how and sometimes even where learning will occur, when 

from an organisational point of view this appears to be hazardous undertaking? Even if an 

organisation can support such a form of demand-driven education, various objections can be 

made from a pedagogical point of view, as the curriculum requires a certain build-up in 

knowledge and competencies.  

 

12.5 Implications for further research 

The chapter has given rise to broader reflections on if, why and to what extent students should 

be able to personalise their curriculum. All findings point to the conclusion that the adoption 

of concepts such as demand-driven education gives rise to questions that often cannot be 

answered all that easily. The main question that needs to be answered is whether the 

personalisation of the curriculum will prepare students for a world of complexity and change. 

Furthermore, questions can be raised about whether approaches that strive for demand-driven 

education, personalised learning, tailor-made education and customised learning will allow 

for Bildung, help students to gain the right career skills and credentials and whether it is value 

for money to maintain a diverse set of options for students to personalise the curriculum. To 

find the answers to these questions is thought to be the main reason to pursue research into 

demand-driven education and related approaches. Also, as increasingly more higher education 

institutions adopt similar ‗models of choice,‘ this increases the need for research that 
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compares models of individual choice made in different education systems (Bredo, Foersom 

& Laursen, 1993). 

Furthermore, in recent years, the idea of the student as customer of higher education 

has sparked an intensive debate in the higher education literature. The dominant perspective is 

one of strong reservations or even outright resistance against the idea of the students as 

customers or consumers of higher education. As Redding (2005) puts it, ‗calling student as 

‗customer‘ often elicits very strong reactions in academic circles. More often than not, these 

reactions are negative‘.  

Carlson and Fleisher (2002), for instance, argue that student-customers shop for the 

courses that offer the least work and highest grades. The students shop for friendly and funny 

professors, easy A's, and a free ride to the semester‘s end. The entitled student customer also 

sees his or her degree as a right because he/she has paid a fee for it (Bailey, 2000). 

Consequently, students become passive consumers, lose their responsibility for their own 

learning, reject anything they think is not relevant to their careers or interests and transform 

the pedagogical relationship into a commodity in a market transaction (see Naidoo and 

Jamieson, 2005). Cuthbert (2010) maintains that treating students only as customers 

jeopardises the university‘s quality, standards, and reputation and McArdle-Clinton (2008, p. 

197) argues that ‗the commodification and quantification of education distorts the ideal of an 

education which energises and enthuses the individual‘.  

One of the few exceptions in the debate is Barnett (2011) in his latest work, where he 

argues that markets actually may lead to students as consumers taking a heightened interest in 

their learning. It might lead to a greater effort towards and energies in the learning required 

and to a heightened attention to the teaching functions on the part of lecturers and tutors, 

mutually reinforcing attention to the pedagogical relationship by both students and teachers.  

However, what binds those who are in favour and those who are against the idea of the 

student as customer or consumer of higher education is that only a few have empirically 

investigated the concept. Therefore, the findings concerning the concept of demand-driven 

education, which is thought to be strongly related to the concept of the student as 

customer/consumer, is expected to be useful as a guide for further research into the concept of 

the student as customer or consumer of higher education.  
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Summary 

 

Over the past two decades, the concept of demand-driven education has become extremely 

popular in Dutch Higher Professional Education (HPE). However, although adopted by the 

majority of Dutch Universities of Applied Sciences (UAS), thus far, surprisingly little is 

known about the practice of demand-driven education.  

This study has aimed to develop knowledge about demand-driven education as 

practiced at a Dutch UAS, focusing in particular on the student as an autonomous and rational 

decision-maker. In addition, the study has also aimed to reflect on the nature of demand-

driven education and explain why the concept of demand-driven education has, over the past 

two decades, been adopted by so many Dutch UASs.  

In this study, the concept demand-driven education was reflected upon from an 

educational, historical and sociological perspective, while the practice of demand-driven 

education was investigated through a case study at Windesheim UAS, Zwolle. The case study 

was performed to understand institutional and individual perceptions of demand-driven 

education, as well as to determine what features characterise student decision making in 

demand-driven education.  

 

Demand-driven education in perspective  

The findings of this study show that demand-driven education is often characterised as a new 

approach towards learning, whereby learners are able to make decisions or judgments about 

educational activities, the sequence of these activities, the content of these activities, didactic 

elaboration, projects in which they will participate and which courses they will attend. 

Learners also prove in their own way that they are competent and should be involved in the 

selection of assessment tasks and the interpretation of assessment results. In demand-driven 

education, the student is able to decide what, when and how learning will occur, whereas the 

role of the teacher becomes that of a manager, mediator and motivator of learning. 

The concept of demand-driven education and its accompanying discourse clearly reflect 

the Post-modern preoccupation with complexity, a fast-changing world and the ability of the 

individual to write his or her personal narrative. This contrasts with Modern concepts, such as 

the liberal arts and the open curriculum, which promote individual autonomy with the aim of 

challenging the mind of learners to become active, competent and critical individuals and 

foster a passion for learning. The concept of demand-driven education instead appears to 

provide influence over the curriculum to prepare students for a lifetime of learning and 

change. 

The move towards demand-driven education seems part of more broader and 

international trend in publicly funded services. Findings of this study indicate that, around the 

beginning of the 1980s, the adoption of NPM strategies has given way to a pluralism of 

structures that would allow for the market-based delivery of publicly funded services. In the 

Netherlands, this development resulted in the introduction of demand-driven publicly funded 

services. In a rather similar fashion, the adoption of NPM strategies by higher education 

institutions has resulted in a more market-like approach to higher education. Consequently an 
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increasing focus on the customer (i.e., student) perspective can be witnessed, which has 

resulted in ‗personalised learning‘, ‗tailor-made education‘ and ‗customised learning‘. In the 

Netherlands, this development has resulted in the adoption of demand-driven education by the 

great majority of Dutch UASs. 

 

Perceptions and practice of demand-driven education at Windesheim UAS 

At Windesheim UAS, demand-driven education is defined as an approach towards learning 

which enables individual students to personalise their curriculum. The ten Schools of 

Windesheim UAS state that demand-driven education allows their students to personalise the 

curriculum by exerting influence over the manner in which competencies are acquired in 

major and minor courses and in on-the-job learning as well by choosing minors to broaden or 

specialise in a certain area of expertise. Some Schools also enable their students to make 

decisions about the professional roles they will be working on during their on-the-job 

learning, the context in which this will take place, the selection and design of (professional) 

assignments and their learning environment, the content of (practical) assignments, the way in 

which the objectives of the study programme are achieved and the sequence of courses and 

modules.  

At different Schools, students have to meet different conditions to be able to 

personalise the curriculum. The extent to which students are able to personalise the 

curriculum is, for instance, restricted by students‘ prior education, the outflow profile of their 

study programme, the minimum requirements for internships, the fact that choices have to be 

approved by a supervisor and by options that can only be chosen when they are organisable.  

Findings show that, according to students, demand-driven is about: what you really 

want, becoming more self-governing, finding out what you want to do and becoming more of 

a generalist. Both teachers and students feel that students have difficulties coping with the 

freedom that is provided to them and feel that large bodies of students will struggle with their 

choices. Some teachers therefore expect that students will need much guidance and coaching.  

 

Student-decision making in demand-driven education 

Findings show that although demand-driven education is said to enable students to decide 

what, when and how learning will occur, at Windesheim UAS, demand-driven education in 

most cases allows students to personalise the curriculum by choosing a minor, course, module 

or internship from a fixed set of options.  

When students are able to make decisions about which minor, course, module or 

internship education they will undertake, their decisions are characterised by a very high 

degree of autonomy and a rather high degree of rationality.  

The autonomy of the student decision making process is primarily influenced by the 

extent to which a student is motivated to engage in the decision making process and a 

student‘s career decision making self-efficacy. Findings further indicate that the autonomy of 

the decision making process is to a lesser extent influenced by the quality and clarity of the 

provided information and students‘ knowledge of how to get information as well as by 

knowledge of the enrolment procedure and the complexity of bureaucratic choice structures.  

The rationality of the student decision making processes is strongly influenced by the 

quality and clarity of the provided information and students‘ knowledge of how to get 
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information and knowledge of the enrolment procedure as well as by students‘ career decision 

making self-efficacy. The rationality of the decision making process is also influenced by the 

knowledge of the self, motivation to engage in the decision making process and to a lesser 

extent by the support of a student‘s career counsellor during the decision making process.  

Findings show that the autonomy and rationality of the student decision making 

positively affects students‘ satisfaction with a semester as a whole whereas the rationality of 

the student decision making process also positively correlates with the constructs behavioural 

engagement during a semester and a student‘s feeling of mastery. However, the evaluation of 

the autonomy supportive behaviour of the teacher or career counsellor has a much higher 

correlation with the construct Satisfaction than rationality and autonomy of the student 

decision making process 

 Student decision making is led by epistemic, emotional, functional values, or a 

combination of two or all of these values. Only in very few cases do social values appear to 

play a role in student decision making. In none of the cases do conditional values appear to be 

leading. These findings indicate that when students are able to personalise the curriculum 

through choices, in nearly all cases, they will choose a minor, course, module or internship 

because they see it as either new and/or interesting (epistemological), because they think they 

will like it or because it matches their interests (emotional) or because it will be beneficial for 

their future career or in their future job (functional) 

 Findings further show that the shift in power from ‗producers‘ to ‗consumers‘ of 

higher education is far from self-evident, as student decision making often involves struggles 

for power between students and staff members. Staff members, in particular, exercise power 

through (the withholding of) certain information and the promotion of certain options over 

others. It appears that staff members use their authority to influence students by giving certain 

advice and persuading or convincing students to take up a certain minor, module, course or 

internship. 
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Samenvatting (Dutch summary)  

 

Het afgelopen decennium hebben veel hogescholen het principe van vraaggestuurd onderwijs 

omarmd. Echter, door de jaren heen is niet of nauwelijks onderzoek gedaan naar 

vraaggestuurd onderwijs in het HBO. Deze studie heeft geprobeerd deze leemte (gedeeltelijk) 

te vullen. 

 Om meer inzicht te verkrijgen in de praktijk van vraaggestuurd onderwijs is een 

casestudy uitgevoerd naar vraaggestuurd onderwijs zoals gepraktiseerd binnen Christelijke 

Hogeschool Windesheim te Zwolle. Dit deel van het onderzoek spitste zich met name toe op 

het keuzeproces van de student in vraaggestuurd onderwijs. Daarnaast heeft deze studie ook 

getracht (de opkomst van) vraaggestuurd onderwijs te begrijpen en nader te duiden. Op deze 

wijze is geprobeerd antwoord te vinden op volgende onderzoeksvragen: 

 

 Hoe kan vraaggestuurd onderwijs worden begrepen vanuit onderwijskundig, historisch 

en sociologisch perspectief? 

 

 Hoe wordt vraaggestuurd onderwijs gepercipieerd en gepraktiseerd binnen Christelijke 

Hogeschool Windesheim?  

 

 Wat is kenmerkend voor het keuzegedrag van studenten in vraaggestuurde onderwijs? 

 

Methodiek 

 

Om antwoord te krijgen op bovenstaande onderzoeksvragen zijn zeven verschillende, maar 

gerelateerde deelstudies uitgevoerd. De eerste drie studies hadden tot doel (de opkomst van) 

vraaggestuurd onderwijs te duiden en te begrijpen. Daarvoor is een analyse van 

onderwijsliteratuur uitgevoerd, is de overgang van aanbodgestuurd onderwijs naar (meer) 

vraaggestuurd onderwijs gerelateerd aan de overgang van Moderniteit naar Post-moderniteit 

en is getracht de massale omarming van vraaggestuurd onderwijs te verklaren vanuit 

sociologisch perspectief. 

Daarnaast is een casestudy uitgevoerd naar vraaggestuurd onderwijs zoals dit wordt 

gepraktiseerd binnen Christelijke Hogeschool Windesheim te Zwolle. Deze casestudy bestond 

uit vier deelstudies. Het doel van de eerste studie was om uit te vinden hoe vraaggestuurd 

onderwijs wordt gepercipieerd door Schools en individuele docenten en studenten. De tweede 

studie werd uitgevoerd om uit te vinden hoe vraaggestuurd onderwijs plaats vindt en te 

achterhalen welke factoren een rol spelen bij het keuzeproces van studenten. Studie drie werd 

uitgevoerd om uit te vinden in hoeverre het keuzeproces van studenten kan worden 

gekarakteriseerd als autonoom en rationeel, welke factoren van invloed zijn op de autonome 

en rationaliteit van het keuzeproces en welke effecten worden gegenereerd door autonoom en 

rationeel kiezen. De vierde studie trachtte uit te vinden welke waarden ten grondslag liggen 

aan keuzes van studenten en of en in hoeverre de factor macht een rol speelt in het 

keuzeproces  
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Bevindingen  

 

Vraaggestuurd onderwijs in onderwijskundig perspectief 

In de verschillende onderwijsliteratuur wordt vraaggestuurd onderwijs gezien als die vorm 

van onderwijs die studenten of leerlingen in staat stelt om invloed uit te oefenen op, of 

inspraak te hebben in: welke leeractiviteiten plaats vinden, de inhoud hiervan en de volgorde 

waarin deze activiteiten plaats vinden. Verder hebben studenten en leerlingen invloed op, of 

inspraak in, de gehanteerde didactiek en welke vakken en projecten zij wel of niet volgen. 

Ook hebben leerlingen en studenten in vraaggestuurd onderwijs invloed op de wijze van 

toetsing en worden zij betrokken bij het interpreteren van toetsresultaten.  

Vraaggestuurd onderwijs wordt in de literatuur vaak aangeduid als die vorm van 

onderwijs die leerlingen en studenten in staat stelt om te bepalen wat, waar en hoe er geleerd 

wordt. De leerkracht of docent verwordt hierbij tot een manager, contactpersoon en motivator.  

Bij vraaggestuurd onderwijs is het van belang dat leerlingen en studenten duidelijke en 

specifieke informatie kunnen in zien over activiteiten en lesmethoden en dat ze voldoende 

begeleid worden bij het maken van keuzes.   

In de verschillende literatuur over vraagsturing wordt de opkomst van vraaggestuurd 

onderwijs verklaard door te wijzen op de noodzaak van deze vorm van onderwijs in een 

voortdurend veranderende en dynamische samenleving. Het ‗oude‘ aanbodgestuurde 

onderwijs wordt daarbij gezien als ontoereikend en ongeschikt mede ook omdat leerlingen en 

studenten deze vorm niet langer zouden wensen of zelfs tolereren.  

 

Vraaggestuurd onderwijs in historisch perspectief 

Vanuit breder historisch perspectief, blijkt het principe van vraaggestuurd onderwijs een 

archetypische manifestatie van de Postmoderne obsessie met complexiteit, veranderlijkheid 

en de mogelijkheid om het eigen leven zelf vorm te geven.  

Het principe van vraaggestuurd onderwijs verschilt sterk van Moderne concepten zoals 

gepromoot door bijvoorbeeld Maria Montessori, John Dewey, Rudolf Steiner and Célestin 

Freinet. Sterk beïnvloed door de Verlichtingsidealen streefden zijn naar autonomie voor de 

individuele leerders om deze te vormen tot een actief, competent en kritisch individu en om 

hen een passie voor leren bij te brengen. Ditzelfde geldt voor concepten zoals de ‗liberal arts‘ 

en het ‗open curriculum‘.  

 In tegenstelling tot Moderne concepten streeft vraaggestuurd onderwijs naar het 

individualiseren van de verantwoordelijkheid voor (een deel van) het curriculum als doel op 

zich omdat wordt verondersteld dat alleen op deze wijze leerlingen en studenten kunnen 

worden voorbereid op onze huidige Postmoderne en supercomplexe samenleving.  

 

De opkomst van vraaggestuurd onderwijs in het HBO in sociologisch perspectief  

Een sociologische beschouwing van de opkomst van vraaggestuurd onderwijs in het HBO 

toont dat deze ontwikkeling verband houdt met een bredere internationale trend. Een trend 

ingezet rond het begin van de jaren ‘80 van de vorige eeuw.  

In deze periode omarmden veel westerse landen het neoliberalisme. Dit resulteerde in 

de toepassing van nieuwe vormen van governance in de publieke sector, beter bekend als New 

Public Management (NPM).  
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Het toepassen van NPM leidde in diverse landen tot de introductie van 

markmechanismen en vrije markt principes. In Nederland resulteerde dit eind 1980 in onder 

meer de introductie van vraagsturing in de publieke sector.  

Op soortgelijke wijze hebben hoger onderwijsinstellingen de afgelopen jaren NPM 

principes omarmd. Dit leidde onder meer tot de opkomst van concepten zoals ‗personalized 

learning‘, ‗tailor-made education‘ en ‗customized learning‘.  

In Nederland lijkt deze ontwikkeling te hebben geresulteerd in de opkomst van 

vraaggestuurd onderwijs in het HBO. Deze stelling wordt onderbouwd door het feit dat de 

argumenten voor de introductie van vraaggestuurd onderwijs opvallend veel overeenkomsten 

vertonen met argumenten voor de introductie van vraaggestuurde publieke diensten in 

Nederland en soortgelijke concepten in omringende landen.  

 

Perceptie en uitvoering van vraaggestuurd onderwijs binnen Windesheim  

De uitkomsten van de casestudy laten zien dat binnen Christelijke Hogeschool Windesheim 

vraaggestuurd onderwijs op institutioneel niveau wordt gezien als het principe dat studenten 

in staat stelt minimaal de helft van het curriculum zelf vorm te geven. Studenten worden in 

staat gesteld om het curriculum te ‗personalizeren‘ door te bepalen hoe competenties worden 

verworven, door minoren te kiezen, door keuzes te maken voor beroepsrollen, door keuzes te 

maken over toetsvormen en door te bepalen in welke volgorde modules worden aangeboden.  

Voor de geïnterviewde studenten en docenten blijft onduidelijk wat vraaggestuurd 

onderwijs precies inhoudt en welke mogelijkheden het concept biedt. Volgens studenten gaat 

vraagsturing vooral om zelfsturing terwijl volgens docenten vraagsturing met name gaat om 

inhoudelijke verbreding. Zowel studenten als docenten geven aan te verwachten dat veel 

studenten moeite zullen hebben met de vrijheid die vraaggestuurd onderwijs biedt. De 

verwachting is dan ook dat begeleiding en coaching voor veel studenten erg belangrijk zal 

zijn.   

De vorm van vraaggestuurd onderwijs die binnen de tien Schools van Windesheim het 

meest en op grote schaal wordt gepraktiseerd is die waarbij de individuele student in staat 

wordt gesteld om op een gegeven ogenblik uit een aantal keuzemogelijkheden te kiezen welk 

onderwijs tijdens een semester aan hem of haar zal worden aangeboden.  

 

Het keuzeproces van de Student 

De uitkomsten van de casestudy laten zien dat het keuzeproces van studenten wordt 

gekenmerkt door een sterke mate van rationaliteit en een behoorlijke mate van autonomie.  

De rationaliteit van het keuzeproces van de student wordt met name beïnvloed door de 

kwaliteit van de informatie en de mate waarin de student deze informatie weet te vinden. In 

mindere mate wordt de rationaliteit van het keuzeproces ook beïnvloed door 

persoonskenmerken als self-efficacy, zelfkennis, en de bereidwilligheid om keuzes te maken. 

Verder blijkt dat de mate waarin de studieloopbaanbegeleider het keuzeproces van de student 

faciliteert (e.g. helpen met het vinden van informatie) ook een bescheiden invloed heeft op de 

rationaliteit van het keuzeproces. De autonomie van het keuzeproces wordt het sterkst 

beïnvloed door de bereidwilligheid van de student om keuzes te maken, zijn of haar self-

efficacy, de kwaliteit van de informatie en de mate waarin de student deze informatie weet te 

vinden en ook, zij het in mindere mate, door de keuzestructuren van de verschillende Schools.  
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Wat opvalt, is dat leeftijd, geslacht, vooropleiding, ervaring van studenten, de cultuur 

van de School, kennis van hun toekomstige beroep en conflicten met significante anderen 

geen rol lijken te spelen waar het de rationaliteit en de autonomie van het keuzeproces betreft.  

Uit het vragenlijstonderzoek blijkt verder dat studenten meer tevreden zijn over hun 

onderwijs wanneer hun keuzes meer autonoom zijn terwijl de betrokkenheid bij het onderwijs 

wordt beïnvloed door de rationaliteit van de keuze. Tevens blijkt dat betrokkenheid bijdraagt 

aan de tevredenheid over het aangeboden onderwijs.  

 

Waarden die Keuzegedrag Beïnvloeden 

Door een zogenaamde mixed-method benadering is ook getracht te achterhalen welke 

waarden leidend zijn bij de keuzes van studenten. Hiervoor is gebruik gemaakt van de Theory 

of Consumption Values.  

Uitkomsten laten zien dat in vrijwel alle gevallen epistemologische functionele en 

emotionele waarden leidend zijn bij keuzes van studenten. Keuzes van studenten zijn 

ingegeven door een zekere interesse of intellectuele nieuwsgierigheid (epistemologisch), 

omdat verwacht wordt dat een bepaalde keuze hen in hun later beroep of op de arbeidsmarkt 

van pas zal komen (functioneel) en/of door een bepaalde voorkeur of verbondenheid met een 

specifiek onderwerp/specifieke inhoud van een bepaalde onderwijseenheid. Zogenaamde 

conditionele (voorwaarde voor het doen van een andere cursus of minor) en sociale waarden 

(vrienden maken dezelfde keuze, gepusht worden door anderen) blijken nauwelijks een rol te 

spelen bij de keuzes van studenten.  

Een analyse van de uitkomsten op basis van het werk van Pimentel Bótas toont aan dat 

studenten zeer enthousiast zijn over de mogelijkheid om zelf te kiezen waarover zij zullen 

leren omdat dit lijkt te resulteren in een vorm van ‗empowerment‘. Zij hechten daarbij zeer 

sterk aan het maken van autonome keuzes. Resultaten tonen echter aan dat instituten en 

personeel, op bewust en onbewust niveau, hun macht en invloed aanwenden om de keuzes 

van studenten te beïnvloeden. De keuzevrijheid van de student wordt onder meer beperkt door 

het adviseren van standaardroutes, het verstrekken van een geringe hoeveelheid informatie, 

het achterhouden van informatie, de structuur van het curriculum, groepsgrootte en andere 

institutionele en bureaucratische beperkingen. 
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Appendix A. Interview guide in-depth interviews 
 

1. Interpretation of the educational innovations that had taken place at Windesheim UAS: 

introduction of major/minor model, competence-based learning, demand-driven 

education, career counsellors and possible other innovations) 

2. Perception of the implementation of these innovations (introduction of major/minor 

model, competence-based learning, demand-driven education, career counsellors and 

possible other innovations) 

3. Opinion(s) about the introduction of major/minor model, competence-based learning, 

demand-driven education, career counsellors and possible other innovations 

4. Awareness of the goals of the various innovations: 

a. Goals mentioned spontaneously  

b. Reactions on the goals mentioned by the interviewer 

c. Perception of the extent to which the education the education as it is provided 

will help achieve the goals mentioned earlier 

5. Opinion(s) about demand-driven education concerning: 

a. The amount of flexibility and choice:  

i. Ability to develop personal learning goals 

ii. Ability to relate choose education that related to individual learning 

goals 

iii. Choice options  

b. Student‘s individual learning goals / learning needs  

c. Student choice behaviour  

d. Motives provided for choices 

e. Desired amount of a flexible curriculum and freedom of choice 

f. Effects of provided flexibility and freedom of choice  

g. Perception of fellow students‘ choice behaviour  

h. Assumed motives of fellow students for the choices they made 

i. Desired amount of flexibility and freedom of choice of fellow students 

j. Amount of support provided to students regarding individual choices 

i. By career counsellor 

ii. By others  

k. Amount of support provided to students regarding the formulation of personal 

learning goals 

i. By career counsellors  

ii. By others 

l. The extent to which students make use of the provided flexibility and freedom 

of choice according to teachers 

6. The challenges posed by flexible education and freedom of choice for: 

a. Organisation 

b. Teachers 

c. Students  

7. Chances and challenges of the innovations that have taken place at Windesheim UAS 

a. Chances 

b. Challenges  

8. Expectations about this study 

9. Final word 
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Appendix B. EFA exploratory survey study 
 

 Factor 

Item 1 2 3 4 5 6 7 8 9 10 11 12 

INFL01 .10 .27 -.01 .14 .01 .01 -.03 .11 .71 .13 .00 .07 

INFL02 -.02 .07 .01 .35 .02 -.03 -.01 .00 .67 .02 -.15 -.01 

INFL03 .04 .45 .02 -.01 .10 .02 .01 -.02 .55 .32 .12 -.07 

INFL04 .06 .27 .02 .00 -.02 -.05 .03 -.07 .49 .40 .25 -.15 

INLFTT01 .08 .36 .02 .04 .08 .00 .04 .06 .16 .75 .00 .04 

INFLTT02 .08 .24 .10 .06 .01 .02 .05 .03 .16 .81 .09 .05 

INFLTT03 -.06 .73 -.03 -.02 .11 -.06 .04 .00 .22 .08 .08 .19 

INFLTT04 -.05 .75 -.05 -.06 .09 -.03 .01 -.04 .18 .08 .05 .14 
INFLASS01 .03 .80 -.02 -.05 .05 -.06 .01 .06 .17 .03 .01 .04 
INFLASS02 -.01 .78 .05 -.02 .05 -.05 .01 .03 .19 .07 .02 .05 
INFLASS03 .12 .76 -.01 .10 -.08 .04 -.02 .01 -.16 .15 .04 -.22 
INFLASS04 .09 .73 .10 .13 -.10 .01 .00 -.04 -.13 .18 .06 -.16 

AUT01 .15 .03 .11 .84 .02 .08 .05 .07 .07 -.04 .02 -.02 

AUT02 .13 -.07 .07 .89 .04 .01 .06 .05 .06 .04 .01 .01 

AUT03 .16 -.06 .04 .87 .01 .01 .00 -.02 .12 .00 .05 .03 

AUT04 .23 .23 .05 .47 .03 -.04 .05 -.01 .17 .21 .05 .05 
HAPPY01 .26 -.01 .21 .06 .11 .02 .10 .73 -.04 .03 .17 -.06 

BETCON01 .28 .02 .12 .07 -.02 .06 .05 .15 -.02 .12 .65 -.03 
BETCON02 .02 .08 .13 -.01 .27 -.01 -.01 .17 -.09 -.01 .75 .06 

BETCON03 .23 .12 .07 .03 .08 .10 .06 .09 .10 .04 .62 .09 

MAST01 .29 .01 .71 .10 .10 .12 -.02 .16 -.08 .06 .12 -.07 

MAST02 .15 .10 .70 .06 .32 .07 .04 .22 .04 .05 .04 -.04 

MAST03 .24 -.06 .75 .07 .08 .09 .04 .05 -.01 -.01 .17 .04 

MAST04 .13 .02 .78 .09 .24 .00 .07 .11 .04 .09 .03 .12 
PREPRO01 .57 .12 .31 .01 -.03 .01 .09 .06 .06 -.02 .32 .00 

PREPRO02 .68 -.04 .28 .11 -.10 .04 .12 .03 .20 -.13 .22 -.07 

PREPRO03 .68 -.01 .29 .07 -.08 .04 .09 .00 .16 -.07 .20 -.18 

INTER01 .73 -.09 .19 .17 .06 .11 .00 .15 .07 .01 .07 -.04 

INTER02 .80 -.05 .02 .11 .05 .15 -.03 .18 .00 .10 .02 -.02 

INTER03 .70 .04 .03 .10 .16 .08 -.04 .16 -.11 .22 .00 .10 

CHALL01 .23 .00 -.02 -.01 -.24 .19 .10 -.16 .00 .03 .09 .66 

CHALL02 .65 .06 .05 .13 .02 .13 -.01 .10 -.04 -.08 .06 .44 

CHALL03 .69 .16 .07 .12 .03 .14 -.03 .02 -.07 .07 .07 .42 

CHALL04 .63 .14 .09 .11 .09 -.07 .01 .03 -.05 .15 .02 .44 
ACTPART01 .08 -.04 .16 .01 -.08 .79 .01 .01 -.01 .09 .02 .36 
ACTPART02 .09 -.01 .14 .00 -.16 .78 .01 -.03 .01 .01 .03 .35 
ACTPART03 .27 -.06 -.14 .00 -.02 .55 .16 .10 -.06 -.06 .05 -.09 
SELFREG01 -.04 -.01 .22 .01 .27 .44 .37 .13 .03 -.08 .00 -.08 
SELFREG02 .09 -.02 .26 -.05 .36 .15 .37 .12 .08 -.12 .04 .00 
SELFREG03 .15 .02 .10 .04 .17 .12 .70 .01 .00 -.12 -.02 -.06 
SELFREG04 -.01 -.01 -.05 .12 .10 .01 .82 .07 -.11 .08 .07 .07 
SELFREG05 -.08 .05 .00 -.01 .07 .06 .80 -.04 .07 .17 .04 .07 

SELFE01 .06 .04 .20 .02 .79 .11 .14 .05 -.02 .05 .14 -.08 

SELFE02 .09 .07 .11 .04 .78 -.07 .12 .09 -.01 .05 .03 .03 

SELFE03 -.03 .03 .17 .04 .77 .00 .13 .06 .07 .02 .09 -.10 

SELFE04 .09 -.05 .06 .07 .21 .71 .07 -.01 .01 .01 .08 -.19 
HAPPY02 .14 .06 .15 .01 .08 .04 .04 .79 .03 .02 .06 -.04 
HAPPY03 .12 -.04 .09 .03 .07 .02 -.02 .82 .06 .02 .17 .01 
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Appendix C. EFA pilot version DDEQ 

 

 Factor 

Item 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 

BC01 .46 -.02 .32 .21 .03 .14 -.01 .15 .04 -.20 -.02 -.06 .05 .12 -.07 .50 .05 .07 .03 .11 -.03 -.12 

BC02 .42 -.03 .21 .15 -.07 .05 -.05 .20 -.10 -.09 .01 .04 .11 .02 -.11 .61 .14 .17 -.05 -.10 .00 .03 

ACC01 .04 .81 .06 .06 .19 -.16 .03 -.02 -.06 .01 .10 .00 -.05 .09 .14 .03 -.04 -.15 -.03 -.13 .04 -.13 

ACC02 -.13 .65 -.01 .00 .04 -.09 -.11 .01 .24 .13 -.06 .29 -.12 -.01 .04 .17 -.06 -.06 .18 -.20 .09 -.04 

ACC03 -.04 .87 -.02 .06 .14 -.02 -.06 .10 -.02 .03 .04 .02 .05 .08 .06 .08 -.01 -.15 -.17 .03 .01 .05 

ACC04 .12 .58 -.17 .24 .03 .17 .28 -.02 -.03 -.11 -.26 -.16 -.05 -.07 .10 -.15 -.26 .00 .08 .15 .00 -.12 

ACC05 .01 .70 -.02 .06 .02 .04 .20 .04 .01 .03 -.01 .07 -.08 -.14 -.11 .01 .02 .24 .14 .04 -.03 .46 

ACC06 -.17 .30 .01 .11 -.03 .17 -.21 .34 .04 .08 .01 .34 .04 .03 -.03 .09 -.24 .40 -.24 .04 .25 .05 

ACC07 .03 .76 -.12 .11 .06 .08 .04 -.05 .09 .07 -.14 .21 .02 -.03 -.03 .02 -.16 .05 .03 -.32 -.14 .05 

ACC08 .06 .70 -.09 .15 .09 .10 .12 -.12 -.02 .15 .05 -.10 -.11 .13 -.03 .14 -.12 .05 .24 -.23 -.11 -.03 

ACC09 .00 -.57 -.07 -.10 -.07 -.20 .13 -.18 .02 -.08 .19 .04 -.08 -.07 .08 .20 .05 .11 -.09 .52 -.01 .06 

ACC10 .09 .77 .03 -.08 .16 .12 .11 .07 .07 -.01 -.02 .03 .05 .04 -.15 -.01 .23 .00 .05 .18 .07 .27 

ACC11 .04 .77 .10 -.08 .23 .04 .15 .01 .12 -.11 -.04 -.11 -.11 .10 .06 -.08 .02 .03 -.01 .09 -.17 -.14 

ACC12 .04 .73 .18 .04 -.19 .19 -.11 .07 .19 .09 .04 .07 .04 -.05 .12 .02 .20 .11 -.11 .23 .00 .23 

ACC13 .09 .85 .07 -.03 -.10 -.02 .04 .04 .07 .01 -.01 .06 .03 .05 .13 .02 .06 .04 -.08 .15 .05 -.02 

ACC14 .02 .72 .23 .06 .00 .04 .06 .16 -.18 -.08 .11 -.06 .04 -.06 -.17 -.14 .08 -.01 .17 -.11 .20 -.11 

ACC15 -.11 .59 .37 .10 .35 .08 -.02 -.14 .01 -.01 .27 -.07 .04 .10 .02 -.02 -.08 -.01 .10 -.07 .09 -.21 

CHA01 .01 .24 .11 .01 .79 -.06 .03 .00 -.08 -.15 -.10 .01 .07 .12 .23 -.10 .01 -.05 -.02 .04 -.01 .03 

CHA02 .67 .00 .10 -.17 .43 .11 -.06 .03 -.05 .00 .18 -.02 .03 -.05 .04 .07 -.17 .04 .07 -.02 .31 .11 

CHA03 .62 -.01 .10 -.10 .50 .08 .06 .05 .00 .10 .24 -.07 .03 -.06 -.02 .11 -.18 .07 -.03 .02 .22 .14 

CHP01 .42 .18 .21 -.04 -.21 .36 -.15 .02 .06 -.02 .07 -.18 -.09 .16 .07 .01 .00 -.05 .23 -.24 -.02 .24 

CHP02 -.11 .05 -.27 -.04 .04 -.13 .01 -.28 .09 -.01 -.03 -.01 .07 -.01 .05 .04 .76 .00 .03 .06 .00 .01 

CHP03 -.26 -.06 .05 -.21 -.02 -.16 -.13 -.70 .03 .20 -.07 .14 .07 -.13 .16 .01 .23 .02 -.05 .12 -.12 .03 

CHP04 -.15 .13 -.05 -.01 -.27 -.01 .12 .07 .08 .57 -.12 .10 -.21 .11 .01 .03 .32 -.29 -.13 -.02 -.06 -.01 

CHP05 .05 -.09 .06 .01 -.01 -.24 .23 -.12 -.14 .02 .14 .04 .00 -.05 .16 .05 .02 .77 -.03 .02 -.01 .05 

CHP06 -.21 .11 .01 .10 -.23 -.08 .17 -.07 .02 .73 -.03 .07 .04 -.08 .00 -.14 -.10 .24 -.09 -.03 .11 -.15 

CHP07 -.25 .01 -.25 .04 -.02 -.11 .16 -.02 -.04 .77 -.01 .03 -.06 .01 .16 -.06 -.02 -.01 .11 -.02 -.08 .13 

KFP01 .18 .11 .79 .13 .07 .01 -.08 .04 .18 -.04 -.16 .03 -.13 .00 .07 .16 .12 .10 .11 -.03 .15 .08 

KFP02 .07 -.07 .76 .23 .06 -.07 -.16 -.04 .05 -.04 .19 .07 -.07 -.01 -.04 .01 -.03 .04 .25 .16 .03 .05 

KFP03 .25 .15 .86 .00 .03 .07 -.04 -.05 -.05 -.12 .02 .00 -.06 .03 -.03 .03 -.19 -.02 -.11 -.01 -.09 -.04 

KFP04 .29 .11 .86 -.08 -.01 .08 -.04 -.05 .02 -.03 .08 .05 -.05 .04 .03 .04 -.13 -.06 -.11 -.03 -.01 -.08 

DMP01 .15 -.07 .00 .10 .09 .13 .06 .02 -.01 -.15 .80 .10 -.05 .08 .01 .06 .04 .02 .04 .20 -.03 -.06 

DMP02 .03 .17 .16 -.01 -.15 .18 -.13 .05 .14 .10 .66 .12 -.05 -.19 -.11 -.06 -.08 .19 .09 -.30 .01 .14 

DMP03 .27 -.01 .47 -.04 -.06 .19 -.20 -.04 -.03 -.30 .10 -.06 .00 -.08 -.08 .19 -.09 .22 .26 -.18 -.32 .03 

DMP04 -.17 -.02 .16 -.05 .13 -.11 .10 -.63 -.11 -.18 .09 -.04 -.01 -.10 .37 .02 .15 -.03 -.03 -.08 .00 -.22 

DMP05 -.10 -.05 -.10 -.08 -.11 .07 -.05 -.22 -.15 .09 -.02 -.03 .02 -.08 .69 -.16 .25 .20 .09 .17 .11 .03 

DMP06 -.09 -.06 .02 -.08 -.07 -.12 .03 -.84 .10 .05 -.04 -.09 -.05 .03 -.02 -.22 .06 .10 -.14 .02 .04 .04 

EXPEC01 .49 .02 .10 .27 -.33 -.06 .13 .09 -.02 -.30 .17 .14 -.11 -.26 .07 .33 .11 .08 -.06 -.02 .05 -.19 

EXPEC02 .64 .03 .01 .27 -.07 -.16 .04 .31 .13 -.27 -.07 .05 -.07 -.06 .07 .05 .20 .17 -.14 -.04 -.21 -.14 

EXPEC03 -.47 -.16 -.02 -.25 .09 .19 .25 -.31 .08 .27 .12 -.14 .01 .00 -.10 .09 -.14 -.08 .00 .15 .11 -.32 

EXPEC04 .59 .11 .21 .08 .11 .04 .18 .18 .07 .00 -.32 .24 -.08 -.04 .14 .00 .28 .03 -.04 -.12 -.17 -.01 

HAP01 .33 -.24 .17 .38 -.22 .19 -.01 .03 -.06 -.07 .05 .07 -.30 .08 .08 -.13 .09 .01 -.04 -.06 .48 -.05 

II01 .26 .22 .08 .15 -.28 .05 -.04 .32 -.10 -.26 .12 .31 -.03 -.03 .08 .04 -.27 .04 .39 .17 .01 .14 

II02 .21 .16 .07 .27 .03 -.01 -.02 .26 .08 .01 .04 .08 .07 -.01 -.04 .02 .04 -.06 .73 -.03 -.02 .00 

II03 .11 .24 -.07 .13 -.22 .02 -.13 .48 -.19 .11 -.19 .26 -.13 -.06 -.27 .10 .19 -.01 .20 .06 .25 -.14 
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II04 .27 .31 .09 .19 -.10 .03 -.01 .15 .04 -.15 .21 .18 -.20 -.14 -.10 .52 -.17 -.13 .11 .25 .14 .04 

II05 .22 -.01 .28 .02 .03 .07 .19 .09 -.28 -.20 -.05 .17 -.19 .09 -.10 .42 -.04 -.39 .33 .06 .05 .09 

INT01 .88 -.01 .12 -.01 .14 .07 -.07 .03 .06 .01 .04 -.04 -.03 .18 .00 .01 -.07 .00 .19 .03 -.06 .05 

INT02 .90 .01 .10 .08 .14 .01 -.06 .01 .02 .00 -.09 -.03 -.04 .06 .00 .05 -.08 .06 .14 .04 .01 .03 

INT03 .84 .04 .07 .13 .03 .05 -.01 -.03 .21 -.08 -.07 -.08 .02 .08 -.12 .05 -.03 -.04 .04 .01 -.03 -.06 

MAX01 -.09 -.11 -.18 -.11 -.13 -.03 -.08 -.04 -.17 -.02 -.05 -.02 .82 .11 -.06 .05 .05 -.07 -.03 .11 -.08 .06 

MAX02 -.02 -.28 -.20 .04 -.14 -.23 -.04 .02 -.27 .09 .01 -.06 .58 -.18 -.09 .06 .18 .19 .19 -.06 -.06 -.19 

MAX03 .03 .19 -.10 .05 .19 -.26 .23 -.04 .40 .34 -.16 .05 .01 -.03 .27 -.13 .11 .20 .19 .29 .11 -.12 

MAX04 -.08 .20 .04 .13 .28 -.06 .07 .02 .29 -.14 .02 .13 .67 -.01 .09 -.11 -.12 .06 -.03 -.18 .00 .00 

MAX05 -.21 .12 .07 .04 .17 -.03 .32 .01 .43 -.21 -.17 .21 .37 -.04 -.12 -.25 .11 -.07 .13 -.15 .09 -.09 

MOT01 .83 -.01 .08 .11 .13 .14 -.04 -.04 -.10 .00 .12 -.02 .02 -.04 -.10 .15 -.10 -.04 .08 -.05 .22 .00 

MOT02 .79 .07 .13 .17 -.11 .00 -.08 .20 -.11 -.04 -.06 .27 .01 .02 -.10 -.01 .04 .04 -.12 .07 -.10 .10 

MOT03 .71 .25 .06 .04 -.04 -.02 -.17 .27 -.06 .02 -.06 .21 .00 .20 .01 .06 -.02 .05 .01 .16 -.19 .11 

MOT04 .73 -.03 -.03 .00 -.07 .10 .07 .03 .03 .06 .00 .18 -.12 -.19 .14 .03 .16 -.08 -.21 .05 -.05 -.10 

MOT05 -.16 -.06 .30 .13 -.05 -.45 .15 -.07 .13 .06 .00 -.04 .11 -.44 .04 -.07 -.11 .07 -.18 -.06 .09 .13 

MOT06 -.25 -.13 -.04 -.08 .19 .01 .16 .11 .08 .03 -.03 -.43 .17 -.55 .08 .04 .01 -.20 .08 -.01 .07 .00 

MOT07 .20 .15 .12 -.05 .05 .23 .03 .13 .04 .01 .01 -.04 .09 .76 .08 .01 -.02 -.11 -.01 -.03 .08 .02 

MOT08 -.17 -.03 .17 -.16 -.11 -.09 .19 .06 -.03 -.21 -.21 -.49 -.04 -.35 -.01 -.10 .18 .08 -.04 -.08 -.14 .14 

OENG01 .24 .24 .06 .03 .82 -.11 .03 .02 -.02 -.12 .10 .06 -.06 -.04 -.02 -.04 .05 -.01 .04 -.01 .05 .04 

OENG02 .15 .10 -.06 -.01 .86 -.04 .00 -.05 -.01 .00 .00 .06 -.04 -.03 -.04 .04 .04 .00 .00 -.03 -.11 -.08 

OENG03 .11 .06 .11 .14 .11 .09 -.07 .11 -.09 .04 .12 .83 .06 -.02 -.05 .00 .06 .02 .08 -.01 -.01 .05 

OENG04 .51 .07 .29 .05 -.01 -.24 -.09 .18 .00 .05 -.01 -.29 .01 .31 .17 .46 .02 -.06 -.02 -.05 -.06 -.01 

PFP01 .51 -.02 .43 .09 .13 -.12 .03 .07 -.19 .03 .02 -.06 .14 .37 .05 .19 .17 -.07 -.04 -.21 -.10 .21 

PFP02 .52 .06 .44 .04 .00 -.08 -.14 -.06 -.11 -.02 .06 -.07 .18 .21 .16 .23 -.01 -.25 -.08 -.21 .13 .11 

REGR01 .01 .20 .11 .02 .19 .07 .13 -.10 .00 .11 -.08 -.05 -.08 .12 .76 .03 -.11 .00 -.07 -.08 -.14 -.02 

REGR02 -.06 .17 -.16 .03 .03 -.11 .80 -.10 .02 .09 -.05 .04 .01 -.09 .03 .04 -.16 .09 -.08 .04 -.01 -.01 

REGR03 -.15 .16 -.14 -.12 .04 -.11 .72 .11 .23 .04 -.12 -.13 -.02 -.03 .19 .05 .01 -.03 -.02 .00 .13 -.15 

REGR04 -.06 .06 .04 -.07 .05 -.02 .87 .01 .06 .12 .11 -.09 -.05 .00 -.03 -.07 .12 .01 .03 .03 -.01 .14 

REGR05 -.17 -.12 -.31 -.12 -.29 -.15 .57 -.06 -.13 .21 .05 -.08 .05 .07 -.10 .00 .12 .27 .04 -.02 -.13 -.06 

SAT01 .75 -.05 .07 .28 .05 .10 -.08 .03 -.09 -.23 .15 -.05 -.07 .11 -.07 .00 -.12 .05 .09 .00 .02 -.11 

SAT02 .81 .01 .06 .20 .07 .19 -.12 .05 .03 -.22 .08 .01 -.08 .14 -.01 -.05 -.07 -.06 .18 .07 .11 .01 

SAT03 .70 -.04 .17 .31 .00 .17 .02 -.09 -.02 -.22 .17 .11 -.11 -.01 -.14 .09 .04 -.20 .00 -.12 .10 -.06 

SSDT01 .24 .15 -.13 .06 -.05 .75 -.06 .10 .14 .05 -.01 .02 -.15 .08 .06 .05 -.03 -.20 .05 .06 .16 .11 

SSDT02 .07 .04 .11 -.04 -.09 .88 -.07 .07 -.05 -.11 .06 .08 -.01 .03 .01 -.01 .01 .02 -.03 -.01 .02 -.06 

SSDT03 .13 .05 .10 -.14 -.03 .87 -.08 .11 -.06 -.06 .14 .03 .00 .07 .01 .00 -.14 -.05 -.04 -.07 -.04 .01 

SSDT04 .22 -.11 .18 .24 .00 .28 .22 .43 -.02 .02 .12 .01 -.05 .02 -.38 -.07 .10 -.15 .19 .39 -.04 .01 

SSDT05 .05 .21 -.03 -.03 .04 .15 .09 .15 .53 -.02 .04 .00 -.21 .06 -.26 .18 -.08 .02 -.03 .05 .54 .01 

DSE01 .14 .14 .12 -.13 .07 -.03 .06 -.05 .81 -.07 .02 -.13 .10 -.04 -.12 -.01 .07 -.15 .07 .14 -.14 -.01 

DSE02 -.04 .00 .01 .08 -.25 -.02 .07 -.09 .76 .11 .08 -.03 -.16 .00 .04 -.04 .03 .01 -.05 -.13 .09 .04 

DSE03 -.06 .16 .17 -.11 .35 -.05 .05 -.12 .07 .00 .48 .15 .09 .29 -.14 .08 -.10 .11 -.28 -.04 .27 -.13 

TEACH01 .14 .15 .04 .77 .09 -.04 .01 .02 .03 -.04 -.11 .09 .09 .15 -.04 .09 -.23 .05 -.03 .00 .07 .29 

TEACH02 .29 -.01 -.04 .83 -.01 .05 -.02 .04 .00 .11 -.01 .07 -.12 -.02 -.02 .02 .17 -.02 .11 .06 .03 .11 

TEACH03 .10 .17 .12 .82 .02 -.03 -.15 .05 -.03 .00 .10 .03 .07 -.14 .01 .05 -.07 -.08 .11 .01 -.10 -.15 

TEACH04 .13 -.04 .15 .76 -.14 -.10 -.03 .27 .06 .04 .13 .03 .05 .05 -.01 .04 .08 -.11 -.07 -.13 .08 -.05 

TEACH05 .24 .12 -.02 .83 .03 -.11 .00 .04 -.07 -.01 -.07 .07 -.06 -.03 -.02 .05 -.07 .18 .13 .04 -.01 -.08 

 
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization  
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Appendix D. Final version DDEQ (Dutch) 
 

The final version of the DDEQ consists of different items that were presented to students on 

so-called screens. The various items related to the specific course or internship that students 

had taken up during as semester (Major: Vrije ruimte, Stage, Eindopdracht, Minor or Stage). 

Some screens were presented to all students. Other screens were only presented to those able 

to personalize the curriculum.   

In the following the original screens with the original Dutch items are presented. Table 

55 shows which screens were used in the final version of the DDEQ and in what order they 

were presented.  

The table should be interpreted as follows: a participant who had for instance taken up 

a Minor was presented the following screens: Introductie, Aanvang, Minor, Minor 1, Minor 2, 

Minor 3, Minor 4, Major/minor algemeen 1, Major/minor algemeen 2, Algemeen 1, 

Algemeen 2, Algemeen 3. 

 

Table 55 Screens used in final version DDEQ 
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Screens: 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Introductie 

Beste student, 

Welkom bij het onderzoek naar het onderwijs van Windesheim. Door op de knop rechts 

onderaan te klikken kun je met de vragenlijst beginnen. 

Onderaan kun je zien hoeveel procent van de vragenlijst je hebt ingevuld. Het invullen duurt 

hooguit 10 minuten. Je kunt als je dat wilt halverwege stoppen en door wederom op de link te 

klikken op een later moment verdergaan. Iedereen die de vragenlijst volledig invult maakt kans 

op mooie prijzen. 

Veel succes! 

Het onderzoeksteam van de Vrije Universiteit 

 

Aanvang 

 

Voor we je verschillende vragen gaan stellen willen we eerst weten wat voor onderwijs je het 

eerste semester hebt gevolgd. 

De Major staat voor al het verplichte niet verkiesbare onderwijs dat wordt aangeboden in de 

verschillende leerjaren.  

Een Minor is een al dan niet vrij te verkiezen verbredende of verdiepende onderwijseenheid. 

Een Stage wordt gezien als een al dan niet vrij te verkiezen onderwijseenheid waarin de 

student leert in de werkpraktijk.  

Het eerste semester van dit jaar volgde ik 

0 De Major 

0 Een Minor 

0 Een stage 
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Major  1 

 

De volgende vragen gaan over het soort onderwijs dat je hebt gevolgd binnen de major                         

 

Ik heb het eerste semester één of meerdere van onderstaande onderdelen gevolgd 

 

0 Vrije ruimte (vrije studiepunten, vrije keuzeruimte oid) 

0 Een stage 

0 Een eindopdracht (scriptie, afstudeerproject, afstudeerstage oid) 

0 Geen van bovenstaande 

 

 

Major 2 

 

Welke van onderstaande onderdelen nam het grootste deel van je semester in beslag? 

  

0 Vrije ruimte (vrije studiepunten, vrije keuzeruimte oid) 

0 Een stage 

0 Een eindopdracht (scriptie, afstudeerproject, afstudeerstage oid) 

0 Geen van bovenstaande 
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Vrije ruimte 1 

 

De volgende vragen gaan over de informatie die je kreeg m.b.t de onderdelen die je kon kiezen 

om je vrije ruimte mee in te vullen  

 

  Het was voor mij duidelijk uit welke onderdelen ik kon kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  Het aantal onderdelen waaruit ik kon kiezen was 

 

0 Minder dan 3 

0 3-10 

0 11-20 

0 21-30 

0 Meer dan 30 

        

  Het aantal onderdelen waaruit ik kon kiezen vond ik  

 

0 Te klein 

0 Klein 

0 Precies goed 

0 Groot 

0 Te groot 

   

  Ik wist hoe ik informatie over de verschillende onderdelen kon vinden      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn opleiding verstrekte voldoende informatie over de onderdelen waaruit ik kon kiezen   

   

volledig mee oneens 
     

volledig mee eens 

   

  De informatie over de verschillende onderdelen was helder      

volledig mee oneens 
     

volledig mee eens 

 

Vrije ruimte  

 

Ik had de mogelijkheid om zelf te kiezen wat ik tijdens deze vrije ruimte zou gaan doen  

      

0 ja 

0 nee 

 



Demand-driven Education  

 

245 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Vrije ruimte 2 

 

De volgende vragen gaan over het kiezen van het onderdeel voor je vrije ruimte  

 

  Ik wist welke stappen ik moest nemen om me voor een onderdeel in te schrijven      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb alle beschikbare informatie goed doorgenomen voordat ik een keuze heb gemaakt      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb de verschillende alternatieven zorgvuldig tegen elkaar afgewogen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn uiteindelijke keuze was gebaseerd op de doelen die ik op dat moment nastreefde      

volledig mee oneens 
     

volledig mee eens 

   

  Het inschrijven voor een onderdeel was een ingewikkelde aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  Het inschrijven voor een onderdeel was een tijdrovende aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  Het onderdeel dat ik heb gevolgd was mijn eerste keus    

 

0 Ja 

0 nee   

   

  Ik vond het prettig dat ik kon kiezen wat ik tijdens de vrije keuzeruimte zou doen      

volledig mee oneens 
     

volledig mee eens 
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Vrije ruimte 3 

 

De volgende vragen gaan over de rol van anderen tijdens het kiezen van een vrije ruimte 

onderdeel. Daarbij wordt met name ingegaan op de rol van je studieloopbaanbegeleider  

 

  Ik heb over wat het onderdeel dat ik wilde kiezen onenigheid gehad met:  

 

Meerdere antwoorden mogelijk 

 

0 Niemand 

0 Een vriend 

0 (één) van mijn ouders 

0 Een docent 

0 Mijn studieloopbaanbegeleider 

 

  Mijn studieloopbaanbegeleider liet mij vrij in het maken van mijn keuze(s)      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider moedigde me aan mijn eigen keuze(s) te maken      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider vertelde mij welk onderdeel ik moest volgen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider was goed op de hoogte van de verschillende soorten    

      onderdelen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider hielp mij bij het vinden van informatie      

volledig mee oneens 
     

volledig mee eens 

   

  De adviezen die ik van mijn studieloopbaanbegeleider kreeg waren van grote waarde voor  

      mij      

volledig mee oneens 
     

volledig mee eens 
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Stage 1 

 

De volgende vragen gaan over de informatie die je kreeg m.b.t. je stage 

 

   Het was voor mij duidelijk uit welke stages ik kon kiezen      

          volledig mee oneens 
     

volledig mee eens 

   

 Het aantal stages waaruit ik kon kiezen was      

0 Minder dan 3 

0 3-10 

0 11-20 

0 21-30 

0 Meer dan 30 

 

  Het aantal stages waaruit ik kon kiezen vond ik      

0 Te klein 

0 Klein 

0 Precies goed 

0 Groot 

0 Te groot 

 

  Ik wist hoe ik informatie over de verschillende stages kon vinden      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn opleiding verstrekte voldoende informatie over de stages waaruit ik kon kiezen      

          volledig mee oneens 
     

volledig mee eens 

   

  De informatie over de verschillende stages was helder      

          volledig mee oneens 
     

volledig mee eens 

 

Stage 

 

Ik had de mogelijkheid om zelf te kiezen wat voor stage ik zou gaan doen  

      

0 ja 

0 nee 
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Stage 2 

De volgende vragen gaan over het kiezen van je stage 

 

   Ik wist welke stappen ik moest nemen om me voor een stage in te schrijven      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb alle beschikbare informatie goed doorgenomen voordat ik een stage heb gekozen      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb de verschillende alternatieven zorgvuldig tegen elkaar afgewogen      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn uiteindelijke keuze was gebaseerd op de doelen die ik op dat moment nastreefde      

          volledig mee oneens 
     

volledig mee eens 

   

  Het kiezen van een stage was een ingewikkelde aangelegenheid      

          volledig mee oneens 
     

volledig mee eens 

   

  Het kiezen van een stage was een tijdrovende aangelegenheid      

          volledig mee oneens 
     

volledig mee eens 

   

  De stage die ik heb gevolgd was mijn eerste keus      

0 Ja 

0 nee 

   

  Ik vond het prettig dat ik een stage kon kiezen      

          volledig mee oneens 
     

volledig mee eens 
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Stage 3 

 

De volgende vragen gaan over de rol van anderen tijdens het kiezen van een stage. Daarbij 

wordt met name ingegaan op de rol van je studieloopbaanbegeleider 

 

   Mijn studieloopbaanbegeleider liet mij vrij in het maken van mijn keuze(s)      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider moedigde me aan mijn eigen keuze(s) te maken      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider vertelde mij welke stage ik moest volgen      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider was goed op de hoogte van de verschillende soorten stages   

   

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider hielp mij bij het vinden van informatie      

          volledig mee oneens 
     

volledig mee eens 

   

  De adviezen die ik van mijn studieloopbaanbegeleider kreeg waren van grote waarde voor  

      mij  

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb over de stage die ik wilde kiezen onenigheid gehad met:  

Meerdere antwoorden mogelijk 

0 Niemand 

0 Een vriend 

0 (één) van mijn ouders 

0 Een docent 

0 Mijn studieloopbaanbegeleider 
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Eindopdracht 2 

 

De volgende vragen gaan over het kiezen van je eindopdracht 

   Ik wist welke stappen ik moest nemen om me voor een eindopdracht in te schrijven      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb alle beschikbare informatie goed doorgenomen voordat ik een eindopdracht heb 

gekozen   

volledig mee oneens 
     

volledig mee eens 

   

  Ik de verschillende alternatieven zorgvuldig tegen elkaar afgewogen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn uiteindelijke keuze was gebaseerd op de doelen die ik op dat moment nastreefde      

volledig mee oneens 
     

volledig mee eens 

   

  Het kiezen van een eindopdracht was een ingewikkelde aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  Het kiezen van een eindopdracht was een tijdrovende aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  De eindopdracht die ik heb gedaan was mijn eerste keus      

0 Ja 

0 Nee 

   

  Ik vond het prettig dat ik kon kiezen welke eindopdracht ik zou doen      

volledig mee oneens 
     

volledig mee eens 

 

Eindopdracht 

 

Ik had de mogelijkheid om zelf te kiezen wat voor eindopdracht ik zou gaan doen  

      

0 ja 

0 nee 
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Eindopdracht 2 

 

De volgende vragen gaan over de informatie die je kreeg m.b.t. de te kiezen eindopdracht 

  

  Het was voor mij duidelijk uit welke eindopdrachten ik kon kiezen      

          volledig mee oneens 
     

volledig mee eens 

 

  Het aantal eindopdrachten waaruit ik kon kiezen was      

0 Minder dan 3 

0 3-10 

0 11-20 

0 21-30 

0 Meer dan 30 

 

  Het aantal eindopdrachten waaruit ik kon kiezen vond ik      

0 Te klein 

0 Klein 

0 Precies goed 

0 Groot 

0 Te groot 

 

  Ik wist hoe ik informatie over de verschillende eindopdrachten kon vinden      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn opleiding verstrekte voldoende informatie over de eindopdrachten waaruit ik kon  

      kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  De informatie over de verschillende eindopdrachten was helder      

volledig mee oneens 
     

volledig mee eens 
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Eindopdracht 3 

 

De volgende vragen gaan over de rol van anderen tijdens het kiezen van je eindopdracht. 

Daarbij wordt met name ingegaan op de rol van je studieloopbaanbegeleider 

 

   Mijn studieloopbaanbegeleider liet mij vrij in het maken van mijn keuze(s)      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider moedigde me aan mijn eigen keuze(s) te maken      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider vertelde mij welke eindopdracht ik moest kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider was goed op de hoogte van de verschillende soorten  

      eindopdrachten      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider hielp mij bij het vinden van informatie      

volledig mee oneens 
     

volledig mee eens 

   

  De adviezen die ik van mijn studieloopbaanbegeleider kreeg waren van grote waarde voor  

      mij      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb over de eindopdracht die ik wilde doen onenigheid gehad met:  

 

Meerdere antwoorden mogelijk 

 

0 Niemand 

0 Een vriend 

0 (één) van mijn ouders 

0 Een docent 

0 Mijn studieloopbaanbegeleider 
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Minor  

 

Ik heb deze minor kunnen kiezen   

    

0 Ja 

0 Nee 

  

 

Minor 1 

 

Ik heb het eerste semester een van onderstaande minoren gevolgd      

 

0 Verdiepende Minor 

0 Verbredende Minor 

0 Vrije keuze Minor 

0 Pre-master Traject  

 

  Het was voor mij duidelijk uit welke minoren ik kon kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  Ik wist hoe ik informatie over de verschillende minoren kon vinden      

volledig mee oneens 
     

volledig mee eens 

   

  Het aantal minoren waaruit ik kon kiezen was   

    

0  Minder dan 3 

0 3-10 

0 11-20 

0 21-30 

0 Meer dan 30 

 

  Het aantal minoren waaruit ik kon kiezen was      

   

0 Te klein 

0 Klein 

0 Precies goed 

0 Groot 

0 Te groot 

 

  Mijn opleiding verstrekte voldoende informatie over de minoren waaruit ik kon kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  De informatie over de verschillende minoren was helder      

volledig mee oneens 
     

volledig mee eens 
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Minor2 

 

De volgende vragen gaan over het kiezen van je minor  

 

  Ik wist welke stappen ik moest doorlopen om me in te schrijven voor een minor      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb alle beschikbare informatie goed doorgenomen voordat ik een minor heb gekozen      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb de verschillende alternatieven zorgvuldig tegen elkaar afgewogen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn uiteindelijke keuze was gebaseerd op de doelen die ik op dat moment nastreefde      

volledig mee oneens 
     

volledig mee eens 

   

  De minor die ik volgde was mijn eerste keus      

0 Ja 

0 Nee 

   

  Het inschrijven voor de minor die ik gevolgd heb was een ingewikkelde aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  Het inschrijven voor de minor die ik heb gevolgd was een tijdrovende aangelegenheid      

volledig mee oneens 
     

volledig mee eens 

   

  Ik vond het prettig dat ik een minor heb kunnen kiezen      

volledig mee oneens 
     

volledig mee eens 
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Minor3 

 

De volgende vragen gaan over de rol van anderen tijdens het kiezen van je minor. Daarbij 

wordt met name ingegaan op de rol van je studieloopbaanbegeleider  

 

  Ik heb over de minor die ik wilde kiezen onenigheid gehad met:  

Meerdere antwoorden mogelijk 

0 Niemand 

0 Een vriend 

0 (één) van mijn ouders 

0 Een docent 

0 Mijn studieloopbaanbegeleider 

 

  Mijn studieloopbaanbegeleider liet mij vrij in het maken van mijn keuze(s) 

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider moedigde me aan mijn eigen keuze(s) te maken      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider vertelde mij welke minor ik moest kiezen      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider was goed op de hoogte van de verschillende soorten  

      minoren      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaan begeleider hielp mij bij het vinden van informatie      

volledig mee oneens 
     

volledig mee eens 

   

  De adviezen die ik van mijn studieloopbaanbegeleider kreeg waren van grote waarde voor  

      mij      

volledig mee oneens 
     

volledig mee eens 
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Minor4 

 

De volgende vragen gaan over verbredende en verdiepende minoren  

 

  Ik volg liever geen verbredende minor buiten mijn eigen School omdat dat zoveel gedoe is    

volledig mee oneens 
     

volledig mee eens 

   

  Ik volg liever geen verbredende minor buiten Windesheim omdat dat zoveel gedoe is      

volledig mee oneens 
     

volledig mee eens 

   

  Ik was er niet van op de hoogte dat ik ook buiten mijn School een minor kon volgen      

volledig mee oneens 
     

volledig mee eens 

   

  Ik was er niet van op de hoogte dat ik ook buiten Windesheim een minor kon volgen      

volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding word ik gestimuleerd mezelf te verdiepen      

volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding word ik gestimuleerd me te verbreden binnen mijn eigen School      

volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding word ik gestimuleerd mezelf te verbreden buiten mijn eigen School   

   

volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding word ik gestimuleerd me te verbreden buiten Windesheim      

volledig mee oneens 
     

volledig mee eens 
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Major/Minor algemeen 1 

 

De volgende vragen gaan over je beleving van en oordeel over het eerste semester als geheel  

 

  Het onderwijs van het eerste semester volgde ik omdat IK dat wilde      

volledig mee oneens 
     

volledig mee eens 

   

  Het was mijn EIGEN keuze om het onderwijs van het eerste semester te volgen      

volledig mee oneens 
     

volledig mee eens 

   

  Ik heb ZELF bepaald dat ik het onderwijs van het eerste semester wilde volgen      

volledig mee oneens 
     

volledig mee eens 

   

  Het eerste semester gaf mij veel voldoening      

volledig mee oneens 
     

volledig mee eens 

   

  Ik was tevreden over het eerste semester      

volledig mee oneens 
     

volledig mee eens 

   

  Mijn oordeel over het eerste semester is positief      

volledig mee oneens 
     

volledig mee eens 

   

  Ik vond het eerste semester over het algemeen 

      

0 Zeer interessant 

0 Oninteressant  

0 Niet oninteressant / niet interessant 

0 Interessant 

0 Zeer interessant 

   

  De lesstof die het eerste semester werd aangeboden beheers ik gemiddeld genomen  

 

0 Zeer slecht 

0 Slecht 

0 Voldoende 

0 Goed 

0 Zeer goed 

      

  De vaardigheden die ik me het eerste semester eigen moest maken beheers ik gemiddeld  

      genomen      

 

0 Zeer slecht 

0 Slecht 

0 Voldoende 

0 Goed 

0 Zeer goed 
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Major/Minor algemeen 2 

 

De volgende vragen gaan over de docent(en) van het eerste semester en over het aantal uren dat 

je het eerste semester aan je studie besteedde  

 

 Ik ben tevreden over de docent(en) die ik het eerste semester heb gehad      

volledig mee oneens 
     

volledig mee eens 

   

  Het eerste semester voelde ik me op mijn gemak bij mijn docent(en)      

volledig mee oneens 
     

volledig mee eens 

   

  Het eerste semester heb ik voldoende persoonlijke aandacht gekregen van mijn docent(en)   

   

volledig mee oneens 
     

volledig mee eens 

   

  Mijn docent(en) van het eerste semester vond ik zeer competent      

volledig mee oneens 
     

volledig mee eens 

   

  Het vorige semester besteedde ik per week gemiddeld het volgend aantal uren aan mijn  

      studie  

 

0 0 - 10 

0 10 - 20 

0 20 - 30 

0 30 - 40 

0 Meer dan 40 uur    
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Stage 1  

 

De volgende vragen gaan over de informatie die je kreeg m.b.t. je stage 

 

   Het was voor mij duidelijk uit welke stages ik kon kiezen      

          volledig mee oneens 
     

volledig mee eens 

   

  Het aantal stages waaruit ik kon kiezen was      

0  Minder dan 3 

0 3-10 

0 11-20 

0 21-30 

0 Meer dan 30 

 

  Het aantal stages waaruit ik kon kiezen was      

 

0  Te klein 

0 Klein 

0 Precies goed 

0 Groot 

0 Te groot 

 

  Ik wist hoe ik informatie over de verschillende stages kon vinden      

          volledig mee oneens 
     

volledig mee eens 

   

  De informatie over de verschillende stages was helder      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn opleiding verstrekte voldoende informatie over de stages waaruit ik kon kiezen      

          volledig mee oneens 
     

volledig mee eens 

 

Stage  

 

 Ik heb mijn stage kunnen kiezen    

  

0 Ja 

0 Nee 
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Stage2 

 

 De volgende vragen gaan over hoe het kiezen van je stage  

 

  Ik wist welke stappen ik moest nemen om een stage te kiezen      

          volledig mee oneens 
     

volledig mee eens 

   

  Het was duidelijk hoe ik me voor deze stage kon inschrijven      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb alle beschikbare informatie goed doorgenomen voordat ik een stage heb gekozen  

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb de verschillende alternatieven zorgvuldig tegen elkaar afgewogen      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn uiteindelijke keuze was gebaseerd op de doelen die ik op dat moment nastreefde      

          volledig mee oneens 
     

volledig mee eens 

   

  De stage die ik heb gevolgd was mijn eerste keus      

0 Ja 

0 Nee 

   

  Het inschrijven voor deze stage was een ingewikkelde aangelegenheid      

          volledig mee oneens 
     

volledig mee eens 

   

  Het inschrijven voor deze stage was een tijdrovende aangelegenheid      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik wist niet hoe lang ik stage moest lopen      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik was er niet van op de hoogte dat je een stage in het buitenland kon lopen      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik vond het prettig dat ik een stage heb kunnen kiezen      

          volledig mee oneens 
     

volledig mee eens 
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Stage 3 

 

De volgende vragen gaan over de rol van anderen tijdens het kiezen van je stage. Daarbij wordt 

met name ingegaan op de rol van je studieloopbaanbegeleider 

 

   Ik heb over de stage die ik wilde kiezen onenigheid gehad met: 

 

Meerdere antwoorden mogelijk 

 

0 Niemand 

0 Een vriend 

0 (één) van mijn ouders 

0 Een docent 

0 Mijn studieloopbaanbegeleider 

    

  Mijn studieloopbaanbegeleider liet mij vrij in het maken van mijn keuze(s)      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider moedigde me aan mijn eigen keuze(s) te maken      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider vertelde mij welke stage ik moest gaan lopen      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaanbegeleider was goed op de hoogte van de verschillende soorten stages   

   

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn studieloopbaan begeleider hielp mij bij het vinden van informatie over de 

verschillende stages      

          volledig mee oneens 
     

volledig mee eens 

   

  De adviezen die ik van mijn studieloopbaanbegeleider kreeg waren van grote waarde voor 

mij      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik regel liever niet zelf een stage omdat dat zoveel gedoe is      

          volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding werd ik gestimuleerd om zelf een stage te vinden      

          volledig mee oneens 
     

volledig mee eens 

   

  Binnen mijn opleiding werd ik gestimuleerd om stage te lopen in het buitenland      

          volledig mee oneens 
     

volledig mee eens 
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Stage 4 

 

De volgende vragen gaan over je beleving van en oordeel over je stage als geheel 

 

   De stage van het tweede semester volgde ik omdat IK dat wilde      

          volledig mee oneens 
     

volledig mee eens 

   

  Het was mijn EIGEN keuze om deze stage te volgen      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik heb ZELF bepaald dat ik deze stage wilde volgen      

          volledig mee oneens 
     

volledig mee eens 

   

  Het tweede semester gaf mij veel voldoening      

          volledig mee oneens 
     

volledig mee eens 

   

  Ik was tevreden over het tweede semester      

         volledig mee oneens 
     

volledig mee eens 

   

  Mijn oordeel over het tweede semester is positief      

         volledig mee oneens 
     

volledig mee eens 

   

  Ik vond het tweede semester over het algemeen      

0  Zeer interessant 

0 Oninteressant  

0 Niet oninteressant / niet interessant 

0 Interessant 

0 Zeer interessant 

   

 De kennis die ik me tijdens mijn stage eigen moest maken beheers ik gemiddeld genomen 

 

0 Zeer slecht 

0 Slecht 

0 Voldoende 

0 Goed 

0 Zeer goed 

 

  De vaardigheden die ik me tijdens mijn stage eigen moest maken beheers ik gemiddeld  

     genomen:      

0 Zeer slecht 

0 Slecht 

0 Voldoende 

0 Goed 

0 Zeer goed 
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Stage 5 

 

De volgende vragen gaan over je begeleider(s) van het tweede semester van het vorige 

schooljaar en over het aantal uren dat je het tweede semester aan je studie besteedde  

 

  Ik ben erg tevreden over de stagebegeleider(s) die ik het tweede semester heb gehad      

          volledig mee oneens 
     

volledig mee eens 

   

  Het tweede semester voelde ik me op mijn gemak bij mijn stagebegeleider(s)      

          volledig mee oneens 
     

volledig mee eens 

   

  Het tweede semester heb ik voldoende persoonlijke aandacht gekregen van mijn  

      stagebegeleider(s)      

          volledig mee oneens 
     

volledig mee eens 

   

  Mijn stagebegeleider(s) van het tweede semester vond ik zeer competent      

          volledig mee oneens 
     

volledig mee eens 

   

  Het afgelopen semester besteedde ik per week gemiddeld het volgend aantal uren aan mijn  

      studie (inclusief de uren dat je stage liep)      

0 0 - 10 

0 10 - 20 

0 20 - 30 

0 30 - 40 

0 Meer dan 40 uur    
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 Algemeen 3 

 

Ik heb tijdens mijn opleiding tot nu toe het volgend aantal stages gelopen      

 

0 0 

0 1 

0 2 of 3 

0 4 - 6 

0 7 of meer 

 

   

  Ik heb tijdens mijn vooropleiding het volgend aantal stages gelopen  

 

0 0 

0 1 

0 2 of 3 

0 4 - 6 

0 7 of meer       

   

  Ik heb buiten mijn stage relevante werkervaring opgedaan in mijn toekomstige werkveld      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet welke beroepsperspectieven mijn studie mij biedt      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet welke kennis vereist is voor het uitoefenen van mijn toekomstige beroep      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet welke vaardigheden vereist zijn voor het uitoefenen van mijn toekomstige beroep      

volledig mee oneens 
     

volledig mee eens 

   

  Ik ben goed in staat mijn eigen onderwijs te plannen      

volledig mee oneens 
     

volledig mee eens 

   

  Ik ben goed in staat om ZELF te bepalen over welke onderwerpen ik meer wil leren      

volledig mee oneens 
     

volledig mee eens 
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Algemeen 2 

 

De volgende vragen hebben allen betrekking op je studie bij Windesheim  

 

  Ik weet goed wat ik wil      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet waar ik goed in ben      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet waar ik nog beter in moet worden      

volledig mee oneens 
     

volledig mee eens 

   

  Ik weet wat ik met deze studie wil gaan doen      

volledig mee oneens 
     

volledig mee eens 

   

  Over het algemeen besteed ik per week gemiddeld het volgend aantal uren aan mijn studie   

   

 

0 0 - 10 

0 10 - 20 

0 20 - 30 

0 30 - 40 

0 Meer dan 40 uur    

 

Algemeen 3 

 

De laatste drie vragen gaan over jou als persoon  

 

  Als ik een keuze maak en deze pakt goed uit heb ik toch altijd het gevoel dat een andere  

     keuze misschien beter zou hebben uitgepakt      

volledig mee oneens 
     

volledig mee eens 

   

  Als ik een keuze heb gemaakt probeer ik altijd te achterhalen hoe de verschillende  

      alternatieven zouden hebben kunnen uitpakken      

volledig mee oneens 
     

volledig mee eens 

   

  Als ik mijn leven overdenk denk ik regelmatig aan kansen die ik niet gegrepen heb      

volledig mee oneens 
     

volledig mee eens 
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Appendix E. EFA all respondents measurement 2 (N= 1175)  
 

 
 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 

 

 
 

 

 

 

 

 

 

 

 

 

Item 1 2 3 4 5 6 7 8 

MAX01 .02 -.06 .06 .01 -.04 .04 .79 .05 

MAX02 -.01 .00 -.04 -.04 -.04 -.07 .82 .04 

MAX03 -.05 -.02 -.08 -.13 .02 -.11 .73 -.09 

DECSELF01 .00 .03 .22 .32 .16 .50 -.02 .11 

DECSELF02 .01 -.01 .27 .38 .21 .37 -.04 .02 

SELFKNO01 .08 .05 .25 .74 .02 .13 -.11 .08 

SELFKNO02 .04 .06 .07 .83 .02 .08 -.08 -.03 

SELFKNO03 .02 .05 .11 .74 .06 .03 .02 -.01 

SELFKNO04 .08 .03 .43 .58 .00 .05 -.03 .09 

FUTPRO01 .05 .10 .81 .21 .02 .03 -.03 .07 

FUTPRO02 .05 .10 .89 .21 .00 .09 -.01 .00 

FUTPRO03 .05 .07 .87 .20 .03 .14 -.02 .00 

TEACH01 .23 .84 .06 .02 .06 .02 -.03 .05 

TEACH02 .24 .86 .08 .03 .05 .05 .00 .02 

TEACH03 .17 .80 .06 .07 .08 .12 -.05 .02 

TEACH04 .15 .84 .08 .08 .11 .12 -.03 -.02 

MAST01 .20 .12 .06 .04 -.02 .81 -.08 .06 

MAST02 .21 .16 .02 .06 .00 .80 -.05 .09 

SAT01 .86 .22 .04 .08 .18 .10 .00 .07 

SAT02 .86 .27 .04 .07 .13 .12 -.03 .06 

SAT03 .86 .29 .08 .05 .14 .08 .01 .03 

AUT01 .26 .11 .06 .04 .80 .05 -.03 .00 

AUT02 .12 .10 .03 .07 .91 .03 -.02 .01 

AUT03 .13 .07 -.02 .05 .89 .05 -.02 .05 

BEHENG03 .75 .11 .04 .02 .13 .16 -.02 .06 

BEHENG01 .16 .02 .00 .02 .01 .10 -.01 .88 

BEHENG02 .01 .03 .07 .06 .03 .08 .01 .90 
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Appendix F. EFA: all respondents Measurement 3 (N=939)  
 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
 

 

 

 
 

 

 

 
 

 

 

 

 

Item 1 2 3 4 5 6 7 8 

MAX01 -.03 -.02 -.12 .02 -.01 -.06 .82 .04 

MAX02 .02 .03 .11 .00 -.05 -.03 .78 .05 

MAX03 -.06 -.04 -.11 -.06 -.03 -.04 .76 .00 

DECSELF01 .02 .00 .40 .14 .21 .53 .00 .06 

DECSELF02 .06 -.13 .41 .11 .29 .41 -.05 .01 

SELFKNO01 .02 .05 .80 .07 .13 .14 -.12 .00 

SELFKNO02 .00 -.01 .75 .06 .15 .24 -.04 -.04 

SELFKNO03 .05 .12 .66 .05 .18 .04 .02 .05 

SELFKNO04 .02 .09 .72 .03 .23 -.07 .00 .08 

FUTPRO01 .03 .07 .32 .02 .74 .04 -.06 -.01 

FUTPRO02 .07 .07 .25 .04 .88 .14 -.02 .03 

FUTPRO03 .07 .02 .26 .05 .87 .10 -.04 .07 

TEACH01 .86 .25 .02 .07 .08 .01 -.01 .02 

TEACH02 .87 .28 -.01 .06 .06 .00 -.01 .04 

TEACH03 .85 .12 .03 .04 .00 .09 -.03 .09 

TEACH04 .85 .21 .06 .02 .05 .06 -.02 .02 

MAST01 .05 .30 .05 .04 .02 .79 -.09 .10 

MAST02 .08 .22 .11 .06 .07 .84 -.06 .03 

SAT01 .24 .84 .08 .21 .06 .09 .01 .11 

SAT02 .30 .86 .06 .13 .01 .12 -.02 .07 

SAT03 .35 .83 .05 .12 .04 .14 -.01 .06 

AUT01 .11 .17 .15 .80 .04 .05 -.03 -.03 

AUT02 .02 .14 .04 .91 .04 .09 -.01 .07 

AUT03 .05 .13 .05 .91 .04 .07 .01 .07 

BEHENG03 .12 .71 .06 .10 .06 .14 -.01 .10 

BEHENG01 .08 .23 .02 .08 .02 .10 .03 .85 

BEHENG02 .07 .05 .07 .02 .05 .05 .08 .90 
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Appendix G. EFA: all respondents measurement 4 (N=908) 
 

 

 

 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Item 1 2 3 4 5 6 7 8 

MAX01 -.03 -.01 .03 .03 -.09 .80 .04 .02 

MAX02 .01 -.02 -.12 -.06 -.02 .78 -.05 .04 

MAX03 -.06 -.01 -.20 -.05 -.04 .67 -.09 -.02 

DECSELF01 -.03 .07 .56 .09 .06 -.02 .37 .11 

DECSELF02 .02 .06 .54 .18 .20 .01 .24 .02 

SELFKNO01 .11 -.05 .80 .02 .14 -.14 .08 .05 

SELFKNO02 .03 .01 .76 .03 .16 -.13 .09 -.05 

SELFKNO03 -.01 .12 .67 .12 .16 -.01 -.10 -.01 

SELFKNO04 .10 -.01 .67 -.02 .24 -.09 -.05 .04 

FUTPRO01 .07 .07 .27 .01 .78 -.09 .08 .07 

FUTPRO02 .06 .06 .32 .00 .87 -.05 .10 .00 

FUTPRO03 .04 .09 .32 .01 .86 -.08 .07 .00 

TEACH01 .18 .86 .01 .07 .09 .00 .04 .05 

TEACH02 .24 .87 .02 .01 .00 .01 .05 .04 

TEACH03 .17 .83 .06 .03 .11 -.01 .05 .00 

TEACH04 .17 .85 .06 .04 .01 -.04 .09 .00 

MAST01 .21 .13 .12 .01 .09 -.07 .83 .04 

MAST02 .21 .07 .11 .06 .12 -.04 .84 .08 

SAT01 .87 .18 .05 .21 .05 -.01 .13 .03 

SAT02 .89 .24 .06 .17 .05 -.03 .12 .04 

SAT03 .86 .28 .06 .16 .05 -.03 .13 .05 

AUT01 .25 .02 .13 .84 .02 -.04 .04 .02 

AUT02 .13 .03 .10 .93 .01 -.03 .06 .04 

AUT03 .11 .09 .06 .90 -.01 -.04 .01 .02 

BEHENG03 .77 .18 .04 .04 .04 -.06 .11 .15 

BEHENG01 .20 .04 .02 .07 .02 -.02 .08 .87 

BEHENG02 .02 .02 .07 .01 .04 .06 .04 .90 
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Appendix H.  EFA Measurement 2: respondents able to choose  

    minor/module/course/internship 
 

 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Item 1 2 3 4 5 6 7 8 9 N 

INF01 .77 .10 .15 .04 -.02 -.04 -.06 -.05 .13 633 

INF02 .37 .14 .36 -.04 -.46 -.04 -.02 -.11 -.07 633 
INFCLAR01 .84 .06 .13 .13 -.02 -.08 -.09 -.04 -.02 633 
INFCLAR02 .79 .04 .15 .19 -.02 -.01 -.04 -.04 .04 633 
INFCLAR03 .74 .02 .07 -.09 -.11 -.06 .03 -.04 .09 633 

OPTIONS01 .02 .03 .06 -.01 .04 -.02 -.05 -.03 .85 633 
OPTIONS02 .18 .09 .07 .12 -.10 .01 -.05 -.06 .76 633 
DYSBEL01 -.04 -.02 -.11 .01 .15 .07 .85 .07 -.07 452 

DYSBEL02 -.08 -.08 -.05 -.13 .03 .00 .89 .00 -.03 452 

SLBOND01 .09 .84 .03 .20 .00 -.01 .01 .15 .07 633 

SLBOND02 .27 .69 -.01 .20 -.11 -.07 -.08 .01 .06 633 

SLBOND03 .06 .86 .06 .09 .02 -.03 -.03 .11 -.01 633 

SLBKEU02 -.10 .71 .14 -.05 -.12 -.03 -.04 -.16 .05 633 

SLBKEU01 .09 .13 .15 .03 -.18 .04 -.04 -.78 .01 633 

SLBKEU03 -.09 .27 -.03 .05 .17 .03 .03 .69 -.11 633 

RAT01 .16 .02 .82 .05 .08 -.10 .00 -.15 -.04 633 
RAT02 .12 .00 .82 .06 .07 -.03 -.04 -.11 .04 633 
RAT03 .18 .14 .64 -.06 -.05 -.06 -.13 .07 .16 633 

CONFLIN01 -.08 -.05 .08 -.08 .88 .07 .08 .11 -.05 633 

CONFLIN02 -.01 -.05 .06 -.02 .82 .08 .10 .20 -.02 633 
CULT01 .05 .20 -.06 .84 .04 -.11 -.05 -.06 .00 452 
CULT02 .06 .01 .31 .52 -.28 .19 .03 .32 .16 452 

CULT03 .11 .12 .03 .87 -.01 -.07 -.08 -.02 .04 452 

CULT04 .09 .19 .44 .43 -.32 .12 -.06 .21 .07 452 

CHOSTRUCT02 -.08 -.08 -.10 .00 .09 .89 .08 .04 -.03 452 
CHOSTRUCT03 -.09 -.03 -.04 -.08 .06 .90 -.01 -.04 .02 452 
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Appendix I. EFA Measurement 3: respondents able to choose  

 minor/module/course/internship 
 

 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Item 1 2 3 4 5 6 7 8 9 N 

INF01 .84 .15 -.03 -.07 .19 -.06 -.09 .07 .00 558 

INF02 .41 .12 -.05 -.50 .35 -.02 -.10 .01 .08 
558 

INFCLAR01 .85 .19 .17 -.10 .09 -.01 -.06 .07 .04 558 
INFCLAR02 .83 .13 .20 -.05 .07 -.05 -.03 .04 -.03 558 
INFCLAR03 .76 .07 .04 -.10 .15 -.13 -.08 .14 .15 558 

OPTIONS01 .01 .04 .05 .05 -.05 .00 -.13 .84 .02 558 

OPTIONS02 .27 .08 .14 -.04 .10 .04 -.06 .78 .00 558 

DYSBEL01 -.13 -.05 -.09 .06 -.08 .05 .85 -.10 -.01 331 

DYSBEL02 -.08 -.04 -.14 -.08 .02 .02 .86 -.10 -.02 331 

SLBOND01 .21 .85 .09 -.02 .02 -.07 .01 .05 -.07 558 

SLBOND02 .26 .80 .20 -.13 .03 -.06 -.06 .02 .00 558 

SLBOND03 .07 .89 .02 -.02 .06 .00 .00 .08 -.08 558 

SLBKEU02 .05 .78 .04 .01 .19 -.07 -.07 .00 .21 558 

SLBKEU01 .02 .26 .06 -.06 .05 .06 .02 .05 .81 558 

SLBKEU03 -.11 .22 .16 -.01 .02 -.03 .05 .02 -.78 558 

RAT01 .18 .01 .07 .05 .81 .04 -.06 -.09 -.04 
558 

RAT02 .17 .10 -.08 .02 .83 -.04 -.10 .03 -.01 558 
RAT03 .09 .20 .18 -.04 .58 -.22 .17 .18 .13 558 

CONFLIN01 -.12 -.06 -.01 .92 .10 .00 -.02 -.02 -.01 558 

CONFLIN02 -.06 -.01 -.02 .92 .02 -.03 -.04 .04 -.02 558 

CULT01 .03 .01 .82 .03 -.04 -.16 -.15 .11 -.01 331 

CULT02 .32 .11 .50 -.02 .27 .19 .04 -.17 -.04 331 

CULT03 .01 .12 .81 .06 -.03 -.12 -.09 .17 -.09 331 

CULT04 .35 .20 .57 -.19 .14 .04 -.06 .00 .03 331 

CHOSTRUCT02 -.12 -.06 -.03 .04 -.05 .89 .06 .01 .05 331 

CHOSTRUCT03 -.06 -.08 -.13 -.07 -.06 .90 .01 .04 .04 331 
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Appendix J. EFA Measurement 4: respondents able to choose  

 minor/module/course/internship 
 

 

Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Item 1 2 3 4 5 6 7 8 9 N 

INF01 .71 .03 .08 .16 -.09 .09 -.03 .09 .02 622 

INF02 .47 .01 .18 .29 -.47 -.11 .03 -.03 -.16 622 
INFCLAR01 .84 .11 .04 .12 -.16 -.02 -.05 .01 -.02 622 
INFCLAR02 .91 .11 .13 .09 -.11 -.06 -.05 .03 .01 622 
INFCLAR03 .91 .11 .13 .09 -.11 -.06 -.05 .03 .01 622 

OPTIONS01 -.05 -.05 .03 .01 .05 -.03 .00 .88 -.07 622 
OPTIONS02 .19 .05 .04 .00 -.05 -.01 .01 .85 -.01 622 
DYSBEL01 -.06 -.03 .00 -.17 .13 .08 .82 -.02 .11 379 

DYSBEL02 -.07 -.06 -.09 -.13 .05 .08 .87 .02 .01 379 

SLBOND01 .12 .83 .08 .07 -.13 -.03 -.05 -.10 .12 622 

SLBOND02 .26 .78 .02 .01 -.06 .02 -.02 -.08 -.04 622 

SLBOND03 -.01 .83 .16 .13 -.05 -.01 -.02 .03 .10 622 

SLBKEU02 .00 .68 .12 .11 .07 -.01 -.03 .16 -.19 622 

SLBKEU01 .07 .24 -.04 .04 -.03 .09 -.01 .14 -.76 622 

SLBKEU03 .05 .24 .05 .01 .04 .10 .10 .04 .77 622 

RAT01 .09 .12 .12 .81 -.06 -.03 -.11 -.01 .01 622 
RAT02 .13 .06 -.05 .86 .04 .04 -.08 .01 .05 622 
RAT03 .20 .10 -.03 .63 .01 -.08 -.10 .01 -.09 622 

CONFLIN01 -.18 -.08 .01 .05 .90 -.03 .11 -.01 .04 622 

CONFLIN02 -.20 -.06 .03 .00 .89 .02 .09 .01 -.01 622 
CULT01 .12 .10 .72 -.11 .09 -.10 -.22 .13 .10 379 

CULT02 .03 .01 .75 .09 .01 .07 .18 -.02 .03 379 

CULT03 .11 .11 .79 -.10 .01 -.15 -.24 .01 .02 379 

CULT04 .17 .23 .70 .15 -.15 .05 .10 -.01 -.07 379 

CHOSTRUCT02 -.04 .00 -.03 -.04 -.06 .91 .04 .01 -.04 379 

CHOSTRUCT03 -.02 -.03 -.05 -.04 .08 .90 .12 -.05 .06 379 
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Appendix K. EFA Internships respondents  
 

 

EFA measurement 2 (N= 104) 
 

 

 

 

 

 

 
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 

  
EFA measurement 3 (N=192) 

 

 

 

 

 

 
 

 
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 

 
 

EFA measurement 4 (N=193) 
 

 

 

 

 

 

 
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
 

 

 

 

 

 

 

 

 
 

 

   

Item 1 2 

CULT05 -.74 .21 

CULT06 -.23 .73 

DYSBELIEF03 .80 .26 

DYSBELIEF04 .37 .70 

Item 1 2 

CULT05 -.25 .70 

CULT06 .13 .77 

DYSBELIEF03 .72 -.30 

DYSBELIEF04 .81 .14 

Item 1 2 

CULT05 -.76 .24 

CULT06 -.16 .65 

DYSBELIEF03 .83 .16 

DYSBELIEF04 .12 .81 


