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RESUMO 

Esta tese, apresentada no formato de três artigos, tem como objetivo explorar como a co-criação 

de valor pode ser promovida no contexto de serviços de alto relacionamento. Conceitos como 

engajamento, participação e empoderamento do cliente tornaram-se mais frequentes na 

literatura discutindo a co-criação de valor, mas não sem sobreposições e mal-entendidos entre 

suas definições e relações. O primeiro artigo apresenta uma revisão da literatura sobre a 

participação do consumidor, um tópico não recente, mas cuja perspectiva de investigação foi 

evoluindo. Os estudos mais antigos sobre a participação do consumidor focaram em entender 

como os consumidores contribuem para o aumento da produtividade das organizações. Mais 

recentemente, o conceito tem sido investigado como uma forma de interação mais ativa do 

cliente - participação voluntária - durante processos de troca. O estudo explora o 

empoderamento como antecedente da participação voluntária e propõe que essa relação segue 

uma curva em formato de U invertido. O segundo e terceiro artigos exploram o contexto de 

ensino superior, um serviço de alto relacionamento. O segundo artigo adota uma abordagem de 

método misto, com entrevistas em profundidade, observações e uma survey aplicada para 

explorar a relação de empoderamento, engajamento e participação voluntária no contexto de 

sala de aula em instituições de ensino superior. O estudo mostra que o engajamento medeia 

totalmente o efeito do empoderamento na participação voluntária. O terceiro artigo analisa 

dados coletados de entrevistas em profundidade e observações em salas de aula tradicionais e 

novas iniciativas adotadas em duas escolas de educação superior. O artigo explora como as 

lógicas institucionais podem restringir o efeito do empoderamento no engajamento. O trabalho 

identifica que normas e crenças compartilhadas restringem o efeito do empoderamento no 

engajamento. Também permite concluir que iniciativas bem-sucedidas foram capazes de adotar 

suas normas e crenças próprias, promovendo um ambiente de confiança e consequentemente 

um maior envolvimento dos alunos. Além disso, exploro como o engajamento do aluno com 

uma disciplina específica afeta o engajamento destes alunos com a experiência de aprendizado 

em geral. Esta tese avança o conhecimento sobre como o empoderamento, o engajamento e a 

participação estão relacionados e como podem promover maior co-criação de valor, seus 

resultados são de grande valor para instituições de ensino superior e outros serviços de alto 

relacionamento. 

Palavras-chave: Empoderamento, Engajamento, Participação, Co-criação de Valor, 

Instituições de Ensino Superior. 

  



  

ABSTRACT 

This dissertation, presented in the format of three articles, has the general goal to explore how 

value co-creation can be promoted in the context of highly relational services. Concepts such 

as customer engagement, participation and empowerment have become more frequent in the 

literature discussing value co-creation, but not without overlaps and misunderstandings among 

their definitions and relationships. The first article presents a literature review on consumer 

participation, which is a topic that is not recent but whose investigation perspective has been 

changed. Older studies on customer participation focused on understanding how consumers 

contribute to organizations’ productivity increases. More recently, the concept has been 

investigated as a mechanism for more active customer interaction – voluntary participation – 

during exchanges. The study explored psychological empowerment as an antecedent of 

voluntary participation and proposed that this relationship follows an inverted-U curve shape. 

The second and third articles explore the context of higher education, which is a highly 

relational service. The second article reports on a study that adopted a mixed-method approach, 

using in-depth interviews, observations and a survey to explore the relationships among 

perceived empowerment, psychological engagement and voluntary participation in the context 

of the classroom. It shows that engagement fully mediates the effect of empowerment on 

students’ voluntary participation. The third article analyzes data collected from in-depth 

interviews and observations of traditional classrooms and new initiatives adopted at two 

business schools. The article explores how institutional arrangements may restrain the effect of 

perceived empowerment on engagement. It identifies that norms and shared beliefs restrain this 

effect. This also allows us to conclude that successful initiatives are able to adopt particular 

norms and beliefs, fostering an environment of trust and consequently promoting greater 

student engagement. Additionally, it explores how engagement with a discipline affects the 

relationship between students and the overall learning experience. This dissertation advances 

the knowledge on how empowerment, engagement and participation are related and how they 

can promote greater value co-creation, and its results could be of great value to higher education 

managers and other highly relational service managers. 

Keywords: Empowerment, Engagement, Participation, Value Vo-creation, Higher Education 

Institutions.  
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1 CHAPTER 1 - GENERAL INTRODUCTION 

 

The dynamics of the marketplace have changed, with customers taking a more active role when 

relating to organizations, especially because of the reduction in the asymmetry of information 

favored by technological advances (Prahalad & Ramaswamy, 2000, 2004a). In this scenario, 

customers are connected to each other and to other actors, integrating resources and co-creating 

value through experiences in nested service ecosystems, governed and evaluated through their 

institutional arrangements (Vargo & Lusch, 2016).  

Actors may assume different roles when interacting with each other in a service system 

(Dong & Sivakumar, 2017), and their levels of participation may vary, affecting the resource 

integration process (Bitner, Faranda, Hubbert & Zeithaml, 1997; Vargo & Lusch, 2016). In 

highly participative services, for example, customers must be present to receive the service and 

are required to provide information that influences the outcome (Yen, Gwinner & Su, 2004). 

However, although there is a minimum level of mandatory participation, it is expected that 

participation beyond the minimum expected level, voluntary participation, may promote the co-

creation of unique experiences (Dong & Sivakumar, 2017; Vargo & Lusch, 2004). 

 Customer participation is not a new concept, but the initial studies on participation 

focused on how customers adopted the role of a company’s partial employees, being 

responsible for providing inputs to the value creation process, usually with mandatory actions 

(Fitzsimmons, 1985; Lovelock & Young, 1979; Mills, Chase & Margulies, 1983; Mills & 

Moberg, 1982). It was around the year 2000 that studies began to develop the perspective of a 

buyer-centric model in which customers could not only participate with the minimum required 

inputs but also be more active in the production process so that the customer experience could 

achieve higher value through co-creation (Prahalad & Ramaswamy, 2004b). However, 

empirical studies that have investigated participation have not clearly stated the differentiation 

between mandatory and voluntary participation when collecting and analyzing data (Dong & 

Sivakumar, 2017).  

 Moreover, concepts such as engagement and customer empowerment have become 

more frequent in the marketing literature (Prahalad & Ramaswamy, 2000), but not without 

overlaps and misunderstandings among their definitions and relationships (Brodie, Hollebeek, 

Juric & Ilic, 2011; Vivek, Beatty, Dalela & Morgan, 2014; Kahu, 2013; Dong & Sivakumar, 

2017). The literature still needs to advance the understanding of how empowerment affects 

behavior (Maynard, Gilson & Mathieu, 2012) and the antecedents and consequences of 
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engagement (Kahu, 2013), considering a more precise delineation of the constructs (Dong & 

Sivakumar, 2017). 

This dissertation aims to provide a literature review on these concepts’ definitions and 

to explore empirically the relationships among them. In addition, institutional arrangements are 

examined as the rules, norms and beliefs that enable and restrain actions during the resource 

integration process and which may be changed by actors aiming for market transformations 

(Vargo & Lusch, 2016). This dissertation adopts marketing principles to investigate empirically 

the business education context, which is a highly relational service context that has struggled 

to promote initiatives that are more allied to current market challenges (The Economist, 2019a).  

 This dissertation is structured in five chapters. After the introduction to the work 

(chapter 1), chapter 2 consists of the first article. The first article1 develops a systematic 

literature review on the concept of customer participation, discussing its evolution over time 

and how it differs from and relates to empowerment. It discusses definitions of participation 

(differentiating mandatory and voluntary participation) and empowerment (differentiating 

empowerment-to-select from empowerment-to-act). It clarifies the misunderstandings in prior 

studies and allows a more precise empirical investigation of participation and empowerment 

concepts (Bachouche & Sabri, 2019; Dong & Sivakumar, 2017). 

 Differences are highlighted between the two empowerment domains: empowerment-to-

select, defined as power transfer, and empowerment-to-act or psychological empowerment, 

described as a motivational force related to the feeling of being able to make competent choices 

that impact experiences (Bachouche & Sabri, 2018). Choice, in this case, is related not only to 

assortment selection, but also to a sense of volition and internal locus, components of autonomy 

(Reeve, Nix & Hamm, 2003). Psychological empowerment is expected to enhance customers’ 

voluntary participation and subsequently to affect service evaluation and behavioral intention 

(Czepiel, 1990; Feste & Anderson, 1995; Gronroos, 2012). 

 Moreover, it is proposed that customers’ psychological empowerment impacts on 

customer participation, following an inverted-U curve shape. Voluntary customer participation 

is affected by the presence and level of empowerment, but there is an optimum point; beyond 

that, customer participation decreases (Chan, Yim & Lam, 2010; Echeverri & Skalen, 2011; 

Gronroos, 2012; Maynard et al., 2012). This study highlights the need for an empirical 

investigation of the mechanism that lead empowerment-to-act to enhance voluntary 

 
1 The content of this paper was published in REMark – Revista Brasileira de Marketing, Vol. 17, No. 3. 

July/September 2018. DOI: 10.5585/remark.v17i3.3483.  
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participation, including the identification of possible mediators that may contribute to explain 

this relationship depending on specific contexts. This investigation is the focus of chapter 3.  

Chapter 3 includes the second article, which reports on an empirical investigation that 

aimed to explore value co-creation in the classroom environment, studying a micro level of the 

experience (Storbacka, Brodie, Bohmann, Maglio & Nenonen, 2016). It focuses on the 

relationships between the teacher and students in a classroom, aiming to advance the 

understanding of how perceived empowerment, psychological engagement and voluntary 

participation are related to each other. The relationships among these concepts have not been 

explored in the literature (Maynard et al., 2012; Kahu, 2013), and the enhanced understanding 

of the effects of empowerment and engagement on behavior may provide a great contribution 

to the design of innovative experiences in schools. During the empirical investigation, 

engagement was identified as a crucial concept to explain the effect of empowerment on 

participation, and it was incorporated to the study. 

First, in this study, I clarified the concepts’ definitions, which are sometimes 

misunderstood in the literature (Brodie et al., 2011; Kahu, 2013). Empowerment was adopted 

as a motivational construct meaning to enable, rather than simply to delegate, composed of the 

dimensions of meaningfulness, competence, choice and impact (Thomas & Velthouse, 1990). 

Engagement was considered a psychological state, based on customers’ interests in interacting 

with the object of engagement (cognitive), their feelings related to using or interacting with the 

object (emotional), and their levels of energy and disposition (behavior) to interact with the 

object (Brodie et al., 2011). Voluntary participation was adopted and validated as a unique 

construct, as a behavior required for value co-creation to materialize and as different from the 

behavior engagement dimension, which relates to the disposition to participate.  

I employed a mixed-method approach aiming to collect and integrate qualitative and 

quantitative data from deans, teachers and students, focusing on understanding the service 

encounter represented by student–teacher interactions in a classroom through an integrated 

discussion of the insights (Creswell, 2014; Davis, Golicic & Boerstler, 2011).  

A survey of 319 students from a higher education institution (HEI) provided relevant insights 

into the relationships among the concepts. Considering the intention to investigate complex 

relationships not yet agreed upon in the literature, besides the adoption of empowerment as a 

reflective-formative second-order construct (Sarstedt, Hair, Cheah, Becker & Ringle, 2019), 

partial least squares structural equation modeling (PLS-SEM) was adopted for the survey 

analysis (Hair, Hult, Ringle & Sarstedt, 2013). In parallel, I undertook in-depth interviews with 

teachers and students and used non-participative observation to complement the analysis, which 
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also reduced common method bias (Davis et al., 2011). I analyzed the data content using 

HyperRESEARCH software version 3.7.3 for data coding and analysis.  

The findings reveal that engagement totally mediates perceived empowerment’s effect 

on voluntary participation. In other words, initiatives focusing on enhancing students’ 

perceived empowerment may not be able to lead to voluntary participation without the presence 

of engaging platforms that promote students’ disposition to act (Brodie et al., 2011; Fehrer, 

Woratschek, Germelmann & Brodie, 2018). Some initiatives were identified as examples of 

engagement platforms that promote an environment that is propitious to students’ engagement. 

For instance, an experiential learning methodology, the number of students in the classroom 

and the physical environment seem to influence students’ engagement with the course.  

I could not identify, during the empirical investigation, the non-linear relationship 

between empowerment and participation proposed in chapter 2. I believe that this happened 

because there are very few initiatives on student empowerment and many of them are restrained 

by current institutional arrangements, consequently getting students away from the optimum 

point of empowerment. The effect of these institutional arrangements on empowering initiatives 

was explored in chapter 4. Furthermore, I explored the student-teacher relationship with regard 

to a classroom experience in chapter 3 and this analysis was expanded to a broader ecosystem 

considering students’ relationship with other actors outside the boundaries of the classroom in 

chapter 4. 

 Chapter 4 includes the third article, which explores how current institutional 

arrangements restrain the effect of perceived empowerment on psychological engagement 

(Scott, 2008) and under what conditions some initiatives are able to succeed. This study 

explored an educational ecosystem perspective, considering student engagement with different 

objects: courses, extracurricular activities and school (Vivek, Beatty & Morgan, 2012).  

 I developed a qualitative research, which involved undertaking non-participative 

observations of traditional classrooms and new initiatives and collecting data through in-depth 

interviews at two leading business schools located in São Paulo, Brazil, because, supposedly, 

these institutions have offered initiatives related to student empowerment.  

 The findings reveal that students may engage with a discipline because they feel 

empowered (Harmeling, Moffett & Palmatier, 2018), but, in many of these attempts, current 

norms and social beliefs restrain the effect of empowerment (Scott, 2008). The investigation of 

successful initiatives found that students’ engagement is leveraged when a trustful environment 

is promoted (Morgan & Hunt, 1994). In this case, students are willing to co-create knowledge 

through questioning and debating matters that are sometimes controversial, exposing 
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themselves to develop skills that they are not good at and promoting changes in current 

practices. In this study, trustful environments were built through norms and shared beliefs that 

were co-constructed among the participants of disruptive courses or activities (Scott, 2008; 

Vargo & Lusch, 2004; Morgan & Hunt, 1994). These experiences exercised an influence 

outside their boundaries because after getting involved with them, the students improved their 

relationships with the educational experience as a whole. These initiatives were able to make a 

difference in the students’ lives by challenging their current social beliefs without promoting 

disruptive change; the initiatives were viewed as a complement to traditional curricular 

activities (Thornton, Ocasio & Lounsbury, 2012), causing the educational experience to evolve 

gradually. 

This research contributes to the literature by investigating how the restraints promoted 

by norms and social beliefs on the effect of perceived empowerment on engagement can be 

challenged (Harmeling et al., 2018; Li, Juric & Brodie, 2017; Scott, 2008), and it showed that 

trust is expected to moderate the relationship between perceived empowerment and 

psychological engagement. Additionally, it could help to guide traditional schools that aim to 

implement changes by showing that an assimilation process of disruptive initiatives is an 

appropriate method for educational transformation (Thornton et al., 2012). 

Finally, Chapter 5 summarizes the main conclusions of the dissertation. More 

specifically, I report the findings of the three studies, explain how they provide significant 

contributions to the theory and managerial practices, and present the limitations and the 

opportunities for future investigation.  
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2 CHAPTER 2 – LEVERAGING HIGHLY RELATIONAL SERVICE 

PERFORMANCE THROUGH THE PARTICIPATION OF EMPOWERED 

CUSTOMERS 2 

 

Abstract 

 As highly relational services are so heavily dependent on customer participation, it is relevant 

to understand how organizations can turn mandatory participation into more productive 

interaction; and how customer empowerment can be used as a mechanism to enhance 

participation and subsequently affect customer service evaluations and behavioral intentions. 

This is a conceptual article analyzing the literature on customer participation and empowerment 

and presenting a framework that explores the effects of these constructs on customer service 

evaluations and behavioral intentions. The main findings reveal that service providers that offer 

opportunities to customers to move from the audience to the stage turn customers into 

competent partners, empowered-to-act, who can impact processes and outcomes. Under these 

conditions, the company together with the customer co-create personalized experiences, and 

the company can achieve a competitive advantage. The distinction between different 

empowerment mechanisms and their effects on how participation develops in highly relational 

services contributes to the literature on service marketing, which may consider distinctive 

effects in models explaining service performance. The article also proposes that customer 

empowerment impact on participation follows an inverted-U curve shape. This study 

contributes to organizations clarify the effects of chosen strategies to promote customer 

empowerment; and public policies can also benefit from a more comprehensive understanding 

of mechanisms influencing customers’ behavioral intentions toward institutions, as customers 

who are more capable of taking decisions are less vulnerable.  

 

Keywords: Co-creation of Value, Service-Dominant Logic, Customer Empowerment, 

Customer Participation, Highly Relational Services. 

 

2.1 Introduction 

Customer participation can be defined as the degree to which a customer is involved in 

producing and delivering a service (Bitner, Faranda, Hubbert, & Zeithaml, 1997). Although 

 
2 The content of this article was published in the REMark – Revista Brasileira de Marketing, Vol. 17, N. 3. 

Julho/Setembro. 2018. DOI: 10.5585/remark.v17i3.3483.  
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participation is intrinsic to all service contexts (Czepiel, 1990), as customers participate in a 

highly relational service, that is, over relatively long and intense period of contact with a service 

provider, outcomes emerge from collaboration between providers and customers (Dong, Evans 

& Zou, 2008; Yim, Tse & Chan, 2008). Consequently, how providers involve their customers 

in service experiences is key for value co-creation, which can be achieved when customers are 

more active in the process (Feste & Anderson, 1995; Gronroos, 2012, Prahalad & Ramaswamy, 

2000).  

Customer participation has been studied over the decades with a focus on ways to 

increase firm productivity (Bendapudi & Leone, 2003; Bowers, Martin & Luker, 1990; 

Fitzsimmons, 1985; Mills, Chase & Marguiles, 1983; Mills & Moberg, 1982; Song & Adams, 

1993); however, market relationships have changed over the years, and customers’ 

competences, willingness to learn and abilities to actively engage have become relevant to 

companies’ competitive advantages and customer satisfaction (Prahalad & Ramaswamy, 2000). 

Changes have also occurred in how customers evaluate services and in their behavioral attitudes 

toward services, which are affected by relationships with providers (Parish & Holloway, 2010). 

A marketing orientation based on Service-Dominant Logic (SDL) considers that value is co-

created throughout the relationship between customers and providers and is not transferred from 

providers to customers in the moment of exchange (Vargo & Lusch, 2004). The foundational 

premises of SDL imply that consumers are always contributing to value co-creation (Vargo & 

Lusch, 2004, 2008); however, studies show that they may not always serve as active participants 

in this process (Greer, 2015).  

This study shows that customer empowerment can serve as a tool to service providers 

seeking success in this new marketplace. However, the concept must be appropriately defined 

and adopted by organizations. Empowerment can refer to an increase in consumer control 

through the delivery of several choice opportunities – empowerment-to-select- or the 

development of an intrinsic motivation to become competent and autonomous in developing a 

task - empowerment-to-act (Deci & Ryan, 2008; Wolf, Albinsson & Becker, 2015). 

Empowerment-to-act presumes that the customer will have not only the option to make 

selections among an assortment, but also that they will have a sense of volition and internal 

locus, components of autonomy, which are influenced by the design of the choice opportunity 

(Reeve et al., 2003). Empowerment adoption can involve a complex reorganization of company 

activities so that they are successful and coherent with value propositions; otherwise, related 

strategies can be compromised (Gronroos, 2012; Echeverri & Skalen, 2011). Service providers 

that offer opportunities to customers to move from the audience to the stage turn customers into 
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competent partners who can impact processes and outcomes. Under these conditions, the 

company together with the customer co-create personalized experiences, and the company can 

achieve a competitive advantage (Prahalad & Ramaswamy, 2000; Prahalad & Ramaswamy, 

2004, Thomas & Velthouse, 1990). Customer empowerment can be used as a reliable tool by 

managers striving for the co-creation of valuable experiences in a competitive market, as it can 

be used as a mechanism to enhance customer participation and to subsequently affect customer 

service evaluations and behavioral intentions (Czepiel, 1990; Feste & Anderson, 1995; 

Gronroos, 2012); thus, it is very relevant to investigate these relationships.  

The primary goal of this study is to analyze the literature on customer participation and 

empowerment and to present a framework that explores the effects of these constructs on 

customer service evaluations and behavioral intentions in regard to highly relational services. 

As highly relational services are so heavily dependent on customer participation, it is relevant 

to understand how organizations can turn mandatory participation into more productive 

interactions (Dong & Sivakumar, 2017). This conceptual article contributes to the service 

marketing literature by advancing understanding of constructs definitions and related 

relationships, especially between empowerment and customer participation.  

The paper is organized as follows. First, in the theoretical background section, 

fundamental constructs are defined followed by a presentation of relationships between them. 

The paper then proposes a framework for better evaluating how customer empowerment can 

leverage participation from a mandatory to a voluntary position so that it has a positive 

influence on customer service evaluations and behavioral intentions. Contributions made to 

theory, public policy, and managerial practices and avenues for future research are presented in 

the last section.  

2.2 Theoretical Background  

This section presents a review of literature on customer participation and customer 

empowerment to set the groundwork for a framework that contributes to an understanding of 

how organizations can leverage customer participation effects on behavioral intentions.  

2.2.1 Customer Participation  

Participation can also be defined as co-production, which refers to interactions expected from 

customers in service encounters whereby customers must participate at some level (Yen, 

Gwinner and Su, 2004). Customer participation can occur at varying magnitudes, and levels of 

customer participation required for a service experience vary across services (Bitner et al., 
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1997; Bowen, 1990; Dabholkar, 1990). In some cases, customers play essential production roles 

that, when not fulfilled, affect the nature of service outcomes; all forms of education, training 

and health maintenance fit this profile (Bitner et al., 1997), and they are referred to as highly 

relational services. Participation in highly relational services can be viewed as a co-productive 

point of interaction between customers and providers whereby customer participation may be 

regarded as mandatory and essential to service delivery (Dong & Sivakumar, 2017). 

 Bendapudi and Leone (2003) presented a summarized historical review of the literature 

on customer participation, illustrating the evolution of this concept in the market. The present 

study complements Bendapudi and Leone’s (2003) analysis by applying more recent articles 

on customer participation and empowerment to clarify concept definitions, mechanisms of 

adoption and benefits to organizations and customers.  

The investigated literature shows that customer participation has evolved from a point 

at which customers could customize certain products and services or cooperate with companies 

to increase productivity levels to a buyer-centric model wherein customers play an active role 

in seeking to impact a company's strategies and decisions. Studies conducted in the 1980s and 

1990s regarded customers as a company's partial employees and expected that companies had 

prepared these customers to assume certain roles in delivery or production (Fitzsimmons, 1985; 

Lovelock & Young, 1979; Mills et al., 1983; Mills & Moberg, 1982). This customer/company 

interaction was believed to increase customer involvement and, consequently, customer 

satisfaction with outcomes. Results were also expected to be positive for companies, as 

customer involvement typically leads to an increase in productivity and higher profits. More 

knowledgeable customers were considered to be capable of increasing the quality of 

interactions, becoming more involved, reducing costs and improving their levels of satisfaction 

(Bowers et al., 1990; Kelley, Donnelly, and Skinner, 1990). Training customers to use service 

innovations, acquire knowledge on processes and use service responsibly has been mentioned 

by some researchers as crucial to the success of implementations and consequent increases in 

productivity (Bowers et al., 1990; Lovelock & Young, 1979; Mills & Moberg, 1982; 

Fitzsimmons, 1985).  

Dominant in the 1990s, relationship marketing allowed providers to become more 

knowledgeable of customers' needs, in turn facilitating customization; however, the 

organization's primary focus remained the provision of services. An emphasis was placed on 

training customers to contribute to the process with inputs rather than on empowering them to 

make choices on their own regarding services and potentially having an impact on strategic 

decisions. 
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Nevertheless, customers and thus market relationships have changed over the decades, 

and customer participation has acquired a social dimension because customers are no longer 

prepared to accept experiences developed by companies alone. Rather, they wish to shape these 

experiences themselves while also relying on experts and other customers (Prahalad & 

Ramaswamy, 2000). In the early 2000s, companies faced a shift from a company-centered 

perspective to a perspective focused on the co-development of personalized experiences. 

Companies aiming to differentiate their offers adopted a buyer-centric model wherein 

customers needed to not only participate but also feel active in the production process so that 

customer experiences could achieve higher levels of value through co-creation (Prahalad & 

Ramaswamy, 2004). Thus, the role of companies changed, and they now face the challenge of 

offering value propositions and of co-creating valuable experiences with customers through the 

exchange of information and experiences (Echeverri & Skalen, 2011; Grönroos, 2011; Vargo 

& Lusch, 2008). Companies must now be prepared to have customers participate more actively 

and influence their strategies.  

Based on this new logic, the SDL, customers’ skills, competence levels and culture play 

a fundamental role, and interactions between customers and service providers throughout this 

process become more important than the transactions themselves (Vargo & Luch, 2004). 

Customer knowledge development aims to promote opportunities for customers to adopt a more 

active and participatory role in the delivery of service provisions (Bendapudi & Leone, 2003; 

Firat & Venkatesh, 1993; Lusch & Vargo, 2006; Vargo & Lusch, 2017). Cooperation and 

customer education in turn became extremely central to the success of an outcome achieved 

through active customer participation (Prahalad & Ramaswamy, 2000, Grönroos 2011). 

Concepts such as co-creation and customer empowerment were more frequently used in the 

marketing literature (Prahalad & Ramaswamy, 2000) and not without discussing the benefits 

of such proactive customer strategies.  

Some recent studies have raised questions related to possibilities of double customer 

exploitation occurring in co-production activities and the occurrence of the co-destruction of 

value, an outcome that should not be ignored during interactions (Chan, Yim & Lam, 2010; 

Echeverri & Skalen, 2011; Gronroos, 2012; Maynard, Gilson, & Mathieu, 2012). Also, it is 

known that choice opportunity has a positive effect in people perception of autonomy support 

(Ryan & Deci, 2000). But it is also important to consider the possibility of choice overload 

effect that may happen depending on how the choice opportunity is presented, because an 

environment that is overwhelmed by an excess of options may no longer be promoting 

motivation to action, and may even lead customer to quit before making a choice (Iyengar & 
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Lepper, 2000). Thus, it seems that customer empowerment impacts on service effectiveness 

follow an inverted-U curve shape, see Figure 2.1. Such studies highlight relevant issues in 

reinforcing the fact that customer empowerment can generate an enhanced sense of satisfaction 

with outcomes (Wathieu et al., 2002) though it needs to be adequately designed and applied. 

Managers should speculate on potential results, on their effects and ways to manage them to be 

successful in co-creating value with participatory and empowered customers.  

 

 Figure 2.1 - The Optimum Point of Empowerment 

 

 

 

 

 

 

 

 

 

 

 

Source: developed by the author 

 

Customer participation discussions have recently evolved, and the construct has been 

defined in various forms: mandatory - activities that can only be performed by customers and 

that are essential for service delivery; replaceable - customer activities that are essential to 

service provisions but that can also be performed by the service provider; and voluntary - 

activities that are not essential for service delivery but that are conducted at a customer’s 

discretion to improve his or her service experiences (Dong & Sivakumar, 2017). Replaceable 

participation seems to have been the focus of research on how to increase organizations 

productivity, and it is not the focus of the current investigation. I believe that the distinction 

between mandatory and voluntary participation (see Figure 2.2) can facilitate the understanding 

of the role of customers in value co-creation, as customers who participate beyond minimal 

levels of expected effort are actively involved in the co-creation of a unique experience (Dong 

& Sivakumar, 2017; Vargo & Lusch, 2004). 
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Figure 2.2 - Distinctions between Mandatory and Voluntary Participation 

 

Source: adapted from Dong and Sivakumar (2017) 

 

Within this context, empowerment appears in the marketing literature as a mechanism 

for enabling customers to be more active in this process. There are different levels and facets 

of empowerment that should be considered depending on the type of industry considered 

(Bachouche & Sabri, 2018) when aiming to limit chances of value co-destruction (Echeverri & 

Skalen, 2011).  

2.2.2 Customer Empowerment 

Empowerment can be applied to organizations, communities and social policies (Zimmerman 

& Rappaport, 1988) and is experienced in the following three different ways: empowerment-

to-control, empowerment-to-resist being controlled by others and empowerment-to-act 

(Bachouche & Sabri, 2018; Wolf et al., 2015). From a marketing perspective, customer 

empowerment has been studied as a mechanism that offers customers more control over 

experiences - empowerment-to-control, that boosts customer confidence and ownership and 

that consequently increases satisfaction and encourages a willingness to pay (Fuchs, Prandelli 

and Schereier, 2010; Pranic and Roehl, 2012; Prentice, Han and Li, 2016; Wathieu et al., 2002). 

Empowerment-to-resist being controlled is similar to empowerment-to-control, but the former 

is used to address power imbalances between social classes or genders, while the latter is used 

in consumer relationships with service providers referring to choice opportunities, determining 

the relational nature of the construct (Bachouche & Sabri, 2018; Fuchs et al., 2010; Wolf, et al., 
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2015). Empowerment-to-act refers to psychological empowerment and is an intrapersonal 

construct referring to conditions in which customers feel competent and have the information 

needed to make choices and to impact processes (Pranic & Roehl, 2012; Prentice et al., 2016; 

Thomas & Velthouse; 1990). 

 Psychological empowerment can be described as the connection between a sense of 

personal competence, a desire for action, and a willingness to take action in the public domain 

(Zimmerman & Rappaport, 1988); it “includes beliefs that goals can be achieved, awareness 

about resources and factors that hinder or enhance one's efforts to achieve those goals, and 

efforts to fulfill the goals” (Zimmerman, 1995). The definition of psychological empowerment 

corresponds to Conger and Kanungo’s (1988) use of the construct as a motivational construct. 

The control delegation (empowerment-to-control) view merely considers the transfer of power; 

this view was restricted to the behavior of superiors/organizations delegating power and did not 

assume that subordinates/customers must be allowed to successfully advance a task (Lee & 

Koh, 2001).  

Thomas and Velthouse (1990); Lee and Koh (2001); Kirkman and Rosen (1999); and 

Maynard, Gilson and Mathieu (2012) extended Conger and Kanungo’s work on psychological 

empowerment and used definitions offered by Zimmerman (1990) and Seibert, Wang and 

Courtright (2011); they propose that empowerment is a construct composed of four dimensions: 

impact or individual effects on outcomes; self-efficacy/competence or a belief that the use of 

personal skills will lead to successful outcomes; meaningfulness or feeling that a task has 

particular value; and choice or a sense of autonomy in selecting and initiating an activity 

(Thomas & Velthouse, 1990; Wolf et al., 2015). Figure 2.3 presents the main differences 

between empowerment-to-control and empowerment-to-act.  
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Figure 2.3 - Characteristics of Empowerment-to-control and Empowerment-to-act 

 

Source: based on Bachouche and Sabri (2010); and Wolf, Albinsson and Becker (2015) 

 

Despite the increased need to comprehend customer empowerment such that companies 

can differentiate and co-create more value during the customer experience, there has been a 

lack of service marketing discussions on customer empowerment definitions. On the other 

hand, the relevant medical literature on patient empowerment (Ouschan, Sweeney & Johnson, 

2000) addresses customer empowerment in a specific context that enhances the construct's 

definition and that affects discussions. Patient empowerment clearly serves as a suitable starting 

point for learning about customer empowerment, as it is not only relevant to marketers who, in 

a position to help doctors, empower their patients, but it also offers a perspective on how 

professional service providers of highly relational services (i.e., banking, tourism, education 

and other services) involving complex or long-term relationships can empower customers in 

service encounters (Ouschan et al., 2000). 

The healthcare industry offers examples of how customer participation occurs in 

correspondence with customer empowerment-to-act. Customers of the healthcare system are 

currently characterized as active actors in the network, similar to health care providers. All 

participants are considered to exercise their control, power, and influence over the web, and 

Empowerment-to-
control or select

• Relational nature

• Increasing customer 
control through:

• providing multiple 
choices or

• opportunity to influence 
product or service 
creation 

Empowerment-to-act 
(Psychological 
Empowerment)

• Intrapersonal nature

• How people feel about 
themselves regarding their 
ability to achieve a 
desired outcome

• Motivational force, 
consisting of four 
cognitions: meaning; 
competence; self-
determination; and impact



  

27 

they base their activities on the direct or indirect control of resources, with control also being a 

function of knowledge (Hult & Lukas, 1995). However, this relationship is not restricted to an 

increase in customer power and control; in healthcare services, to obtain quality, value, and 

performance levels acceptable to all actors involved, it is essential that patients feel competent 

enough to participate in decision-making processes (Hult & Lukas, 1995). Customers may 

develop the skills, attitudes, and self-awareness needed to efficiently assume responsibility over 

their health-related decisions (Feste & Anderson, 1995); both patients and doctors share a 

responsibility for treatments and outcomes, and patient education is essential to the process and 

is crucial to the realization of positive results. In a traditional health care program based on 

compliance-oriented training, patients receive information on how to apply prescribed 

recommendations, and their participation is mandatory (Dong & Sivakumar, 2017). 

Conversely, according to the empowerment-to-act approach, patients are prepared to act as 

equal and autonomous members of their healthcare teams; they learn enough about their disease 

and achieve self-awareness of their health values, needs, and goals. They participate in a 

voluntary manner and beyond what is expected (Dong & Sivakumar, 2017). Recommendations 

are tailored to the patient’s life rather than the reverse (Feste & Anderson, 1995).  

The described studies clarify the importance of understanding differences between 

empowerment concepts (empowerment-to-control and empowerment-to-act) such that 

organizations can adopt successful strategies for working with their customers. Highly 

relational services that aim for more active and voluntary participation may focus on 

investigating how customers can become empowered-to-act.  

From this more precise definition of customer participation and empowerment, we can 

now discuss the relationship between these variables and customer service evaluations and 

behavioral intentions of a highly relational services context. Table 2.1 shows an updated version 

of the chronological review offered by Bendapudi and Leone (2003).  

 

Table 2.1 - A Chronological Review of the Literature on Customer Participation 

Author Focus 
Nature of 

the study 
Findings and conclusions 

Lovelock and 

Young (1979) 

Consequences of 

customer participation 

for the production of 

services 

Conceptual Customers can be a source of productivity gains. 

Mills and 

Moberg 

(1982) 

Organizational 

technologies needed to 

manage the services 

sector as opposed to the 

goods sector 

Conceptual 

One key difference between the two industries is the 

customer’s/client's role in the production process. The 

customer can increase productivity in services and must 

be prepared. 
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Mills, Chase 

and Marguiles 

(1983) 

Managing the 

customer/client as a 

partial employee to 

increase system 

productivity 

Conceptual 

More customer involvement in the production process 

can spur productivity gains. Customers' inputs must be 

monitored and assessed the same way as regular 

employees' inputs are. 

Fitzsimmons 

(1985) 

The consequences of 

customer participation 

for service sector 

productivity 

Conceptual 

Customer participation may yield higher levels of service 

sector productivity. Technological innovations depend 

on customer acceptance and on customer training on 

using them. 

Czepiel (1990) 
The nature of service 

encounters 
Conceptual 

Customer participation in the production process may 

affect customer satisfaction. 

Bowen (1990) 

The taxonomy of services 

based on customer 

participation 

Empirical 

Participation can be used a meaningful way to describe 

services. It may be possible to segment customers based 

on their willingness to participate in service creation. 

Bowers, 

Martin, and 

Luker (1990) 

Treating employees like 

customers and treating 

customers like 

employees 

Conceptual 

Treating employees as customers through internal 

marketing and treating customers as employees through 

training and reward systems enhances productivity. 

Kelley, 

Donnelly, and 

Skinner 

(1990) 

Managing customer roles 

when customers 

participate in service 

production and delivery 

Conceptual 

Customers may be managed as partial employees when 

participating in service production and delivery by 

focusing on customers' technical and functional quality 

inputs to the process. Customer socialization is used to 

manage the behaviors of customers. 

Dabholkar 

(1990) 

Customer participation 

that enhances service 

quality perceptions 

Conceptual Customer participation may influence perception quality. 

Firat and 

Venkatesh 

(1993) 

Arguments for the 

reversal of consumption 

and production roles 

Conceptual 

Of postmodern conditions discussed is the reversal of 

consumption and production as customers take on more 

active roles in production. 

Song and 

Adams (1993) 

Customer participation in 

production and delivery 

as an opportunity for 

differentiation 

Conceptual 

Customer participation should not always be examined 

as a merely cost-minimization problem. Instead, firms 

can investigate means of differentiating their market 

offerings by heightening or lessening customer 

participations in the production and delivery of products. 

Firat and 

Venkatesh 

(1995) 

Distinguishes between 

customers’ views on 

modernism and 

postmodernism 

Conceptual 

A modernist perspective confines the customer by 

arguing for the "privileging" of production over 

consumption. Postmodernism offers a basis for 

understanding a more significant customer role in 

production and consumption. 

Firat, 

Dholakia, and 

Venkatesh, 

(1995) 

Presents a postmodern 

view of customers as 

customizers and 

producers 

Conceptual 

As customers have become customizers, marketing 

organizations' offerings will increasingly become 

processes rather than finished products. Customers who 

are integrated into production systems will need to be 

conceptualized as producers. 

Hult and 

Lukas (1995) 

Customer participation in 

healthcare 
Conceptual 

Classifying healthcare tasks regarding customer 

participation and complexity has significant implications 

for service marketing. 

Lengnick-Hall 

(1996) 

Customer contributions 

to quality levels 
Conceptual 

Customers influence quality levels through their roles as 

resources, co-producers, buyers, users, and products. 

Garnering customer talent in these roles can yield 

competitive advantages. 

Raaij and 

Pruyn (1998) 

Customer control and its 

impact on judgments of 

service validity and 

reliability 

Conceptual 

Customers may feel that they have more or less control 

over three stages of the service relationship: input, 

throughput, and output. The higher a customer’s sense of 

control, the more he or she will feel responsible for and 

satisfied with a service. 

Prahalad and 

Ramaswamy 

(2000) 

Coopting customer 

competence 
Conceptual 

Customers have evolved from a passive audience to 

active co-creators of experience. Customer competence 

can leverage companies’ competitive advantages. 
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Wind and 

Rangaswamy 

(2001) 

Customerization: The 

next revolution in mass 

customization 

Conceptual 

In the digital marketplace, customers are becoming 

active participants in product development, purchasing, 

and consumption. Firms must become customer-centric 

and adopt "customerization" to add value. 

Lee and Koh, 

(2001) 

 

Defining empowerment 

and distinguishing it from 

similar terms 

Conceptual 

A definition of empowerment must integrate aspects of 

both behavior and perception. This can be defined as the 

psychological state of a subject based on the four 

dimensions of meaningfulness, competence, self- 

determination and impact, which are affected by 

empowering supervisor behaviors. 

Wathieu et al. 

(2002) 

Outlines an agenda for 

future research on 

customer empowerment 

Conceptual 

Customers will not always view an increase in control as 

a benefit. A stronger sense of control may not lead to a 

greater sense of empowerment, and a greater sense of 

empowerment may lead to a stronger awareness of costs 

to customers. 

Cova and 

Dalli (2009) 

Emphasizes the 

sociocultural dimension 

of customer participation 

Conceptual 

Customers work and are active in the value creation 

process. Customers work to feel satisfied and socially 

recognized, and they do not necessarily receive economic 

benefits. 

Chan, Yim 

and Lam 

(2010) 

Customer participation in 

value creation and 

satisfaction for customers 

and employees in 

professional financial 

services 

Empirical 

Customer participation increases economic and 

relational value, but it also leads to a shift in power, 

increasing employee stress levels, moderating effects of 

cultural value on the relationship between customer 

participation and value creation. 

Fuchs, 

Prandelli and 

Schereier 

(2010) 

Use of the Internet to 

integrate customers more 

actively into new product 

development processes 

Empirical 

Results show that customers who are empowered to 

select products to be marketed show more demand for 

underlying products even though they are of identical 

quality in objective terms. 

Parish and 

Holloway 

(2010) 

Understanding customer 

relationship proneness 

and its effects on 

customer relationship 

management 

Empirical 

This paper focuses on furthering understanding of how 

consumer relationship proneness (CRP) is linked to trust 

and other relationship outcomes (e.g., customer sharing 

and adherence). It also examines how the nature of a 

service exchange (transactional versus relational) affects 

the association between CRP and commitment and trust. 

Echeverri and 

Skalen (2011) 

Value formation is not 

only associated with 

value co-creation but also 

with value co-destruction 

Empirical 

This qualitative empirical study examines the practice of 

provider/customer interactions from the employee’s 

perspective. Practices leading to the co-creation and co-

destruction of value when interactions occur are 

identified. Value is bidirectional. 

Pranic and 

Roehl (2012) 

Customers’ views of 

empowerment in the 

management of service 

recovery encounters 

Conceptual 

Empowerment in a service recovery context denotes that 

customers have information, competence, and influence 

over the recovery process. 

Wolf, 

Albinsson and 

Becker (2015) 

Female involvement in 

do-it-yourself behaviors 
Empirical 

For the context of organizational research, the article 

identifies three interrelated but distinct empowerment 

mechanisms: the power to control, the power to act, and 

the power to resist being controlled by others. 

Prentice, Han 

and Li (2016) 

Scaling development to 

measure customers’ 

psychological 

empowerment 

Empirical 

The study shows that customers view empowerment as 

involving offering more product options (service 

choices) and that it is provided through two-way 

communication channels to facilitate information 

attainment so they can share consumption experiences 

(information attainment) and affect the service delivery 

process (impact). 

Dong and 

Sivakumar 

(2017) 

Classifies customer 

participation into three 

categories: mandatory, 

replaceable, and 

voluntary 

Conceptual 

Each form of customer participation (mandatory, 

replaceable and voluntary) can occur at varying levels 

(e.g., low vs. high). Mandatory participation refers to 

activities/resources that can only be performed/provided 

by customers and that are essential for service delivery; 
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replaceable CP relates to customer activities/resources 

that are essential for service providers but that can also 

be performed by a service provider, and voluntary CP 

refers to activities and resources that are not essential for 

service delivery but that are delivered at a customer's 

discretion to improve his or her service experiences. 

Bachouche 

and Sabri 

(2018) 

Literature review on 

"empowerment" 
Conceptual 

The marketing literature related to consumer 

empowerment can be classified according to the three 

facets of empowerment: the delegation of power by local 

authorities or companies to consumers; the acquisition of 

power from the consumer’s perspective, which focuses 

on resistance to market structures; and empowerment as 

a subjective state referred to as "psychological 

empowerment" and referring to the consumer’s “sense of 

empowerment” as related to an extension of resources 

and to easier access to information through Web 2.0. 

Source: developed by the author based on Bendapudi and Leone (2003) and other studies 

 

 

2.3 Proposed Framework and Discussion 

Next I discuss customer participation and customer empowerment relationship and their 

effects on customer service evaluation and behavioral intention. 

2.3.1 Effect of Participation on Service Evaluation, and Behavioral Intention 

Customer participation affects perception of service quality (Cheung & To, 2011), satisfaction 

(Bendapudi & Leone, 2003) and even new product value (Fang, Palmatier & Evans, 2008). 

Some authors defend the notion that an increase in customer involvement in service production 

and delivery leads to higher levels of perceived value and satisfaction (Cova & Dalli, 2009). 

Experiments have been conducted to measure customer participation effects on satisfaction. 

For example, Bendapudi and Leone (2003) showed that customer participation affects 

perceived quality and satisfaction. Through an empirical study of high credence services Chan 

et al. (2010) proved that customer participation increases ece fonomic and relational value, 

consequently improving customer satisfaction (Chan et al., 2010; Cova & Dalli, 2009). Cronin, 

Brady, and Hult (2000) also found a combined effect of service quality (SQ), service value 

(SV), and customer satisfaction (CS) on behavioral intentions to recommend or repurchase a 

service. See Figure 2.4 for an illustration of the effects discussed. 
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Figure 2.4 - Customer Participation Affecting Service Evaluation and Behavioral Intentions 

  

Source: developed by the author 

 

Given that customer participation can vary from more passive to more active, more 

committed individuals are more involved as partial employees and should consequently be 

more efficient. Additionally, involvement and identification with one’s role can affect one’s 

expectations and levels of satisfaction; more involved customers are more identified with their 

partial employee role and will, consequently, be more satisfied (Kelley et al., 1990). I then 

propose that when customers engage in voluntary participation beyond what is expected, they 

are more actively involved in the process and, consequently, perceive more value, are more 

satisfied and develop a more positive view of the provider.  

Thus, how can organizations offer opportunities for customers to feel motivated to 

participate more actively and in turn positively leverage effects of participation on customer 

service evaluations and behavioral intentions? I assume that organizations may offer 

opportunities for customers to be enthusiastic to participate.  

Customers with more control over specification and realization (power-to-control) 

perceive themselves as co-producers and more responsible for outcomes, further enhancing 

their involvement in the process (Raaij & Pruyn, 1998). In highly relational services, customer 

participation is intrinsic—mandatory—to the given context, but customers exhibiting power-

to-control tendencies may engage in a certain level of voluntary participation, achieving higher 

customer service evaluations and more positive behavioral intentions towards the provider.  

The current study proposes that customer participation affects customer service 

evaluations differently depending on the type and level of participation involved - only inputs 

(mandatory) or more active participation in the process (voluntary); further, participation can 
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shift from mandatory to voluntary when opportunities for customers to become empowered are 

offered by organizations.  

2.3.2 Empowerment Leveraging Mechanism  

Brambilla and Damacena (2012) developed a conceptual framework in which the co-creation 

of value and student participation in an educational environment occurs based on students’ 

(customers’) intrinsic motivations, leading to effects of perceived quality, performance and 

satisfaction and culminating in student loyalty and retention. This study proposed that when the 

provider creates conditions extending beyond choice opportunities (empowerment-to-control) 

and helps the customer become competent and to obtain enough information to make 

meaningful choices and to impact the process, the customer feels empowered-to-act and 

intrinsically motivated to engage in more active and voluntary participation. Then, customer 

empowerment-to-act positively leverages the relationship between customer participation and 

customer service evaluation, as according to this scenario customers are more prepared to 

effectively contribute to the process. 

Considering these insights I contribute to the literature on customer participation and 

on its effects by proposing a framework based on theoretical discussions that apply customer 

empowerment as a construct that can make a relevant difference in such relations based on how 

organizations develop strategies that promote customers’ empowerment-to-control or 

empowerment-to-act. This discussion is illustrated in Figure 2.5. 

 

Figure 2.5 - Proposed Framework 

 

Source: developed by the author 

 

In the proposed framework, a strategy of fostering customer empowerment-to-act is 

expected to lead to a higher voluntary customer participation than fostering empowerment-to-

select. Customer empowerment influences the type and level of participation involved, as 

empowered customers may feel more prepared and motivated to voluntarily participate by 

contributing beyond what is expected. While empowered-to-control customers will have a 
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relational and extrinsic motivation to take part beyond what is expected, empowered-to-act 

customers will also have an intrinsic motivation to participate voluntarily, in turn leveraging 

effects on customer service evaluations and behavioral intentions (Deci & Ryan, 2008). But, as 

mentioned earlier, there must be an optimum point of customer empowerment, and beyond that 

point, empowerment can even become a source of stress to customers and service providers, 

see Figure 2.1 (Iyengar & Lepper, 2000).  

2.4 Contributions, Limitations and Future Studies  

In highly relational services, customer participation is intrinsic and mandatory to the given 

context (Czepiel, 1990; Dong et al., 2008), and customer empowerment can significantly help 

leverage customer participation from mandatory inputs to an active involvement aimed toward 

service excellence. In contexts in which customers are more knowledgeable and are seeking 

more voluntary participation, companies must be able to leverage such customer dispositions 

by shifting customers from the audience to the stage (Prahalad & Ramaswamy, 2000). 

Organizations can offer opportunities for empowerment at different levels depending on the 

strategies used. Customer empowerment may be restricted to empowerment-to-control, but it 

can also imply meaningfulness, competence, and impact beyond choice opportunities, 

empowering customers to act (Bachouche & Sabri, 2018; Wolf et al., 2015). When customers 

are not only prepared to participate but are also intrinsically motivated to contribute, 

interactions will be positively affected (Deci & Ryan, 2008; Gronroos, 2012). This study 

proposes that empowered-to-act customers are intrinsically motivated to voluntarily participate 

in this process and to successfully co-create valuable and personalized experiences (Deci & 

Ryan, 2008; Prahalad & Ramaswamy, 2000).  

The current study academically contributes to the research on service marketing by 

showing that knowledge of forms of customer participation (mandatory and voluntary) and of 

strategies of empowerment (empowerment-to-control or empowerment-to-act) are relevant to 

understanding customer service evaluations and customers’ behavioral intentions (Bachouche 

& Sabri, 2018; Bendapudi & Leone, 2003; Chan et al., 2010; Cheung & To, 2011;  Cova & 

Dalli, 2009; Dong & Sivakumar, 2017; Fang, Palmatier & Evans, 2008; Wolf et al., 2015). This 

distinction between different empowerment mechanisms and their effects on how participation 

develops in highly relational services contributes to the literature on service marketing, which 

may consider distinctive effects in models explaining service performance and behavioral 

intentions and to organizations in clarifying the effects of chosen strategies. The study focused 

on furthering the discussion of forms of participation and empowerment and of how different 



  

34 

forms of empowerment that organizations can encourage affect how participation will occur 

(mandatorily or voluntarily). It is the effects of this participation, which can be more passive 

(mandatory) or active (voluntary), that will define customer service evaluations and intentions 

of behavior. 

Management practices should also be improved in consideration of customer 

empowerment levels, and managers should address challenges associated with managing this 

issue. I propose that in highly relational services contexts, organizations will benefit from 

offering customers opportunities to assume a more active role that is meaningful, that involves 

competence and awareness and that entails opportunities to make good choices and positively 

impact their experiences, consequently limiting the likelihood of adverse experiences and value 

co-destruction (Echeverri & Skalen, 2011; Gronroos, 2012; Maynard et al., 2012). 

Empowerment opportunities have to be monitored so that co-destruction of value is avoided 

(Maynard et. al., 2012). The offering of choice opportunities constitutes one mechanism of 

empowerment promotion (empowerment-to-select), being the expected results less effective 

than when empowerment-act is supported. However, determining which strategy of 

empowerment to support (empowerment-to-select or empowerment-to-act) depends on the 

given service context and must be carefully evaluated by organizations aiming to promote 

valuable experiences. Value co-destruction studies may also consider different context 

particularities and how empowerment mechanisms may have different effects on customers' 

willingness to serve as active participants.  

Public policies can also benefit from a more comprehensive understanding of 

mechanisms influencing customers’ behavioral intentions toward institutions, as customers 

who are more capable of taking decisions are less vulnerable (Smith & Cooper-Martin, 1997).  

Moreover, there are strategic decisions and capabilities that a company must develop 

such that interactive processes can successfully be developed with empowered customers. 

Empowered customers require organizational internal support, as customer interactions must 

be managed and forged into valuable opportunities for process improvements (Gronroos, 2012). 

Companies will likely need to review the role of their staff, which may entail organizational 

changes, as increasing customer competence without enhancing value perceptions in other 

ways, may not be effective (Hilton, Huges & Chalcraft, 2012). The investigation of capabilities 

that companies must develop internally and among their customers and other stakeholders may 

be investigated in the future.  

This study investigates the context of highly relational services, in which interactions 

between customers and providers are crucial to the realization of successful outcomes (Dong et 



  

35 

al., 2008; Yim, Tse & Chan, 2008); and the empowerment-to-act mechanism described may 

contribute to a reduction in value co-destruction risk, as customers will be more prepared to 

assume their roles (Echeverri & Skalen, 2011; Gronroos, 2012). The investigation of other 

services and contexts, such as consumer goods, may be the focus of future studies and may 

reveal other relevant variables that must be considered.  

Further empirical investigations should be prioritized to better understand leveraging 

mechanisms of customer empowerment in relationships between customer participation, 

customer service evaluations, and behavioral intentions in consideration of differences between 

contexts, services and industries. Context specificities must be explored so that different models 

can be proposed and empirically tested. New variables may in turn be identified and found to 

be relevant as antecedents, moderators or mediators of the proposed relationship depending on 

the context considered. 

In the next chapter, I advance the knowledge on how empowerment can leverage 

participation in the context of higher education institutions, a context that can benefit from the 

adoption of marketing principles. I identified and explored engagement as a crucial 

psychological state that mediates the relationship of empowerment-to-act and voluntary 

participation. 
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3 CHAPTER 3 – ACHIEVING STUDENT PARTICIPATION IN HIGHER 

EDUCATION. CAN STUDENT EMPOWERMENT AND ENGAGEMENT HELP? 

 

Abstract 

This study focuses on understanding how students’ voluntary participation in resource 

integration can be enhanced while considering student and teacher relationships in the 

classroom. The results indicate that perceived empowerment, which is a four-dimensional 

concept including meaningfulness, competence, choice, and impact, affects voluntary 

participation in classrooms through the full mediation of psychological engagement. The study 

contributes to the literature by exploring the previously unexamined relationship among 

empowerment, engagement and voluntary participation. Furthermore, it contributes to 

managerial practices by revealing that initiatives to promote an environment propitious to 

individual perceptions of empowerment must be allied with engagement platforms that promote 

the development of conditions for behavioral, cognitive and emotional engagement, thereby 

affecting students’ disposition to voluntarily participate in the co-creation of knowledge. 

Keywords: Student Empowerment, Student Engagement, Student Participation, Higher 

Education Institutions, Service-Dominant Logic. 

3.1 Introduction 

Global investments in education reached US$5.9 trillion in 2018 and are expected to reach 

US$7.8 trillion in 2025 following an increase of approximately 500 million in the number of 

graduates in 2025 with 30% going on to higher education (HolonIQ). During the past 15 years, 

enrollment rates in higher education have risen globally, driven in part by income increases, the 

need for new skills due to technological advances and the need for more qualified employees. 

The private sector has played an important role in this market (The Economist, 2019b). 

The number of students who aim to achieve certification as a credible indication of their 

degree of competence to perform a job as professionals has increased (Eagle & Brennan, 2007; 

Ng and Forbes, 2009), risking the transformation of education into a product prized for its 

exchange value rather than for its value-in-use (Naidoo, Shankar and Veer, 2011). As noted by 

Eagle and Brennan (2007), tuition "facilitates education but does not cause it" because the 

student is responsible for goal achievement, while the role of the service provider is to facilitate 

the achievement of these goals. 
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This scenario reflects a challenge and an opportunity for institutions to offer 

opportunities to achieve value co-creation through students’ increased voluntary participation 

to integrate resources and realize value (Dong & Sivakumar, 2017). 

This discussion is allied with the marketing perspective of the Service-Dominant Logic 

(SDL). According to SDL, in a service-centered model, humans are at the center and are active 

participants in the exchange process, integrating their resources in service ecosystems (Vargo 

& Lusch, 2004; Storbacka et al., 2016). 

In highly participative services such as education, customers must participate at some 

level during service provision so that the service can occur (Bitner, Faranda, Hubbert & 

Zeithaml, 1997). However, I am interested in understanding how voluntary participation can be 

achieved with students by integrating their resources beyond the minimum accepted and 

consequently co-creating more value (Cermak, File, and Prince 1994; Dong and Sivakumar 

2017). Most studies on participation do not differentiate between mandatory and voluntary 

participation and examine them as a single concept (Fritschner, 2000; Weaver & Qi, 2005). 

Voluntary participation in the resource integration process is expected to be driven by 

perceived empowerment; customers who feel empowered are expected to be more resilient and 

to actively participate in tasks (Thomas & Velthouse, 1990). Perceived empowerment results 

from four dimensions related to task assessment: meaningfulness, competence, choice, and 

impact, which have an additive motivational effect on behavior (Conger & Kanungo, 1988; 

Thomas & Velthouse, 1990). Voluntary participation has not been studied as a consequence of 

perceived empowerment in prior studies. Therefore, I propose to analyze this relationship. 

Maynard et al. (2012) analyzed the positive effects of empowerment on customer 

behavioral attitudes and indicated the need for an investigation of the variables that mediate 

this relationship. The identification of these mediators can help institutions design more 

efficient initiatives that aim to foster student resource integration during classroom interaction. 

Therefore, I propose to investigate engagement as a mediator of the empowerment effect on 

voluntary participation because engagement has also been studied as an important tool for 

achievement and learning and as a mechanism that precedes, for instance, a reduction in dropout 

(Bryson & Hand, 2007; Fredricks, Blumenfeld & Paris, 2004). 

Engagement is not always definitively differentiated from participation (Brodie, 

Hollebeek, Juric & Ilic, 2011), and its antecedents and consequences are not clearly stated 

(Kahu, 2013). This study proposes to clarify and explore the distinction between these concepts 

and their relationship. 
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This study investigates engagement as a psychological state of the disposition to act that 

mediates how perceived empowerment affects voluntary participation. To explore the 

relationship among these concepts, I consider voluntary participation a behavioral 

manifestation toward a task that guides the resource integration process, a concept that 

differentiates it from mandatory participation and from the behavior engagement dimension. 

Empowerment is an individual perception of competences and opportunities to participate in a 

task that indirectly affects voluntary participation, a behavior manifestation. 

I employed a mixed-method approach to collect and integrate qualitative and 

quantitative data (Creswell & Clark, 2011) with a focus on understanding the service encounter 

represented by student-teacher interactions in a classroom (Vargo & Lusch, 2017). 

The findings reveal that meaningfulness, competence, choice and impact have a 

significant effect on behavior, which is investigated here as voluntary participation. However, 

the perceived empowerment effect on the behavior of voluntary participation is fully mediated 

by students’ disposition to engage with the classroom (Fehrer, Woratschek, Germelmann & 

Brodie, 2018; Seibert, Wang and Courtright, 2011; Thomas & Velthouse, 1990). 

This research contributes to the literature by exploring empowerment as an antecedent 

of voluntary participation and considering engagement as a mediator of this previously 

uninvestigated relationship. To explore these relationships, it is necessary to clarify 

inconsistencies among the definitions of concepts and delimitate clear boundaries among them 

to contribute to future replications and advances in knowledge . The findings can support 

managers and teachers in higher education institutions (HEIs) in designing experiences and 

engaging platforms that foster value co-creation in classrooms. 

This article is structured with into a theoretical background and methodological 

procedures, followed by the findings and discussion and a conclusion that suggests limitations 

and future opportunities. 

3.2 Theoretical Background 

Next, I present a literature review on the concepts of customer participation, perceived 

empowerment and psychological engagement to clarify the adopted definitions of the concepts 

and clearly identify boundaries between them in an effort to avoid inconsistencies in future 

replications of this work (Kahu, 2013) and enable the further exploration of the relationship 

among them. 
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3.2.1 Customer Participation 

Customer participation in the service industry is the degree to which the customer is involved 

in producing and delivering the service; it can occur at different levels (Bitner et al., 1997; 

Dabholkar, 2015). In some situations, customers have essential production roles that, if 

unfulfilled, will affect the nature of the service outcome, such as all forms of education, training 

and health maintenance (Bitner et al., 1997). The minimum participation required for successful 

service provision may be categorized as mandatory participation. However, customer 

participation may assume a voluntary status when customers perform activities that are not 

needed for the service occurrence but that can enhance the outcome (Dong & Sivakumar, 2017). 

This research aims to explore the antecedents that foster voluntary participation, in which 

students integrate their resources to participate beyond the minimum expected, leading to the 

co-creation of unique experiences (Dong & Sivakumar, 2017; Vargo & Lusch, 2004). 

Voluntary participation in the resource integration process is expected to be driven by 

customers who feel competent to act in alliance with perceptions of environmental conditions 

that promote a reduction in powerlessness (Conger & Kanungo, 1988). 

3.2.2 Perceived Empowerment 

During student-teacher interactions, students judge their capabilities, anticipate scenarios of 

action, and evaluate opportunities and constraints to act accordingly (Bandura, 2006). If 

students do not believe they can obtain the expected outcomes with their actions, they have 

little incentive to persevere in the face of difficulties and may give up; the belief in personal 

efficacy is central to human agency (Bandura 2006). Whereas agency refers to the feeling of 

competence in the ability to make choices and impact events, the concept of empowerment also 

considers environmental conditions, such as the opportunity to become involved with 

meaningful tasks, which contribute to agency (Bachouche & Sabri, 2019). 

Conger and Kanungo (1988), borrowing concepts from psychology, defined 

empowerment as a motivational construct that involves enabling rather than simply delegating 

and that comprises the dimensions of meaningfulness, competence, impact and choice. This 

construct is also called psychological empowerment or empowerment-to-act (Bachouche & 

Sabri, 2019; Thomas & Velthouse, 1990). Meaningfulness aims to identify the value of a task 

in relation to an individual’s own ideals; if the work is not meaningful, the individual will not 

be motivated to produce high-quality work (Thomas & Velthouse, 1990). Competence refers 

to the personal skills for developing the task and a person’s perception of his/her ability to 
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accomplish activities independently (Spreitzer, 1995). Choice involves the degree to which a 

person defines his/her goals and methods to achieve these goals (Ryan & Deci, 2000). Finally, 

impact refers to a person’s perception that he/she makes a difference in the process of 

accomplishing a task; the more a person feels that he/she is impacting the process, the more 

he/she feels motivated (Spreitzer, 1995). 

In the educational context, empowerment studies have been based on the manager-

employee relationship and have considered the teacher-student relationship to be similar. In this 

context, empowerment is related to providing conditions to foster feelings of meaningfulness, 

competence and ownership with the aim of increasing motivation to learn (Frymier, Shulman 

& Houser, 1996). 

Studies on empowerment have shown that its effects on outcomes such as performance 

or affective reactions are sometimes contradictory. The literature would benefit from studies 

considering mediators that may help to explain how empowerment can lead to positive 

outcomes (Maynard et al, 2012). 

3.2.3 Psychological Engagement 

I propose to explore psychological engagement as a mediator through which perceived 

empowerment positively affects students’ voluntary participation in a resource integration 

process. 

Engagement has been researched across courses with different foci but without 

consensus on its meaning and dimensions (Vivek, Beatty, Dalela, & Morgan, 2014). The 

concept has been discussed using different definitions and from different perspectives as a 

process (Bowden, 2009), a behavior (Vivek et al., 2014), or a psychological state (Brodie et al., 

2011). 

In the educational context, engagement can represent a psychological state in relation 

to the educational/learning process, the institution, the program, or a specific course (Fredricks 

et al., 2004). A student engaged in the learning process is transformed and becomes an active 

agent who can promote societal changes (Bryson & Hand, 2007; Fredricks et al., 2004). 

In alignment with previous studies in the educational context, this study adopts the 

perspective of engagement as a psychological state composed of three dimensions: behavioral, 

cognitive and emotional (Brodie et al., 2011). Psychological engagement is based on customers' 

interests in interacting with the object of engagement (cognitive), their feelings related to using 

or interacting with the object (emotional), and their levels of energy and disposition (behavior) 

to interact with the object (Brodie et al., 2011; Fehrer et al., 2018). This psychological state 
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refers to students’ disposition to act in a specific context (Fehrer et al., 2018) and differs from 

actual behavior, which is explored in this study as voluntary participation. 

Fredricks et al. (2004) distinguished between engagement with the school community 

and with the classroom. The latter is the focus of the current study because I believe that the 

classroom is the starting point for transformation. 

Participation and engagement have been adopted with misconceptions in the literature 

and have sometimes even been considered interchangeable in studies (Brodie et al., 2011; Kahu, 

2013). I suggest that participation differs from the behavioral dimension of engagement because 

the latter is related to a psychological state of effort and dedication to the task during interaction 

(Hollebek et al., 2014), while the former is related to individual actions during the process 

before or after the service exchange and is affected by the level of engagement in a loop (Brodie, 

2011). 

3.2.4 Proposed Framework 

Engagement as a psychological state is developed through a dynamic process of interactions 

with the focal engagement object (Brodie et al., 2011). Its antecedents may also be 

consequences during this interactive process in a feedback loop over time (Brodie et al., 2011). 

In the classroom environment, students are invited to participate by attending classes, studying 

for exams, working on group or individual activities, and interacting during class. This 

participation may be mandatory, but it is expected that participation varies according to the 

conditions offered by environment, perhaps reaching a voluntary level of participation and 

enhancing outcomes in classroom (Dong & Sivakumar, 2017). 

I expect that students who feel empowered, i.e., feel able to participate and develop 

their competences, contribute beyond the necessary level, voluntarily participating (Seibert et 

al., 2011; Thomas & Velthouse, 1990). However, I propose that this relationship is mediated 

and enhanced by a psychological state or disposition to act, which actually drives the behavior 

(Fehrer et al., 2018), as illustrated in Figure 3.1.  
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Figure 3.1 - Conceptual Model 

 

Source: developed by the author 

 

3.3 Methodology 

I employed a mixed-method approach with the aim of collecting and integrating qualitative and 

quantitative data to obtain a more complete understanding of the research phenomenon 

(Creswell, 2014). I adopted a complementarity design by analyzing and interpreting the data 

from two sources concurrently and merging the findings (Davis et. al, 2011). A survey of 

students from an HEI brought relevant insights to the definition and relationship of the concepts. 

However, in-depth interviews with teachers and students were essential to complement the 

analysis (Davis et. al, 2011). Data triangulation increased the credibility and internal validity 

of data (Miles et al., 2014). 

3.3.1 Quantitative Phase 

My main goal was to explore the relationship among perceived empowerment, psychological 

engagement and voluntary participation and to contribute to reducing contradictions in the 

literature (Maynard et al., 2012). The quantitative phase was conducted by a survey of students, 

who were invited to answer a questionnaire regarding their experiences in a specific compulsory 

course. I selected three courses from different fields – Statistics, Finance and Marketing.  

3.3.1.1 Measurements 

All primary measures in the study were based on existing scales in the literature. I translated 

the scales into Portuguese following the steps recommended by Douglas and Craig (2007). I 

asked Ph.D. students and professors with various skills and experiences to validate the 

adaptation to the context of HEIs and the translation of the items. I adopted four items for each 

construct dimension, excluding or including items in the original scales when necessary, see 



  

43 

Appendix A, Appendix B, Appendix C for original scales and adapted version. I used a seven-

point Likert scale for the responses. 

Customer participation - Customer participation does not have a systematic 

measurement process and has not been measured with a mandatory or voluntary categorization. 

In this article, to identify students’ levels of voluntary contribution in the classroom, I used an 

adaptation of Fassinger’s (1995) self-reported scale composed of items related to questions 

raised and contributions made in the classroom, such as, “I offered comments or raised 

questions in this class” and “I volunteered to answer questions in this class”. 

Perceived empowerment - Prior studies evaluating measurements of empowerment have 

identified a causal direction from first-order variables to higher-order variables (Maynard et al., 

2012). Also, the original studies on empowerment mentioned the additive motivational effects 

of the four dimensions (Thomas & Velthouse, 1990). I explored empowerment as a reflective-

formative second-order construct (Sarstedt, Hair, Cheah, Becker & Ringle, 2019) in which 

meaningfulness, competence, choice and impact are reflective first-order constructs and work 

in a causal direction to compose the higher-order concept of empowerment (Maynard et al., 

2012). I adapted Spreitzer’s (1995) dimensions of empowerment. The items were adapted to 

the educational context as presented in the following examples: meaningfulness, aiming to 

identify the value of a task in relation to the individual’s own ideals (e.g., “This course was 

very important to me”); competence, aiming to assess the respondent’s personal perception of 

his/her skills for developing a task (e.g., “During the semester, I was confident about my ability 

to do my activities in this course”); choice, referring to the degree to which a person is able to 

define his/her goals or the methods he/she uses to achieve them (e.g., “I had autonomy in 

determining how I would do my activities for this course”); and impact, referring to a person’s 

feeling that he/she is making a difference in the process when accomplishing a task (e.g., “I had 

an impact on how class activities happened during this course”). 

Psychological engagement - In the educational context, engagement is usually 

considered a dynamic and multidimensional reflective construct composed of three dimensions: 

behavioral engagement, i.e., the disposition to pay attention and persistence; emotional 

engagement, i.e., affective reactions toward classmates and professors; and cognitive 

engagement, i.e., deep thinking and mental effort (Fredricks et al., 2004; Reeve & Tseng, 2011). 

I adapted the behavioral, cognitive and emotional dimensions from Reeve and Tseng’s scale 

(2011). I employed behavioral items that aimed to capture the level of energy in interacting 

with the teacher, such as, “I paid a lot of attention in class”; cognitive engagement items 

intended to capture the customer’s level of concentration in interactions, such as, “I looked for 
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practical examples to help me to understand important concepts I was learning”; and emotional 

engagement items to capture “the degree of a customer’s positive affect and emotional 

investments in particular interactions” (Brodie et al., 2011), such as, “Taking this course was 

interesting”. 

3.3.1.2 Control Variables 

Three control variables were included in the model to eliminate spurious effects. The first was 

student age. Age was included as a numerical continuous variable. According to Martin (2009), 

younger students tend to engage more in proposed activities in class. The second covariate was 

the period when the questionnaire was answered according to the period of the class because 

this variable could influence students’ mood and perception of engagement and participation 

(Zabaleta, 2007). Investigated classes were distributed among four different periods: 7:00 a.m., 

9:00 a.m., 13:00 p.m. and 15:00 p.m. Finally, I included the course the students used as a 

reference to answer the questionnaire. During non-participative observations, described in the 

qualitative phase session, I identified possible differences in voluntary participation due to the 

support for autonomy and challenging environment offered during courses. The course was 

used as a proxy of the environmental challenge and support for autonomy, and the expectation 

was that higher support and challenge would lead to higher engagement (Shernoff, Tonks, 

Anderson, Cavanagh, Sinha & Abdi, 2016). I selected three courses from different fields 

(Statistics, Finance, and Marketing) to administer a self-reported paper questionnaire. The three 

courses were included into the model as a dummy variable. Students from four different classes 

of each course answered the questionnaire. Each class had approximately 40 enrolled students.  

3.3.1.3 Data Collection and Sample 

Students were selected from one of the most traditional business schools located in São Paulo, 

which was founded more than 60 years ago and has approximately 2,000 undergraduate 

students. This school was purposely selected because it has initiatives that aim to increase 

student empowerment and engagement with the educational process. All students who were in 

class during the survey answered the questionnaire, and no student answered the questionnaire 

twice (i.e., with reference to two courses). 

The questionnaire was first pretested with a sample of 18 Ph.D. students, and it was 

evaluated by marketing professors to check for translation and construct content validity. Based 

on experts’ comments, I adapted the content of some items when necessary to better capture 

the phenomenon. After this phase, I developed another pretest with 21 students from the target 

population in a marketing research class (Bryman & Bell, 2003). The results from the pretests 
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and specialist evaluation were satisfactory. Hence, I considered that the questionnaire presented 

acceptable content validity. Then, the questionnaire was administered to the selected group of 

students, see Appendix D for the questionnaire. Of the 322 questionnaires administered, three 

had nonrandom missing data and were excluded for a total of 319 valid cases. The respondents 

were approximately equally distributed in terms of gender, with a slightly higher percentage of 

female respondents (54.3%). The data collection was evenly distributed among the three 

courses: 34.8% Statistics, 30.7% Finance and 34.5% Marketing. I collected data in twelve 

classes (each one of the three courses had four different classes) with approximately 40 enrolled 

students in each. Students completed the questionnaires at the end of the class. 

3.3.1.4 Analysis 

Considering the aim of investigating complex relationships with no consensus in the literature, 

and the adoption of empowerment as a formative construct, partial least squares structural 

equation modeling (PLS-SEM) seemed to be the most suitable approach for the survey analysis 

(Hair, Hult, Ringle & Sarstedt, 2013). PLS is appropriate to estimate models with both 

reflective and formative constructs (Hair et al., 2013). I applied a two-stage approach for 

reporting the results: the assessment of the measurement model followed by the evaluation of 

the structural model. The software used was SMARTPLS 3.2.8. The quantitative data were 

analyzed together with qualitative data obtained from interviews and observations. 

3.3.2 Qualitative Phase 

In addition to the quantitative phase, I conducted in-depth interviews and non-participative 

observations in classes to obtain a better understanding of the variables in the context and to 

triangulate the results (Creswell et al., 2014). 

3.3.2.1 Data Collection 

I interviewed 7 students from the same school where I collected the survey data who had not 

answered the questionnaires and 8 educators (teachers, course coordinators and the dean) from 

the same school. I started the interviews with the dean, who suggested some teachers; using a 

snowball process (Creswell, 2014), these professors also appointed students from different 

semesters to be interviewed. 

The interviews were conducted following protocols, see Appendix E and Appendix F, 

and lasted 40 to 90 minutes (Belk, Fischer & Kozinets, 2013). The interviews were conducted 

parallel to the survey submission. The interviewees are identified by fictitious names; see 

Appendix G for details. The consent of respondents was collected before the beginning of each 
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interview, see research agreement on Appendix H. For the non-participative observations in 

classes, the author was present at least twice along the semester in each of the 12 classes referred 

to in the quantitative phase to observe the services and the interactions among actors. 

Additionally, I observed elective courses, particularly one that adopts an experiential learning 

methodology and a differentiated physical environment for class activities. I gathered 

approximately 50 single-spaced pages of fieldnotes from all the observations. 

3.3.2.2 Analysis 

I analyzed the data content through initial codes and categories based on the theoretical 

dimensions and proposed relationships between constructs. I revised the codes, categories and 

protocols after each interview in an iterative process (Miles, Huberman & Saldana, 2014). 

Appendix I illustrates the categories and codes for the main constructs. The data was analysed 

independently by two researchers, and differences in data coding between the two were 

discussed until they agreed, increasing research reliability (Miles, Huberman & Saldana, 2014).  

I used Hyper Research software version 3.7.3 for data coding and analysis. The results 

are presented together with the survey findings to integrate the discussion of the insights (Davis 

et. al, 2011). 

3.4 Findings and Discussion 

This session starts with the presentation of the results obtained in the quantitative phase, 

followed by the results from in-depth interviews and observations.   

3.4.1 Measurement Model 

I started by checking the validity of the constructs in the model using exploratory factorial 

analysis. In the first test with all items measured, five items presented very small loading factors 

and communalities and were excluded: “I tried to relate what I was learning to what I already 

knew” (cognitive engagement); “I completed the course activities on time” (behavioral 

engagement); “I had autonomy to decide whether I would do the activities for this course 

individually or in a group” (choice); “I had the opportunity to propose discussions in class 

during this course” (impact); and “I did the expected activities for this course” (customer 

participation). Some students may dislike repeated content, even when the repeated content is 

intended to connect different courses; as such, I believe that students may have had difficulty 

understanding the cognitive engagement item. I also realize that the excluded behavioral item 

is more closely related to mandatory participation than behavioral engagement because students 

had to meet deadlines to pass the course. Furthermore, the item on customer participation 
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reflected mandatory participation more than active participation, which I aimed to measure. 

Likewise, the items excluded from impact and choice were already covered by other items of 

these constructs. Therefore, the exclusions improved the measurement without compromising 

the content validity of the constructs. 

A new model with the remaining items was tested using PLS regression. I adopted the 

repeated indicators approach, in which all indicators of the lower-order components are 

assigned to the higher-order component (Sarstedt et al., 2019).  Table 3.1 shows the factor 

loadings and t-values. Table 3.2 summarizes the scale validation measures: the means, standard 

deviations, average variance extracted (AVE) scores, composite reliability (CR) levels, and 

inter-construct correlations. Overall, the results indicated good measurement properties. All 

item loadings were significant (p<0.001) and were significantly different from 0 and greater 

than 0.6 (Bagozzi and Yi, 1988). The high AVE scores and CR levels for each construct 

supported the evidence of convergent validity (Hair et al., 2013). To assess the discriminant 

validity, I contrasted the squared correlations of each factor pair with the variance extracted 

from each factor (Fornell & Larcker, 1981). In each case, the AVE exceeded the squared 

correlation between the constructs, providing evidence of discriminant validity. 

Table 3.1 - Factor Loadings 

Item description Loading t-value 

Customer Participation (adapted from Fassinger, 1995)     

I offered comments or raised questions in this class 0.734 17.439 

I volunteered to answer questions in this class 0.830 33.016 

I attended the classes 0.769 24.063 

Choice (adapted from Spreitzer, 1995)     

I had autonomy in determining how I would do my activities for this 

course  
0.825 29.083 

I, or my group, could decide on our own how to go about doing the 

activities for this course  
0.774 26.611 

I had the opportunity to make choices in this course 0.867 44.138 

Competence (adapted from Spreitzer, 1995)     

During the semester, I was confident about my ability to do my activities 

in this course 
0.823 29.770 

I was self-assured of my capabilities to perform my school activities in 

this course 
0.852 42.717 

During the semester, I was confident about my ability to understand the 

content discussed in this course 
0.885 65.843 

During the semester, I was confident about my ability to contribute 

during class in this course 
0.859 48.468 

Impact (adapted from Spreitzer, 1995)     

I had an impact on how class activities happened during this course 0.735 19.147 

I had an influence on what happened in the classroom for this course 0.817 22.781 
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I had an influence on what content would be discussed in class 0.849 32.318 

Meaningfulness (adapted from Spreitzer, 1995)     

This course was very important to me 0.838 37.993 

The learning experiences I had in this course were meaningful to me  0.862 51.055 

I realized the practical application of what I learned in this course 0.792 28.642 

I realized the connection between what I learned in this course and what 

I have learned in other courses 
0.759 22.824 

Behavioral Engagement (adapted from Reeve & Tseng, 2011)     

I paid a lot of attention in class 0.927 109.125 

I tried very hard in school  0.827 33.525 

The first time my teacher talked about a new topic, I listened very 

carefully  
0.913 90.698 

Cognitive Engagement (adapted from Reeve & Tseng, 2011)     

I always tried to understand different ideas or opinions when they 

emerged  
0.761 23.157 

I looked for practical examples to help me to understand important 

concepts I was learning 
0.690 14.858 

During class, I focused on understanding the concepts I was learning and 

not only on getting a good grade 
0.877 76.634 

Emotional Engagement (adapted from Reeve & Tseng, 2011)     

I greatly enjoyed learning the subjects in this class  0.889 67.482 

I was very interested in the activities we did in class 0.856 52.053 

When I was in class, I felt curious about what we were learning  0.882 60.234 

Taking this course was interesting  0.889 68.015 

Note: scale: 1= strongly disagree; 5= strongly agree for all concepts but cognitive and 

behavioral engagement, which adopts 1= much lower; 7= much higher 

 

The engagement construct was set in the model as a higher-order construct composed 

of behavioral, cognitive and emotional dimensions. I used a reflective-reflective approach, 

whereas lower-order constructs use reflective constructs, which are different from each other 

but correlated (Becker, Klein & Wetzels, 2012). Engagement as a higher-order construct had 

strong relationships with its behavioral (β=0.868, p<0.001), cognitive (β=0.861, p<0.001) and 

emotional (β=0.914, p<0.001) lower-order constructs. These loadings provide support for 

indicator reliability (Sarstedt et al., 2019). The estimated AVE and the composite reliability of 

the higher-order construct of engagement followed the procedure suggested by Sarstedt et al. 

(2019). In this approach, the lower-order constructs are interpreted as indicators of the high 

construct and their relationships as loadings. The AVE for engagement was 0.78, and the 

composite reliability was 0.91. These results support evidence of the reliability and validity of 

the engagement construct (Hair et al., 2013). 
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Table 3.2 - Scale Validation Measures 

 Mean SD Items CR AVE 1 2 3 4 5 6 7 8 

1. Choice 3.62 1.43 3 0.86 0.68 0.82        
2. Competence 4.86 1.31 4 0.92 0.73 0.27 0.86       
3. Impact 2.94 1.35 3 0.84 0.65 0.54 0.24 0.80      
4. Meaningfulness  5.27 1.22 4 0.89 0.66 0.23 0.36 0.26 0.81     
5. Behavioral 4.35 1.57 3 0.92 0.79 0.19 0.15 0.31 0.53 0.89    
6. Cognitive 4.92 1.25 3 0.82 0.61 0.21 0.41 0.29 0.60 0.68 0.78   
7. Emotional 4.68 1.47 4 0.93 0.77 0.23 0.43 0.33 0.79 0.65 0.69 0.88  
8. Customer 

Participation 4.46 1.43 3 0.82 0.61 0.16 0.22 0.40 0.45 0.67 0.61 0.54 0.78 

Note. SD – standard deviation; CR – composite reliability; AVE – average variance extracted; 

Diagonal elements in bold are the square root of the AVE; all correlations are significant 

(p < 0.01). 

 

The empowerment construct was set as a higher-order construct composed of 

meaningfulness, competence, choice, and impact dimensions. As mentioned above, I used a 

reflective-formative approach for this construct, whereas lower-order constructs are different 

from each and not interchangeable (Jarvis, Mackenzie & Podsakoff, 2003). Unfortunately, 

traditional methods to access construct validity and reliability are not appropriate for formative 

constructs (Diamantopoulos and Winklhofer, 2001). I thus followed recommendations from 

Sarstedt et al. (2019) to verify the reflective-formative higher-order construct. First, I checked 

for collinearity issues among the lower-order components. The estimated variance inflation 

factors (VIF) for meaningfulness (1.199), choice (1.462), impact (1.451), and competence 

(1.210) were lower than the conservative threshold of 3 (Hair et al., 2013). Second, I considered 

the relationships between the higher-order component and its lower-order constructs. All of 

them were significant and relevant (choice: β=0.207, p<0.001; competence: β=0.412, p<0.001; 

impact: β=0.258, p<0.001; meaningfulness: β=0.532, p<0.001). Therefore, I concluded that the 

measurement model was valid. 

3.4.2 Structural Model Results 

Table 3.3 provides the results of the path analysis conducted to test the proposed model, 

including the indirect effects to test the mediation and the main effects to test whether the 

mediation was partial or total. Figure 3.2 presents the proposed model with results from 

SmartPLS. I applied a bootstrapping procedure (5,000 subsamples) to provide the t-values and 

the significance of each path in the model (Hair et al., 2013). The control variables were 

incorporated into the model. The explained variances (R2) of the main endogenous variables 

suggested strong estimates: 0.492 for engagement and 0.477 for customer participation (Hair et 
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al., 2013). Stone-Geisser’s Q2 estimates were greater than 0 for the two main endogenous 

constructs: 0.463 for engagement and 0.235 for customer participation. Due to the possible 

existence of outward factors or alternatives, the models’ predictive relevance was satisfactory 

(Hair et al., 2013). 

 

Figure 3.2 - Conceptual Model with Mediation Effect 

  
** p < 0.001 ns = not significant 

The quantitative results showed that the effect of perceived empowerment on voluntary 

participation was completely mediated by psychological engagement, as illustrated in Table 

3.3. 

Table 3.3 - Effects on Voluntary Participation 

  Engagement 
Customer Voluntary 

Participation 

Main effects   

Engagement  0.627*** (10.852) 

Empowerment  0.702*** (25.755) 0.047 (0.686) 

Indirect effects   

Empowerment   0.440*** (9.597) 

Control variables     

Course   0.152** (3.087) 

Time  -0.050 (1.175) 

Age   0.085 (1.571) 

R2  0.492 0.477 

Note: Values in the table show the standardized path coefficients (and 

corresponding t-values). The t-values and significance of the path 

coefficients were generated by a bootstrapping procedure (5.000 

subsamples). ** p < 0.01  *** p < 0.001 
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3.4.3 Results – Qualitative and Quantitative Approaches  

The direct effect of empowerment on engagement was positive and significant 

(β=0.702, p<0.001). Additionally, engagement showed a positive impact on customer voluntary 

participation (β=0.627, p<0.001). Likewise, the indirect effect of empowerment on customer 

voluntary participation through engagement was strong and positive (β=0.440 p<0.001).  

Whereas empowerment is a causal consequence of the added effects of four dimensions 

(Maynard et al., 2012), I next present some insights from the interviews and observations 

related to the effects of these dimensions on engagement and, consequently, on voluntary 

participation. These insights helped us to corroborate the causal relations found in the 

quantitative investigation and led us to identify successful initiatives to promote students’ 

engagement and voluntary participation in classroom experiences (Creswell & Clark, 2011). I 

used parentheses into the quotations to insert my brief interpretation. 

3.4.3.1 The Effect of Perceived Empowerment on Participation through Engagement 

 Instructional practices that promote meaningfulness and real-world interactions are 

believed to result in higher levels of concentration of energy into the task (Thomas & Velthouse, 

1990), and this disposition is expected to turn into voluntary participation (Fehrer et al., 2018). 

Some teachers mentioned, for example, that they start a theoretical discussion with real 

examples that permeate students’ lives: “How to consume theory in a classroom…I start to talk 

about a music band or soccer team because this [discussion] leads them to engage and 

participate…. and afterwards I present the theory behind it …” (Ronan). 

Meaningfulness and state motivation are expected to be highly correlated (Frymier et 

al., 1996). Students identify with activities that relate to things they can apply in real life, and 

they consequently engage and participate: 

“A class I enjoyed (emotional engagement) was Marketing because the professor 

motivated the students a lot…it was related to practical stuff (meaningfulness)…the 

project clarified the concepts to practice what we had learned…with the project, you 

realize you can apply the knowledge…” (Mary). 

Meaningful and challenging activities seem to act as antecedents of engagement with 

the course, which is exemplified by positive feelings and the disposition to become involved 

and participate beyond the minimum in the proposed activities. This psychological state 

culminates in students more actively applying the knowledge during classroom activities. In 

the following example the relationship of psychological engagement as an antecedent of 
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voluntary participation is clear (Kahu, 2013) when Luiz mentions a course in which he 

participates beyond the expected in the proposed project: 

“ … the good teachers were able to transfer the knowledge and at the same time propose 

a project that was interesting enough for us (to engage and be willing) to apply that 

knowledge (beyond the minimum expected – voluntary participation) …”  (Luiz). 

On the other hand, for students who do not see meaning in a course, their engagement 

is negatively affected; consequently, they participate with the minimum effort. Marcos 

describes a course in which he participates at the minimum level, validating how participation 

in a classroom may be mandatory or voluntary (Dong & Sivakumar, 2017): “I did not like [a 

course]; my engagement was practically null …  I went to the classroom just to be present, and 

I did the minimum to get approved” (Marcos). 

Teachers also share the opinion that students engage more with elective courses in 

which they chose to enroll: “S/he [the student] has a conflicting relationship with these courses, 

a compulsory course in which s/he does not see immediate value” (Carlos) … ; “… they 

[students] are more interested in electives, then they start with higher engagement” (Bernardo). 

The opportunity to choose to enroll in elective courses seems to affect engagement with 

these courses. I noted that in elective courses, students were more willing to voluntarily 

participate in class discussions than in compulsory classes and to provide new opinions and 

ideas. 

“I did a lot of work that did not interest me so much, and I did it because I had to [to 

get approved], for instance, projects, reports, presentations … and in the courses I chose 

to enroll in (choice) that interested me a little more, I was motivated to dedicate more 

(disposition to participate)… I looked for knowledge I needed; I contributed to the 

course (voluntary participation)” (Ana). 

I also identified the positive effect of the opportunity to make choices and impact course 

development on engagement and voluntary participation in a course focused on experiential 

learning, as mentioned by Marcos: 

“…we do not have a rigid structure; we have freedom because of our autonomy [in the 

course]. I believe it totally influences the better results we get in here (engagement and 

voluntary participation of the members of the group). But, of course, we have to be 

careful; we have a huge responsibility as a team … this course is a great priority in my 

day” (Marcos). 

In a classroom environment, contextual factors, such as opportunities for students to 

affect their experiences, seem to influence engagement and participation. I observed that when 

students were stimulated to debate a subject among themselves with teachers facilitating this 



  

53 

debate, their distractions were reduced and voluntary participation increased. When teachers 

provide an environment propitious to exchange and interaction in which students can contribute 

and influence task accomplishment, they engage and participate in sharing ideas (Kahu, 2013; 

Thomas and Velthouse, 1990), as exemplified by Sophia’s description of a classroom in which 

she engaged and participated because of the opportunity to discuss published news related to 

the subject: 

“There are some classes where the teachers provoke us, for us to participate in the 

class... And it's good because there's no such thing as [the student] passively receiving 

the content; I also share what I read, what I see, what I feel. I think some teachers 

promote this opportunity” (Sophia). 

Competence is described in the students’ testimonies as the ability to understand and 

follow the content discussed in class, as exemplified by Sophia’s description of a class she liked 

and engaged in: 

“…she [the professor] asked us to read the material at home to discuss in class…she 

highlighted the most important topics on the board and explained them to us…it was a 

class in which I could understand everything [therefore, Sophia engaged and 

participated]” (Sophia). 

Competence is also described as part of the expected outcome, as a student mentioned: 

“I think even in the subjects I do not like, I have to be competent in this; I have to be trained in 

this to be able to pursue my career” (Luiz). In this case, competence is expected to improve 

over time during a course, and students who believe they have opportunities to develop their 

competences in the process are likely to engage more than those who do not (Bandura, 2006). 

This finding reveals the opportunity to investigate competence not only as perceived personal 

skills for developing the task (Spreitzer, 1995) but also as opportunities for the development of 

new skills that will contribute to students’ careers in the future. 

It seems that the feeling of competence is also related to the support offered for 

competence development, and that support influences students’ future disposition to engage in 

the classroom and participate in the proposed activities. 

The testimonies and observations corroborate the conclusion that meaningfulness, 

competence, choice and impact are elements that have an additive effect on empowerment, 

which is an antecedent of student engagement with a course. I was also able to validate 

voluntary participation as a behavioral manifestation that occurs as a consequence of student 

engagement with the course (Kahu, 2013). 



  

54 

I also noted that many students attended classes because their presence was mandatory. 

Some of these students did not even stay for the entire class period in the compulsory courses. 

The students who did remain in class generally had many stimuli that competed with the class, 

such as cellphones, conversation with colleagues, studying for other course exams, projects to 

work on, and laptops with all kinds of entertainment. In addition, any event, such as other course 

exams or parties, that would happen after class distracted them, which reduced their class 

engagement. Surprisingly, I realized that when the professor mentioned something that 

interested students, they stopped doing other activities and paid more attention to the professor, 

sometimes voluntarily contributing to discussions. Additionally, I noticed that students act 

differently depending on the subject; for example, they contribute with questions and ideas and 

promote discussions on the proposed subject when they feel challenged. 

Students seem to have the opportunity and feel able to participate in many classrooms; 

however, they do not actually participate in the majority of them. Empowerment did not present 

a direct effect on customer participation (β=0.047, ns), engagement had a total mediating effect 

on the relationship. Conditions that foster individual feelings of choice, impact, competence 

and meaningfulness are important to drive students’ behavior, but they do not seem to be 

sufficient for students’ voluntary participation. What are the conditions under which students 

actually integrate resources more actively and co-create more valuable experiences? 

3.4.3.2 Engagement Platforms 

As noted, perceived empowerment affects voluntary participation through the mediation 

of engagement. It seems that engagement platforms, defined as “multisided intermediaries that 

actors leverage to engage with other actors to integrate resources” (Storbacka et al., 2016), can 

enhance students’ disposition to participate in the classroom. 

Engagement platforms are not facilitators of the resource integration process, and they 

do not participate in the process; they only bring actors and resources together (Storbacka et 

al., 2016). The adoption of a mixed-method investigation allowed us to obtain a deeper and 

broader understanding of initiatives (Creswell & Clark, 2011) or engagement platforms that 

were able to foster students’ engagement during classrooms. 

Through the observations and interviews, I identified some engagement platforms that 

seem to promote behavior changes in students. A course on entrepreneurial leadership that 

aimed to bring students together to integrate their resources in the co-construction of knowledge 

produced insights. The course was offered with a reduced number of students in the classroom; 

in a physical environment propitious to interaction without the traditional chair setup and with 
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writing walls; and adopted a methodology focused on experiential learning. Some students 

mentioned that this was the course in which they engaged the most at school: “I believe this 

course was the one in which I engaged the most …” (Julia). 

Marcos, Julia and Ana mentioned the promotion of a safe space as a condition that 

promoted an environment in which they engaged with the course and consequently participated 

in the proposed activities: “Here, you have the space to make mistakes [and learn from them]” 

(Marcos), “It has to have a safe environment for you to engage” (Ana), “We have a safe space… 

everybody participates” (Julia). This characteristic seems to differentiate this course from 

others in which students did not engage despite opportunities to feel empowered and to 

contribute: 

“It was totally because it was a safe space [in the course] … if I said something that 

someone didn’t agree with or that didn’t make sense to anyone, they wouldn’t judge me 

… I had this freedom to express my opinion, … a safe environment for you to get 

engaged… A safe space and autonomy; I think it is the combination of both” (Ana). 

This result indicates that feeling empowered affects student participation, turning it into 

a voluntary action when students engage with the classroom, developing students’ disposition 

to act voluntarily. Opportunities for students feel empowered, i.e., enabled to participate in 

developing their competences (Thomas & Velthouse, 1990), allied with engagement platforms 

that promote an environment in which students feel safe seem to increase engagement and 

voluntary participation. A broader and deeper understanding of how engagement is fostered 

contributes to defining and validating its antecedents (Kahu, 2013).  

To achieve a safe environment (i.e., a classroom in which students do not feel restrained 

in their opinions and ideas), this course adopted some engagement platforms. First, the class 

meetings were held in a physical environment that contributed to reducing the vertical 

relationship of the teacher and students: “We have a [physical] environment that leads us to do 

things differently… it is very different from sitting in chairs in a classroom in which the teacher 

is standing up front … there is a verticality: ‘I am the authority, the teacher’. Here, we have a 

horizontal space… we sit in a circle…” (Marcos). Second, the reduced number of students in 

the course facilitated engagement: “…because we are a team of 14 students, we spend a lot of 

hours together building this enjoyable (engaging) environment …” (Julia). Additionally, the 

course adopted a methodology focused on hands-on projects: “Here, we [students] practice on 

doing; this helps me to … be more engaged” (Julia). I observed that students in this course did 

not access their cellphones during class discussions and did not leave class as frequently; they 
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participated more in proposed discussions and activities, in contrast to students’ attitudes in 

compulsory courses. 

Engagement platforms can be methodologies, physical environments and tools that 

teachers can leverage to promote integration among classroom students, leading to the co-

creation of unique experiences during the resource integration process (Dong & Sivakumar, 

2017; Storbacka et al., 2016). I mentioned some platforms I observed that enhanced 

engagement and participation, such as an experiential learning methodology, which can 

particularly contribute to business programs in fostering student engagement and an active role 

in their learning process (Raelin, 2007); a physical environment that can affect students’ 

learning attitudes and foster engagement (Park & Choi, 2014); and reduced class sizes or the 

adoption of mechanisms to promote activities in smaller groups, which favor some 

methodological adoptions and, consequently, student engagement (Gibbs, Lucas & Simonite, 

1996; Ryan & Deci, 2000; Sidelinger & Booth-Butterfield, 2010). 

These are examples of engagement platforms that can be adopted individually or 

combined with others (Storbacka et al., 2016) but that need to be carefully evaluated by 

considering the purpose of the course. 

3.4.3.3 Challenging Opportunities and Support for Autonomy 

Regarding the control variables, it is interesting to note that the profile of the course had a 

positive effect on customer voluntary participation (β=0.152, p<0.01). This finding indicates 

that environmental support for autonomy and challenging activities are related to the intensity 

of engagement and participation. According to Shernoff and colleagues (2016), students who 

perceive an environment that offers more challenging opportunities as well as support for their 

development will engage more in proposed activities. A student testimony confirmed that 

courses that are considered easy or not challenging are not engaging: “People [students] do not 

like that course because it is super easy” (Luiz). Our observations corroborate this finding: I 

noticed that students tended to engage more and to voluntarily participate in class and group 

discussions when they felt challenged, such as when the teacher asked them to identify an 

opportunity to improve instead of presenting them with already identified problems to be 

solved.  

I developed a multi-group analysis considering the three different courses (Marketing, 

Statistics and Finance) and identified, in the path analysis, a significant difference in the 

coefficients of the effect of empowerment on engagement for Marketing compared to Statistics 

course (dif 0.189; p=0.019). Marketing had a stronger coefficient (β=0.764) than Statistics 
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(β=0.575). Also, the indirect effect of empowerment on participation is stronger in Marketing 

classes (β=0.572) than in Statistics (β=0.366) with a significant difference (dif 0.206; p=0.042). 

I did not find any difference when comparing Marketing and Finance course or Finance and 

Statistics. Marketing course seemed to have offered more opportunity for students to be 

autonomous during projects and activities, challenging their status quo. Challenging the way 

students see the world seems to motivate them to engage, as reflected by the statement of one 

student, Paulo, about how he became more engaged when he was challenged during a finance 

course: “…you have the first finance course, you say, …‘I did not know anything about 

management; I thought I knew something, but I did not know anything’…Some things in your 

mind are deconstructed…”. Students seem to identify challenging tasks as opportunities for 

competence development, which fosters engagement. 

Also, Marketing course is taken in the third year (5th semester), while Finance is taken 

in the second year (4th semester) and Statistics in the first year (2nd semester). Students may still 

be adapting to school and dealing with their anxieties during the first year (Gibney et al., 2011), 

what may affect how they react to school initiatives. Differences among semesters may be 

investigated in future studies. 

Additionally, differently from the expected that younger students tend to engage more 

in proposed activities in class (Martin, 2009), age did not reveal to affect the results. This 

occurred probably because the range of students’ ages is very narrow, with mean of 19.72 and 

standard deviation of 0.13.  

 

3.5 Conclusion 

In an educational setting, students may feel extrinsically motivated to participate in activities 

because they want to earn credentials to develop their careers or to behave according to the peer 

group with whom they want to be associated (Ryan and Deci, 2000). However, in these 

situations, students do not necessarily participate beyond the minimum required. Voluntary 

participation can lead students to integrate their resources beyond the minimum and 

consequently co-create more value (Cermak, File, and Prince 1994; Dong and Sivakumar 

2017). 

Concepts such as participation, engagement and empowerment have been increasingly 

discussed in the literature on value co-creation; however, there is a limitation of current 

investigations regarding the boundaries and relationship among them (Dong & Sivakumar, 

2017; Kahu, 2013; Maynard et al., 2012). 
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This research focused on precisely defining each concept because these concepts have 

been adopted with different definitions and foci in prior studies, sometimes leading to mixed 

results (Brodie et al., 2011; Dong & Sivakumar, 2017; Kahu, 2013; Vivek et al., 2014;). 

Voluntary participation was explored and validated as a unique construct and an instrument for 

value co-creation through resource integration, in contrast to mandatory participation and the 

behavior engagement dimension (Dong & Suvakumar, 2017). Additionally, although there is 

mandatory minimum participation in the classroom (Bitner et al., 1997), voluntary participation 

(Dong & Sivakumar, 2017) was shown to develop when conditions that promoted students’ 

empowerment and engagement were offered. 

The findings advance the understanding of engagement as a mediator of the 

empowerment effect on behavior (Maynard, 2012). Also, studies on engagement may benefit 

from the identification of factors that influence engagement and its immediate consequences 

(Kahu, 2013). The clarification of these concepts and their relationships contributes to the 

literature so that misinterpretations can be avoided, and research advances can be possible. 

Additionally, the adoption of mixed-method (Creswell & Clark, 201) allowed us not 

only to validate these relationships but also to identify engagement platforms that can be 

adopted by HEIs to promote an environment propitious to fostering students’ disposition to act. 

3.5.1 Managerial Implications 

This research advances the understanding, at the level of classroom experience, of how 

initiatives that aim to promote students’ empowerment and engagement can contribute to more 

participative contexts. The finding that empowering mechanisms are powerful tools to foster 

voluntary participation when allied with engaging platforms has relevant implications for HEIs 

by showing that the adoption of methodologies and practices may not be considered an isolated 

decision. HEIs and teachers should consider that the success of any empowering initiative 

depends on how it is supported by engaging platforms that are able to create challenging and 

safe environments that are propitious to knowledge co-creation. 

3.5.2 Limitations and Further Research 

The current study produces additional questions that can be investigated in future research to 

advance knowledge in the fields of education and marketing. I found that some situations 

promote feelings of low empowerment and a lack of engagement. The effect of this 

psychological state should be further investigated. Additionally, in studies of empowerment, 

competence is usually investigated as the expertise necessary to feel enabled; however, in the 
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educational context, competence is also part of the outcome and is developed in a process. This 

perspective can also be investigated in studies of students’ empowerment. Finally, future 

studies can be developed to investigate and compare engagement platforms that teachers may 

apply depending on their context and goals. 

In terms of limitations, research in state-owned schools may contribute to understanding 

the conditions that foster engagement. Other services may also be investigated in contexts such 

as tourism and health care, where the drivers of engagement may assume different roles, 

especially during hedonic experiences.  

Additionally, this study investigated the student-teacher relationship with regard to a 

classroom experience; however, students relate with other actors outside the boundaries of the 

classroom, such as extracurricular activities’ members, sports team, school staff teams, parents, 

and the job market. Investigating a broader ecosystem may provide additional insights and it 

was the focus of the next chapter of this dissertation. Furthermore, I identified that in 

educational context, empowering initiatives are scarce and and many of them are far from the 

optimum point of empowerment. 

In the next chapter, I explore engagement in a broader perspective than a specific 

classroom. Moreover, I investigated not only how current institutional arrangements restrain 

the effect of empowering initiatives on engagement (Scott, 2008), but also how successful 

initiatives were able to challenge these arrangements (Thornton et al., 2012) promoting a 

trustful environment propitious for student engagement de develop. 
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4  CHAPTER 4 – THE PATH FOR STUDENT ENGAGEMENT IN HIGHER 

EDUCATION: REINFORCEMENTS AND RESTRAINS  

 

Abstract 

Over the last few decades, engagement has been studied as a way to foster school achievement 

and to reduce dropout rates and student alienation. However, there remains a need to advance 

the understanding of its antecedents and causal mechanisms. This study aims to advance the 

knowledge on causal engagement mechanisms by adopting an educational ecosystem 

perspective considering engagement with different objects – courses, extracurricular activities, 

and schools. It explores perceived empowerment as a condition that fosters engagement in 

educational practices, but whose effect can be restrained by institutional arrangements. This 

research identifies that trust acts as a moderator of empowering initiatives effect on 

engagement, promoting conditions for disruptive initiatives to succeed and changes in the 

educational ecosystem to happen. Observations combined with in-depth interviews with 

students, deans and teachers involved in initiatives aiming to promote student engagement 

reveal that students engage in courses that are meaningful and in which they have the 

opportunity to make impactful choices; however, there are some social beliefs and norms that 

restrain the effects of some initiatives. Empowering initiatives have a positive impact on 

engagement when the course built and sustained its own norms and beliefs, leading to a trustful 

environment in which, for instance, students feel safe to share opinions and ideas even when 

they are controversial. Schools may be able to adopt disruptive initiatives when challenging the 

current norms and shared conceptions, without abandoning original normative pillars of the 

institution. Disruptive initiatives have been gradually assimilated to traditional curricula, 

complementing them and leading to incremental changes in the educational ecosystem.  

 

Keywords: Co-creation of Value; Service-Dominant Logic; Actors Engagement; Institutional 

Arrangements; Higher Education Institutions; Higher Education Ecosystem 

 

4.1 Introduction 

Over the past decade, customer engagement has been discussed extensively in academia and 

the business world with the goal of understanding ways in which customers can contribute and 

become involved with providers beyond transactions (Pansari & Kumar, 2018). In the 

educational environment, it is not different because of the potential for engagement to enhance 
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achievement, reducing dropout rates and student alienation (Fredricks et al., 2016). However, 

there remain academic controversies and limitations on how engagement is elicited, resulting 

in the need for further investigation (Kahu, 2013). 

 This article’s main goal is to explore perceived empowerment as a condition that, by 

promoting a feeling of being enabled to contribute beyond transactions, fosters engagement in 

educational practices - a path that still needs to be braved (Harmeling, Moffett & Palmatier, 

2018). To advance the knowledge on engagement, this study adopts a service ecosystem 

perspective on the educational environment, and it does not restrain the foci of engagement, 

considering engagement with different objects: courses, extracurricular activities, and school 

(Vivek, Beatty & Morgan, 2012). It also investigates how norms and social beliefs set the rules 

for these initiatives (Li et al., 2017), advancing the knowledge on how the education ecosystem 

can evolve through the assimilation of new norms and practices (Thornton Ocasio & 

Lounsbury, 2012).  

 This research was conducted in two traditional business schools. They were purposely 

selected because they are traditional schools attempting to plan and adopt student-centred 

initiatives. Aiming to promote students’ empowerment, both schools are encouraging teachers 

to adopt new initiatives aiming to achieve greater student engagement, promoting an 

environment propitious to perceived empowerment at a micro level, i.e., classrooms, and at the 

meso level of educational experience through the personalization of their curricula. One of the 

schools also developed and implemented a new course adopting new engagement platforms 

(Storbacka, Brodie, Böhmann, Maglio, & Nenonen, 2016). The course is based on an 

entrepreneurial leadership development programme, in which empowered students are invited 

to co-create the daily basis for activities in a dynamic setting; in this study, I call this initiative 

the “innovative programme” (IP). This initiative was deeply investigated because it was able to 

promote an environment propitious to engagement and participation, challenging traditional 

norms and beliefs. The other school adopted a more flexible curriculum in which students can 

choose to enrol in courses from other programs at the university to complement their academic 

education. Investigated initiatives are all institutionalized by schools; however, they differ in 

the level of control schools exercise over the operationalization of them. For instance, both 

schools have guidelines and training for teachers in new teaching methodologies, but all the 

innovations are suggested and not monitored by schools. The IP is an institutionalized program 

whose purpose is to promote a disruptive experience but complementary to the traditional 

curriculum. The Junior Consultancy and sports team are example of initiatives that are 
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supported by schools but that are managed by students who define and build the rules and norms 

that apply to these experiences.  

I conducted in-depth interviews with actors in the process and also observed traditional 

classes and innovative experiences. The empirical investigation revealed that students can 

engage because they feel that the course or activity is meaningful, and they have the opportunity 

and competence to make impactful choices during the classes (Thomas & Velthouse, 1990); 

i.e., the empowering elements of meaningfulness, competence, choice and impact have positive 

effects on engagement (Harmeling et al., 2018). However, students become more active 

resource integrators, co-creating knowledge through questioning and debating matters that are 

sometimes controversial, exposing themselves to developing skills in which they are not good 

and promoting changes in current practices if there is a trustful environment (Morgan & Hunt, 

1994). To promote a trustful environment, these initiatives needed to have their particular norms 

and shared beliefs, which were co-constructed among the participants in the course (Scott, 

2008; Vargo & Lusch, 2004; Morgan & Hunt, 1994). In this situation, students and teachers 

were also willing to challenge traditional norms and social conceptions to build new practices 

(Thornton et. al, 2012), causing the educational experience to evolve. 

 The findings could help school managers who are currently facing a challenging 

environment and have been questioning themselves about what the future of education will be 

(The Economist, 2019). This study provides insights into how to adopt initiatives that can 

succeed in preparing the school for future changes. 

 Next, I present the theoretical background, methodology, results, discussion and final 

conclusions.  

4.2 Theoretical Background  

I start by presenting an overview of engagement and how it is influenced by perceived 

empowerment, followed by a discussion of the higher education ecosystem and how 

institutional arrangements set the rules in the system.  

4.2.1 Engagement  

The concept of engagement has been studied across a range of courses, but there have been 

many variations in its definition and foci of study (Dessart, Veloutsou, & Morgan-Thomas, 

2016; Hollebeek, 2011). A description of the context and foci of engagement is important to 

define the concept and consequently avoid misunderstandings (Brodie, Hollebeek, Juric, & Ilic, 

2011).  
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Engagement has been defined as a psychological state (Brodie et al., 2011; Hollebeek, 

Glynn, & Brodie, 2014), a psychological process (Bowden, 2009; Sashi, 2012), and/or a 

behavioural manifestation (Harmeling, Moffett, Arnold, & Carlson, 2017; Pansari & Kumar, 

2017). Customer engagement as a psychological state is defined as customers' interest in 

interacting with the object of engagement, their feelings related to using or interacting with the 

object, their level of energy and communication when interacting with the object and their 

interactions based on reciprocal actions in the presence of others (Brodie et al., 2011; Hollebeek 

et al., 2014). When described as a behavioural manifestation towards the firm after and beyond 

purchases, engagement is defined as customer referrals to other customers, reviews or word of 

mouth and feedback given to the firm for service/product improvement (Harmeling et al., 2017; 

Pansari & Kumar, 2017). As a process, engagement is described as a psychological process that 

models the mechanism by which customer loyalty is constituted or maintained; satisfied 

existing customers who trust the firm will develop affective commitment and consequently 

engagement (Bowden, 2009; Sashi, 2012). 

Engagement is adopted in the current study as the actors’ psychological state or 

disposition during the interactive process of resource integration (Brodie et al., 2011). Students 

can engage with different foci (courses, extracurricular activities, school, etc.) at different levels 

— individual and group levels — and these interactions influence one another, constituting the 

learning experience as a whole (Storbacka et al., 2016; Li, Juric & Brodie, 2017).  

The current study explores engagement with different objects what allows an 

investigation at different levels of aggregation in the higher education ecosystem (courses, 

extracurricular activities, school) and how they are interrelated. For instance, I explored 

engagement at the micro level of experience (courses, extracurricular activities), considering 

its effects on the meso level of experience (the school) and vice-versa. 

4.2.2 Empowerment as an Antecedent of Engagement  

Psychological empowerment is defined as a motivational construct, and empowering means to 

enable rather than simply to delegate (Conger and Kanungo, 1988). Empowerment is promoted 

by conditions that reduce individuals’ feelings of powerlessness, increasing their beliefs in their 

self-efficacy (Conger & Kanungo, 1888). 

Perceived empowerment is considered a motivational state (Conger & Kanungo, 1988) 

that is expected to affect student engagement with tasks (Harmeling et al., 2018, Bachouche et 

al., 2019). Organizations that promote empowering experiences can achieve individuals’ 

engagement (Morrongiello, N’Goala & Kreziak, 2017). An experience is considered 
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empowering when it is meaningful, and customers feel able to contribute because they are 

competent and have opportunities to make choices and influence the process and the outcome 

(Conger & Kanungo, 1988). Individuals’ empowerment in relation to tasks is additively 

composed of four task assessments: meaningfulness, which refers to the value of a task in 

relation to the individual’s own ideals; competence, which refers to the skills that the person 

has to perform in task activities; choice, which refers to the perception that the behaviour is 

self-determined; and impact, which refers to the perception of a behaviour being able to 

accomplish the purpose of the task (Thomas & Velthouse, 1990).  

 The current study proposes exploring empowerment as an antecedent of engagement, 

investigating how empowering initiatives adopted in schools promote students’ engagement. 

Empowering initiatives can be implemented through engagement platforms, which are defined 

as intermediaries, such as methodologies and physical spaces, that actors adopt to promote the 

engagement of actors during resource integration processes (Storbacka et al., 2016). 

 Additionally, to investigate empowerment as an antecedent of engagement, this research 

also contributes to advancing knowledge of how the effect of this antecedent is influenced by 

institutional arrangements (Li et al., 2017).  

4.2.3 Higher Educational Ecosystem 

Vargo and Lusch (2016) defined a service ecosystem as “relatively self-contained, self-

adjusting system of resource-integrating actors connected by shared institutional arrangements 

and mutual value creation through service exchange”. A service ecosystem approach extends 

beyond dyads, reflecting a broader view of actor participation in value co-creation; such an 

approach considers how actors engage in multiple many-to-many service experiences at 

different aggregation levels: individual, group, and societal levels (Li et al., 2017; Wieland, 

Koskela-Huotari, & Vargo, 2015). 

In the context of Higher Educational Institutions (HEIs), including business schools, the 

service ecosystem involves stakeholders involved in integrating resources in a service exchange 

process enabled and constrained by institutional arrangements (Vargo & Lusch, 2016). The 

stakeholders could be students whose interactions are central for the learning process and 

others, such as teachers, families, the Ministry of Education, school staff, and the job market, 

the actions of which influence the main actors’ goal achievement (Kleinaltenkamp, Plewa, 

Gudergan, Karpen & Chen, 2017; Ng & Forbes, 2009). Resources are composed of 

competencies, skills, and facilities that are interconnected with the main actor and other 

stakeholders (Kleinaltenkamp et al., 2017; Ng & Forbes, 2009). Value co-creation in the 
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educational ecosystem is based on joint interactions among the actors in the network that are 

willing to engage, and these interactions are guided by institutional arrangements that contribute 

to cooperation during these interactions (Vargo & Lusch, 2017; Edvardsson, Kleinaltenkamp, 

Tronvoll, McHugh, & Windahl, 2014). The on-going interactions among schools, students and 

other actors in the ecosystem are also able to promote changes in the current norms and 

practices, promoting a remodelled market over time (Eagle & Brennan, 2007; Vargo, Wieland, 

& Akaka, 2015).  

4.2.4 Institutional Arrangements 

Dynamic processes connect actors with individual and collective proposals, and this service 

system requires institutional arrangements for coordination and value co-creation achievement, 

aiming to reduce conflicts and facilitate interaction and cooperation (DiMaggio & Powell, 

1991; Vargo & Lusch, 2017). Institutional arrangements are defined as formal and informal 

rules that guide interpersonal relationships (Wieland et al., 2015). They are shaped by three 

pillars: regulative—formal rules regulating behaviour; normative—norms and values that 

define how members of a group behave, conferring rights, as well as responsibilities, on them; 

and cultural-cognitive nature—shared conceptions and meanings are co-constructed during 

interactions with others and the environment, endorsing taken-for-granted roles for actors and 

scripts for actions (Scott, 2008).  

Institutionalized arrangements are dynamic and evolve over time, and they help guide 

interactions among actors during resource integration (Vargo et al., 2015). In the adoption of 

innovative techniques or tools in education (engaging platforms), aiming to promote students’ 

empowerment and consequently engagement with their learning processes, value creation 

depends on how actors in the system react to these initiatives and integrate their resources 

(Vargo et al., 2015). Actors’ practices are influenced by institutional arrangements that are 

socially construed; however, in a dynamic process, these organizational practices also evolve 

over time through the social interactions of these actors (Thornton et. al, 201, p 85, p. 93; Lusch 

& Nambisan 2015).  

Institutional norms and social beliefs are important in avoiding conflicts during actors’ 

resource integration, but they should not restrain innovative initiatives over time. Therefore, it 

is important that actors be able to alter existing practices or establish new ones, creating, 

reproducing and transforming institutional arrangements (Thornton et. al, 2012, p. 129) Lusch 

& Nambisan, 2015) in an evolving mechanism. I explored the way in which school initiatives 

on empowering students to have them become engaged are restrained by institutional 
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arrangements and what the successful manners to promote change are among established norms 

and social beliefs.  

4.3 Methodology  

I used a qualitative approach, aiming to understand the meanings that individuals give to the 

phenomena being researched, and the data analysis was inductively built from particular to 

general themes, based on researcher interpretations (Creswell, 2014). 

The in-depth interviews facilitated the co-construction of the understanding of the topic, 

and I selected specific schools, aiming to maximize the richness of information (Creswell, 

2014). I based the study on two leading private business schools located in São Paulo, Brazil, 

because these institutions are recognized as traditional institutions and because they have 

initiatives that aim to foster student empowerment and engagement by adopting educational 

engagement platforms. The first school, founded more than 60 years ago, is one of the most 

traditional schools in Brazil and has approximately 2,000 students. This school has adopted 

some initiatives in classrooms and extracurricular activities for the promotion of student-

centred learning education, and it has also developed a more disruptive programme, launched 

in 2017, which I call here the IP (Innovative Programme). 

The IP is an initiative that intends to test new forms of delivering knowledge and to 

develop skills and attitudes; it demands a whole semester from students who enrol in it. The 

programme can be classified as disruptive in terms of methodology but incremental in the sense 

of being optional (elective), and using a co-selection process, it is offered only to approximately 

ten percent of the student population. Selected students work in a different physical 

environment without traditional chairs and tables; instead, they find benches and writable tables 

and walls. Additionally, the focus of the programme is hands-on experience. It is a learning-

based model of education, inspired by a Danish business course in which students are given 

real clients to work with and solve real challenges while concepts are discussed during hands-

on activities. They develop the competence to work and lead teams, along with the ability to 

work as consultants for their clients. The investigation of the IP and other initiatives adopted in 

more traditional classrooms contributes to the understanding of how institutional arrangements 

guide incremental and disruptive innovations inserted into traditional curricula, affecting 

engagement with different foci in educational environments.  

The second school has a more recently founded business course and approximately 

7,000 students, and it has implemented changes across the whole curriculum, allowing for 

greater flexibility within the courses and mobility among courses across the whole university. 
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I interviewed fourteen educators and twelve students from both schools. I started with 

the deans and obtained suggestions for a list of professors, and these professors appointed 

students from different semesters, including three who had participated in the IP, to be 

interviewed. Teachers from diverse departments were selected, as well as students from diverse 

semesters, aiming to increase external validity through the adoption of a diverse sample (Miles, 

Huberman & Saldana, 2014). Some characteristics of the interviewees, who are identified by 

fictitious names, are described in Appendix J, allowing for future comparisons with other 

samples (Miles et al., 2014). The interviews were conducted following a protocol (Belk, Fischer 

& Kozinets, 2013), see Appendix E and Appendix F, and lasted from 40 to 90 minutes, resulting 

in 22 hours of recording and almost 270 pages of transcribed text. The research agreement 

document was prepared, see Appendix H, and I collected the consent of the respondents before 

the beginning of each interview. The document defines the type of data collected, that all of the 

information is confidential/anonymous, and that I would send the participants a final research 

analysis document if they so desired. I mentioned the benefits for participants during my first 

contact with them, and in this case, it involved not only the subsequently documented findings 

and suggestions but also the overview of the top institutions’ situations regarding the considered 

topic. I stopped the interviews when ideas started to be consistently repeated.  

The author also conducted non-participative observation in different classes, being 

present at least twice along the semester in 12 classes from three different courses (Statistics, 

Finance and Marketing), and spent a whole semester in the IP programme. The impressions 

were captured through field notes. I took notes mainly in the field or immediately thereafter to 

record key words, phrases and actions undertaken by the respondents (Gibbs, 2007). I converted 

the field notes into expanded write-ups (Miles et al., 2014). These observations promoted the 

triangulation of data through the acquisition of different views, leading to a more accurate 

understanding of the subject (Gibbs, 2007) and consequently increasing the credibility and 

internal validity of the data (Miles et al., 2014). I accounted for approximately 50 single-spaced 

pages of field notes.  

I analysed the data simultaneously with the data collection so that I could evaluate and 

adapt the interview strategy and protocol when needed (Miles et al. 2014). Initial codes and 

categories were based on the theoretical dimensions of the explored constructs; however, during 

the process, some new categories and codes emerged in an inductive fashion; see Appendix K 

for the main codes and categories that emerged in the process. To assure reliability, two 

researchers independently analysed the data, and any differences in data coding between the 

two were discussed until they agreed (Miles, Huberman & Saldana, 2014). We used Hyper 
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Research software, version 3.7.3, for data coding and analysis. I used parentheses into 

quotations to insert my brief interpretation. 

4.4 Results 

A school experience is built through many points of interaction, and students can engage 

individually with these specific activities and courses, consequently affecting their engagement 

with the school and vice-versa. In addition, engagement with the school is affected by 

interactions with actors in the system and by the school’s reputation even before students have 

been selected for the institution, as illustrated by Mauro’s statement when asked about why he 

chose to enrol in this school, which reflects how normative pillars guide decisions and 

expectations (Scott, 2008): 

“I had friends who were already studying in here .... I saw the MEC [ranking of schools 

published by the Minister of Education], and this school had five stars in Business 

Administration, one of the best” (Mauro). 

  From the beginning of their period in the school, they developed relationships and 

interactions with other actors in the system at different aggregation levels—other students, 

teachers, job market contacts, school coordinators, deans, and school staff, among others—

restrained by norms and established social beliefs and thoughts (Scott, 2008; Thornton et. al, 

pg 4). The way in which these interactions evolve affects students’ resource integration 

processes and value co-creation along the way (Vargo et al., 2015).  

I started by investigating how initiatives focused on students’ empowerment affect 

engagement and how the normative and cultural-cognitive pillars of institutional arrangements 

restrain the outcomes of these initiatives (Scott, 2008). 

4.4.1 Empowering Initiatives’ Effects on Engagement 

Many courses have been designed with initiatives aiming to enhance engagement through 

empowering initiatives because of a shared conception that educational practices must advance, 

as shared by Alex, the dean of one of the investigated schools.  

“This area [education] is going through a disruptive innovation; there are a lot of things 

going on in terms of teaching methodology, new players entering the market that adopt 

new methodologies … [I believe the school needs] to intensify the concept of learning 

centred on students, facilitating students in learning [proactively] and not by 

transferring content in a Power Point … ” (Alex).  

 Task meaningfulness is highly related to motivational state (Frymier et al., 1996) and is 

consequently a very important ally for educators, affecting individual engagement with courses 
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(Ryan & Deci, 2000). Teachers adopt initiatives to promote meaningfulness and consequently 

students’ engagement, as a teacher exemplified: 

“They [students] had to visit a company to be able to do the homework 

(meaningfulness)… After that, they had a different relationship with the subject and 

regretted that they did not put so much effort into the class before … (behavioural and 

cognitive engagement)” (José).  

Further, students manifest how task meaningfulness leads them to engage with 

classes: 

“A class I enjoyed (emotional engagement) was Marketing because the professor 

motivated the students … It was related to practical stuff (meaningfulness)… The 

project clarified the concepts … With the project, you realize you can apply the 

knowledge (cognitive engagement)" (Mary). 

 I observed some techniques that teachers adopted to bring meaning to some specific 

content. For example, a statistics teacher had a class in the computing laboratory, providing 

students with the opportunity to learn statistics by developing analyses using real data. The 

teacher started the class by talking about how daily intercurrences affect adrenaline release and 

consequently heart rates. While he was talking about real examples connected to students’ daily 

lives, the students were all engaged, paying attention and willing to share their opinions; then, 

he introduced statistical tools to help them to analyse data related to these examples.  

Additionally, to be able to choose the course or activity in which they will enrol was 

revealed to be a motivator of engagement. When students enrol in these activities, they are 

looking for experiences that are aligned with their personal interests (Ryan & Deci, 2000). 

During observations, I could note that the number of students making comments and bringing 

ideas to classes seemed higher in elective courses. “I believe you get engaged more in learning 

when you choose what you are going to learn” (Julia). 

The opposite is also true: lack of support for autonomy during one elective course 

promoted disengagement of Mauro with the class (Hollebeek & Chen, 2014; Li et al., 2017). 

The student was highly motivated to take an elective course, but when he realized he had no 

choice in the project theme they would develop during the course and that the proposed task 

was meaningless to him, he disengaged with the course (Hollebeek & Chen, 2014; Thomas & 

Velthouse, 1990): 

[Talking about the entrepreneurship class] “This lack of freedom, this totally got me 

out of class … I wanted to develop the class project based on a business I was proposing 

[his own start-up], but I had to do [the project] on a business that I did not believe in. 

You really lose the appeal of be in the class…” (Mauro). 
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These findings reveal that choice is an important antecedent of engagement, but 

sometimes an initiative is constrained by cultural-cognitive beliefs (Scott, 2008). In this 

example, the taken-for-granted role of teachers as responsible for defining theme projects in a 

classroom to attain the desired learning outcome seem to negatively affect Mauro’ engagement 

in an elective course he was thrilled to take. 

Furthermore, students tend to engage in activities and courses in which they feel more 

competent; the feeling of the lack of some competence can lead to disengagement in 

opportunities that demand that specific competencies more intensely. Marcos exemplifies this 

point when talking about his bad communication skills. During his first years at school, he 

avoided engaging in opportunities to develop competence in communication and focused on 

what he was already better at doing. 

 “I am not a communicative guy. Then, when I had the opportunity to work with 

numbers, which I like, statistics, data analysis, then I always worked with this part” 

(Marcos). 

Students who do not feel competent to perform a task and they are not supported in 

developing the competence will disengage, for instance, a course that Mauro abandoned:  

“I do not know how to do it [the exercise]. ‘I am not going to do it’, then you do not do 

it in one class. Then in the next classes you do not know how to do anything else, and 

the teacher does not give you the opportunity to [gain that competence]” (Mauro). 

I identified that there is an effect of empowering initiatives on engagement; however, 

they still seemed weak when I explored traditional classroom experiences. In the 

aforementioned example of the statistics class, students started the proposed activity engaged 

with it, but they became dispersed during the task. I noted that, despite some teachers being 

open to adopting new methodologies, proposing meaningful tasks and giving students the 

opportunity to impact the process, they usually assumed the role of being responsible to 

guarantee that the students did not have other distractions in class; some of them even forbade 

the use of cell phones. This practice seems to reinforce students’ passive role in relation to the 

educational process. Despite teachers adopting new methodologies, one reason for these 

initiatives not being successful seems related to constraints created by normative and cognitive 

elements (Scott, 2008): “I believe there is still a great remnant of traditional methodology 

[practices]...” (Alex). 
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4.4.2 Institutional Practices and Engagement  

4.4.2.1 Rules of the Game  

Cultural-cognitive norms are imbedded in actors involved in the system, and they are reflected 

in the teachers’ testimonies of how they feel that students are resistant to the proposed changes 

of a more flexible curriculum, for example: 

“The curricular restructuring, it happened in the university so that all of the courses 

could be more flexible to have the opportunity of exchanging between courses [within 

all of the university departments]; courses now offered by the Law School… a student 

in the business administration program can take them… They [students] were reactive 

[to these changes]” (Jean). 

In addition, teachers’ incentives and bureaucratic organizational structures are still 

aligned with established norms and culture-cognitive beliefs, and they limit students’ self-

expression and autonomous development (Scott, 2008; Thornton et al.,2012).  

[Teacher describing discontinued initiative] “You are expected to have time in the 

classroom; anything outside that, you are on your own … I made some visits to 

companies [with students], and they liked it, but it was always very difficult to organize 

(bureaucracy)… I needed greater support and even a greater incentive [from the school] 

to keep doing it” (José). 

Departmentalization is also responsible for creating restraints on initiatives, such 

as the adoption of interdisciplinary courses.  

 “I believe that, in the future… content should be taught in an interdisciplinary 

context… but courses [projects, discussions] are still specific, and something that 

restrains us to change is the internal structure of the school divided by departments…. 

Departments are divided by discipline, which generates cores of knowledge areas that 

tend to protect themselves [in terms of power], fighting for more influence in the 

programme …. ” (Alex). 

The hierarchical relationship between teachers and students is embedded in cultural 

practices, generating roles that prevail in the majority of courses (Scott, 2008). Teachers usually 

stay in front of the class, writing at the board or presenting content to students who sit in lines 

across the classroom. In some classes, students form groups, and teachers walk around the 

groups to discuss ideas and share knowledge, but many students seem to keep the same passive 

behaviour as they did sitting in lines just waiting for teachers’ orders.  

Social rules and shared conceptions are taken-for-granted during students-teacher 

interactions (Scott, 2008) despite teachers’ intentions to change, and some students still feel 

threatened in some situations. 
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“And I was afraid… For example, last semester, the fear of going there and talking 

[about something with which I disagreed], and the teacher could say: ‘Ah, now I am 

going to give a very hard exam’, kind of scaring the student because he can do that. 

Then, we get apprehensive of doing something, and then the school punishes us” 

(Laura). 

4.4.2.2 New Educational Practices 

The IP programme and other extracurricular activities, such as students’ sports entities and the 

Junior Consultancy, can be considered successful in implementing empowering initiatives that 

lead to engagement. I could observe that most of the students engage and participate in the 

proposed activities without leaving the class during discussions or devoting voluntarily much 

time to projects, different from what I noted happening in many classes.  

 

Students’ managed entities 

Ana shared a successful experience with the handball team. She had been intrinsically 

motivated to participate on the handball team since the beginning of school. An intrinsically 

motivated person acts spontaneously, for fun, and without any instrumental reason (Ryan & 

Deci, 2000). She decided to attempt to become involved with the handball team, and she was 

amazed to find a group with cultural-cognitive practices and beliefs that were aligned with hers 

(Scott, 2008), so she decided to join them. 

“…. ‘I am going to try’; then, I got involved, and it was a totally different culture [from 

other activities at school]; it was more open [to new ideas], everybody welcomed me 

very well, and the coach was really good; then, I said, ‘I am going to stay on the 

team…’” (Ana).  

The opportunity to become involved in this activity and experience the commitment of 

her colleagues promoted not only engagement with the handball team but also a broader effect; 

she felt a sense of belonging to the institution, and the emotional bond affected other points of 

interaction, such as her involvement in compulsory courses (Pansari & Kumar, 2017). The 

opportunity to choose to become involved with an intrinsically motivated activity (handball) 

allied with a sense of the feeling of being part of a team that shared beliefs and values with her 

own principles (Scott, 2008) were crucial to her learning experience process, positively 

affecting her engagement with the activity and consequently with the school, and eliminating 

her dropout intention (Vallerand, 2000).  

 “If I had not been involved with the handball team, I would have left the school … The 

second semester was a harder semester; it [handball] motivated me to stay there … I 
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was a captain [of the handball team]; I was super engaged with everyone [of the handball 

team]… and I said, ‘I will not leave [school]’. And … I was able to deal with school” 

(Ana).  

Laura also shared an experience in the Junior Consultancy Cia that influenced her 

relationship with school and consequently her learning process.  

“During the first semester, I was unmotivated. I was doing [the activities] automatically, 

and now I am enjoying them … I'm working at the Junior Consultancy Cia [an entity 

managed by students], so I can see more or less in practice what happens. So, for me, 

this semester is better, mainly because I'm seeing more content that has to do, for 

example, with the company [reality]. So I can relate [to real life], and I'm enjoying it 

now” (Laura). 

 

The IP programme 

Similar to sports teams and Junior Consultancy Cia, the IP programme was designed with its 

own norms that lead to disruptive social roles; the difference was that, in this case, teachers 

were involved (Scott, 2008). The IP was designed and presented with a different narrative 

compared to other courses at school. Students are invited to integrate their resources with 

teachers to co-create value during the semester (Vargo & Lusch, 2004). In the IP, teachers 

assume the role of truly being facilitators of the learning process and not knowledge transfers, 

contradicting the established norms and social roles of teachers (Scott, 2008), as reflected in 

initial reactions of students who kept working in the same way they were used to at the 

beginning of the course. 

“It is funny because, as we lived three years [at the school before getting into the IP] in 

this hierarchical structure, we started to treat them [teachers in the IP] the same way … 

Here there is no such distinction between teacher and student; everybody is the same. 

Obviously, they have a different role from ours, but everybody is the same … For 

instance, here, if I am bothered with something, I would have the freedom, and I could 

talk to one of them” (Julia). 

Classes are experiential, and all of them happen in a physical environment conducive to 

interaction, without traditional classroom chairs but with writable walls and tables. Students 

start all of the classes in a circle, facing each other and the teacher. The beginning of each class 

seems crucial to setting the rules of the game in the course; all participants are able to talk to 

and hear each other about a proposed theme, and all assume responsibilities as a team to make 

the course happen. Students engage and assume a more active role during the entire class.  
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The IP is an elective course, and students who enrol in it mentioned being less 

committed to the current social beliefs and practices adopted in traditional courses: “I never 

liked the school … I liked my colleagues, but … I liked some courses, but it was never an 

environment [the school] I enjoyed…” (Julia). When these students were exposed to an 

alternative framework that fostered their autonomy, challenging current students’ roles and 

promoting an environment conducive to teamwork (Scott, 2008), they engaged.  

“What it is different in here is that ... students are willing to do something different and 

better. This motivates me ... in a traditional classroom, there are always the students 

who say ‘ah, let’s do it just for the sake of it’... this way in here I am engaging [it is 

different] ... because it is a real team. That is the reason I feel so good and happy in here 

…” (Marcos). 

They also become willing to originate a change in practices at higher levels of school 

by sharing their experiences and acting to change some preconceptions (Thornton, Ocasio & 

Lounsbury, 2012, p 99). 

“So the IP is still very new [recent programme]. We are in the 4th group … people 

[students at the school] say that they don't know it very well and think it's a very ‘out of 

the box’ proposal …. So people just kind of make fun of the IP; I get kind of angry, 

upset, but there's not much to blame them yet because they don't know it … we still 

have the role of … exposing us [the IP] more, [telling others] what we do in here...” 

(Marcos). 

The IP programme and other extracurricular activities are all institutionalize 

initiatives, supported by the schools and considered complementary to the traditional 

curriculum, but they were able to challenge current institutional arrangements that 

restrain empowering initiatives’ effects. 

4.4.3 Trust as Moderator 

Students’ perceived empowerment seems to affect their engagement with the IP programme 

and students’ managed entities; however, I identified that trust fosters the effect of empowering 

initiative in their engagement. When asked to compare their experiences with group projects in 

traditional courses with the experience in the IP, students revealed that they participated in 

many group projects during their education at the school only as a way to reduce individual 

workload, but in the IP, they developed a different relationship with their colleagues.  

When questioned about why she felt engaged to deliver a team project in the IP course 

while she had neglected other group projects that she had previously developed at school, Julia 
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mentioned that engagement in the project and in the team was possible because of a trustful 

environment. 

“I do not know. I think that makes part of the programme, once you decided to be in it. 

For instance, if you decide not to do it, you can, I think ... But there is the team; it is not 

just individual work like an exam. Then, you have to understand what teamwork is, a 

sense of collective, because if you do not, your friends will have a lot of work … It is 

something [engagement] that in a regular class we do not have. But in here [the IP], it 

is interesting, we have a safe space [trustful environment] because we know each other 

... because of the dynamics we go through, which are not compulsory, they invite us to 

participate, but everybody participates because it is really nice” (Julia). 

Marcos shared with us that he engaged in the IP and in activities proposed during the 

course to develop his communication skills - an ability that he considered poor. However, 

because of the trustful environment (Morgan & Hunt, 1992), he felt safe to engage in the 

proposed tasks and develop the necessary skills that he needed to participate.  

The IP was able to engage Marcos and Julia because it offered opportunities for their 

skills development in an environment in which they felt safe to take risks and in which they 

trusted each other (Morgan & Hunt, 1992).  

 “The best part for me [in the IP programme] is the [opportunity to develop his skills in] 

communication. I have always had difficulty in talking [in class] … Then, the first part 

of the IP was about knowing better who is working with you, knowing your fears, 

knowing what they like and their interests. Then, I had to talk a lot and not because I 

was forced to; I was always invited, which we value a lot in here [in the IP]. Then, I 

gave it a chance and said, ‘If I am in here, then I will really get involved with what the 

course is proposing’… I see that I am getting better [in communication skills]; then, I 

think that I am headed in the right direction” (Marcos). 

“In here [the IP], I am able to understand that, for example, I can do things, that I have 

the capability … They trust our potential [to develop our competencies]. We can see 

that it is different from other teachers [of other courses] that seem not to trust us. Here 

at the IP, they trust us” (Julia). 

When asked about why she participated in the IP but not in other classes that offered the 

opportunity to participate, Ana mentioned that she was afraid of being judged by peers and even 

by the teacher, reflecting some shared conceptions that constrained behaviour (Scott, 2008), 

such as not expressing an opinion that is not consensus or that is controversial. I noted that at 

the IP, most students shared their opinions even when they were controversial; they all seemed 

to feel responsible for sharing other points of view with the group, co-constructing knowledge.  
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“It was totally because it was a safe space [at IP]; I knew everyone who was there. I 

knew that, even if I said something that someone didn't agree with or that didn't make 

sense to anyone, they wouldn't judge me, they wouldn't, you know, look weirdly at me 

… And when I am in a classroom, I do not know [the majority of] other students … 

Then, I am more afraid to talk because of people’s judgement and because there are 

some teachers who have this relationship … that is not a horizontal relationship [with 

students]. Then, I become too shy to talk, and I prefer not to participate in classes. In 

the IP, I had this freedom to express my opinion, knowing that everybody knew me 

better, and everybody was open to listening to different opinions … It is to have a safe 

environment for you to get engaged …  A safe space and autonomy… I think, it is the 

combination of both” (Ana). 

In a classroom, when methodological conditions on skills development are not aligned 

with a trustful environment, students disengage. 

“But there is a Finance teacher ... you ask a question, and she judges you ... ‘You do not 

know that yet? How is that?’ Certain things distance the teacher then keep students away 

from that class” (Mauro). 

Besides methodology, some other engaging platforms seem to contribute to a trustful 

environment developing, such as a totally remodelled physical ambiance aligned with a new 

proposition for the roles of students and teachers in the IP (Scott, 2008; Storbacka et al., 2016). 

I noted that the physical space facilitated students assuming a role of being responsible for the 

outcomes of the class. Students and teachers were always together in a circle, around a table or 

facing a writable wall to discuss a subject. The hierarchical distance among them seemed 

diminished, and they engaged with the proposed activities.  

“The classes happen in circles of students and teachers … the classes were dynamic, 

and we were always seated in a circle, which motivates you to be present and to 

participate in the activities. I believe that, in a normal classroom structure, you can hide 

and not engage…” (Ana).  

A trustful environment promoted by values and practices aligns with students’ own 

beliefs (Scott, 2008), which have been shown to influence the effect of empowerment on 

engagement, increasing students’ willingness to act in favour of new practices that might 

contradict traditional beliefs (Scott, 2008; Thornton et al., 2012). Some engaging platforms 

seem to facilitate the building of a more propitious environment for engagement, such as 

physical spaces that promote more horizontal interactions.  
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4.5 Discussion 

Schools have adopted initiatives focused on new methodologies able to offer students 

meaningful tasks and the feeling of being competent to impact their experiences when making 

choices (Thomas & Velthouse, 1990). When these initiatives are adopted in traditional classes, 

they sometimes are able to promote engagement but usually suffer some restraints related to 

norms that influence shared conceptions and behaviours (Scott, 2008), minimizing or 

eliminating the expected results.  

Even with the adoption of new methodologies, current practices in traditional education 

do not always seem able to promote an environment in which students feel safe to share their 

ideas without being judged. Despite there usually being no harm to society in activities and 

discussions developed in class, there are social norms and practices that guide how students are 

expected to contribute and participate (Scott, 2008), considering, for example, that knowledge 

is retained by teachers, and comments or questions can be categorized as relevant or not. Also, 

feedback aiming to improve a classroom experience is usually expected to promote retaliation.  

In an elective entrepreneurship class, Mauro was expecting that new practices would be 

adopted, allowing students to choose the projects that they wanted to develop. These 

expectations were formed based on Mauro’s experience as an entrepreneur and were guided by 

a market logic; however, an educational and established logic prevailed in the classroom 

environment, restraining the teacher’s practices (Thornton et. al, 2012, p. 112) since the teacher 

exercised his power to define the task to all of the students (Scott, 2008). This contradiction led 

Mauro to disengage with the classroom despite other elements, such as the opportunity to 

impact and make choices regarding how to develop the pre-defined projects, which were 

designed to promote students’ empowerment in the course. Normative and social rules have 

constrained the outcomes of some innovations in educational experiences. 

This research contributes to the literature advancing knowledge on how empowerment 

affects engagement (Harmeling et al., 2018; Kahu, 2013), revealing that, to consider only the 

effects of empowering initiatives on engagement showed to be a simplification of a complex 

relationship that occurs in the ecosystem (Vargo et al., 2014, Li et al., 2013). In exploring this 

phenomenon, it is crucial to consider how institutional norms restrain behaviours (Li et al., 

2013) and do not favour the development of new behaviours such as engagement.  

When questioned about the most engaging experience that they had at school so far, 

many students primarily mentioned their involvement with entities managed by students (Junior 

Consultancy Cia), exchange programmes, extracurricular activities and the IP programme; they 
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described these opportunities as being the experiences in which they were most engaged in 

terms of effort, level of dedication and emotional attachment (Brodie et al., 2011). These 

engaging experiences have some aspects in common besides the empowering initiatives; they 

promoted their own norms and values (Scott, 2008), leading to a trustful environment. In the IP 

programme, for instance, a trustful environment is identified as crucial to enhancing the effect 

of empowerment on engagement. When investigating conditions on engagement to develop, it 

seems that a safe space to share ideas and opinions is essential for the development of trust 

within the group and consequently fostering engagement with the course. When members of a 

group trust each other, they commit because they share values and common practices despite 

the diverse interests of the members, and they engage with tasks and activities because they are 

also committed to each other (Morgan & Hunt, 1994). Institutional arrangements in this course 

were able to foster the effect of empowering initiatives on engagement through the support of 

a trustful environment. This finding contributes to advancing the knowledge on how 

engagement can be elicited (Harmeling et al., 2018).  

Additionally, it was identified that, when students feel connected with the group, it 

seems to have a positive effect not only on individual engagement with the specific course or 

activity in which they enrolled but also with the school (Li et al., 2017; Pansari & Kumar, 2017). 

Because I adopted an ecosystem perspective (Vargo et al., 2018; Li et al., 2013), it allowed us 

to identify that the schools’ initiatives must be developed together; if departments worked 

together, they could extract much more from students, promoting more valuable resource 

integration. Engagement with an elective course or extracurricular activity can contribute to 

students’ engagement in other classes that they must take but in which they are not so motivated.  

Initiatives that adopt disruptive norms and social practices often intersect and overlap 

with more traditional institutional arrangements, and these conflicting views about how value 

is created are responsible for maintenance and changes in the market (Vargo , Wieland & 

Akaka, 2014). Initiatives that have been able to contribute to market changes seem to have been 

adopted in traditional programmes in an assimilation process while maintaining the core 

elements of the original, normative pillars of the institution (Thornton et. al, 2012, p. 166), 

contributing to their acceptance and complementarity to other courses and activities that remain 

necessary in business courses. An ecosystem perspective advanced our understanding of how 

the market can be changed (Li et al., 2013) by complementary practices that follow 

controversial norms (Vargo, Wieland & Akaka, 2014) but that can be allies in educational 

achievement. 
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4.6 Conclusion 

Traditional schools, influenced by institutional arrangements, maintain values and norms that 

lead to the maintenance of traditional practices. Actors who are able to promote innovative 

initiatives face initial resistance from the system and difficulty in addressing established 

incentives and shared conceptions, which are not always compatible with the proposed changes. 

There are embedded norms, incentives and social shared beliefs that set the rules of the game 

for resource integration processes at traditional HEIs. Successful initiatives that challenge these 

norms and social beliefs are assimilated into traditional curricula in a complementary process, 

promoting incremental changes.  

The status quo can be challenged, and institutional arrangements might be gradually 

changed through initiatives such as curriculum revisions, extracurricular activities and courses 

like the IP (Edvardsson et al., 2014; Vargo et al., 2015; Thornton et. al, 2012). These 

experiences have promoted benefits at many levels, affecting engagement beyond the 

course/activity boundaries; for students involved in them, they individually developed better 

relationships with the school and consequently with how they co-create knowledge; and for 

schools, small changes are promoted in practices that sometimes are controversial to traditional 

arrangements but that are very relevant steps, leading to new practices and social beliefs 

(Thornton et. al, 2012).  

Actors aiming to promote disruptive initiatives must be willing to take risks and face 

resistance from the system to succeed, and one promising way is to develop initiatives inside 

the schools’ current structures, finding a way to merge these initiatives with the schools’ current 

practices in a process that gradually reshapes the current institutional arrangements (Thornton 

et. al, 2012). Offering isolated opportunities, such as adoption of new methodologies or 

practices in traditional courses without reviewing current norms and social beliefs, might not 

promote needed changes for field advancement.  

This study contributes to school managers and policy makers since they could benefit 

from having a better understanding of the mechanisms influencing student engagement with 

their educational experience, consequently reducing the level of dropout intention and 

increasing the quality of education, both of which are catalysts for societal change. They benefit 

from knowing that disruptive initiatives that set their own norms and cultural-cognitive 

elements leading to a trustful environment can contribute not only to students’ engagement with 

the course but also to students’ engagement with their educational development. These 
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initiatives can be adopted as complementary to traditional curriculums, gradually changing 

educational experiences.  

There are some limitations to this study. This study could be conducted in smaller and non-

traditional schools, which might feel less pressure from rankings, accreditation processes, and 

other services that currently have more opportunities for customer empowerment.  

 It also refers to data collected in two traditional, private business schools in São Paulo. 

This phenomenon could also be investigated in state-owned schools, which could introduce 

new variables into the framework because, in these schools in Brazil, students do not pay fees 

to study, and dropout rates are lower than those in private schools (O Estado de São Paulo, 

2018). At stated-owned schools, incentives for teachers are different in terms of job 

maintenance; they might be more willing to transfer learning responsibilities to students, for 

instance, due to autonomy perhaps affecting dropout rates, as previously stated.  
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5 CHAPTER 5 - GENERAL CONCLUSIONS 

 

This dissertation aimed to investigate how actors in educational context integrate resources and 

co-create value through experiences in nested service ecosystems, governed and evaluated 

through their institutional arrangements (Vargo & Lusch, 2016). Before being able to 

empirically investigate how participation, empowerment and engagement relate to each other 

promoting value co-creation, it was necessary to clarify inconsistencies and misunderstandings 

related to adoption of the concepts (Dong & Sivakumar, 2017; Harmeling, Moffett & Palmatier, 

2018; Kahu, 2013; Maynard et al., 2012; Vivek, Beatty & Morgan, 2012). After a discussion 

on concepts delimitations, this research examines the relationship of these concepts considering 

especially the higher education context and its particularities. 

In chapter 2, a theoretical essay advances the knowledge on how empowerment-to-act, 

which is related to intrinsic motivation, has a higher effect on voluntary participation than 

empowerment-to-select (Bachouche & Sabri, 2018), consequently affecting customer 

evaluation of the service and behavioural intention toward the institutions. It also proposes that 

student empowerment is beneficial for education, but it may reach an optimum point and 

beyond that, customers may resist to participate (Iyengar & Lepper, 2000).  

The empirical investigation in chapter 3 focused in the educational context. Students 

who enrol in higher education knows they are locked in a long-term relationship with the 

school. If they do not engage with the experience, they will participate the minimum to get their 

certification (Ng and Forbes, 2009), or in extreme cases they may dropout (Bryson & Hand, 

2007). The study in this chapter revealed that HEIs’ empowering initiatives positively affect 

student participation through the fully mediation of engagement. The identification of this 

mediation effect helps us to advance the understanding the relationship between empowerment 

and participation proposed in chapter 2. However, I could not validate the non-linear 

relationship between them. The educational context is in its infancy in promoting empowering 

initiatives and far from approaching the optimum point. In the following chapter I advanced the 

understanding of this effect by exploring how institutional arrangements restrain the effect of 

empowering initiatives, distancing them from the optimum point.  

Chapter 3 reveals that initiatives aiming to promote voluntary participation through 

student perception of empowerment may not be planned as an isolated decision. Empowering 

initiatives must be allied with platforms that promote a safe environment for the development 

of behavioral, cognitive and emotional engagement, thereby affecting students’ disposition to 

voluntarily participate in knowledge co-creation, sharing their opinions and ideas that 
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sometimes may be controversial. Additionally, the course support for autonomy and 

challenging opportunities seem to affect empowering initiatives outcome. This study focused 

on a dyadic relationship of student-teacher in a classroom, and in the next chapter I further 

investigated the causal mechanism leading to engagement considering a broader perspective. 

In chapter 4, I explored how institutional arrangements weaken empowerment effects 

on engagement and increase the distance to the optimum point of participation. I also developed 

a deeper investigation on how a safe environment can enhance the effect of empowering 

initiatives.  

The findings show that embedded norms, incentives and social shared beliefs, such as 

the shared belief that teachers detain the knowledge or that student feedback may promote 

retaliation, guide how and when students are expected to contribute (Scott, 2008), weaken the 

effect of empowering initiates. I explored institutionalized initiatives that were able to challenge 

these arrangements and be successful in promoting students’ engagement and participation.  

The educational context is known as an environment in which empowering initiatives 

are still scarce and considered disruptive in relation to current practices and social beliefs (Scott, 

2018).  Initiatives of success were able to challenge current norms and social beliefs (Thornton 

et al., 2012), promoting a trustful environment supported by norms and practices allied to 

student-centred education.  Trust revealed as a moderator of the effect of empowerment on 

engagement (Morgan & Hunt, 1994). Empowering initiatives showed to be more effective in 

fostering engagement and participation when a trustful environment is promoted through norms 

and shared beliefs coherent with a student-centred education (Thornton et al., 2012). Also, 

disruptive initiatives were successfully assimilated into traditional programs by keeping the 

core elements and normative pillars of the institution. Consequently, these initiatives have been 

able to lead to gradual market changes (Thornton et al., 2012). 

Furthermore, when students engage in some activity in the school, even if it is not 

academic, for instance sports team, this positive experience will have a contagious effect, 

positively affecting students’ relationship with their educational experience. This reinforces 

that one essential part of the program should be schools’ endorsement and support of diverse 

activities that may engage different students’ profile. Also, different departments should work 

together in discussing schools’ initiatives so that they could extract much more from students, 

promoting more valuable resource integration. 

This dissertation contributes to the literature by advancing the knowledge on the 

relationship of concepts – empowerment, engagement and participation - that have been 

adopted in the literature aiming to better comprehend value co-creation process (Prahalad & 
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Ramaswamy, 2000), but not without misunderstandings and overlaps (Brodie et al., 2011; 

Vivek et al., 2014; Kahu, 2013; Dong & Sivakumar, 2017). This research promotes a better 

understanding of the mechanisms influencing student engagement with their educational 

experience, consequently reducing the level of dropout intention and increasing the quality of 

education, both of which are catalysts for societal change. 

Educational policies may benefit from an advanced knowledge on how schools can be 

successful in the adoption of disruptive innovations by challenging current institutional 

arrangements (Thornton et al., 2012). When innovative practices, supported by engagement 

platforms, are able to foster trustful environments and more horizontal relationships, especially 

between teachers and students, they promote students’ disposition to engage and participate. 

Moreover, this dissertation advances the understanding of how schools can prepare students for 

a lifelong learning when the focus is on students’ engagement rather than on satisfaction.    

Additionally, the study shows that platforms should not be adopted as isolated 

initiatives. Allied to technological tools, schools should invest in teachers’ training, innovative 

teaching programs and innovative learning environments, challenging current institutional 

arrangements to be able to adopt disruptive educational practices. With technology innovation, 

HEIs have access to platforms that may promote students empowering opportunities, but the 

main use for these platforms so far seems related to an expansion in the access to education 

(Glenn & Ed, 2008). Schools still need to advance the knowledge in how to adopt these new 

platforms in a way to foster student empowerment and engagement. For instance, the possibility 

of on-line interactions among students and teachers raises opportunity to more personalized 

content and learning for each student according to their interests and needs what would 

substantially increase meaningfulness and opportunity for them to make choices and impact 

their learning process (Thomas & Velthouse, 1990).  

The research shows that, in traditional schools, gradual changes in current norms and 

beliefs may happen (Li et al., 2017) through disruptive initiatives that are able to be assimilated 

to the current curriculum in a complementary manner (Thornton et al., 2012). In state-owned 

schools students do not pay fees to study, and dropout rates are lower than those in private 

schools (O Estado de São Paulo, 2018). Also, at these schools, incentives for teachers are 

different and they might be more willing to transfer learning responsibilities to students. These 

schools may benefit from understanding how isolated initiatives may not be successful because 

of institutional arrangements effect, and how they may originate market changes by challenging 

these arrangements.  
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However, mass-market institutions are expected to have less initiatives aiming to challenge 

institutional arrangements. These schools main goal is not to educate the elite of the country, 

but to provide qualification for the mass market, proving the opportunity for their students to 

get professional and social development. Their students are usually younger workers that need 

to work during the day and to study at night. And the goal of these schools has been on adoption 

of platforms for expansion of education opportunity (Glenn & Ed, 2008). Disruptive initiatives 

adopted by traditional schools can challenge and gradually change current institutional 

arrangements that also guide mass-market institutions decisions.  

This dissertation is not without limitations and opportunities for further development. 

The purpose of this study was to evaluate the context of traditional business schools, but the 

investigation of other contexts may help to advance the knowledge on the relationship of 

empowerment, engagement and participation by identifying successful initiatives and 

mechanisms that may restrain this effect. For instance, the relationship of these concepts can 

also be conducted in smaller and non-traditional schools, which may feel less pressure from 

institutional arrangements and may be more willing to adopt disruptive practices, or in state-

owned schools and mass-market schools that have their specificities as mentioned above. Also, 

future studies can explore other services that currently have more opportunities for customer 

empowerment making possible the identification of the optimum point of empowerment, and 

in which institutional arrangements may affect differently empowering initiatives. Future 

investigation could also focus on exploring HEIs necessary capabilities to implement engaging 

platforms able to promote empowerment and engagement. 
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APPENDICES 

 

APPENDIX A - Student Engagement Scale  

 
Emotional engagement - 

Reeve & Tseng (2011) 

Adapted (seven-point 

Likert) 

After the Pretest (seven-

point Likert) 

Final Items in 

Portuguese 

I enjoy learning new things 

in class  

I greatly enjoyed 

learning the subjects in 

this class  

I greatly enjoyed learning 

the subjects in this class  

EE1 -Eu gostei muito 

de aprender os 

conteúdos desta 

disciplina 

When we work on 

something in class, I feel 

interested  

When we work on 

something in class, I feel 

interested  

I was very interested in 

the activities we did in 

class 

EE2- Eu me interessei 

muito pelas atividades 

que realizamos em sala  

When I am in class, I feel 

curious about what we are 

learning  

When I was in class, I 

felt curious about what 

we were learning  

When I was in class, I 

felt curious about what 

we were learning  

EE3 - Durante as 

aulas, eu sentia 

curiosidade sobre o 

que estávamos 

aprendendo  

Class is fun Class was fun  
Taking this course was 

interesting  

EE4- Cursar esta 

disciplina foi 

interessante 

Cognitive engagement - 

Reeve & Tseng (2011) 

Adapted (seven-point 

Likert) 

After the Pretest (seven-

point Likert) 

Final Items in 

Portuguese 

When doing schoolwork, I 

try to relate what I’m 

learning to what I already 

know  

I tried to relate what I 

was learning to what I 

already knew  

I tried to relate what I 

was learning to what I 

already knew  

CE1- Eu tentei 

relacionar o que eu já 

sabia de disciplinas 

anteriores com o que 

eu estava aprendendo 

When I study, I try to 

connect what I am learning 

with my own experiences  

When I study, I try to 

connect what I am 

learning with my own 

experiences  

When I study, I try to 

connect what I am 

learning with my own 

experiences  

 

I try to make all the 

different ideas fit together 

and make sense when I 

study  

I try to make all the 

different ideas fit 

together and make sense 

when I study 

I always tried to 

understand different 

ideas or opinions when 

they emerged  

CE2 -Busquei 

compreender ideias ou 

opiniões diferentes 

sempre que surgiam 

I make up my own 

examples to help me 

understand the important 

concepts I study  

I make up my own 

examples to help me 

understand the important 

concepts I study  

I looked for practical 

examples to help me to 

understand important 

concepts I was learning 

CE3- Eu busquei 

exemplos práticos para 

me ajudarem a 

entender conceitos 

importantes que estava 

aprendendo 

Before I begin to study, I 

think about what I want to 

get done  

Before I begin to study, I 

think about what I want 

to get done /  

During class, I focused 

on understanding the 

concepts I was learning 

and not only on getting a 

good grade 

CE4- Durante as aulas, 

eu me preocupei em 

entender o assunto, e 

não apenas em obter 

boa avaliação 

When I’m working on my 

schoolwork, I stop once in 

a while and go over what I 

have been doing 

When I’m working on 

my schoolwork, I stop 

once in a while and go 

over what I have been 

doing 

When I’m working on 

my schoolwork, I stop 

once in a while and go 

over what I have been 

doing 

 

When what I am working 

on is difficult to 

understand, I change the 

way I learn the material 
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As I study, I keep track of 

how much I understand, 

not just if I am getting the 

right answers 

   

Behavioral engagement - 

Reeve & Tseng (2011) 

(seven-point Likert) 

Adapted (seven-point 

Likert) 

After the Pretest (seven-

point Likert) 

Final Items in 

Portuguese 

I listen carefully in class  
I listened carefully in 

class  

I completed the course 

activities on time 

BE4- Eu cumpri as 

atividades desta 

disciplina nos prazos  

I try very hard in school  
I tried very hard in 

school  
I tried very hard in school  

BE2 - Eu me esforcei 

muito nesta disciplina 

The first time my teacher 

talks about a new topic, I 

listen very carefully  

The first time my teacher 

talked about a new topic, 

I listened very carefully  

The first time my teacher 

talked about a new topic, 

I listened very carefully  

BE3 - Sempre que o 

professor introduziu 

um novo tópico, eu 

prestei muita atenção  

I work hard when we start 

something new in class  

I work hard when we 

start something new in 

class  

  

I pay attention in class 
I paid a lot of attention in 

class 

I paid a lot of attention in 

class 

BE1 - Eu prestei muita 

atenção nas aulas desta 

disciplina 
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APPENDIX B - Student Participation Scale 

Fassinger Scale (1995) 

(Likert-type: 1 low, 5 high) 

Adapted (Likert-type: 1 

low, 7 high) 

After the Pretest 

(Likert-type: 1 low, 7 

high) 

Items in Portuguese 

You frequently offered 

comments or raised 

questions in this class (not 

Likert-type) 

I offered comments or 

asked questions in this 

class 

I offered comments or 

asked questions in this 

class 

CP1 - Eu trouxe 

comentários, dúvidas ou 

sugestões para as aulas 

desta disciplina  

You contributed often to 

this class, relative to your 

peers 

I contributed often to this 

class, relative to my 

peers 

  

You frequently 

volunteered in this class 

I volunteered to answer 

questions in this class 

I volunteered to answer 

questions in this class 

CP2 - Eu me voluntariei 

para responder perguntas 

nesta disciplina 

You volunteered when you 

knew answers 

I volunteered when I 

knew answers  

I did the expected 

activities for this 

course 

CP4 - Eu fiz as 

atividades esperadas para 

esta disciplina 

You contributed without 

hesitation 

I contributed without 

hesitation  
I attended the classes 

CP3 - Eu assisti as aulas 

desta disciplina 

You expressed personal 

opinions more than your 

peers did 

I expressed personal 

opinions more than my 

peers did 
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APPENDIX C - Student Empowerment Scale  

Competence - Spreitzer 

Scale (1995) (seven-point 

Likert) 

Adapted (seven-point 

Likert) 

After the Pretest 

(seven-point Likert) 

Final Items in 

Portuguese 

I am confident about my 

ability to do my job 

During the semester, I 

was confident about my 

ability to do my 

activities in this course 

During the semester, I 

was confident about my 

ability to do my 

activities in this course 

COMP1 -Durante o 

semestre, eu sabia que 

daria conta das 

atividades que estavam 

sendo requeridas nesta 

disciplina 

I am self-assured about 

my capabilities to perform 

my work activities  

I was self-assured of my 

capabilities to perform 

my school activities in 

this course  

I was self-assured of my 

capabilities to perform 

my school activities in 

this course  

COMP2- Durante o 

semestre, estava 

seguro(a) que 

conseguiria acompanhar 

as aulas desta disciplina  

I have mastered the skills 

necessary for my job 

I have mastered the 

skills necessary to 

perform the activities in 

this course 

During the semester, I 

was confident about my 

ability to understand the 

content discussed in this 

course 

COMP3 -Durante o 

semestre, sabia que tinha 

as habilidades 

necessárias para 

desenvolver as 

atividades requeridas 

nesta disciplina 

 

During the semester, I 

was confident about my 

ability to contribute 

during class in this 

course 

During the semester, I 

was confident about my 

ability to contribute 

during class in this 

course 

COMP4- Durante o 

semestre, estava 

seguro(a) que tinha 

habilidades para 

contribuir durante as 

aulas desta disciplina 

Meaningfulness - 

Spreitzer Scale (1995) 

(seven-point Likert) 

Adapted (seven-point 

Likert) 

After the Pretest 

(seven-point Likert) 

Final Items in 

Portuguese 

The work I do is very 

important to me  

This course was very 

important to me 

This course was very 

important to me 

MEAN1 - Esta 

disciplina foi muito 

importante para mim  

My job activities are 

personally meaningful to 

me 

My learning experiences 

in this course were 

personally meaningful 

for me  

I realized the practical 

application of what I 

learned in this course 

MEAN3- Eu entendi a 

aplicação prática do que 

aprendi nesta disciplina 

The work I do is 

meaningful to me  

The learning experiences 

I had in this course were 

meaningful to me  

The learning experiences 

I had in this course were 

meaningful to me  

MEAN2 -Os 

aprendizados que eu tive 

nesta disciplina foram 

extremamente 

importantes para mim 

 I realized the connection 

between what I learned 

in this course with what 

I have learned in other 

courses 

I realized the connection 

between what I learned 

in this course with what 

I have learned in other 

courses 

MEAN4- Eu entendi a 

conexão do que aprendi 

nesta disciplina com 

outras disciplinas  

Impact - Spreitzer Scale 

(1995) (seven-point 

Likert) 

Adapted (seven-point 

Likert) 

After Pretest (seven-

point Likert) 

Final Items in 

Portuguese 

My impact on what 

happens in my department 

is large 

I had an impact on how 

class activities happened 

during this course 

I had an impact on how 

class activities happened 

during this course 

IMP1- Eu influenciei o 

que aconteceu em sala 

de aula nesta disciplina 

I have a great deal of 

control over what happens 

in my department 

I have a great deal of 

control over my 

activities in the 

classroom for this course  

I had opportunity to 

propose discussions in 

class during this course 

IMP3 - Eu tive 

oportunidade para 

propor discussões em 

sala nesta disciplina   
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I have significant 

influence over what 

happens in my department 

I had an influence on 

what happened in the 

classroom for this course 

I had an influence on 

what happened in the 

classroom for this course 

IMP2 - Eu tive 

influência sobre como 

seriam as atividades em 

sala nesta disciplina 

 

I had an influence on 

what content would be 

discussed in class 

I had an influence on 

what content would be 

discussed in class 

IMP4- Eu tive influência 

sobre quais informações 

ou conteúdos seriam 

trazidos para a sala  

Choice - Spreitzer Scale 

(1995) (seven-point 

Likert) 

Adapted (seven-point 

Likert) 

After the Pretest 

(seven-point Likert) 

Final Items in 

Portuguese 

I have significant 

autonomy in determining 

how I do my job 

I had autonomy in 

determining how I 

would do my activities 

for this course  

I had autonomy in 

determining how I 

would do my activities 

for this course  

CHO1- Eu tive muita 

autonomia para definir 

como desenvolveria as 

atividades desta 

disciplina  

I can decide on my own 

how to go about doing my 

work 

I, or my group, could 

decide on our own how 

to go about doing the 

activities for this course  

I, or my group, could 

decide on our own how 

to go about doing the 

activities for this course  

CHO2- Eu, ou grupo, 

pudemos tomar decisões 

em relação a como 

desenvolver as 

atividades desta 

disciplina  

I have considerable 

opportunity for 

independence and freedom 

in how I do my job 

I had opportunity to 

make choices in this 

course 

I had opportunity to 

make choices in this 

course 

CHO4- Eu tive 

oportunidade para fazer 

escolhas nesta disciplina 

 

I had autonomy to 

decide whether I would 

do the activities for this 

course individually or in 

a group 

I had autonomy to 

decide whether I would 

do the activities for this 

course individually or in 

a group 

CHO3 - Eu tive 

autonomia para definir 

se faria as atividades 

desta disciplina de forma 

individual ou em grupo 
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APPENDIX D - Questionnaire 

Prezado (a) respondente 

Esta pesquisa tem o objetivo de conhecer a visão dos alunos em Administração de Empresas sobre sua experiência em determinada 

disciplina. A pesquisa deve ser respondida considerando sua experiência nesta disciplina.  

Não existem respostas certas ou erradas. Indique com um “X” a afirmação que melhor representa sua opinião em relação à disciplina 

cursada. 

Sua participação é voluntária, e você pode desistir de participar a qualquer momento. As respostas são confidenciais, e serão avaliadas de 

maneira agregada e não individual. O número de matrícula será utilizado apenas para identificar se houve o preenchimento do questionário 

em mais de uma disciplina. 

 Discordo 

Totalmente 

Discordo Discordo 

um pouco 

Não concordo 

Nem discordo 

Concordo 

um pouco 

Concordo Concordo 

Totalmente 

Busquei compreender ideias ou opiniões diferentes sempre que surgiam        

Cursar esta disciplina foi interessante        

Durante as aulas, eu me preocupei em entender o assunto, e não apenas em 

obter boa avaliação 

       

Durante as aulas, eu sentia curiosidade sobre o que estávamos aprendendo        

Durante o semestre, estava seguro(a) que conseguiria acompanhar as aulas 

desta disciplina 

       

Durante o semestre, estava seguro(a) que tinha habilidades para contribuir 

durante as aulas desta disciplina 

       

Durante o semestre, eu sabia que daria conta das atividades que estavam 

sendo requeridas nesta disciplina 

       

Durante o semestre, sabia que tinha as habilidades necessárias para 

desenvolver as atividades requeridas nesta disciplina 

       

Esta disciplina foi muito importante para mim        

Eu assisti as aulas desta disciplina        

Eu busquei exemplos práticos para me ajudarem a entender conceitos 

importantes que estava aprendendo 

       

Eu cumpri as atividades desta disciplina nos prazos        

Eu entendi a aplicação prática do que aprendi nesta disciplina         

Eu entendi a conexão do que aprendi nesta disciplina com outras 

disciplinas 

       

Eu fiz as atividades esperadas para esta disciplina        
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Qual sua idade: _____         Qual seu sexo: (  ) feminino     (   ) masculino 

 

Número de matrícula: ________ 

 

Muito obrigada pela participação! Qualquer dúvida, entrar em contato com os pesquisadores: Patrícia – patboaventura@gmail.com 

Eu gostei muito de aprender os conteúdos desta disciplina        

Eu influenciei o que aconteceu em sala de aula nesta disciplina        

Eu me esforcei muito nesta disciplina        

Eu me interessei muito pelas atividades que realizamos em sala         

Eu me voluntariei para responder perguntas nesta disciplina        

Eu prestei muita atenção nas aulas desta disciplina        

Eu tentei relacionar o que eu já sabia de disciplinas anteriores com o que 

eu estava aprendendo 

       

Eu tive autonomia para definir se faria as atividades desta disciplina de 

forma individual ou em grupo 

       

Eu tive influência sobre como seriam as atividades em sala nesta disciplina        

Eu tive influência sobre quais informações ou conteúdos seriam trazidos 

para a sala  

       

Eu tive muita autonomia para definir como desenvolveria as atividades 

desta disciplina  

       

Eu tive oportunidade para fazer escolhas nesta disciplina        

Eu tive oportunidade para propor discussões em sala nesta disciplina          

Eu trouxe comentários, dúvidas ou sugestões para as aulas desta disciplina        

Eu, ou grupo, pudemos tomar decisões em relação a como desenvolver as 

atividades desta disciplina  

       

Os aprendizados que eu tive nesta disciplina foram extremamente 

importantes para mim 

       

Sempre que o professor introduziu um novo tópico, eu prestei muita 

atenção 

       

mailto:patboaventura@gmail.com
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APPENDIX E - Students Interview Protocol  

• Semester of the course 

• Age 

• Why did you choose this course? 

• Why this school? What do you think it differs this school from other schools? 

• What do you think about the program / experience so far?  

• What do you think about school environment (not just physical), teachers, program 

directors, support staff? 

• What motivates you to come to school? 

• How would you describe your relationship with your teachers? And with other school 

members? 

• How would you describe information flow in the institution and in the classroom? 

• Which classes do you engage the most? Why? Example of a class that you enjoyed 

attending. Something that reminds you. Which one you did not engage? Why ?  

• How would you describe your opportunity to participate in class? Do you participate? 

How? Why? What facilitates that? Examples. 

• What experiences you engaged the most at school (other than classes)? Why?   

• What do you believe are teachers’ role in learning? What are teachers’ current role?  

• How is learning assessment in the classes you attend? What do you think about this 

method?  

• What do you think about mandatory attendance? 

• What is your opinion about group activities?  

• How do you feel about being able to make choices - subjects, electives, group 

members, extracurricular activities?  

• Do you think you have the opportunity to give suggestions for contributing to school / 

classroom experience? Examples. 

• Can you talk about the interaction / exchange among students? 

• What characteristics at the school most met your expectations? And which ones did 

not? 

• Anything else? 
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APPENDIX F - Teachers Interview Protocol 

• Talk about your career  

• Age / background 

• What discipline do you teach? Other responsibilities at school? 

• How can you describe the major changes in higher education last years?  

• What are the main competences schools aim students to develop? And you at your 

classes? Examples. 

• Talk about the background of students who enroll in this school? Is there any change 

in last years?  

• What are the school guidelines for teachers? Do you have autonomy to develop your 

classes, to adopt new methodologies?  

• How are teachers evaluated? 

• What are the main communication channels with students? Do you think they are 

effective? 

• Do you promote activities beyond classroom boundaries, interdisciplinary projects? 

What are your goals with these activities? Examples.  

• Which classes or activities your students engaged the most? Why do you think that 

happens? Examples of initiatives you consider successful.  

• Do students have opportunity to participate in your classes? Why? Examples. What do 

you think contribute to their participation? 

• Do you feel students feel responsible for their learning process?  

• What are your guidelines on mandatory presence, optional activities? 

• How do you evaluate students learning? Why?  

• What do you consider to be your main challenges as a teacher? And considering your 

other roles at school?  

• Anything else? 
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APPENDIX G - Interviewees profile (Article 2) 

Students 

Interviewee School  School Semester Age Gender 

Ana A Seventh  22 Female 

Marcos A Sixth  21 Male 

Julia A Seventh  21 Female 

Sophia A Second  18 Female 

Mary A Second  19 Female 

Luiz A Second  18 Male 

Paulo A Seventh  21 Male 

 

Teachers 

Interviewee School Role at the Institution Age Research Area Gender 

Alex A School Dean 65 Operations Male 

Bernardo A Associate Director 42 Statistics Male 

Arthur A Program Director 54 Statistics Male 

Ronan A Teacher 38 Marketing Male 

Ruy A Associate Director 37 Statistics Male 

Leo A Program Director 62 Statistics Male 

Carlos A Teacher 55 Human Resources Male 

Maria A Associate Director 68 Social Sciences Female 
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APPENDIX H - Research Agreement Document 

 

This is a study that aims to deep the understanding of the interaction of students with business 

schools. The study is conducted by Patrícia Silva Monteiro Boaventura, PhD’s candidate in 

Management of Fundação Getulio Vargas (EAESP) and is supervised by professor doctor 

Eliane Pereira Zamith Brito. This agreement term guarantees that:  

 

1– My participation is voluntary. I am free to abandon the study if and when I desire; 

2– The confidentiality of my data is guaranteed. My name and personal information that 

compromise my anonymity will not be published. 

3– I have the right to be informed about all aspects of the research. 

After all the clarification provided, I agree to participate in the research as a volunteer. Any 

doubts send an e-mail to patboaventura@gmail.com and talk to Patrícia Silva Monteiro 

Boaventura. The adviser, professor doctor Eliane Pereira Zamith Brito, can be contacted 

through e-mail: eliane.brito@fgv.br.  

 

I want to receive a copy of the final work: 

( ) Yes, e-mail: ____________________________ 

( ) No, thank you.  

 

São Paulo, _______ de ____________________ de ________.  

 

 

 

______________________ ______________________ _____________________  

  Participant Signature          Researcher Signature           Adviser Signature  

 

 

  

mailto:patboaventura@gmail.com
mailto:eliane.brito@fgv.br
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APPENDIX I - Categories and codes (Article 2) 

Category Codes 

Meaningfulness Adopting real projects   

 Relationship with real problems 

 Experiential learning 

 Challenging experiences  

Competence Competence development 

 Competence to participate 

 Students’ background 

Choice  Choice of elective courses 

 Choice of extracurricular activities 

 Choice of internship 

 Choice of international exchange 

 Choice of project themes 

 Choice of activities/projects in a course 

 Choice of group members  

  Choice to go to classroom, to participate  

Impact Evaluating teachers 

 Giving suggestions for class improvement 

 Bringing discussions to classroom 

  Feedback to teachers and school  

 

Engagement 

Category Codes 

Emotional Enjoy the course 

 Interest in the course/activity 

 Curiosity in learning 

 Connection with teacher and classmates 

Cognitive Get involved with course 

 Extra class motivation to study 

 Connecting with practice 

 Connecting courses – multidisciplinary  

Behavioral  Willingness to pay attention  

 Disposition to contribute to a group project 

 Disposition to participate voluntarily 

  Willingness to discuss different points of view 

 

Customer Voluntary Participation 

Category Codes 

Participation Suggestions for class 

 Feedback to teachers 
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 Information sharing in class 

 Offer opinions during class discussion 

 

Offer suggestions to improve class 

projects/activities 

 

Engaging Platforms 

Category Codes 

Engaging platforms Experiential learning methodology   

 Physical learning environment 

 Reduced number of students   

 

Assessment based on learning process and not only 

on performance   
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APPENDIX J - Interviewees profile (Article 3) 

 

Students  

Interviewee School  School Semester Age Gender 

Ana A Seventh  22 Female 

Marcos A Sixth  21 Male 

Julia A Seventh  21 Female 

Sophia A Second  18 Female 

Mary A Second  19 Female 

Luiz A Second  18 Male 

Paulo A Seventh  21 Male 

Fernando B First  19 Male 

Laura B Fourth  20 Female 

Leandro B First  17 Male 

Mauro B Fourth  20 Male 

Beatriz B First 18 Female 

 

Teachers 

Interviewee School Role at the Institution Age Research Area Gender 

Alex A School Dean 65 Operations Male 

Bernardo A Associate Director 42 Statistics Male 

Arthur A Programme Director 54 Statistics Male 

Ronan A Teacher 38 Marketing Male 

Ruy A Associate Director 37 Statistics Male 

Leo A Programme Director 62 Statistics Male 

Carlos A Teacher 55 Human Resources Male 

Maria A Associate Director 68 Social Sciences Female 

Jean B School Dean 45 Quantitative Methods Male 

Pablo B Programme Director 37 Operations Male 

Lucia B Associate Director 49 Human Resources Female 

Luana B Associate Director 39 Marketing Female 

Maura B Associate Director 58 Marketing Female 

José B Associate Director 53 Operations Male 
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APPENDIX K - Categories and codes (Article 3) 

Engagement Dimensions 

Category Codes 

Emotional enjoy the course, become interested in the course/activity, feel curiosity in learning, make 

connections with teacher and classmates 

Cognitive 

become involved with course, feel additional class motivation to study, connect with 

practice, connect courses – multidisciplinary 

Behavioural  

be willing to pay attention, be disposed to contribute to a group project, be disposed to 

participate voluntarily, be willing to discuss different point of view 

 

Empowerment Dimensions’ Effects on Engagement  

Category  Codes Example of  

positive effects 

Example of  

negative effects 

Meaningfulness adoption of real 

projects, relationships 

with real problems,  

experiential learning, 

challenging 

experiences 

“A class I enjoyed (emotional 

engagement) was marketing 

because the professor 

motivated the students… It was 

related to practical stuff 

(meaningfulness)… The project 

clarified the concepts… With 

the project, you realize you can 

apply the knowledge (cognitive 

engagement)" (Mary) 

 

“He [the teacher] taught us the 

content… I will study for the 

test, but I did not understand 

anything (disengage), because 

he does not give an example of 

how to apply it (lack of 

meaning) …” (Laura) 

Competence competence 

development,  

competence to 

participate,  

students’ backgrounds 

“I am not a communicative guy. 

Then, when I had the 

opportunity to work with 

numbers, which I like, statistics, 

data analysis [feel competent], 

then, I always worked with this 

part (behaviour engagement)” 

(Marcos) 

“I do not know how to do (lack 

of competence) it [the exercise]. 

‘I am not going to do it 

(disengage); then you do not do 

it in one class. Then, in the next 

classes, you do not know how to 

do anything else, and the 

teacher does not give you the 

opportunity to [gain that 

competence]” (Mauro) 

 

Choice choice of elective 

courses, 

extracurricular 

activities, internships, 

international 

exchanges, project 

themes, 

activities/projects in 

courses, group 

members, going to 

classrooms, 

participating 

“I believe you get engaged more 

in learning when you choose 

what you are going to learn” 

(Julia) 

 

“[Talking about the 

entrepreneurship class] This 

lack of freedom (lack of choice), 

this totally got me out of class… 

I wanted to develop the class 

project based on a business I 

was proposing [his own start-

up], but I had to do [the project] 

on a business that I did not 

believe in. You really lose the 

appeal of being in the class 

(disengage)….” (Mauro) 

 

Impact Influence on class 

development, 

evaluating teachers, 

giving suggestions to 

class for 

improvement, 

bringing discussions 

to classrooms, 

“You realize when students are 

not paying attention … not 

interested; then, I introduced 

games in my courses (students 

impact class development) …” 

(Lucia) 

—"I don't think they [students] 

participate (impact) in the 

development of the academic 

project” (Luana) 
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feedback to teachers 

and school 

 

 

Trust as moderator, enhancing the effect of empowering initiatives on engagement 

Category Codes Example of moderation effect  

Trust Trust in teachers, safe 

environments in 

classrooms 

mutual respect 

teachers’ inspiration 

interactions with 

teachers 

“It was totally because it was a safe space [at IP]. I knew everyone 

who was there. I knew that, even if I said something that someone 

didn't agree with or that didn't make sense to anyone, they wouldn't 

judge me. They wouldn't, you know, look weirdly at me …And when I 

am in a classroom, I do not know [the majority of] other students… 

Then, I am more afraid to talk because of people’s judgements and 

because there are some teachers who have this relationship… that is 

not a horizontal relationship [with students]. Then, I become too shy 

to talk, and I prefer not to participate in classes. In the IP, I had the 

freedom to express my opinion, knowing that everybody knew me 

better, and everybody was open to listening to different opinions… It 

is to have a safe environment for you to get engaged… A safe space 

and autonomy -- I think it is the combination of both” (Ana)  

  

“In here [the IP], I am able to understand that, for example, I can do 

things, that I have the capability… They trust our potential [to 

develop our competencies]. We can see that it is different from other 

teachers [of other courses] who seem not to trust us. Here at the IP, 
they trust us” (Julia) 

 

 

Institutional arrangement pillars – restrain the effect of empowering initiatives on 

engagement, are changed by disruptive initiatives 

Category  Codes Example of changes in pillars Example of restraint on 

success of initiatives  

Regulative MEC rules  

 

“Our first great concern is the 

MEC educational guidelines. I 

need to propose an educational 

project aligned with the 

national guidelines directive 

for the business administration 

courses. We cannot do anything 

different from that” (Pablo) 

Normative School reputation, 

Students’ assessments, 

Job market, Teachers’ 

evaluation systems, 

Hierarchical teacher-

student relationship, 

Accreditation, Student 

certification, School 

rankings 

“It is funny because, as we lived 

three years [at the school before 

getting into the IP] in this 

hierarchical structure, we 

started to treat them [teachers 

in the IP] the same way… Here, 

there is no such distinction 

between teacher and student; 

everybody is the same 

[normative pillar]. Obviously, 

they have a different role from 

ours, but everybody is the same 

… For instance, here, if I am 

bothered with something, I 

would have the freedom, and I 

could talk to one of them” 

“I believe that, in the future…, 

content should be taught in an 

interdisciplinary context… but 

courses [projects, discussions] 

are still specific, and something 

that restrains us from changing 

is the internal structure of the 

school divided by 

departments…. Departments 

divided by discipline, which 

generate cores of knowledge 

areas that tend to protect 

themselves [in terms of power], 

fight for more influence in the 

programme … ”. (Alex) 
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(Julia) 

 

[Teacher describing 

discontinued initiative] “You 

are expected to have time in 

classrooms; anything outside 

that, you are on your own … I 

made some visits to companies 

[with students] they liked, but it 

was always very difficult to 

organize (bureaucracy)… I 

needed greater support and 

even a greater incentive [from 

the school] to keep doing it” 

(José) 

Cultural-

cognitive 

Teachers have the 

power in the 

classroom, Students 

are judged by fear if 

they express different 

opinions, Teachers will 

receive a bad 

evaluation by students 

if they adopt new 

teaching techniques, 

Learning happens in 

the classroom, 

Students play passive 

roles 

“What is different in here is that 

... students are willing to do 

something different and better. 

This motivates me ... in a 

traditional classroom, there are 

always the students who say 

‘ah, let’s do just for the sake of 

it’... this is the way in here with 

which I am engaging [it is 

different] ...because it is a real 

team. That is the reason I feel so 

good and happy in here …” 

(Marcos) 

“And I was afraid … For 

example, last semester, the fear 

of going there and talking 

[about something I disagreed 

with], and the teacher could 

say: ‘Ah, now I am going to give 

a very hard exam’, kind of 

scaring the student because he 

can do that. Then, we become 

apprehensive of doing 

something, and the school 

punishes us” (Laura) 

 

Engaging Platforms – tools that actors adopt to promote engagement of actors during 

resource integration processes 

Category Codes Example of enhancement on empowering initiatives outcome 

Trust Experiential learning 

methodologies, 

physical learning 

environments, 

curriculum 

personalization, access 

to teachers 

“The classes happen in circles of students and teachers … the 

classes were dynamic, and we were always seated in a circle, which 

motivates you to be present and to participate in the activities. I 

believe that, in a normal classroom structure, you can hide and not 

engage…” (Ana)  
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