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ABSTRACT 

 

This thesis proposes adopting a service eco-system approach to developing financial 

capability that can result in an improvement of the financial well-being (FWB) amongst 

university students. To achieve this aim, the thesis draws on insights and implications 

from transformative services research (TSR) and service-dominant logic (SDL) to 

develop a financial capability intervention. The thesis focuses on student FWB because 

students are more vulnerable to the consequences of negative financial behaviour since 

they are at a stage in life where their skills, attitudes and financial practices are still 

emerging. There is  extensive literature confirming that poor financial management can 

affect students’ health, academic performance and future employment opportunities. 

The thesis answers the research question, “how can an actor-to-actor ecosystem provide 

transformative service that results in improved financial well-being for students?” This 

was done by developing the Well-being Support Actor to Actor (A2A) Ecosystem 

Framework that identified a service ecosystem made up of different actors who are co-

creating value and interacting  through service co-design and resource integration that 

brings about wellbeing outcomes for end-users. 

 

The designed conceptual framework was tested using a Mixed Methods Research 

approach. Data was collected through an online survey (n=149) of university students 

that preceded the piloting of a collaborative intervention design, in which a co-design 

workshop was an integral element. The qualitative data was collected through 

interviews (n=26) with participants from within the university ecosystem, observations 

made during the co-design workshop and the roll -out of the intervention. The 

qualitative evidence shows that universities can play a crucial role in improving 

financial well-being through student-led financial capability programs. There is also 

evidence to the fact that institutional arrangements and context of co-creation can limit 

and affect the results of user generated solutions. The study also contributes to  

knowledge about the psychological influences (attitudes towards debt, attitude towards 

money and locus of control) on the financial behaviours, FWB and financial status of 

students. On the practical side, data shows how transformative service organisations - 

like credit unions and universities - and end-users like students can develop 

interventions that improve the financial capability of young people. There is ample 

evidence that students can lead the process and use their lived experiences to help their 
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peers relate with their own struggles as they navigate through the financial management 

maze. Policymakers and decision-makers at universities should deliberately move to 

close the observed gaps between university managers’ claims about the need to provide 

financial capability support to students and their lack of response when there was an 

emerging solution coming from the end-users themselves. Measures can be put in place 

to provide the requisite support for student-led financial education and counselling to 

take place within the university setting. 
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1 Chapter 1: Introduction 

 

1.1 Chapter Introduction 

Within transformative marketing research there has been a sustained focus upon service 

dominant logic to explain how value is created and exchanged between service 

providers and consumers. However, there has been limited work that seeks to synthesise 

these approaches to provide a cross-disciplinary model.  Therefore, this thesis aims to 

synthesise Transformative Services Research (TSR) and Service-Dominant Logic 

(SDL), to explore ways of improving the financial capability and resilience of university 

students thereby increasing their well-being. The chapter starts by detailing the research 

focus and then goes on to define the concept of financial well-being (FWB) and its 

importance for students. Finally, this chapter ends with an overview of the body of the 

thesis. This thesis is written in the first person, which is a common approach in 

pragmatic academic work (Taş, 2010; Creswell and Plano Clark, 2011; Nelson and 

Castelló, 2012). As Hyland, (2002, p. 1091) argues, “the use of the first person or 

informal helps writers gain credibility by projecting an identity invested with individual 

authority, displaying confidence in their evaluations and commitment to their ideas”. I 

also chose to use the first person as it makes me “move away from sounding as if I am 

giving directions or offering advice to my readers, rather than informing them of my 

research” (Hyland and Jiang, 2017, p. 44). 

 

1.2 The Research Background 

1.2.1 Consumer finance and financial well-being 

In the preface to the Handbook of Consumer Finance Research, Xiao & Xiao, (2016) 

indicate that  households’ financial decisions matter deeply and changes in consumer 

spending can cause economies to surge and then stumble. Xiao & Tao, (2020) use 

consumer finance as a synonym of household finance with consumers referring to 

individuals and families. They define consumer finance as “ a research field to study 

how financial institutions provide products and services to meet financial needs of 

consumers, how consumers make financial decisions, how government agencies 

regulate financial institutions and protect financial consumers and how science and 

technology help optimize the efficiency of consumer finance markets and improve 

social welfare” (Xiao and Tao, 2020, p. 3). Consumer finance has on the other hand 

become one of the most important areas of banking, both because of the amount of 

money being lent and the impact of such credit on global economy and the realisation 
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that the credit crunch of 2008 was partly due to incorrect modelling of the risks in such 

lending (Thomas, 2010).  

 

Steps to address the impact of the credit crunch and moving to avoid a repeat has seen 

reforms across the globe that focus more on well-being of consumers as they use 

financial services and products. For example, in the United States of America, the 

Dodd-Frank Wall Street Reform and Consumer Protection Act (Dodd-Frank Act) 

brought about the Bureau of Consumer Financial Protection (CFPB), which is an 

independent bureau that empowers consumers with the information they need to make 

financial decisions in the best interests of them and their families. There has also been a 

rise in interventions that directly address consumer finance issues, including financial 

counselling, financial socialisation, financial education, financial social work, financial 

coaching, financial planning, and financial therapy (Xiao and Xiao, 2016, p. vi). Each 

intervention implicitly assumes that support towards better financial outcomes will 

occur by improving the knowledge, skills, attitudes or capabilities of the consumers. 

The personal finance ecosystem helps us understand how such consumer support is 

related to FWB. Figure 1.1 shows us how this framework lays out the foundations that 

underpin an individual’s level of FWB such as financial knowledge and access, 

financial actions and outcomes as well as other foundational factors (National 

Endowment for Financial Education, 2022). The personal finance ecosystem gives 

context to the factors that influence FWB and manages expectations for what 

interventions and efforts aimed at influencing FWB realistically can achieve. In the 

quest to influence an individual’s financial well-being each element of the ecosystem 

must be explored for areas of relative strength and weakness with care being taken to 

consider the role of idiosyncratic factors and subjective outcomes as well-being is self-

defined (National Endowment for Financial Education, 2019). These determinants of 

FWB are expanded in the detailed discussion  in Section 2.3. 
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Figure 1-1: The personal finance ecosystem (source: National Endowment for Finance Education, 

2022) 

 

1.2.2 Defining financial well-being 

A number of scholars have advanced their own definitions of FWB. For example, 

(Brüggen et al., 2017, p. 230) define it as “the perception of being able to sustain 

current and anticipated desired living standards and financial freedom”. Joo, (2008, p. 

21) defines it as “a state of being financially healthy, happy, and free from worry”. The 

Consumer Financial Protection Bureau 2015 (cited in Drever et al., 2015, p. 13) defines 

FWB as “having control over one’s finances day-to-day and month-to-month, having the 

capacity to absorb financial shocks, being on track to meet financial goals, and having the 

financial freedom to to make choices that allow one to enjoy life”. The National 

Endowment for Financial Education, (2022) also argues that FWB is self-defined by the 

individual and an individual does not achieve FWB since it not a final destination but  a 

state that changes. Therefore it can be stated that FWB “includes both subjective (e.g., 

financial satisfaction, financial stress) and objective (e.g., income, savings, debt, credit 

score) indicators, and is perhaps best measured when both types of indicators are used” 

(LeBaron and Kelley, 2021, p. S197).  

 

After analysing several definitions of FWB discussed above, the definition for this study 

is that “FWB is derived from an individual’s ability to control their finances, keep on 

track with their financial goals and making financial decisions freely whilst managing 

financial shocks. This positive FWB is subjectively displayed by one being happy and 
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not worried regardless of the amount of money they generate or receive at any given 

time.”  

 

1.2.3 Challenges with student financial well-being 

There is  extensive literature confirming that poor financial management can affect 

students’ health, academic performance and future employment opportunities (Cude et 

al., 2006; Schuchardt et al., 2009; Braun Santos et al., 2016; shaheera binti Bakhtiar et 

al., 2020). Students enduring financial difficulties and debt are most likely to suffer 

from some form of stress or depression and can adopt damaging coping strategies. 

Evidence reveals that students in the United Kingdom are faced with a complicated 

financial environment dominated by accelerating educational costs, reduced government 

support, reliance on borrowing from various sources and balancing social, academic and 

employment activities (Johnson and Sherraden, 2006; Grant Thornton, 2016). Students 

in the US have reported both decreasing financial well-being (FWB) and increased 

problematic financial behaviours as they spend more times in higher education  (Gutter, 

Garrison and Copur, 2010; Norvilitis, 2014).  In Scotland, where tuition fees are paid 

for by the government, Scottish students are under greater financial pressure than 

before, ever since the replacement of maintenance grants with mean-tested loans, which 

took place in 2015 (Blackburn, 2015). It has been reported that 45% of young adults 

from the UK, in which university students fall, reported low financial confidence in 

comparison to other age groups (Harrison, Marchant and Jake, 2016). This reflects 

badly on their FWB. Such scenarios negatively affect financially vulnerable students, 

part-time and mature students whose enrolment rates have dropped over the years.  

 

Students are more vulnerable to the consequences of negative financial behaviour 

because they are at a stage in life where their skills, attitudes, motivations, traits, and 

financial practices are still emerging. Students are also considered a high-risk group for 

serious financial problems based on unstable financial situations, their propensity to 

borrow to fund their university education, the rising cost of higher education, a lack of 

financial support from parents and the easy availability of credit cards (Worthy, 

Jonkman and Blinn-Pike, 2010; Falahati and Paim, 2011; Falahati and Sabri, 2015; 

Lusardi and Tufano, 2015; Solis and Ferguson, 2017).  On the other hand, students who 

are wealthy or coming from privileged households  may be risk averse and invest in 

portfolios that could expose them to financial loses and distress (Roser, DeFillippi and 
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Samson, 2013). Financial distress affects both physical and mental health as well as 

individuals’ performance at work or school (Prawitz et al., 2006; Prawitz, Kim and 

Garman, 2006; Heckman, Lim and Montalto, 2014). This further suggests that students 

might be more open to certain forms of interventions.  

 

1.2.4 How crises affect students’ finances 

Since the advent of the 2008-2009 financial crisis, students globally contend with a 

complicated financial environment in which accelerating educational costs, reduced 

government support, an accumulation of debt and balancing social, academic and 

employment activities are frequently observed (Robb, 2017; Milas, 2021). The recent 

COVID-19 outbreak has also exposed the vulnerability of students’ finances during 

pandemics and natural disasters. A study by the National Union of Students(2020) 

discloses that students’ finances have been impacted directly (for those in part-time or 

full-time employment) or indirectly (through someone they rely on for financial 

support) by COVID-19. The study further reveals that financial stress increased during 

the pandemic, with 80% of the surveyed students worrying about their ability to manage 

financially during the Covid 19 outbreak.  As  (QS Quacquarelli Symonds, 2020) 

indicates, the pandemic has had a major impact on students’ finances for the following 

reasons: 

a) An overall reduction in income – part time jobs furloughing and making 

students redundant. 

b) Accommodation rent payments – even when students have moved back home. 

c) Increased worries about employability after graduation – with graduate 

employers being more reluctant to hire now and a possible oncoming recession. 

d) Students are still paying full tuition fees – adding to worry about student debt. 

 

1.2.5 Benefits of enhancing student financial well-being 

Mende and van Doorn, (2015) further break down FWB into components of objective 

indicators (those which can be physically seen) and subjective indicators (those which 

cannot be seen but depend on an individual’s perception and feelings). Whilst objective 

indicators are good at describing consumer FWB, individuals may have different 

perceptions about their financial situation (Mende and Van Doorn, 2015). This has led 

to consumer finance scholars to also use perceived financial distress as an indicator for 

subjective FWB (Prawitz et al., 2006; Mende and Van Doorn, 2015). Financial distress 
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affects both physical and mental health as well as individuals’ performance at work or 

school (Prawitz, Kim and Garman, 2006; Heckman, Lim and Montalto, 2014). The 

objective indicators of consumer FWB can include things such as a credit score, 

income-to-debt ratio, loan amount or savings balance (Mende and Van Doorn, 2015). 

These indicators are key in identifying and targeting errant financial management 

behaviours that can be improved. Subjective indicators of consumer FWB include 

perceived control of finances, attitude to financial matters, comfort with being in debt, 

external pressures affecting borrowing, ability to influence financial situation, 

unconscious or conscious saving practices, and spending behaviour on non-essential 

expenditures (Vlaev and Elliott, 2014). 

 

One important measure of FWB, derived from observable data, is a credit score.  Young 

people in their mid to late 20s have lower credit scores in comparison to the lower age 

group (Jones, 2018). Jones (2018) highlights that those aged 18 to 20 years score an 

average of 779, while average scores are 741 and 730 for those aged 21 to 25 and 26 to 

30 years, respectively.  Given that a good credit score is transformative and important in 

accessing things like mortgage loans, car loans and even employment, young people 

who have low credit scores due to lack of exposure to credit products and poor 

borrowing behaviour seem likely to have low objective FWB. Assuming that this 

conjecture is satisfactory, the research sought to co-design services that address such 

problems amongst the target students to help them to increase their FWB. 

 

Whilst FWB is desirable, it eludes many people (Drever et al., 2015), and university 

students are no exception to this. Drever et al., (2015) suggest that FWB in adulthood 

comes about through having “a wide range of skills and attitudes in addition to basic 

financial knowledge” which are developed over time.  Since such skills and behaviours 

improve and sink in if they are put into action, working on them during a person’s 

formative years (such as in university) is key for long lasting FWB. The value of 

experiential learning and opportunities to practise have been highlighted in several 

previous empirical studies. Harrison, Marchant and Jake, (2016) buttress this point by 

arguing that experience promotes confidence in financial control. Opportunities to 

develop these skills arise when young people take student loans, become employed, 

sign their first lease, or get their first credit card. With this also comes “conscious 

financial decision making, along with the unconscious financial habits and heuristics 
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that will drive their everyday financial behaviours in adulthood” (Drever et al., 2015, p. 

26). For example, Friedline, Elliott and Nam, (2011) in their study on the progression of 

saving from adolescence to young adulthood found that those who saved in their teens 

were most likely to be saving in their adulthood.  

 

In their study on emerging adults aged between 18 and 21 who were enrolled into 

higher education institutions, Vosylis and Klimstra, (2020) found that financial well-

being promotes more desirable (perceived) emerging adulthood features, while financial 

difficulties tend to be related to more negative ones. They further contend that FWB 

primarily drives change in economic dependence. 

 

1.3 The Proposed Solution  

1.3.1 Supporting student financial well-being 

Financial literacy has on the other hand been positively related to improved financial 

behaviour (Mandell and Klein, 2009; Lusardi, Mitchell and Curto, 2010; Sjam, 2015).  

In a study on financial stress amongst college students in the US, Robb, (2017) found 

financial self-efficacy to be positively associated with subjective well-being. This self-

efficacy requires basic financial knowledge and familiarity with financial products and 

institutions. As Malton and Clarkson, (2018) disclose, in their study on youth financial 

capability, about 85% of young adults wished they had been taught more on financial 

management during their years in school or university. As Figure 1.2 shows, the most 

sought-after skills are on credit management and making investment decisions.  
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Figure 1-2: Financial management skills sought after by young adults. (source: Malton & Clarkson 

2018) 

 

The prioritisation of credit management is not surprising given the impact that a credit 

score can have on one’s access to good credit as well as employment prospects. 

Therefore, service entities which design youth-specific products are likely to enjoy 

customer loyalty by enabling customers to develop positive financial behaviours and 

lasting FWB. Such service practice can further be developed through potentially 

transformative service offerings from institutions like credit unions, which I introduce 

in section 1.3.4.  

 

With evidence of poor financial practices amongst young people and the fact that they 

are borrowing to cover basic living expenses and survive at the mercy of loan sharks  

(Kollewe, 2016), the provision of financial services, including financial capability 

training, which will enable students to avoid the consequences of negative financial 

behaviour is seen as an important policy objective (Mandell and Klein, 2009; Ci 

Research, 2012). Gutter and Copur, (2011, p. 700) argue that “a better understanding of 

how students develop desirable and undesirable financial behaviours, and how these 

behaviours affect their financial well-being, will aid those interested in improving their 

quality of life.” They further proposed that students may benefit from access to on-

campus counselling to help them cope with financial distress. These efforts towards 

addressing a global challenge and improving consumer financial well-being fall within 

the ambits of social marketing under TSR (Sartorius et al., 2013; Rosenbaum, 2015b, 

2015a). This study therefore sought to explore ways of improving the FWB of students 
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through a financial capability support intervention. This was done by taking a 

transformative service approach and planning an intervention which was co-created 

within a service eco-system. It is anticipated that university administrators, educators 

practitioners and researchers could benefit from this thesis as they seek to improve 

student FWB (Solis and Ferguson, 2017; Popovich et al., 2020). Also, financial 

institutions might benefit from this research as they develop products and services to 

promote the financial capability of students.  

 

1.3.2 Transformative services research and Service-dominant logic 

In the marketing domain, service research has evolved over the years (Crockett et al., 

2013) from merely attracting and retaining clients whilst generating corporate value 

from their consumption of an organisation’s products and services (Fisk, Brown and 

Bitner, 1993; Dibb et al., 2012) and progressed towards addressing global challenges 

and improving consumer well-being (Davis and Pechmann, 2013). One such area where 

this has taken place is the emergent area of TSR which has seen exploratory research, 

characterised by rigor and high relevance (Gustafsson et al., 2015), spur it forward since 

its conceptualisation by the likes of (Rosenbaum, 2011; Anderson et al., 2013). TSR 

focuses on how best to position and provide service which improves the well-being of 

individuals and collectives - family, community, society and ecosystem (Crockett et al., 

2013; Corus and Saatcioglu, 2015; Rosenbaum, 2015a; Nguyen Hau and Thuy, 2016). 

These well-being outcomes can include improved physical health, financial well-being 

or decreased disparity. Service-dominant logic  presents the evolution of marketing 

philosophies from goods marketing to service marketing and societal well-being (Lusch, 

Vargo and Brien, 2007). SDL has emerged from the advances in the marketing 

discourse, from focusing on the exchange of goods to the transition where service 

provision and value creation take centre stage (Vargo and Lusch, 2004).  These 

conceptual frameworks are further critically discussed in Section 3.2 of this thesis.  

 

1.3.3 A service ecosystem 

SDL “applies to any service system…. and is directly applicable to firms, employers, 

“suppliers”, customers and a variety of stakeholders” (Vargo and Lusch, 2008b). 

Service ecosystems are inter-institutional systems in which existing arrangements are 

shared through relationships and interactions among service-for-service providing, 

resource-integrating actors (Vargo and Lusch, 2010; Vargo and Akaka, 2012; Koskela-
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Huotari and Vargo, 2016). Vargo and Akaka, (2012, p. 208) expand on the service 

ecosystems view by arguing that “SDL considers all social and economic actors as 

resource integrators and active participants of value co-creation”. The social and 

economic actors in this regard are either the service providers or consumers found 

within that service ecosystem. As Lusch and Vargo, (2014, p. 10) reveal, “all actors 

(e.g, business firms, nonprofit and government organisations, individuals, and 

households) have one common purpose: value cocreation through resource integration 

and service-for-service exchange” (italics in original text). Vargo and Lusch (2010) 

strengthen this view by indicating that: (a) service is the basis of exchange, (b) value is 

always co-created, (c) all actors are resource integrators and (d) value is always 

uniquely and phenomenologically determined by the beneficiary. It is important to 

elucidate that value is subjective and the value propositions are what each actor delivers 

to the ecosystem and this can be same-sided – where it enhances the overall value for 

the same actor or cross-sided – where it enhances value for other groups of actors 

(Lüftenegger, Comuzzi and Grefen, 2013). The concept of service ecosystems, which is 

key in SDL, allows us to look beyond the end-user as a consumer of value but to also 

view them as its co-creator in collaboration with the service providers. This concept and 

the value-cocreation process are explained further in Sections 3.3 to 3.6.  

 

1.4 Credit Unions as Transformative Resource Integrators 

This thesis has selected Credit Unions as an important but under-researched actor within 

the financial well-being eco-system. Section 1.4.1 provides background information on 

CUs whilst 1.4.2 discusses how they can help in addressing student FWB challenges.  

 

1.4.1 Defining Credit Unions  

Credit unions (CUs) are an alternative to mainstream banking that create ‘safe havens’ 

for their members through safeguarding them against unaffordable loans (Jones, 2008; 

Nembhard, 2013). Credit unions are tied up to the principles of open membership, one 

vote per member, financial education and thrift (Black and Dugger, 1981). In the United 

Kingdom (UK) the ‘field of membership’ or ‘common bond’ that binds members 

together is regulated by law. The common bond concept, was relaxed in 2012 and now 

sets a limit of two million members per union (HM Treasury, 2014). Operations of a 

credit union are undertaken under the oversight of members elected as the Board of 

Directors that operates on a voluntary basis. The community ownership of credit unions 
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improves governance and the soundness of operations (McKillop and Wilson, 2015). 

Professionals are hired to run some unions and provide an innovative stance for the 

institutions. 

 

Credit unions initially existed to allow members to save and also create ‘safe havens’ 

for them through safeguarding them against unaffordable loans (Nembhard, 2013). 

However, they are now diversifying their services in line with developments in the 

financial services sector. In some countries credit unions now also offer basic banking 

and transactional accounts, mortgage and car loans as well as debit and credit cards  

(Jones, 2008; Nembhard, 2013; Weaver, 2015; Hartfree et al., 2016).   

 

1.4.2 How credit unions can help address students FWB challenges 

Familiarity with products such as bank accounts is not a problem in countries like 

Scotland but managing both savings and credit could be worrisome. CUs, which exist to 

give their members access to low cost savings and loans products (Hayton, 2002; Helen, 

2017), are well- suited to be the intermediaries where this experience and action can 

take place for young people. CUs often provide financial education to members, so that 

there is a good fit between the needs of students and the mission of credit unions. 

Whether they recognise that explicitly or not, this means that CUs are generally 

providing transformative service. Therefore by devising ways to encourage savings 

amongst students the CUs can contribute to higher financial security and thus improve 

the students’ FWB (Winterich and Nenkov, 2015). A good example of efforts to serve 

the young is the Scottish government’s Junior Savers Scheme which supports CUs to 

offer savings products to pupils (Scottish Government, 2017). CUs can thus offer loans, 

financial literacy support and counselling services to university students as 

complementary products. Therefore, in this study I also worked with a credit union, 

operating at the university where the research was done, to explore ways of supporting 

students’ financial capability.  

 

1.5 Students as value co-creators 

Students should not be viewed as mere consumers of services and products coming 

from different actors in a university ecosystem because they are indeed value co-

creators. Therefore, inviting them to contribute to the co-design of the services and their 

value outputs is a critical step towards attaining SDL within universities. In this study 

the FWB of students is the value that is sought by the integration of resources from the 
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different actors in the university service ecosystem. It is with this in mind that this study 

placed students at the centre of co-designing the appropriate service offerings that can 

help them improve their FWB whilst in university.  

 

1.6 Scope of the thesis 

This section presents a delimitation of the scope of this study so as to indicate the 

thesis’ clear focus. Since this study looked at some component of financial management 

behaviour change one would expect it to be premised on social marketing related 

theories. Andreasen 1999 (cited in Andreasen, 2003, p. 296), defines social marketing 

as “the application of commercial marketing technologies to the analysis, planning,  

execution and  evaluation  of  programs  designed  to  influence  the  voluntary  

behaviour  of target audiences in order to improve their personal welfare and that of the 

society of which they are a part”. On the other hand, the Businesstopia, (2018) suggests 

that social marketing also tries to understand the social and psychological factors which 

bring resistance to change in society as it increases the  acceptability, response and 

practice of any social idea for target group. However, this was not the case in this study 

as it was neither a campaign towards better financial management behaviour (FMB) 

amongst students nor did it seek to understand any factors behind the resistance to FMB 

change amongst students. The study also did not try to increase the acceptability of 

improved financial capability amongst the students. Rather, the thesis applied the TSR 

and SDL lenses as approaches to help fill the knowledge gap on how users within a 

service ecosystem can initiate a service co-design process that aims at improving their 

well-being outcome. In SDL terminology, “processes are understood as the use of one’s 

resources, such as knowledge and skills, for the benefit of oneself and/or another entity, 

for example, another actor (Vargo and Lusch, 2008b) In this case the study undertook a 

bottom-up approach to understand how students can lead the service co-design 

processes towards improving their financial well-being for their own benefit and those 

within the university ecosystem. It was not like a marketing campaign put into place by 

policymakers, such as the Scottish Government or the University, who have identified 

the need to educate students on financial management. Therefore, this thesis does not 

ignore the fact that there was literature on social marketing but it is not looking at 

student FWB as an issue that is being addressed through a traditional social marketing 

campaign. However, those doing social marketing would also learn from this study as it 
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gives ideas on the interventions that can be used to improve FMB as proposed by the 

students themselves in Sections 5.13.3 and 7.7.1. 

 

As discussed earlier in Section 1.2.1, consumer financial issues include retirement, 

college savings and consumer borrowing, and the research purpose of consumer finance 

is to improve consumer financial well-being and quality of life. Contributors to the 

Handbook of Consumer Finance Research looked at issues affecting an array of groups 

that include the youth, college students, senior citizens, women, workers, entrepreneurs, 

the poor, various ethnic groups, and the military. Whilst details vary between groups, 

the overwhelming message is one of inadequate financial capabilities, less than ideal 

financial decision-making, poor financial outcomes for many groups and the striking 

need for further research (Xiao and Xiao, 2016). Xiao and Tao, (2020) propose six areas 

through which researchers can produce more interesting results to benefit consumers, 

industries and economies worldwide. They say that specifically research is needed:  

(1) To better understand consumer money management, insuring and 

borrowing behaviour and their associations with consumer well-being.  

(2) To link consumer investing behaviour with financial well-being.  

(3) To examine the relationship between fintech and various consumer 

financial topics as fintech has changed the overall ecological 

environment of consumer finance in many ways.  

(4) On how to increase consumer financial knowledge and encourage them 

to perform desirable behaviours to achieve financial well-being.  

(5) To examine associations between consumer financial topics and other 

non-economic topics such as human development, family relations, 

cultural comparisons and demographic trends.  

(6) To develop new analytic approaches appropriate for big data  

This thesis therefore contributes to the growing body of knowledge by exploring ways 

to help university students’ FWB by supporting their financial capability.  

 

1.7 Research Aim and Objectives 

The study set out to contribute to knowledge on the factors affecting the financial 

capability and FWB of university students and how value co-creation unfolds within a 

university service ecosystem. The following three objectives were formulated in order 

to meet this research aim:  
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1. To identify the determinants of financial well-being among university students. 

2. To understand the relationships between the various financial management behaviour 

determinants in students and how they affect the students’ perceived FWB.  

3. To use the Well-being Support A2A Ecosystem Framework to analyse how 

interactions and resource integration between students and existing service providers 

can be enhanced to provide a transformative service experience. 

 

The main research question (RQ) for the study was, “How can an A2A ecosystem 

provide a transformative service that results in improved financial well-being for 

students?” With the following sub-questions being linked to research gaps emanating 

from the literature review done:  

1. What are the levels of financial literacy, financial strain, financial capability and 

financial well-being and type of money and debt attitudes of students?  

2. What are the relationships between the financial well-being of students and their 

financial literacy, type of money and debt attitudes, financial socialisation and 

financial capability?  

3. What are the individual and community well-being outcomes shared across a 

university ecosystem by the actors? 

4. What are the service exchanges that are key in bringing about the well-being 

outcomes in a university ecosystem?  

5. What are the value co-creation processes that occur during the transformative 

service provision?  

6. What are operand and operant resources that are integrated in the provision of the 

well-being support to the end-users? 

7. What are the experienced barriers and facilitators to co-creating and co-designing 

FWB for students? 

 

1.8 Overview of the Thesis 

The thesis outline is summarised in Figure 1.3. Part 1 of this thesis covers layout of the 

research focus. The next part is the literature review, which includes Chapters Two and 

Three that cover the theoretical discourse of the thesis. Chapter Four presents the 

research proposition for the study. Part 3 covers the research process and starts off with 

Chapter Five which discusses the research design and will also focus on research 

methodology and data collection methods used in this study. The chapter also explains 

the processes of data analysis and further highlights the validity and reliability actions 
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implemented. Chapters Six and Seven present the results and findings from the 

fieldwork of this study and answer the research questions set in this thesis. Chapter 

Eight discusses the research findings. The final part is Chapter Nine, which presents the 

conclusion and implications of the study. It also provides recommendations in relation 

to the study.  

 

 

Figure 1-3: Thesis outline 
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1.9 Chapter Summary   

This chapter laid the foundation for the study by looking at the FWB of students ever 

since the 2000 financial crisis. The next chapter takes an in-depth analysis of literature 

on FWB, TSR and the possible ways of applying an SDL lens towards improved FWB 

amongst university students.  
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2 Chapter 2: Financial Well-being  

2.1 Chapter Introduction 

While Chapter One delineated this thesis’s structure and its importance, this chapter will 

provide a literature review of FWB and its related determinants. The chapter will 

discuss the existing research on FWB in university students, whilst also providing 

guidance on this study’s focus. The chapter also identifies research gaps on 

understanding FWB determinants and how these relate towards the attainment of 

students FWB. It also identifies gaps in understanding the psychological determinants 

such as locus of control, attitudes towards money and debt amongst students.   

 

2.2 Financial Well-being and Its Determinants 

2.2.1 Extant debate on FWB determinants 

The concepts which I use such as FWB, for example, emerge from, and can only be 

understood, in terms of debate within the literature. The following section shows my 

understanding of the state of knowledge and I engaged with the literature. The extant 

literature I reviewed can be divided into four domains as depicted in Figure 2.1. The 

diagram also shows the interconnected impact of the four domains. FWB takes centre 

stage with financial literacy, financial capability and financial behaviour being the key 

factors that impact on it. These can further be placed into subdomains of (i) the impact 

of financial literacy on FWB, (ii) the impact of financial literacy on financial behaviour, 

(iii) the impact of financial literacy on financial capability, (iv) the impact of financial 

behaviour on FWB and (v) the impact of financial capability on financial behaviour.  

 

  
Figure 2-1: The interconnected impacts of FWB and related determinants (source: author) 
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Literature reveals that all four domains are determined by an individual’s attitude 

towards money. I found there to be little scholarly work that assessed this attitude 

towards money as a standalone factor.  Table 2.1 summarises the key findings and 

research gaps in the literature that I reviewed. The works are listed in date order, 

starting off with the most recent publications. The table also summarises the aim of each 

article as well as key findings. This summary shows the interdisciplinary nature of FWB 

research. For instance, the expanded definition of FWB within TSR (Brüggen et al., 

2017) also identifies key research gaps.  Other scholars show how psychological factors 

(Barry, 2016), cognitive behaviour like financial literacy (Mandell and Klein, 2009; 

Mitchell, Lusardi and Curto, 2011; Aprea and Wuttke, 2016), formative behaviours and 

access to services leading to financial socialisation ((Sabri et al., 2012) and self-

determination (Mende and van Doorn, 2015) can be assimilated into research on the co-

design of FWB interventions. These will be discussed in more detail in Section 2.3 as I 

unpack the determinants of FWB.  



P a g e  | 19 

 

Table 2-1: Literature review on TSR and FWB 

Authors Aim of the Article Key Findings Unit of 

Analysis 

Conceptual Foundation Method Focal 

Populations 

Bruggen, Hogreve, 

Holmlund, Kabadayi, 

Lofgren, 2017 

Conceptualising and 

setting an agenda for 

FWB research 

Expanded the FWB definition and links it to an individual’s 

current and anticipated desired living standard and financial 

freedom. Elements of FWB include interventions, financial 

behaviours, consequences, contextual factors and personal 

factors. They recommend six focal research areas that are 

based on the elements that influence FWB.  

N/A TSR Literature 

review 

Researchers and 

practitioners 

Barry, 2016 Analysing the attitudes of 

young people towards 

money across different 

educational levels, study 

programs and over time. 

Assimilated existing measuring tools and selected specific 

questions to answer the research question. Attitudes differ 

across educational levels with apprentices being less worried 

about much compared to those studying for a degree. 

Individuals Attitudes towards money Longitudinal 

Quasi-

experiment 

Students 

Aprea and Wuttke, 

2016 

Pilot test for measuring 

financial literacy 

Used test items that mirror different phases of financial 

decisions. Self-reports on motivational and attitudinal aspects 

are useful tools.  

Individuals  Financial literacy tools Survey N/A 

Mende and Van 

Doorn, 2015 

Identifying ways to 

improve consumer well-

being through financial 

counselling. 

Consumer co-production of financial counselling is pivotal in 

increasing their credit scores and decreasing financial distress. 

Financial literacy, consumer involvement and attachment 

styles are important drivers of co-production. There is a need 

to track customers’ objective and subjective FWB and then 

segment them when providing services. 

Individuals Self-determination theory Longitudinal 

Survey 

Clients of 

financial 

counselling 

agencies 

Sabri, Cook, Shelley, 

Hira, Garasky and 

Swanson, 2012 

 

Examining the factors 

affecting perceived FWB 

Early childhood experiences and other financial socialisation 

agents increase FWB. Financial knowledge is related to FWB. 

Students staying on campus residence are more satisfied with 

their FWB than those staying off-campus. 

Individuals FWB 

Financial socialisation 

Survey University 

students in 

Malaysia 

Lusardi, Mitchell and 

Curto, 2011 

Examining the financial 

literacy levels of young 

people 

Financial literacy is low in young people. Financial literacy is 

related to socio-demographic characteristics and family 

financial socialisation. 

Individuals Financial Literacy Survey College students 

Sabri and MacDonald, 

2010 

Analysing the relationship 

between financial 

literacy, savings 

behaviours and financial 

problems 

Higher financial knowledge leads to good financial behaviour 

(savings) and fewer financial problems. Early financial 

socialisation can create both good and bad financial 

management habits. 

Individuals Financial socialisation 

Financial Literacy 

Survey University 

students in 

Malaysia 

Mandell and Klein, 

2009 

Assessing the impact of 

financial literacy 

education on subsequent 

financial behaviour 

There was no difference between those who took a personal 

management course and those who did not in terms of their 

financial behaviour.  

Individuals Financial Literacy Survey College students 
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2.3 FWB Determinants 

This emerging domain of FWB has scarce and scattered research (Brüggen et al., 2017), 

with little research on financial behaviour (Sabri and MacDonald, 2010), the 

relationship between financial situation and FWB (Martin and Hill, 2015). Whilst there 

is a lot of research on subjective well-being there is little on how it can be improved, the 

effectiveness of financial literacy training and financial counselling provision. Brüggen 

et al., (2017) provide a framework that helps us understand the key determinants of 

FWB. They situate these within five elements (interventions, financial behaviour, 

consequences, contextual factors and personal factors) that they view as being pertinent 

to FWB (Figure 2.2).  As depicted in the image, FWB is a composite construct that 

cannot be measured on its own because it is determined by an array of factors that 

comprise of cognitive aspects such as financial literacy, financial education acquisition, 

parent financial socialisation  (Rao and Barber, 2005; Sabri and Falahati, 2012; CFPB, 

2015), psychological aspects such as financial attitudes, locus of control (LOC) (Joo 

and Grable, 2004; Perry and Morris, 2005; Gerrans, Speelman and Campitelli, 2014)  

and behavioural aspects such as financial management (Kim and Garman, 2003; Xiao, 

Tang and Shim, 2009; Sabri and Zakaria, 2015). Designing the appropriate financial 

capability interventions requires that service providers understand how each factor 

relates to the other and how it impacts FWB.  
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Figure 2-2: Pictorial representation of five elements and their interrelationships of a new financial well-being framework (source: Brüggen et al., 2017) 
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2.3.1 Financial management and financial well-being 

How one manages one’s finances is a main determinant of FWB. Financial behaviours are actions, 

reactions, or performances that are conducted with regards to money management (Gorham, 

DeVaney and Bechman, 1998). According to Brüggen et.al, (2017) and Dew and Xiao, (2011), 

financial management  comes in three forms, namely (i) financially destructive behaviours 

(overspending, generating debt, paying bills late, consuming an emergency fund), (ii) sound 

financial behaviours (managing cash, saving, creating an emergency fund, paying bills on time, 

retirement planning) and (iii) stabilising financial behaviours (which help people cope through 

critical or vulnerable life situations that have a financial shock).  

 

Empirical evidence shows that positive financial behaviour contributes to FWB (Prawitz et al., 

2006; Gutter, Garrison and Copur, 2010; Çopur, 2015). Joo, (1998) determined that positive 

financial management behaviours are positively related with financial satisfaction. The past few 

years have seen an increase in scholars exploring this positive behavioural predictor of student 

FWB (Heckman, Lim and Montalto, 2014; Sorgente and Lanz, 2017, 2019; Lajuni, Bujang and 

Aziz Karia, 2018; Ponchio, Cordeiro and Gonçalves, 2019). These studies have corroborated the 

findings from a study  conducted in the US by Gutter and Copur, (2011) which revealed that 

subjective student FWB is positively impacted by their financial management behaviour. On the 

contrary, Worthy, Jonkman and Blinn-Pike, (2010) discovered that problematic behaviour by 

students may affect their future FWB. Therefore, this thesis makes the following hypothesis: 

H:  Financial management has a positive influence on FWB.        

 

In the provision of TS, it is important to determine if consumers can make sound financial 

decisions. Researchers should explore the ways in which financial capability impacts FWB. 

Knowing how financial capabilities differ across age groups and other social classes will help in 

the design of targeted interventions (Marchetti et al., 2016). Understanding how and at what life-

cycle stage these financial decision-making skills were acquired (Danes, Deenanath and Yang, 

2016) can also help in the designing of relevant interventions that can help improve or enhance 

FWB. Research must therefore also measure the impact of financial behaviour on FWB so that 

transformative service interventions can be co-created with the consumers. This is aptly put by 

Gutter and Copur, (2011, p. 710) who postulate that results from “understanding how behaviours 

influence well-being could be used to develop action-oriented financial education programs that 

would provide college students the knowledge and skills to positive financial behaviours and 

improve financial wellbeing.” On the other hand, data on financial behaviour can be used in 

putting in place policies that design public programs or investments that improve FWB (Fox, 
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Bartholomae and Lee, 2005; Lusardi, 2008). Financial behaviour is in turn influenced by financial 

literacy, financial socialisation, financial socialisation agents and financial attitude, which are 

discussed below. 

 

2.3.2 Financial Literacy 

Financial literacy is a significant determinant of financial behaviour and FWB (Falahati and Paim, 

2011). Financial literacy is one’s ability to take considerable decisions in respect to the effective 

and efficient utilisation of money (Rai, Dua and Yadav, 2019). Vitt et al. 2000 (cited in Joo and 

Chatterjee, 2012, p. xii) give a comprehensive definition of financial literacy that sees it as: 

The ability to read, analyze, manage, and communicate about the personal 

financial conditions that affect material well-being. It includes the ability to 

discern financial choices, discuss money and financial issues without (or 

despite) discomfort, plan for the future, and respond competently to life events 

that affect every day financial decisions, including events in the general 

economy. 

Financial  literacy is positively related to improved financial behaviour (Mandell and Klein, 2009; 

Lusardi, Mitchell and Curto, 2010; Sjam, 2015). This study proposes the following hypothesis:  

H:  Financial literacy has a positive influence on financial management 

 

There are a few studies that have evaluated the impact of financial literacy on FWB (Mandell and 

Klein, 2009). Empirical evidence shows that there is positive correlation between cognitive 

abilities and financial literacy (Lusardi, Mitchell and Curto, 2010; Hastings, Madrian and 

Skimmyhorn, 2013). However, Lusardi, Mitchell and Curto, (2010) reveal that cognitive factors 

alone cannot account for all variations in measured financial literacy. Measuring financial literacy 

is not an easy task given the behavioural aspects of the concept (Joo and Chatterjee, 2012; Stolper 

and Walter, 2017). As a result, most research has been based on questions that measure (a) levels 

of understanding of fundamental concepts such as interest rates and basic financial numeracy and 

(b) degrees of informed decision making with real-life financial planning choices, such as cash 

management, credit management, and retirement planning (Joo and Chatterjee, 2012, p. 128).  

H:  Formal financial education has a positive influence on financial literacy 

H:  Formal financial education has a positive influence on attitude towards debt 

H:  Formal financial education has a positive influence on attitude towards money 

H:  Financial education acquisition has a positive influence on financial literacy 

H: Financial education acquisition has a positive influence on locus of control 

H: Financial education acquisition has a positive influence on attitude towards debt 
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H: Financial education acquisition has a positive influence on attitude towards money 

 

Knowing people’s financial literacy levels helps in determining the skills gaps in the individuals 

and thereby helps in the designing of appropriate, targeted and efficient interventions (Lusardi, 

Mitchell and Curto, 2010; Joo and Chatterjee, 2012; Henager and Mauldin, 2015). Service 

providers can design trainings targeting at risk customers like students as a way of providing 

transformative services that changes behaviours and leads to the attainment of well-being 

outcomes. These programs can have components that improve student’s problem-solving and 

decision-making abilities in real-world financial situations. There is empirical evidence to show 

that the FWB of students improves when universities and governments have policies making 

financial education mandatory (Gutter, Garrison and Copur, 2010). Therefore, focusing on 

students in the UK can be beneficial given that they exhibit low levels of financial literacy 

(McQuaid and Egdell, 2010). Technology can play a pivotal role in the dissemination of such 

interventions given the fact that most people nowadays are using one mobile device or another.  

 

2.3.3 Primary financial socialisation 

The value of primary financial socialisation and opportunities to practise have been highlighted in 

several previous empirical studies (Shim et al., 2010; Storm, Porter and Macaulay, 2011; Drever 

et al., 2015). Financial socialisation is crucial in the development of financial capability and the 

earlier it is experienced the earlier competency is developed (Drever et al., 2015). At the same 

time, Harrison, Marchant and Jake, (2016) agreed that experience of financial products promotes 

confidence in financial control and therefore improves an individual’s subjective financial well-

being. Opportunities to develop skills which support financial well-being arise when young people 

take student loans, become employed, sign their first lease, or get their first credit card. This then 

sets up financial institutions as the platforms that allow consumers to engage with different 

financial products (Winterich and Nenkov, 2015). With financial socialisation comes “conscious 

financial decision making, along with the unconscious financial habits and heuristics that will 

drive their everyday financial behaviours in adulthood” (Drever et al., 2015, p. 26). Drever et al., 

(2015) suggest FWB in adulthood comes about through having “a wide range of skills and 

attitudes in addition to basic financial knowledge” which is are developed over time. For example, 

Friedline, Elliott and Nam, (2011), in their study on the progression of saving from adolescence to 

young adulthood, found that those who saved in their teens were most likely to be saving in their 

adulthood. Since financial management skills and behaviours improve and persist as they are put 

into action, actively developing them during a person’s formative years (such as in childhood or 

university years) is key for long lasting FWB. Therefore, this thesis argues that improving these 
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financial skills and attitudes should be the focus of transformative financial service provision and 

proposes an intervention to achieve this outcome. 

 

Financial socialisation occurs through many pathways such as school, media and peers (Drever et 

al., 2015). As Shim et al., (2010) found, early financial socialisation is related to financial 

learning, which in turn is related to financial attitudes and subsequently to financial behaviour. 

They further argue that parents greatly influence this early financial socialisation in young adults. 

Drever et, al, (2015) classify this influence into implicit channels (observing parents’ behaviours) 

and explicit channels (direct parental instruction). Bucciol and Veronesi, (2014), argue that both 

implicit and explicit channels influence children’s financial attitudes and behaviours equally. 

Parental role-modelling and explicit teaching are powerful financial socialisation processes that 

promote and intergenerational transfer of financial knowledge and values (Serido and Deenanath, 

2016). When parents practise responsible financial behaviours, their children are more 

knowledgeable about money use and responsible financial behaviour (Shim et al., 2010). 

 

Several studies show how parental financial socialisation affect students in university and college. 

Hibbert, Beutler and Martin, (2004), found that students raised in a financially prudent household, 

where parents saved and paid their bills on time, had less self-reported engagement in negative 

financial behaviours. Jorgensen and Savla, (2010) found that students who reported discussing 

financial matters with their parents and learning about managing money from them also reported 

more healthy financial attitudes. A study by Smith and Barboza, (2013) reported that university 

students with lower debt had greater financial knowledge gained through discussions with parents. 

This thesis therefore set out to investigate these key relationships by proposing the following 

hypotheses:  

H: Primary financial socialisation has a positive influence on financial literacy 

H: Primary financial socialisation has a positive influence on attitude towards debt 

H: Primary financial socialisation has a positive influence on attitude towards money 

H: Primary financial socialisation has a positive influence on locus of control 

 

2.3.4 Locus of Control 

One measure of the psychological influence to behaviour is the Locus of Control (LOC), which is 

defined by Spector, (1988), as a generalised expectancy that rewards, reinforcements or outcomes 

in life are controlled either by one's own actions (internality) or by other forces (externality). 

Internal LOC suggests that an individual is likely to be more hopeful and drive his efforts toward 
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his intended goals (Mahdzan et al., 2019). External LOC advocates that individuals tend to believe 

that external factors that are beyond their control such as luck, chance and fate influences a certain 

outcome Zimmerman (1995) and (Hoffman, Novak and Schlosser 2000, cited in Perry and Morris, 

2005, p. 300). It is recommended that researchers treat these two dimensions separately (Brewin 

and Shapiro, 1984). LOC is significantly associated with FWB (Zurlo, 2009; Mokhtar and 

Husniyah, 2017). Lack of self-control coupled with financial illiteracy can lead to indebtedness 

and financial distress (Gathergood, 2012). FWB implies delaying gratification through self-control 

and the management of resources. Therefore, this thesis will explore the relationship between 

LOC and FWB.   

 

Few studies have been done on the effects of LOC on financial well-being and financial status 

(Zurlo, 2009; Zakaria, Jaafar and Marican, 2012; Britt, Cumbie and Bell, 2013). Individuals with 

higher internal LOC demonstrated greater FWB (Prawitz, Kim and Garman, 2006; Prawitz, 

Kalkowski and Cohart, 2013). Other empirical evidence also suggests that internal LOC also 

relates to other personal financial behaviours and attitudes (Mahdzan et al., 2019). Individuals 

with higher internal LOC tend to save more, are risk tolerant and therefore have a higher 

propensity to hold more equity in their financial portfolios (Cobb-Clark, Kassenboehmer and 

Sinning, 2016; Salamanca et al., 2016). People who do not have ownership of their behaviours 

exhibit poor financial planning behaviours. This is also supported by a study done by Perry and 

Morris, (2005) which found a negative relationship between external LOC and both financial 

literacy and responsible financial behaviours. They argue that externals have less financial 

knowledge and are less likely to engage in responsible financial management behaviour. It is 

therefore expected that there is a positive relationship between LOC and financial behaviour, 

financial attitudes as well as with FWB.  One of the early studies on the impact of LOC on 

students’ financial management, (Britt, Cumbie and Bell, 2013), found that those students with an 

external LOC exhibit the worst financial behaviours. However, what is not readily available is 

data on the psychological influences on the financial behaviours of students (Britt, Cumbie and 

Bell, 2013), which is concerning given the high levels of general and financial stress experienced 

by university students. This thesis contributes to this knowledge gap by exploring the relationship 

between these psychological influences (LoC, AtM and AtD) and the financial behaviours of 

university students. From the aforementioned discussion the following hypotheses are proposed:  

 H:  Locus of control has a positive influence on financial well-being  

 H:  Locus of control has a positive influence on financial management 

H: Locus of control has a positive influence on financial literacy 
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            H:  Locus of control has a positive influence on attitude towards debt 

            H:  Locus of control has a positive influence on attitude towards money 

 

2.3.5  Attitudes towards money and debt 

Attitudes towards money are formed early and interventions within a broader family framework 

can influence desired long-term behaviour (Ci Research, 2012). They are learned dispositions, 

initially developed through parental teachings and observation of family money practices, later 

refined through socialisation and experience (Hayes, 2006; Taneja, 2014). Attitude towards money 

is an important factor that affects the purchase and spending behaviour of individual (Taneja, 

2014). A consumer’s attitude towards money will determine how satisfied one is with their FWB, 

what financial habits they adopt or maintain and what efforts the person makes in acquiring 

financial knowledge and thus becoming financially capable (Barry, 2016). Consumers with a 

liberal attitude towards credit use are more likely to be in debt (Norvilitis et al., 2006) and could 

thus have lower FWB satisfaction compared to those who are more tolerant to buying things in 

full. Therefore, assessing money attitudes is a step towards helping consumers improve their 

FWB. There is dearth in knowledge on the important are of attitudes towards money or debt and 

how they affect FWB.  Therefore, researchers and practitioners should determine the influences of 

different attitudes amongst consumers so that interventions can be relevant. In that regard, this 

thesis explored these influences by proposing the following hypotheses:  

H:  Attitude towards debt has a positive influence on financial management 

H:  Attitude towards money has a positive influence on financial management 

H:  Attitude towards money has a positive influence on financial literacy 

H:  Attitude towards debt has a positive influence on financial literacy 

 

2.4 Chapter Summary  

This chapter undertook an analysis of FWB and related determinants. It looked at student FWB 

and covered how it is impacted upon by determinants such as financial literacy, financial 

behaviour, attitude towards money and LOC amongst others. Focus was on the impact of FWB 

and how it can be addressed. The chapter also discussed the FWB of students in universities. The 

chapter also identified research gaps in the following FWB determinants that were investigated by 

this study: (i) the relationship between parental financial socialisation and financial behaviour, (ii) 

the psychological influences of AtD, AtM and LoC on student financial behaviour and (iii) how 

intervening to improve the financial skills of students could improve their financial capability and 
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resultantly their FWB. The next chapter will discuss the theoretical aspects of transformative 

services research (TSR) and service-dominant logic (SDL).  
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3 Chapter 3: Transformative Services Research and Service Dominant Logic 

 

3.1 Chapter Introduction 

While Chapter Two covered a review of literature on financial well-being and how it relates to 

university students, this chapter will highlight the major theories and concepts of TSR and SDL, 

while also providing guidance on the thesis’ focus. Looking at these concepts helps address the 

need for a theoretically driven intervention to support the financial capability of students as 

discussed in Chapter 2. 

 

3.2 Foundations and Advances in Transformative Service Research 

3.2.1 Characteristics of transformative service 

Service research has evolved over the years (Crockett et al., 2013) from merely attracting and 

retaining clients whilst generating corporate value from their consumption of an organisation’s 

products and services (Dibb et al., 2012). As agreed by the scholars that gathered at the third 

biennial Transformative Consumer Research Conference in June 2011, service research has taken 

a paradigm shift towards addressing global challenges and improving consumer well-being (Davis 

and Pechmann, 2013). This paradigm shift has seen the emergence of scholarship with a purpose 

as service entities and researchers advancing well-being issues (Hepi et al., 2017; Alkire et al., 

2020; Rahman, 2020), services that have well-being implications, such as financial services or 

healthcare (Anderson et al., 2013; Bustamante and Amaya, 2020; Islam, Muhamad and Sumardi, 

2021; Soetan, Mogaji and Nguyen, 2021), cater for vulnerable populations like base of the 

pyramid consumers, low-income households or young age groups (Blocker et al., 2013; Gebauer 

and Reynoso, 2013; Dean and Indrianti, 2020; Nehls, 2021; Siddiqui et al., 2021) or the impact of 

disasters on the well-being of families or individuals (Nasr and Fisk, 2019; Finsterwalder and 

Kuppelwieser, 2020; Finsterwalder, 2021).  

 

Anderson et al. (2011 p. 3), define TSR as “service research that centres on creating uplifting 

changes and improvements in the well-being of individuals (consumers and employees), families, 

social networks, communities, cities, nations, collectives, and ecosystems.” This thesis adopts 

Anderson, (2016)’s key focal areas of TSR to be as follows:  

i. Understanding the consumer needs and experiences with service providers 

ii. Knowing the role played by service providers in bringing transformation 

iii. Improving individual well-being through interaction with the service or product 

iv. Understanding how best to provide such service 
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This emerging research domain, known as transformative service research (TSR), has the potential 

to add knowledge on “how services can assist in improving individual and societal well-being” 

(Russell–Bennett et al., 2020, p. 641). Therefore, TSR can help us understand the attainment of 

FWB by investigating new financial behaviours or applying different ways of interaction between 

organisations (universities or student unions) and consumers (students or student societies).  There 

is an emerging stream of  TSR, which seeks to add knowledge on how services can continue to 

innovatively impact the lives of consumers (Martin and Hill, 2015). Therefore, the improvement 

of FWB discussed in Section 2.3 can also be explored under TSR. 

 

Crockett et al., (2011) argue that in TSR, indicators of both increasing and decreasing well-being 

are central. However, there are conditions in the environment which can contribute to or reduce 

well-being, such as discrimination, marginalisation, literacy about services, inclusion, capacity-

building and connection (Anderson, 2016).  Therefore, understanding these enabling or hindering 

conditions in crucial if TSR is to achieve the goal of increasing well-being. As Birkholzer and 

Wendland, (2013) argue, TSR can impact different stakeholders (individuals, society, 

organisations and markets) and it does this through new behavioural and interaction models that 

are deeply embedded and diffused in social ecologies.  

 

The well-being outcomes of TSR are classified as eudemonic (self-realisable) and hedonic 

(subjective). Eudemonic well-being elements pronounce the realisation of potential and they 

include access to a service, literacy, better decision making, health, decreasing health and well-

being disparities, consumer involvement, harmony, power, respect, support, and social networks 

(Anderson et al., 2013; Kuppelwieser and Finsterwalder, 2016). Whilst hedonic elements are an 

individual’s perception of happiness related to pleasure attainment or pain avoidance 

(Kuppelwieser and Finsterwalder, 2016). Hedonic outcomes can therefore include life satisfaction, 

positive affect, and the absence of negative affect, such as tension, fear, strain, and stress 

(Kuppelwieser and Finsterwalder, 2016). It should be noted that there a number of independent 

variables which can contribute to or reduce well-being, such as discrimination, marginalisation, 

literacy about services, inclusion, capacity-building and connection (Anderson, 2016). Therefore, 

formulating questions on how these variables impact the service under investigation is key to 

understanding how they can be enhanced or removed for transformation to be achieved. 

 

3.2.2 Empirical Studies in TSR 

The ongoing TSR studies have led to the identification of eight related themes, namely, “co-

creation, employee well-being, vulnerable consumers, social support, access, service literacy, 
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service design, and service systems” (Anderson and Ostrom, 2015, p. 245). Ostrom et al., (2015) 

reveal 12 priorities in the rapidly changing services research context namely: (i) stimulating 

service innovation, (ii) understanding value creation, (iii) facilitating servicetisation, (iv) service 

infusion and solutions, (v) enhancing the service experience, (vi) understanding organisation and 

employee issues relevant to successful service, (vii) improving well-being through TS,  (viii) 

developing service networks and systems, (ix) measuring and optimising service performance and 

impact, (x) leveraging service design, (xi) understanding service in a global context, (xii) using 

big data to advance service and leveraging technology to advance service. At the same time, in 

their summary of the research findings of some empirical studies, Anderson and Ostrom, (2015, p. 

244), identify the following three broad themes that add to the conceptual development of TSR: 

i. Co-destruction or negative service and its relationship to wellbeing,  

ii. The role of collectives and social phenomena in affecting well-being, and,  

iii. How customers’ activities related to coproduction and co-creation affect their well-

being  

This shows us that whilst TSR is advancing towards improving the well-being of consumers it can 

also have effects that lead to the co-destruction of service that impacts well-being negatively.  

 

Table 3.1, which I adopted from Anderson and Ostrom, (2015), summarises some of the previous 

studies done by scholars and shows the research focus, the methods applied, key findings and their 

contribution to knowledge across the broader TSR themes.  The table shows that TSR has been 

applied in a wide range of industries with the purpose of improving the wellbeing of consumers or 

understanding the processes/mechanisms undertaken to co-create value.  TSR has of late been 

applied in response to the challenges brought about by the ongoing COVID-19 pandemic.  
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Table 3-1: Research across TSR themes (adapted from Anderson and Ostrom, (2015) 

Authors Key Insights/Contributions Well-Being Outcomes Unit of Analysis Conceptual Foundation Method Focal Population Industry 

Nasr & Fisk Challenge researchers to go beyond their regular 
research agend as and engage with the very 

difficult human service system failures at the 

heart of the global refugee crisis.. 

Instead of solely focusing on “improving 
wellbeing”, to include the idea of 

“relieving suffering” & provide for basic 

human needs such as education, 
healthcare, and freedom of speech. 

Individuals Transdisciplinary research 
and service design research 

Theoretical framing Refugees Migration  

Feng, Altinay and Olya Peers have no influence on the social well-being 
of older customers. Positive interactions with 

employees and outsiders are supportive resources 

that increase older customers’ social well-being.  

Invstigating the influence of socially 
supportive services provided by 

commercial senior living services on 

older customers’ social well-being. 

Individuals Trasformative service 
research and social well-being 

Structural equation 
modelling and fuzzy-set 

qualitative comparative 

analysis (fsQCA) 

Older customers of 
commercial living 

services 

Health care 

Bianchi Challenges related to resistance to technology 

adoption & health impairments. Identified value 

co-creation behaviors: learning & formal training, 
complying with indications & seeking help when 

they encounter problems with technology. Family 

members also contribute via helping and 
supporting elderly relatives with technology, 

being patient and tolerant when they need 

support. 

Identify behaviors that influence five 

dimensions of elderly consumers’ well-

being: enjoyment, personal growth, 
mastery, autonomy and social 

connectedness. 

Individuals Trasformative service 

research and technology 

adaptation 

 Elderly consumers of 

internet services 

Internet services. 

Losada-Otálora and 

Alkire (nee Nasr) 

Bank information transparency can uplift the 

FWB of customers. With the positive effect of 

bank information transparency on the FWB 
occuring because the shared 

information improves the positive attitudes 

toward banks and the perceived financial self-

efficacy of customers. 

Explore the mechanisms by which bank 

information transparency influences 

consumer’s financial well-being (FWB) 

Individuals Trasformative service 

research and information 

transparency 

Survey and serial 

mediation analysis 

Individual bank 

customers 

Financial services 

Raki, Nayer, Nazifi, 

Alexander and Seyfi 

Proactivity can develop consumer wellbeing-

focused tourism recovery strategies that boost the 
tourism sector`s resilience in the face of COVID-

19-related challenges and satisfy both ethical and 

social responsibilities of service providers. 

Perceived behavioral control, relative 

weight loss and satisfaction with one’s 
achievements 

Individuals Value co-creation Online survey and 

Structural equation 
modelling using AMOS 

Individuals who 

consume online 
weight loss services 

Health 

Byun and Yun The health vulnerabilities could not be solved 

solely by individuals, and solutions which 

facilitated their healthy transition to adulthood 
had to involve social and political intervention 

strategies. 

Facilitate a healthy transition to 

adulthood 

Individuals with 

societal level 

moderator 

Service design Double diamond process, 

Focus group discussions, 

personas and customer 
journey maps 

Young people living 

alone 

Health 

Barnes,  Mesmer-
Magnus, Scribner, 

Krallman and Guidice 

The salience of eudaimonic needs become more 
pronounced during times of crisis and that service 

providers are more likely to elicit perceptions of 

delight when they leverage meeting eudaimonic 
needs over the hedonic needs that are typically 

emphasized in traditional service encounters. 

Evaluate the extent to which need 
fulfillment is the root of customer well-

being and that meeting well-being needs 

ultimately promotes delight. 

Individuals Transformative service 
research & hedonic and 

eudaimonic human needs, 

Survey and critical 
incident technique 

Consumers 
expereince during 

COVID-19 

Customer service 
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3.2.3 TSR in Financial Services 

For the purposes of this thesis I will zero in on financial services since this is the context within 

which my research was premised. Financial services in their own right are transformative with 

good service provision bringing about social change  (Ndifor, 2017), consumer well-being 

(Losada-Otálora and Alkire (née Nasr), 2019) and better financial management (Martin and Hill, 

2015). Interestingly, TSR has started to examine the positive and negative impact of financial 

services entities on consumer well-being, improving financial literacy and capability by increasing 

financial education (Anderson et al., 2013). This ties in with some of the research gaps identified 

by FWB scholars which I also discussed in Section 2.2. As Anderson et al., (2013) argue, studies 

have investigated whether and how financial education improves consumers’ financial knowledge, 

attitudes and helps them manage their finances better and the financial literacy of at-risk 

populations. These studies have revealed (i) that consumers lack the basic skills and understanding 

which assist them make sound financial decisions, (ii) the potential for and actual harmful impact 

of financial services, (iii) that some firm’s processes deliberately misinform consumers and thus 

lead them to making harmful decisions and (iv) the lack of access to low-income consumers.  

  

3.3 Foundations and Advances in SDL 

3.3.1 From goods-dominant to service-dominant logic 

As Figure 3.1 shows, marketing has evolved from the pre-1950 “market to” era which focused on 

taking goods and services to consumers, through the “market to” era that saw a research and 

analysis of the market and customer so that products which met customer and market-place needs 

were produced, to the current “market with” era where the customer is viewed as an operant 

resource and a collaborative partner who creates value with the firm (Lusch, Vargo and Brien, 

2007, p. 7).  

 

 

Figure 3-1: The evolution of marketing philosophies (source: (Lusch, Vargo and Brien, 2007, p. 7) 

 

As Vargo and Lusch, (2008, p. 26) elucidate,  
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“SDL uses the singular term, “service,” which reflects the process of doing 

something beneficial for and in conjunction with some entity, rather than units of 

output—immaterial goods—as implied by the plural “services.” Service is further 

defined as the application of specialized competences (operant resources - 

knowledge and skills), through deeds, processes, and performances for the benefit 

of another entity or the entity itself…..good become appliances (tools, distribution 

mechanisms), which serve as alternatives to direct service provision” (italics in 

the original text).  

Service is defined “in terms of a process of using one’s resources for the benefit of another, rather 

than an output (i.e. an intangible product)” (Ng and Vargo, 2018, p. 518). Vargo and Lusch, 

(2008b) further postulate that SDL provides a framework for: (1) value defining and creation in 

society, (2) resource expansion in society, (3) fostering sustainability, and (4) informing public 

policy. The differences in the goods-dominant logic and the SDL perspectives, all centred on the 

distinction between operand and operant (skills and knowledge) resources, were aptly captured by 

Vargo & Lusch, (2004, p. 7) as they advocated for the change in marketing philosophy (Table 

3.2). These differences clearly show that in SDL the components of exchange are a quid pro quo 

transaction with actors integrating operand and operant resources for the good of the other, which 

is a far cry from the outputs-oriented goods-dominant logic.  

 

Table 3-2: Operand and operant resources distinguishing the goods- and service-dominant views (adopted 

from Vargo and Lusch 2004, p. 7) 

 Traditional Goods-Centred Dominant Logic Emerging Service-Centred Dominant Logic 

Primary unit of 

exchange 

People exchange for goods. These goods serve 

primarily as operand resources 

People exchange to acquire the benefits of specialised 

competences (knowledge and skills) or services. 

Knowledge and skills are operant resources 

Role of goods Good are operand resources and end products. 

Marketers take matter and change its form, 

place, time and possession.  

Good are transmitters of operant resources (embedded 

knowledge); they are intermediate “products” that are used 

by other operant resources (customers) as appliances in 

value-creation processes.  

Role of customer The customer is the recipient of goods. 

Marketers do things to customers: they 

segment them, penetrate them, distribute to 

them and promote them. The customer is an 

operand resource.  

The customer is a coproducer of service. Marketing is a 

process of doing things in interaction with the customer. 

The customer is primarily an operant resource, only 

functioning occasionally as an operand resource.  

Determination and 

meaning of value  

Value is determined by the producer. It is 

embedded in the operand resource (goods) 

and is defined in terms of “exchange-value.” 

Value is perceived and determined by the consumer on the 

basis of “value-in-use.” Value results from the beneficial 

application of operant resources sometimes transmitted 

through operand resources. Firms can only make value 

propositions.  

Firm-customer 

interaction 

The customer is an operand resource. 

Customers are acted on to create transactions 

with resources.  

The customer is primarily an operant resource. Customers 

are active participants in relational exchanges and 

coproduction.  

Source of 

economic growth 

Wealth is obtained from surplus tangible 

resources and goods. Wealth consists of 

owning, controlling and producing operand 

resources.  

Wealth is obtained through the application and exchange of 

specialised knowledge and skills. It represents the right to 

the future use of operant resources. 
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SDL propositions that value is created through the interaction between the customer and the firm, 

rather than simply the completion of an exchange of goods (Li and Zhang, 2020). The key part of 

the interaction is in serving the needs of the customer, as well in how it is experienced by the 

customer in the unique context of his or her own life and the purpose of seeking market exchange 

(Grönroos, 2006). In SDL, customers are always involved in generating the needed services with 

the organisations thereby making them an operant resource with a significant influence on the 

process of value creation whose experiences over time should be well understood  (Lusch, Vargo 

and Brien, 2007; Khan, 2018). Understanding the customer experience helps maintain, if not 

improve, a healthy relationship with organisations as well as identify ways to better manage the 

service exchanges. In this thesis the customer is the university student who consumes the different 

service offerings availed by the different suppliers (faculty, student well-being staff, student union 

staff and representatives), who are further detailed in the university service ecosystem which is 

discussed in Section 5.12. This study set out to document and understand their experiences as they 

sought to improve student FWB through interacting with the different service providers at their 

university.  

 

3.3.2 Scholarly Advances and Critique of SDL 

Since its introduction in 2004, SDL has gone through rigorous scrutiny from other scholars 

(O’Shaughnessy and O’Shaughnessy, 2009; Brodie and Saren, 2011; Edvardsson, Tronvoll and 

Gruber, 2011; Flint, Blocker and Boutin Jr, 2011; Edvardsson et al., 2013; Grönroos and 

Gummerus, 2014) but as Kryvinska et al., (2013) point out it has not yet been established as a 

holistic theory. In ongoing debates, some scholars have passed on recommendations that expanded 

the way SDL can be viewed or advanced whilst others criticised its key Fundamental Principles. 

Grönroos and Gummerus, (2014) argued that SDL is based on a metaphorical view of co-creation 

and value co-creation with its foundational premises reflecting a good-oriented understanding of 

business. SDL provides the philosophical and conceptual foundation for the development of 

service science (Maglio and Spohrer, 2008). SDL helps us understand how value co-creation 

occurs within the well-being improvement intentions of TSR. In this thesis SDL helps shed light 

on the role of exchange between students and other actors (suppliers of services) as they aim to 

improve student FWB within a university setting.   

 

Early day critics, O’Shaughnessy and O’Shaughnessy, (2009), dismissed SDL as narrow, 

retrogressive and not suitable perspective to displace others in marketing. They also prematurely 

discounted SDL’s influence and impact to be only amongst USA scholars and that it would not 

progress as a globally accepted approach. However, SDL has to date gathered augmented 
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momentum and has been applied across different facets of marketing as well as in multi-

disciplinary fields which focus on mutual service exchange and value co-creation. For instance, in 

marketing, Abela and Murphy (2008) facilitated the integration of ethical accountability in 

marketing decisions through SDL,  with McColl-Kennedy et al., (2012) on the other hand 

applying SDL to well-being by indicating the co-creation role of customers through their health 

care management activities. Other scholars have pointed out that SDL research is moving to 

become more organisationally oriented rather than consumer focused (Furrer et al., 2020). 

Another criticism that has been advanced is that interaction can also result in diminished or 

destroyed value for at least some actors in the service ecosystem and this demands consideration 

so that the value cocreation process can be better managed (Abney et al., 2017; Čaić, Odekerken-

Schröder and Mahr, 2018). This thesis contributes to the growing body of knowledge by applying 

SDL to TSR and testing the service-dominant value creation framework in the context of 

improving FWB of students (consumers) and not an organisation. 

 

3.3.3 Linking Components of Financial Well-being to SDL 

Further to the preceding discussions on SDL, some of the FWB determinants identified in section 

2.2.2 can be classified as operant or operand resources to help us understand how SDL can be 

applied in co-designing appropriate interventions for students. Being able to identify if the 

resources are operant or operand helps us to also distinguish the resources that the different 

players in the service ecosystem can integrate towards the value co-creation. Financial literacy, 

financial behaviour, primary financial socialisation, attitudes towards money and debt, being 

acquired skills and knowledge, are operant resources that can be integrated into the value-creation 

process. Key in this are the actual skills gained by students over the years as they manage their 

finances during their years in university. A skill that is assumed to improve as one becomes a 

senior if developed early and correctly. Students, as the co-designers of the intervention(s), 

become an operant resource that actively participates in the relational exchange with other actors 

in the service ecosystem. On the other hand, the financial services and the financial counselling or 

advisory services, offered by banks and other institutions to students, are the operand resources or 

intermediate goods that are used in the value-creation process. The value co-creation process is 

discussed in more detail in Section 3.5 of this thesis.  

 

3.4 Defining Co-Creation and Value  

Co-creation is a management paradigm which allows companies and customers to create value 

through interaction (Payne, Storbacka and Frow, 2008; Grönroos and Voima, 2013; Galvagno and 

Dalli, 2014). Prahalad and Ramaswamy, (2004, p. 8) reveal that “co-creation is about the joint 
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creation of value by the company and the customer as well as the joint problem definition and 

problem solving”. Table 3.3 summarises the key concepts of co-creation. Co-creation highlights 

the importance in collaboration when it comes to innovation. In the process the consumers play 

the crucial role of giving insights that are key in the development of new and relevant ways of 

providing the services.  They help to migrate from user-centred design to user-initiated designs. In 

this case co-design merges designer or researchers with those being impacted by the company or 

service provider to bring about disruptive solutions. 

 

Table 3-3: The concept of co-creation (source: Coimbatore K Prahalad and Ramaswamy, 2004, p. 8) 

What co-creation is not What co-creation is 

Customer focus 

Customer is king or customer is always right 

Co-creation is about joint creation of value by the company 

and the customer. It is not the firm trying to please the 

customer 

Delivering good customer service or pampering the 

customer with lavish customer service 

Allowing the customer to co-construct the service experience 

to suit her context 

Mass customization of offerings that suit the industry’s 

supply chain 

Joint problem definition and problem solving 

Transfer of activities from the firm to the customer as in 

self-service 

Customer as product manager or co-designing products 

and services 

Creating an experience environment in which consumers can 

have active dialogue and co-construct personalized 

experiences; product may be the same (e.g., Lego 

Mindstorms) but customers can construct different 

experiences 

Product variety Experience variety 

Segment of one Experience of one 

Meticulous Market research Experiencing the business as consumers do in real time 

Continuous dialogue 

Staging experiences Co-constructing personalized experiences 

Demand-side innovation for new products and services Innovating experience environments for new co-creation 

experiences 

 

As Jaakkola et al., (2015, p. 182) suggest, “service experience co-creation has wider marketing 

implications, in terms of understanding experiential value creation and foundational sociality in 

contemporary markets, as well as in the renewal of marketing methods and measures”.  Similarly, 

co-creation has been touted to help industrial innovation move from services as add-ons to their 

solution provision aspect under service-dominant logic. However, noting the arguments of 

Grönroos and Voima, (2013), neither of these approaches relate well to ideas of co-creation. Two 

limitations thus remain: 

i. A failure to provide methods that will initiate and manage acts of transformative value 

co-creation. The conceptual work emphasises the need for empirical investigation but 

provides limited recommendations. 

ii. A failure to fully account for negative outcomes or co-destruction of value. For 

example, in the context of financial services, Chan, Yim and Lam, (2010) show that 

customer co-creation activity can be “double-edged sword” which can lead to value co-

destruction. 
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These limitations pose the question of how an organisation seeking to deliver a transformative 

service can change the behaviours of the actors involved to that of value-co-creation, which lays 

the foundation for value discussion in the preceding paragraphs before delving into the concepts of 

value co-creation.    

 

Value, within an SDL view, emerges and unfolds over time and is not a discrete, production-

consumption event (Vargo and Lusch, 2010). SDL introduces the conceptualisation of a bounded 

service system and considers how value creation occurs at a point of contact between an 

organisation and the consumer (Vargo and Lusch, 2004). Value is subjective and proposed by the 

service provider but determined by a service beneficiary, who in turn is always its cocreator 

(Lusch, Vargo and Brien, 2007; Vargo and Akaka, 2012). In other words, value is a holistic 

experience created via exchanges that arise through the “integration of the resources from many 

sources” (Vargo and Lusch, 2017, p. 49).  Frow et al., (2014, p. 340) defines value proposition as 

a dynamic and adjusting mechanism for negotiating how resources are shared within the service 

ecosystem (italics in the original text). They further contend that value propositions (i) represent a 

fundamental component of marketing strategy, (ii) are a strategic imperative for organisation with 

finite resources and (iii) support the well-being of the ecosystem. These narrated characterisations 

of value propositions lay the foundation for co-creation within SDL approaches.  

 

Value in SDL can also be understood through the value-in-use (ViU) concept that was introduced 

by Vargo and Lusch (2004). ViU explains that all products and services are value-free until the 

consumer imposes value upon them (Dollinger, Lodge and Coates, 2018, p. 216).  ViU relies 

heavily on the consumers’ usage to derive value. It is related to how consumers use the value 

propositions provided for them through their time, location, experiences, and stories (Vargo and 

Lusch, 2004; Fisher and Smith, 2011). Gummesson et al., (2012) argue that organisations no 

longer solely provide value but rather organisations and consumers both play active roles in their 

interactions. Therefore, regardless of whether the organisation is offering a product or a service, 

the true value of the exchange is the application of the resource by the consumer (Vargo et al., 

2008). User experiences with their value propositions are also important to the organisation and 

the consumer because positive experiences can lead a positive relationship with the service and/or 

product, or even with the organisation (Prahalad and Ramaswamy, 2003; Füller, Hutter and 

Faullant, 2011; Dollinger, Lodge and Coates, 2018). SDL, therefore, emphasises the intangibles 

and relationships as key factors in the value creation process.  
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3.5 The Value Co-Creation Process 

3.5.1 Value co-creation explained 

Value co-creation is a joint process that takes place on a co-creation platform involving where the 

service provider’s service process and the customer’s consumption and value creation process 

merge into one process of direct interactions (Grönroos and Gummerus, 2014, p. 210). 

Understanding the nature and dynamics of value creation is key in marketing research since value 

co-creation factors and outcomes differ across levels even though they are also embedded and 

independent (Beraio et. al, 2017). Beraio et. al, (2017) further explain that the exploratory process 

involves identifying they key value co-creation factors (resource access, resource sharing, resource 

recombination, resource monitoring and governance/institutions generation). As Vargo and Lusch 

(2011) argued, an essential step towards fully comprehending the value co-creation process is the 

need to overcome (mis)conceptual problems associated with the notion of a ‘producer,’ as a 

creator of value, and a ‘consumer,’ as a destroyer of value. It must be noted that value co-creation 

does not take place through the activities of a single actor or between a firm and its customers but 

among a whole host of actors (Vargo and Lusch, 2016). In other words value co-creation is the 

common purpose of all actors and is coordinated through actor-generated institutions and 

institutional arrangements (Vargo and Lusch, 2016, 2017).  This thesis therefore explored value 

co-creation within a university setting that looks at how actors such as faculty, university 

employers, students, the students’ union and a credit union coordinate activities towards financial 

capability improvement.  

 

The concept of value co-creation has not been without criticism. Hilton et al., (2012) argue that 

“value, being a personal evaluative judgement, cannot be co-created; rather it is realised by actors 

as an outcome of service co-creation.” They instead introduce the concept of service co-creation 

which they define as “a process comprising value potential, resource integration, and resource 

modification or the planned resource integration behaviours by actors intended to realise a value 

proposition.” I contend that these are  two sides of the same coin with the same monetary value. 

Value or service co-creation are fundamentally the same since they involve actors coming together 

to integrate resources or (re)form services that lead to value realisation. At the end of the day, as 

Vargo and Akaka, (2012) note, it is necessary to understand how and why service beneficiaries 

integrate resources to co-create value for themselves and for others. In this regard, the thesis 

sought to understand how the actors at Heriot-Watt University integrated resources to co-create 

the value that is accrued from the improved FWB and financial capability of students.  
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Different approaches to value co-creation have been put across by scholars and practitioners. 

These include, amongst others, the SDL approach (Vargo and Lusch, 2004, 2006), the service 

science approach (Maglio and Spohrer, 2008), the service logic approach (Grönroos, 2008), the 

many-to-many marketing approach (Gummesson, 2008), the social constructionist approach 

(Edvardsson, Tronvoll and Gruber, 2011) and the customer innovation approach (Nambisan and 

Nambisan, 2008). Saarijärvi, Kannan and Kuusela, (2013, p. 6) propose that, despite the “different 

approaches to what determines value co-creation…scholars and practitioners should focus more 

on identifying and understanding what kind of value is co-created for whom, using what 

resources, and through what mechanism.” These three fundamental constituents of value co-

creation are depicted in Figure 3.2.  

 
Figure 3-2: Dismantling value co-creation into its constituent parts (source: Saarijärvi, Kannan and Kuusela, 

(2013, p. 10) 

 

This thesis adopts the integrated framework of a value co-creation process which (Ng and Vargo, 

2018) state happens through “actors’ integration of resources and exchange of service, enabled 

and constrained by endogenously generated, shared institutions (social norms, rules, symbols and 

other normative and heuristic guidelines) establishing dynamic, nested and overlapping service 

ecosystems, which provide the context for further value cocreation” as depicted in Figure 3.3.  
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Figure 3-3: The narrative and process of SDL (source: Vargo and Lusch, (2016:7)) 

 

This thesis contributes understanding of the FWB value co-creation processes and outcomes 

within a university context. In order to do so the steps in the cyclical value co-creation process 

need to be unpacked and these are explained in the following section.  

 

3.5.2 Service ecosystems and actors within them 

At the centre of every service ecosystem is an actor who operates on and integrates various  

available resources to co-create value (Tronvoll, 2017). This thesis adopts Lusch and Vargo (2014 

p. 14)’s approach of referring to “economic (and social) actors as generic actors” and their 

argument that “an actor-centric versus a firm -, producer-,household-, customer-, or any other 

role-centric labelling is less restrictive because it does not predispose differential, single activities, 

such as “production” and “consumption”. This is fundamental since this thesis focuses on service 

co-design and value co-creation amongst the actors. The actor is knowledgeable and capable of 

using his or her structural capabilities to interact innovatively in the value co-creation process 

(Edvardsson, Tronvoll and Gruber, 2011). As Ben Letaifa and Reynoso, (2015) indicate, ‘a 

healthy ecosystem thrives due to the intrinsic motivation of multiple local actors, who actively 

leverage their resources, networks and competencies’. This is also supported by Tronvoll, (2017) 

who advances that actors play a vital role in co-creating value based on their individual 

perceptions and links with other actors through their network. Trovnoll (2017) goes on to give six 

principles that elucidate how an actor is influenced in their value co-creation efforts as 

summarised below:  

Principle #1: The Actor is the foundation resource and key determinator, enabled or 

constrained in his or her value co-creation efforts by societal- and individual-focused realms 

embedded in the service  
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Principle #2: The Actor is guided by a set of invisible forces expressed as institutional 

arrangements in their recursive value-creation process, which in turn influence institutional 

arrangements  

Principle #3: The Actor’s position in the service ecosystem is enabled and reinforced by the 

institutional arrangements  

Principle #4: An Actor’s cognition frames schemas as mental models, which are the primary 

basis for his or her value co-creation efforts  

Principle #5: The Actor’s accumulated actions become a practice that reinforces or modifies 

the service ecosystem  

Principle #6: The Actor can play, simultaneously or in sequence, multiple roles, such as 

facilitators, modifiers, or disruptors in the service ecosystem as part of their value co-creation 

efforts  

 

Vargo & Lusch, (2010, p. 176) expand the conceptualisation of service ecosystems by suggesting 

the following eight key components of this A2A ecosystem (italics in the original text):  

i. Spontaneously sensing and responding. Actors interface with other actors and use their 

senses to determine how and when to respond or act. With the ascendance of 

information technology, the sensing and responding is more and more spontaneous.  

ii. Spatial and temporal structure. Actors and resources are arrayed over geographic 

space and temporal dimensions. 

iii. Largely loosely coupled. Actors connect to others both within and outside 

organizations mostly via primarily soft contracts vs. hard contracts. 

iv. Value proposing actors. Actors cannot create value for other actors but can make offers 

that have potential value and this occurs via value propositions. 

v. Use of language, institutions and technology. To interface successfully, actors need a 

common language. They rely upon these and other social institutions (e.g., monetary 

systems, laws, etc.) to regulate interfacing and exchange. Finally, technology, and 

especially innovation, drives system evolution and performance.  

vi. Co-produce service offerings. Actors invite other actors to assist in the production of 

service offerings. 

vii. Engaging in mutual service provision. Actors do not get a free ride but must help other 

actors, via service exchange, either directly or indirectly (e.g., monetarily or 

generalised reciprocity). 
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viii. Co-creating value. Actors, in the integration of service offerings with other resources 

(including other service offerings), create value which is unique to their situation and 

context. 

 

Service ecosystem are “a macro-level analysis of the possible interaction between all actors 

involved in the service” (Holmqvist and Diaz Ruiz, 2017). As Vargo and Lusch, (2017) indicate as 

service ecosystem is made up of dyadic interactions (exchanges between a firm and a customer) 

that take place within networks of actors at various levels of aggregation. The multi-level view of 

actors networks is also supported by Frow, McColl-Kennedy and Payne, (2016) who indicate that 

service ecosystem is broken down into the micro, meso and macro levels which are linked through 

value propositions, offering actors access to resources that assist in the well-being of each related 

ecosystem. At the micro level, “a dyadic interaction frames the integration of resources by each 

actor as well as the value derived and evaluated from that particular encounter” (Chandler and 

Vargo 2011, cited in Akaka, Vargo and Lusch, 2013, p. 9). In a microlevel interaction, each actor 

that engages in exchange is guided by a set of institutions (Williamson, 2000).  Each microlevel 

interaction is nested within a broader, meso level context, which includes additional actors and a 

distinct set of institutions (Akaka, Vargo and Lusch, 2013). This micro-level view is indicative of 

the fact that the service ecosystem has a “purpose, not in the sense of collective intent but rather in 

the sense of individual survival/wellbeing, as a partial function of collective wellbeing” (Vargo 

and Lusch, 2017, p. 49). Thereby presenting an A2A service ecosystem as being transformative to 

the wellbeing of individuals and collective actors. This is as key aspect of the application of SDL 

to understand wellbeing of individuals is both contingent on and contributes to a dynamic network 

of interaction. SDL therefore gives room for scholars and practitioners to study purposeful 

behaviour within A2A service ecosystems and how it brings about transformation to the actors 

individually or collectively. This is a key feature of this thesis as I studied purposeful behaviour 

amongst students and other actors that contributed towards the implementation of the piloted 

intervention.  

 

The service ecosystems perception provides a conceptual foundation that sees a service system as 

a “network of agents and interactions that integrate resources for value co-creation (Ng et al., 

2012). Another way to look at it is Lüftenegger, Comuzzi and Grefen, (2013, p. 29)’s argument 

that service dominant ecosystem, “facilitates the understanding of the collaboration of different 

actors by bringing different value propositions to form a product-service system…this enables 

focusing on the collaboration and different value propositions of each actor, rather than just the 

internal value chain.”  
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3.5.3 The effect of social context and individual competencies on value co-creation    

Value co-creation is also influenced by social contextual factors and individual competencies 

(Vargo and Akaka, 2012; Akaka, Vargo and Lusch, 2013). Actors in an ecosystem do not exist 

independent of contexts they operate in but “can be said to be partially defined by their context 

while their contexts can be said to be partially defined by [the actors]” (Chandler and Vargo 

(2011, p. 38). Thus, in a service ecosystem, actors enact various practices and engage in exchange 

with different actors across different cultures, the context through which value is derived changes 

as well (Akaka and Chandler 2011). The actors in a service ecosystem (network) are defined not 

only in terms of resources applied for benefit but also in terms of the resource-integration 

activities that the service exchange affords. Since humans are social actors, they must understand 

how society works and even be aware of sociological accounts of social behaviours that can 

influence their own perceptions (Giddens, 1979, cited in Tronvoll, 2017, p. 4). It can be concluded 

that value co-creation can only be fully understood in terms of integrated resources applied for 

another actor’s benefit (service) within a context (Edvardsson, Tronvoll and Gruber, 2011; Akaka, 

Vargo and Lusch, 2013). Therefore, appreciating social context is essential for understanding the 

perception and determination of value in a services ecosystem (Vargo et al. 2008). This provides 

important insights into how value co-creation occurs “in service systems – composed of people, 

organisations and resources – and how resource integration practices drive value co-creation and 

the (re)formation of service systems” (Vargo and Akaka, 2012, p. 212).    

 

3.5.4 Integration of resources  

Value co-creation is the outcome of resource integration (Kleinaltenkamp et al., 2012, p. 203). 

This is because as actors “integrate resources they interact with other actors and contribute to 

value co-creation processes” (Vargo and Akaka, 2012, p. 211). Kleinaltenkamp et al., (2012)’s 

resource integration framework portrays this perspectie very well (Figure 3.4). They  “identify 

actors who possess appropriate resources which they are allowed and able to share, co-creating 

value using collaborative and integrative processes. Their evaluation of each experience occurs 

within the context of each specific engagement and provides continuous input into future 

collaborations. The resulting value may impact both the ability of actors to exercise agency and 

the processes involved in integrating resources” (Kleinaltenkamp et al., 2012, p. 201).  
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Figure 3-4: Resource integration framework (source: Kleinaltenkamp et al., (2012, p. 202)) 

 

Resource integration involves the exploitation of “operand resources -resources that are usually 

static and tangible which require action  to be taken for them to be valuable and the exchange of 

service through the application of (especially) operant resources – dynamic resources such as 

competencies that are capable of acting and producing effects in other resources (e.g., knowledge, 

skills) to create value” (Lusch, Vargo and Brien, 2007, p. 8). Lusch, Vargo and Brien, (2007, p. 

17) proceed to explain that operant resources “are usually not exhaustible but rather are often 

scalable, reusable, renewable and creatable”. As Lusch and Vargo, (2012, p. 195) indicate, in a 

“A2A network all actors are operant resources that influence and shape each other; hence, they 

create their own context or environment. Generic actors, despite labels such as firm, household or 

individual do essentially the same thing. That is, they integrate resources, provide service and co-

create value.”  

 

Although the primacy of operant resources is a central aspect of SDL (Lusch, Vargo and Brien, 

2007; Akaka, Vargo and Lusch, 2013), it does not suggest that the application of operand 

resources is not important or that traditional models are not useful in understanding exchange-

related phenomena (Lusch and Vargo, 2006). Rather, this service ecosystems view emphasises the 

integration of skills to develop new knowledge and to use the resources in a more effective, 

efficient, and sustainable manner (Lusch, Vargo and Tanniru, 2010; Akaka, Vargo and Lusch, 

2013). SDL recognises that actors are quite good at learning, adapting and adjusting based on 

(Vargo and Lusch, 2004). However, there are gaps in knowledge on how actors go about these 

processes (Lusch and Vargo, 2012). Therefore, this thesis will capture how operant resources - 

skills and knowledge on financial capability - are developed and integrated towards improving 

student FWB within a university ecosystem 
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3.5.5 Service exchange  

The fundamental purpose of SDL is to “acknowledge the importance of service and the interface 

(exchange) between service providers and customers” (Grönroos and Gummerus, 2014, p. 210). 

Therefore service is mutually exchanged for service (Vargo and Lusch, 2008a, 2008b; Grönroos 

and Gummerus, 2014). SDL demonstrates a service-for-service exchange where the “network 

actors are linked by common service provision” (Vargo and Lusch, 2017, p. 49). This service can 

be provided directly between and among actors with specialised skills and knowledge or 

indirectly, through embedding some of that skill and knowledge in a tangible good or appliance 

(Vargo and Lusch, 2004, 2008b). Service provision and value co-creation imply that exchange is 

relational with humans being both at the centre and active participants of the exchange process 

(Vargo and Lusch, 2004). Customers (or any users or beneficiaries of service) employ resources in 

personalised physical, mental or virtual practices, as services that render value for them and 

integrate acquired resources with existing resources while applying knowledge and skills they 

already hold (Gummesson, 2008; Grönroos and Gummerus, 2014). A good example of this is 

given by Lüftenegger, Comuzzi and Grefen, (2013, p. 26) as they explain how in a “Spotify 

ecosystem, users participate in the ecosystem by creating and sharing playlists, developers 

participate by creating music applications, and record labels participate by providing their music 

libraries.” Vargo and Lusch, (2004, p. 12) further argue that service provision “is maximized 

through an iterative learning process on the part of the enterprise and the consumer.” Vargo and 

Lusch, (2010, p. 176) suggest that the SDL service-for-service perspective “allows a fuller 

understanding of how humans collectively create value for themselves through co-creating value 

with and for others and thus provide insight into how actors can better participate in these service 

ecosystems to benefit others.”   

 

3.5.6 Institutions and institutional arrangements 

As Vargo and Lusch, (2016, p. 19) reveal, “the coordinating role of institutions and institutional 

arrangements is essential for a deeper understanding of the value cocreating processes”. 

Institutions are fundamental to the understanding of value co-creation because they represent the 

humanly devised integrable resources that are continually assembled and reassembled to provide 

the structural properties we understand as social context (Chandler and Vargo, 2011; Vargo and 

Lusch, 2016). Vargo and Lusch, (2016) define institutions as relatively isolatable, individual rules 

(e.g., norm, meaning, symbol, law, practice. Whilst institutional arrangements refer to relatively 

coherent assemblages of interrelated institutions and sub-assemblages of society that facilitate the 

coordination of activity in value cocreating service ecosystems (Vargo and Lusch, 2016, 2017). 

These structural assemblages exist across various levels of aggregation which have individual and 
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dyadic structures and activities at the micro level, midrange structures and activities (e.g., 

“industry,” brand community) at the meso level, and broader societal structures and activities at 

the macro level” (Vargo and Lusch, 2016, p. 17).  

   

3.6 Co-designing Services 

3.6.1 Service design 

Service design is a creative, transformative, human-centred and iterative approach to service 

innovation underpinned by two concepts (Sangiorgi, 2011; Wetter-Edman et al., 2014; Dietrich et 

al., 2017). In the first concept, as a systems challenge, service design concerns the design of 

service systems, which are value co-creation configurations of people, technologies and additional 

resources that interact with other service systems to co-create value (Maglio and Spohrer, 2008). 

The challenge is to design service ecosystems that support value co-creation and resource 

integration among multiple actors (Pinho et al., 2014). In the second concept, service design takes 

a human-centred design approach, to investigate and understand how consumers experience a 

service (Holmlid, 2007). The human-centred design perspective aligns to SDL’s value perspective, 

which proposes that value is meaningless until it is experienced by the users.  

 

3.6.2 Defining co-design 

Co-design is a “form of active user involvement that facilitates the collaborative design process” 

(Dietrich et al., 2017, p. 664) which involved users as “experts of their experiences” (Sanders and 

Stappers, 2008, p. 6). As Dietrich et al. (2017) supposes, coproduction entails experts (researchers 

or designers) playing a facilitating role and focus on empowering those who are typically not part 

of the design process (e.g. consumers, users or other stakeholders) to share their insights and 

collectively ideate new services. Co-design presents the following benefits to all actors: (i) key 

innovation outcomes for the underlying service organisation (Trischler et al., 2018), (ii) being 

more creative and useful than those developed in-house (Kristensson, Gustafsson and Archer, 

2004), (iii) is more effective that traditional market research techniques  because they provide 

novel insights into latent use needs (Witell et al., 2011). However, Hurley, Trischler and Dietrich, 

(2018) warn that these benefits might not accrue in a TSR context because it might not provide 

highly motivated users who have an ability to contribute to innovation. Dietrich et al., (2017, p. 

664) laments the fact that, “limited research is available that examines how users can be involved 

in co-design or how their involvement might affect design outcomes”. As Sangiorgi and 

Junginger, (2015) also highlight, additional research in co-design is needed in new areas of 

application such as transformative design. Therefore, this study sought to contribute to this 
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knowledge gap by holding integrating co-design into the design of service offerings aimed at 

improving the FWB of students. 

 

3.6.3 The co-design processes 

Collaboration with users during design processes is vital as users possess specific needs and 

problems and thus can contribute valuable knowledge to addressing these needs and problems 

(Holmlid 2009, cited in Dietrich et al., 2017, p. 666).  The involved users and other stakeholders 

must be empowered to contribute to the design process and their experience and expertise is 

valued and they can also influence it (Mattelmäki, 2008; Mattelmäki and Sleeswijk Visser, 2011). 

Manzini and Rizzo, (2011) propose that during the actual co-design process, designers should 

change their roles in order to encourage user participation during the co-design process and to 

trigger ongoing design initiatives beyond the actual design process. Co-design requires careful 

planning and facilitation in order to involve users in the idea generation process and  can involve 

“giving voice” to users by providing them with appropriate design tools or designers actively 

participating as co-designers during the process (Mattelmäki and Sleeswijk Visser, 2011). These 

design tools “can be very diverse, ranging from simple and traditional communication tools (e.g. 

posters, slideshows) to more sophisticated and original ones (e.g. videos, possibility cards, 

interactive media, competitions)” (Dietrich et al., 2017, p. 667). Hurley et al., (2018) propose a 

six-step co-design process that could be applied to TSR and the key considerations when doing so 

are summarised in Table 3.4. 
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Table 3-4: Key considerations for applying co-design to TSR (Hurley et al., 2018) 

Process stage  Description Key considerations 

1. Resourcing Relevant input for co-design sessions 

to be sourced by researchers and/or 

experts 

The identification of relevant themes and activities from 

existing programs to inform the development of the co-

design tools. The development of an in depth 

understanding of the issues/problems related to the 

underlying topic 

2. Planning Closely collaborate with key 

stakeholders. Plan the following four 

stages, including scenarios of 

unexpected events that may arise 

during the facilitation stage 

Regular meetings with the research team to plan the 

recruitment, sensitization and facilitation stages 

Networking the co-design session and underlying topic to 

create awareness among stakeholders and the targeted user 

groups 

3. Recruiting Identify suitable users who are willing 

to, and capable of, contributing to new 

ideas that are appealing to the broader 

user base 

Tap strong networks between 1) target users and relevant 

stakeholders, and 2) project team and relevant 

stakeholders to identify and recruit potential participants 

Incentivize user communities by making them aware of 

the contribution they can make through their participation 

4. Sensitizing Make participants familiar with the 

underlying topic by allowing them to 

experience and test existing activities 

Integrate sensitizing techniques into the co-design session 

in cases where user groups are time-poor or not accessible. 

Allow participants to ‘break free’ from their everyday life 

to help them to become aware of the specific roles they 

play and the changes they can make 

5. Facilitation Ice-breaker activities and design tools 

assist in developing trust, empowering 

participants and fostering creativity 

and collaboration among team 

members 

Using tools to reduce the dominance of the facilitator, but 

at the same time, avoid off-topic discussions. Finding the 

fine line between close guidance (to ensure progress and 

outcomes that align with the set targets) and giving voice 

to the users (to empower users to contribute their unique 

knowledge and skills) 

Conclude the session with short idea presentation from 

each group to ensure that the content and purpose of the 

generated ideas are fully understood, to recognize 

everyone’s contribution, and develop a sense of 

accomplishment 

6. Evaluation Develop clear recommendations for 

program design, carefully gauging 

feasibility 

Analysing the gathered data with specific focus on (latent) 

user needs, user experiences, and specific program 

preferences. The insights set the starting point for new 

value propositions that more effectively support users in 

their value creation processes 

   

3.7 A University Service Ecosystem 

Universities are complex, decentralised organisations that rely on the specialised knowledge and 

skills of faculty and staff for its operations (Swartz, Carlisle and Uyeki, 2007). One of the basic 

purposes of higher education is captured by the American Council on Education, (1937, p. 67) 

which state it   the:  

preservation, transmission, and enrichment of the important elements of culture: the 

product of scholarship, research, creative imagination, and human experience. It is 

the task of colleges and universities to utilize this and other educational purposes as 

to assist the student in developing to the limits of his potential and in making his 

contribution to the betterment of society.  

A typical university service ecosystem is made up of academic staff, students, a students’ services 

department, a students’ union as well as other third-party service providers. The roles and 

resources that these actors bring into the service ecosystem are discussed next. 
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3.7.1 Actors’ roles and their resources 

The role of the university is to “provide a set of operant resources (skills, knowledge of 

instructors, and learning mechanisms such as e-learning platforms” (Wong, 2012, p. 331). They 

also provide operand resources such as meeting rooms, notice boards and funding. The basic 

academic staff resources are knowledge, teaching ability, social ability and personality which are 

integrated with the students operant resources (intelligence, capabilities, knowledge, initiative, 

imagination, study habits, sense of responsibility, personality, critical thinking and communication 

skills) to co-produce both experiences and their own values (Chalcraft and Lynch, 2011; 

Díaz‐Méndez and Gummesson, 2012). Students unions, through elected or permanent staff 

members, plays some key roles that include: “activist (campaigning and organising local and 

national action on issues affecting students); ‘representative’ (representing the views and concerns 

of all sections of the student body) and ‘minister’(providing expertise and advice on specific areas 

e.g. welfare, education, sports)” (Brooks, Byford and Sela, 2015, p. 173). Students’ unions also 

own buildings with facilities such as meeting or lecture rooms that students can access for free. 

Students are increasingly taking on the role of co-creators of value with universities as they 

become “active participants in the co-production of their learning outcomes” (Wong, 2012, p. 

331). Students are also setting up student societies or clubs centred on a common theme or goal. In 

most cases these societies are supported by students’ unions that provide some funding and spaces 

to the clubs to showcase their work.  These societies provide spaces for students to develop their 

interpersonal skills as well as acquire knowledge outside classes. They are also valuable 

mobilisation and sensitisation platforms where society members can reach out to the rest of the 

student body through campaigns and various events across campus.  

  

3.7.2 Value propositions 

The most important services a student can get within a university are those which meet the 

student’s “academic, personal development and emotional needs” (McInnis 2004, cited in 

Ciobanu, 2013, p. 171). Some to the value propositions or  anticipated benefits within a university 

ecosystem “are for students developing understanding, acquiring skills, building knowledge, 

quality interactions, satisfaction, and graduate capabilities, and for institutions, student loyalty, 

university image, and student-university identification (Chalcraft and Lynch, 2011; Dollinger, 

Lodge and Coates, 2018). Student services contribute to the quality of students learning 

experience and academic success, the university drop-out rate decrease, increase in students life 

diversity, encouraging rational decision making, resolving conflicts and preparing students for 

active involvement in society (Ciobanu, 2013). Figure 3.5 depicts how the potential value in the 
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ecosystem “present themselves through the application of enhanced operant resources to generate 

ViU at different points in time, over time and possibly in differing locations” (Chalcraft and 

Lynch, 2011, p. np). As Ciobanu, (2013) points out, the success of the integration of these value 

propositions is dependent on how well universities invest in a wide range of services.   

 

  

Figure 3-5: Integration of reciprocal value propositions (source: Chalcraft and Lynch, 2011) 

 

This literature review and conceptual framing are used to propose a model of a university 

ecosystem reflected in Table 3.5).  

 

Table 3-5: A university ecosystem 

Level of integration Actors Resources to integrate Value propositions 

Micro  

End users 

Membership run 

organisations 

Students 

Students Union  

Student clubs 

(operant) 

Intelligence,  

Capabilities  

Knowledge  

Initiative,  

Imagination  

Study habits,  

Sense of responsibility personality 

Critical thinking 

Communication skills 

Acquiring knowledge 

Life skills & personal 

development 

Reduced drop-out rates 

Reduced financial and mental 

stress 

Increased academic 

performance 

Quality interactions,  

Emotional satisfaction 

Increased graduate capabilities 

Student loyalty 

Increases students’ life 

diversity 

Rational decision-making skills 

Conflict resolution skills 

Meso  

University 

Academic staff  

Student Services staff 

members 

(operand and operant) 

Skills and knowledge of instructors 

Teaching ability 

Social ability 

Expert advice 

Learning mechanisms 

Meeting rooms 

Notice boards and funding 

Rules and norms 

Macro 

Government 

Minister for Further 

Education, Higher 

Education and Science 

(operand) 

Funding 

Rules and norms 
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3.7.3 Value co-creation in a university service ecosystem 

A university ecosystem encompasses many activities both in and out of class that have to potential 

to combine co-production, ViU and co-creation processes with students as indicated in Dollinger, 

Lodge and Coates, (2018)’s model depicted in Figure 5.7. Co-creation is generated through 

student participation in creation, production, and delivery of services, enhancing collaboration 

between the university and the students (Shaw, Bailey and Williams, 2011; Perello-Marín, Ribes-

Giner and Pantoja Díaz, 2018). As Dollinger, Lodge and Coates, (2018, p. 210) indicate, value co-

creation processes allow for universities and students to work together to improve the student 

experience and enhance student’s ability to act as partners (see Figure 3.6). It also allows 

universities to better understand student value propositions or expectations and how these link up 

with those the institution’s own. Dziewanowska, (2017, p. 243) recommend that “universities 

should carefully design their platform of services and products so that each beneficiary can co-

create desired value with the use of selected university resources”. There is little research on value 

that accrues to both students and institutions through value co-creation Navarro-García, Peris-

Ortiz and Rueda-Armengot, (2015). This thesis sought to contribute to this knowledge gap by 

trying to understand the value co-creation processes within a university ecosystem in Scotland.   

 

 

Figure 3-6: Indicative model of value co-creation in higher education (source Dollinger, Lodge and Coates, 

2018) 

 

3.8 Linking TSR and SDL 

As indicated earlier in Section 3.2, TSR focuses on the eudemonic and hedonic outcomes whereas 

SDL advances the view of TSR by looking at how value is created. TSR is about solving real 

problems and attaining well-being outputs for consumers and society whereas SDL looks at how 

these problems are solved through the interconnected or independent interactions of different 

actors. Table 3.7 shows a comparison between TSR and SDL concepts as well as how they 

overlap. It can be argued that SDL ties in well with TSR projects and was the appropriate 
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theoretical lens to apply in this thesis in order to understand the processes occurring within a 

transformative service eco-system. In this thesis, SDL means that data is collected on how 

consumers (students) co-create value in financial services and enhance their financial well-being 

through their financial management behaviours and interactions with other service providers at the 

university.   

 

 
Table 3-6: Comparison of the concepts of TSR and SDL (source: Kuppelwieser and Finsterwalder, 2016:65) 

Perspective TSR SDL 

Service providers Service entities 

Service employees 

Service offerings 

Service processes 

Service sectors 

Resource integrators(“beneficiaries”)/actors  

Operant resources/actors  

Value propositions  

Service-for-service exchange  

Service (eco)systems  

Service customers Consumer entities  Resource integrators (“beneficiaries”)/actors 

System levels From micro to macro systems  From micro to macro (to meta) systems  

Environment  Macro environment influences well-being 

 

System well-being is achieved through 

adaptiveness to the environment 

Co-creation of well-

being/ value 

Creating uplifting changes and improvements in 

the eudaimonic and hedonic well-being of 

consumer entities  

Enhancing actors’ state of being through value co-

creation by means of resource integration leading 

to improved value-in-use/value-in-context 

Interactivity  Creation of well-being is an interactional 

process 

Value co-creation is interactional 

Impact  Facilitation of well-being can have negative 

impact on other entities  

Resource integration can lead to value co-creation 

or value co-destruction 

Intentionality  Directional and non-directional well-being 

processes possible 

Directional value co-creation processes 

Theoretical focus  Integrating consumer and service research New perspective for marketing and management 

Practical focus  Solving real problems Application via mid-range theory 

“Logic” of approaches Consumer centric; branding is service centric Inherently customer orientated; branding is 

service centric 

 

SDL research also presents limitations on the processes involved in the co-creation of values 

through the markets and in society (Vargo and Lusch, 2016). As Vargo and Lusch (2016) further 

reveal, this limitation can be addressed by focusing on the role of institutions and institutional 

arrangements in value co-creation. This is a research gap that this thesis exploits by looking at the 

role a credit union can play in enhancing the financial well-being of its current and potential 

members. There has been limited consideration of what prompts or motivates co-creation and 

coproduction (Kuppelwieser and Finsterwalder, 2016). This limitation can be addressed by using 

both SDL and TSR to theorise about and apply wellbeing co-creation in service research 

(Lefebvre, 2012). It is key to note that in doing so, SDL and TSR should make a difference in 

people’s lives (Kuppelwieser and Finsterwalder, 2016). SDL is a theoretical lens that enhances 

understanding of the processes occurring within a transformative service eco-system.  In this 

regards this thesis will share findings on how it made a difference to some students’ lives during 

the study period. In their call to prevent the compartmentalisation of TSR and SDL, Kuppelwieser 

and Finsterwalder, (2016) see this infusion of both concepts through further development of the 

research areas summarised in Table 3.8.   
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Table 3-7: Research focus for TSR and SDL (source: Kuppelwieser and Finsterwalder, 2016) 

Areas for further development Ways to approach the research 

Developing theory further Apply existing concepts and perspectives to the micro and macro 

levels of the well-being concept. 

Refine and expand on current definitions and terminology (for 

example consumer entities could expand to citizens) 

Increased empirical work on both SDL 

and TSR 

More specific cases on well-being 

Increase interdisciplinary collaboration 

Focus on negative well-being outcomes or 

value co-destruction 

Investigate their impact on individuals, communities and society 

Focus on intentionality of well-being and value co-creation efforts.  

The formation or co-creation of value and 

well-being 

Investigate the degrees of participation across entities  

Identification of the different perspectives of value or well-being 

Service dominance should not dilute the 

primary focus of TSR and SDL  

Focus on individuals and understand how they and the wider 

ecosystem influence both individual and societal well-being.  

 

 

Another way to synthesise TSR and SDL is by using the co-design processes to understand how 

resource interactions and exchanges occur within a service ecosystem.  

 

3.9 Chapter Summary   

This chapter undertook an analysis of TSR and how it has advanced within the service research 

domain of marketing. It further looked at how SDL is the relevant lens through which to observe 

transformative value co-creation interactions between actors in a service ecosystem. The chapter 

also discussed the value co-creation and co-design processes that could be used in a service 

ecosystem. The chapter also highlighted research priorities that have been proposed for the 

advancing of knowledge within TSR.  These are:  

i. To position and provide service which improves the well-being of individuals and 

collectives. 

ii. Understanding the consumer needs and experiences with service providers. 

iii. Knowing the role played by service providers in bringing transformation. 

iv. Improving individual well-being through interaction with the service or product. 

v. Understanding how best to provide such service. 

 

 Focus was also on the financial services theme of TSR and research gaps therein were also 

identified. The next chapter will discuss the study’s conceptual frameworks, research objectives, 

research questions and how the related conceptual models and hypotheses were operationalised to 

achieve the thesis’ aims and objectives. 
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4 Chapter 4: Research Propositions and Model Development  

 

4.1 Chapter Introduction 

Chapter 3 discussed the concepts of TSR and SDL and further linked them to financial services 

provision and the enhancement of student FWB. This chapter introduces the conceptual 

frameworks that were applied in the research and also identifies the research gaps as discussed in 

the preceding literature review chapters. It further integrates these gaps into the research aim, 

objectives and questions that shaped the study.  

 

4.2 Conceptual Frameworks 

4.2.1 The Well-being Support A2A Ecosystem Framework 

Working from the review of literature discussed in Sections 3.3 to 3.6, I conceptualised the Well-

being Support A2A Ecosystem Framework (Figure 4.1) which helps to visualise how SDL was 

applied to capture how end-user well-being was attained in this study. In this framework I identify 

a service ecosystem made up of different actors across the micro, meso and macrolevel who are 

interacting together through service exchanges and resource integration which co-create value that 

brings about wellbeing outcomes for end-users. The service offerings in this framework are not 

level-specific but occur with the involvement of all actors across the entire A2A ecosystem. The 

ecosystem presents different sets of enablers and/or barriers that affect the service offerings’ 

ability to foster the well-being outcomes. This framework brings about main research question 

(RQ): “How can an A2A ecosystem provide transformative service that results in improved well-

being for end-users?” This RQ can alternatively be presented as, “What institutional arrangements, 

within an A2A ecosystem, operationalise transformative service?” 

 

 

Figure 4-1: Wellbeing Support A2A Ecosystem Framework (source: author) 

 

Co-opting the FWB of university students, as discussed in Section 2.2, into this framework results 

in The Financial Well-being Support A2A Ecosystem for a university that is depicted in Table 4.1. 

The actors at the macro level consist of regulators and policy advisors. The meso level actors 
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include the Higher Education Institutions and their Faculty. Within it emerges a theorised 

relationship of the faculty and other bodies that are concerned and affected by the academic 

performance of students. I also identified the service providers and consumers as the actors at the 

micro level. The university service ecosystem as identified during the study is detailed in Section 

3.8.  

 

Table 4-1: The Financial Wellbeing A2A Ecosystem at Heriot Watt University (source: author) 

Level Actors Value propositions 

Micro  

End users 

Membership run 

organisations 

Students 

Students Union 

Students Advise Hub 

First Scottish University Credit Union  

Access 

Financial literacy 

Happiness 

Specialised competences 

Asset building 

Good credit score 

Reduced drop-out rates 

Reduced financial and mental 

stress 

Increased performance in class 

Meso  

University 

Student Finance staff members 

Student Services & Wellbeing staff members 

Macro 

Government  

Minister for Further Education, Higher Education and 

Science 

 

4.2.2 Student Financial Well-being model  

I also used the literature review discussions of Section 2.2 to conceptualise the Student Financial 

Well-being Model that is depicted in Figure 4.2. The goal of this conceptual model is to explain 

the effects and relationships of locus of control (LoC), financial literacy (FinLit) attitude towards 

money (AtM) and attitude towards debt (AtD) on financial management (FinMgt and, ultimately, 

financial well-being as discussed in Sections 2.3.1 and 2.3.5. The model captures the three aspects 

of FWB, with FinMgt being the behavioural component, the students’ cognitive aspect being 

captured by the FinLit construct whilst the students’ psychological aspects are shown by their 

LoC, AtM and AtD. As the model indicates both the psychological and behavioural dimensions 

are affected by exogenous variables linked to the additional cognitive factors of primary financial 

socialisation (PrimFinSoc) and parental financial socialisation (ParFinSoc). The arrows in Figures 

4.2 and 4.3 show causation as the psychological aspects are determined by how one acquires their 

cognitive financial skills earlier on in life through parental and other means of socialisation (using 

financial products) as stated in Section 2.3.5. This thesis sought to understand the relationship 

between these determinants and FWB, with the intention to design a transformative service 

intervention that eventually contributes to improving students’ FWB. 
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Figure 4-2: Student Financial Wellbeing Model 

 

4.3 The hypotheses development process 

This study tested 22 hypotheses which were developed based on the Student Financial Well-being 

Model that is detailed in Section 4.2 and the literature review done in Section 2.3. In developing 

each hypothesis, I revisited the literature review in Section 2.3 and wrote up terms that summarise 

the positive relationship claim that can be drawn out for the different FWB determinants. These 

proposed hypotheses are stated at the end of each sub-section. Table 4.2 indicates where each 

hypothesis is discussed and initially stated.  

 

Table 4-2: The study’s 22 hypotheses 

Hypothesis 
Relationship claim 

Section where the 

relationship is discussed 

H1 Financial management has a positive influence on financial wellbeing 2.3.1 

H2 Locus of control has a positive influence on financial wellbeing 2.3.4 

H3 Locus of control has a positive influence on financial management 2.3.4 

H4 Attitude towards debt has a positive influence on financial management 2.3.5 

H5 Attitude towards money has a positive influence on financial management 2.3.5 

H6 Financial literacy has a positive influence on financial management 2.3.2 

H7 Locus of control has a positive influence on financial literacy 2.3.4 

H8 Attitude towards money has a positive influence on financial literacy 2.3.5 

H9 Attitude towards debt has a positive influence on financial literacy 2.3.5 

H10 Financial education acquisition has a positive influence on financial literacy 2.3.3 

H11 Formal financial education has a positive influence on financial literacy 2.3.3 

H12 Primary financial socialisation has a positive influence on financial literacy 2.3.3 

H13 Formal financial education has a positive influence on attitude towards debt 2.3.3 

H14 Financial education acquisition has a positive influence on attitude towards debt 2.3.3 

H15 Locus of control has a positive influence on attitude towards debt 2.3.4 

H16 Primary financial socialisation has a positive influence on attitude towards debt 2.3.3 

H17 Primary financial socialisation has a positive influence on attitude towards money 2.3.3 

H18 Locus of control has a positive influence on attitude towards money 2.3.4 

H19 Financial education acquisition has a positive influence on attitude towards money 2.3.3 

H20 Formal financial education has a positive influence on attitude towards money 2.3.3 

H21 Financial education acquisition has a positive influence on locus of control 2.3.3 

H22 Primary financial socialisation has a positive influence on locus of control 2.3.3 
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Figure 4.3 presents a pictorial link between the 22 hypotheses and the Student Financial Well-

being Model. This predictive model was also used to explore how some, if not all, of the FWB 

determinants herein could be improved for students.  

 

 

Figure 4-3: The study’s hypotheses and their link to the Student Financial Wellbeing Model 

 

4.4 Research Gaps 

4.4.1 The financial well-being research agenda 

Research on FWB is still emerging and is scattered across domains (Brüggen et al., 2017). Whilst 

there is a lot of research on subjective well-being there is little on how it can be improved, the 

effectiveness of financial literacy training and financial counselling provision. Anderson et al., 

(2013) set a TSR agenda for financial services that lays out nine possible areas to explore:  

i. Examine the impact of government policy on the actions of financial service organisations.  

ii. Investigate how novel service models can help improve consumers’ well-being. 

iii. Examine the short and long-term impact of financial services consumption on well-being. 

iv. Understanding consumers’ satisfaction with and loyalty to a financial services firm and 

how they influence well-being over time.  
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v. Exploring how organisational contributions to consumer well-being influence customer 

loyalty to the firm. 

vi. Study financials strategies and service offerings that consumer communities at the base of 

the pyramid use.  

vii. Examine the well-being of employees working in financial service firms that target 

vulnerable consumer groups.  

viii. Examine the linkages between individuals and the collective in their environment.  

ix. Examine the role of financial service sector, certain financial services offerings and 

practices along with interpersonal, societal and environmental factors in collective 

consumer well-being.  

 

4.4.2 Research gaps in FWB 

Very few previous studies have focused on student FWB (Leach et al., 1999, Joo, 2008, Malone et 

al., 2010, Robb, 2017, Sabri and Falahati, 2012, Shim et al., 2009). Some of the limitations in 

these studies is their focus on students outside the United Kingdom as well as providing a 

statistical analysis without testing or piloting any interventions. These are research gaps that this 

thesis aims to close by focusing on students in the UK as well as piloting a financial capability 

intervention. Similarly, recalling the literature that has been reviewed in Chapter 2, the following 

table shows how the thesis set out to cover the identified FWB knowledge gaps (Table 4.3). 

 

Table 4-3: FWB research gaps (source: Author) 

Student FWB knowledge gaps Section in which this 

gap is identified 

Steps made to close gap Section in which 

this is discussed 

To explore the relationship 

between parental financial 

socialisation as well as these 

psychological influences (LoC, 

AtM and AtD) and the financial 

behaviours of university students. 

2.3.4 

2.3.5 

 

Hypotheses testing 6.10 to 6.13 

 

Designing a theoretically driven 

intervention to support the 

financial capability of students  

1.3.2 

3.2 

3.3 

Co-design workshop 5.8.2 

7.6 

To support FWB by suggesting 

new financial behaviours or 

applying different ways of 

interaction between organisations 

and consumers.   

1.3.1 

2.3.1 

 

Piloting the intervention 

and looking and the 

interaction between the 

university, student’s union 

and students 

7.5.4 

7.6.1 

7.6.2 

Understanding how intervening 

to improve the financial skills of 

students could improve their 

financial capability and 

resultantly their FWB. 

1.3.1 

2.3.1 

 

Piloting the intervention 7.6.3 

7.7.2 

 

Furthermore, this thesis will address some of the research gaps identified in Brugeen et al, 2017 by  
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i. Enriching current concepts and issues in marketing research and practice with a view to 

financial well-being. This is addressed in Section 7.5 and 7.6  

ii. Using and comparing different data collection methods to measure financial well-being. 

This is shown in Chapter 5 where the survey constructs and the application of PLS-SEM 

to test the study’s hypotheses are discussed.  

iii. Analysing how financial well-being is transmitted/learned in households, groups, and 

communities. This is covered in Section 7.3 which discusses the financial socialisation of 

students.  

iv. Testing the effectiveness of different financial interventions on financial behaviour and 

financial well-being. This is done by testing the intervention which is discussed in 

Section 7.6.  

 

4.5 Research Aim, Objectives and Questions 

This section shows how the frameworks discussed in Section 4.2 together with the hypotheses in 

Section 4.3. are part of the study’s research aim and questions.  

 

4.5.1 Research Aim and Objectives 

Based on the literature review in Chapters 2 and 3, this research set to capture how operant 

resources, such as skills and knowledge on financial capability, can be co-developed and 

integrated towards improving student FWB within an A2A ecosystem such as a university.  The 

main purpose of the study being to understand the factors affecting the financial capability and 

FWB of university students and how value co-creation unfolds within a university service 

ecosystem. The following three objectives were formulated in order to meet this research aim:  

1. To identify the determinants of financial well-being among university students. 

2. To understand the relationships between the various financial management behaviour 

determinants in students and how they affect the students’ perceived FWB.  

3. To use the Well-being Support A2A Ecosystem Framework to analyse how interactions 

and resource integration between students and existing service providers can be 

enhanced to provide a transformative service experience. 

  

4.5.2 Research Questions 

The research frameworks discussed in Section 4.2 can be represented in a Venn diagram to show 

the interconnected nature of service ecosystems and the basis of the research question (Figure 4.4). 

The diagram helps situate the seven research questions by looking at the domains of service 

design, value and well-being within the Well-being Support A2A Ecosystem framework. As the 
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diagram depicts, research questions 1, 2, 5 and 7 are independently located within these domains 

whereas research questions 3, 4 and 6 look at intersections of the domains. As indicated earlier in 

Section 4.2.1 the main research question (RQ) for the study is, “How can an A2A ecosystem 

provide transformative service that results in improved financial well-being for students?”  The 

following sub-questions being linked to research gaps emanating from the literature review done:  

1. What are the levels of financial literacy, financial strain, financial capability and financial 

well-being and type of money and debt attitudes of students?  

2. What are the relationships between the financial well-being of students and their financial 

literacy, type of money and debt attitudes, financial socialisation and financial capability?  

3. What are the individual and community well-being outcomes shared across a university 

ecosystem by the actors? 

4. What are the service exchanges that are key in bringing about the well-being outcomes in a 

university ecosystem?  

5. What are the value co-creation processes that occur during the transformative service 

provision?  

6. What are operand and operant resources that are integrated in the provision of the well-

being support to the end-users? 

7. What are the experienced barriers and facilitators to co-creating and co-designing FWB for 

students?  

 

 

Figure 4-4: Venn Diagram of wellbeing support A2A ecosystem framework and research questions 
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4.5.3 Linking the research questions to the research objectives 

Table 4.4 indicates how the seven research questions paused above link with and help to meet the 

study’s three research objectives. Research question number 1 was used to interrogate Research 

Objective 1, whilst Research Question 2 focused on Research Objective 2 with Research 

Questions 3 to 7 setting out to meet Research Objective 3.  

 

Table 4-4: linking the research questions to the objectives (author) 

Research Objective Research question 

1. To identify the determinants of financial well-

being among university students. 

1. What are the levels of financial literacy, financial 

strain, financial capability and financial well-

being and type of money and debt attitudes of 

students?  

2. To understand the relationships between the 

various financial management behaviour 

determinants in students and how they affect the 

students’ perceived FWB.  

2. What are the relationships between the financial 

well-being of students and their financial 

literacy, type of money and debt attitudes, 

financial socialisation and financial capability?  

3. To use the Wellbeing Support A2A Ecosystem 

Framework to analyse how interactions and 

resource integration between students and 

existing service providers can be enhanced to 

provide a transformative service experience. 

3. What are the individual and community well-

being outcomes shared across the university 

ecosystem by the actors? 

4. What are the service exchanges that are key in 

bringing about the wellbeing outcomes in a 

university ecosystem?  

5. What are the value co-creation processes that 

occur during the transformative service 

provision?  

6. What are operand and operant resources that are 

integrated in the provision of the well-being 

support to the end-users? 

7. What are the experienced barriers and facilitators 

to cocreating FWB for students?  

  

4.6 Chapter Summary   

The chapter presented the research priorities that have been proposed for the advancing of 

knowledge within TSR, SDL and FWB support in line with the literature reviewed. Focus was on 

the financial services theme of TSR and research gaps therein were also identified. The chapter 

also discussed the conceptual models and hypotheses developed and used in this study. The 

chapter also introduced the study’s conceptual frameworks, namely the Well-being Support A2A 

Ecosystem Framework and the Student Financial Well-being Model. It also discussed the 

hypotheses that are linked to student FWB. Finally, the chapter laid out the research aim and 

objectives as well as the research questions that help this thesis achieve its aims and objectives. 

The next chapter will discuss the research methodology for my study.  
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5 Chapter 5: Methodology 

 

5.1 Chapter Introduction 

This chapter discusses the methodology applied in this study. It explains the philosophy that 

underpins the research, the procedure undertaken in selecting the research methods and designing 

the research instruments, determining the sample size, selecting the respondents, collecting the 

data and then analysing it. The chapter also provides detail of the University Service Ecosystem as 

identified during the research. It also discusses the sufficiency of the data, the validity, reliability 

and limitations of this research, which are further discussed throughout other sections of the thesis.  

 

5.2 Research Design 

The research questions set to address the identified objectives and a research design had to be 

formulated to meet the research aims. Creswell (2014, p. 41) defines research designs as 

procedures of inquiry within qualitative, quantitative, and mixed methods approaches that provide 

specific direction for procedures in a research design. The success of any study is not only 

dependent on whether the researcher chooses between quantitative, qualitative or mixed method 

choices but it depends on the research design process. Saunders, Lewis and Thornhill, (2009, p. 

167-168) define a research design more explicitly as:  

 “The general plan of how you will go about answering your research question(s) (the 

importance of clearly defining the research question cannot be over-emphasised). It 

will contain clear objectives, derived from your research question(s), specify the 

sources from which you intend to collect data, and consider the constraints that you 

will inevitably have (e.g. access to data, time, location and money) as well as 

discussing ethical issues.”  

         

This chapter discusses my research design which I have summarised in the research onion in 

Figure 5.1. The research onion is adapted from Saunders, Lewis, & Thornhill (2009) who explained 

the research process as an onion including several important layers; each layer leads to another till the 

centre of research onion including the choice of data collection techniques and data analysis 

procedures. As explained by Al-Ababneh, (2020, pp. 77–78), 

“The first layer represents the research philosophy which relates to the nature and 

development of knowledge. Thus, the researchers can adopt different research philosophies as 

positivism, interpretivism, realism, and pragmatism. After selecting research philosophy, the 

researchers have to select research approach in the second layer either deductive or inductive. 
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In the third layer, different research strategies such as experiment, survey, case study, action 

research, grounded theory, ethnography, and archival research, can be applied to answer the 

research questions. Research method in the fourth layer can be different types to collect data, 

namely mono method, mixed methods, and multi-method. Time is important aspect in the 

research in the fifth layer, and therefore the research can collect data just once over a short 

period of time ‘Cross-sectional’ or collect data several times over a period of time 

‘longitudinal’. Finally, the centre of onion is the core of research that including data collection 

techniques and procedures of data analysis.” 

  

 

Figure 5-1: My research onion (adopted from Saunders, Lewis and Thornhill, 2012 p108) 

 

As depicted in the research onion the study’s components can be pronounced as follows: 

i. The research worldview is pragmatism. 

ii. The research approach is deductive. 

iii. The research strategy is an intervention. 

iv. The research choices emanating from Mixed Methods approaches. 

v. The time horizon is cross-sectional and 

vi. The research techniques and tools comprising of a survey, in-depth interviews (IIs), a 

co-creation workshop and observations.  

 

This research design and detailed indication of the data sources used to meet the study objectives 

and answer the research questions are summarised in Table 5.1.  Objectives 1 and 2 collected 

baseline data that was meant to provide insights into the different FWB determinants amongst the 

students as well as elicit their relationship therein. Data collection at this phase preceded the 

piloting of the intervention as explained further in Section 5.5.2.   Data collected during the 

piloting of the intervention and immediately after was used to meet Objective 3. 
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Table 5-1: Linking the research objectives and questions to the methodology 

Research Objective Research Question 

Methodology for data collection  

Timeline of data 

collection 
Consumers 

Student Participants and 

Student Money Mentors 

Service Providers  

 Credit Union 

Students Union 

Service Context  

University 

Departments 

To identify the determinants of financial 

well-being among university students. 

  

To understand the relationships between 

the various financial management 

behaviour determinants in students and 

how they affect the students’ perceived 

FWB. 

1. What are the levels of financial literacy, 

financial strain, financial capability and 

financial well-being and type of money and 

debt attitudes of students?  

2. What are the relationships between the 

financial well-being of students and their 

financial literacy, type of money and debt 

attitudes, financial socialisation and financial 

capability?  

Quantitative 

Survey 149 students to 

identify baseline FWB 

 
Qualitative 

3 Interviews with 

Students 

 

 

Qualitative 

2 Interviews with 

Credit Union staff 

Interview with 2 

Students Union staff 

1 Interview with 

Students Union 

Executive Committee 

Member 

Qualitative 

3 Interviews with 

Student Service 

staff 

 

 

Pre- intervention 

 

To use the Wellbeing Support A2A 

Ecosystem Framework to analyse how 

interactions between students and 

existing service providers can be 

enhanced to provide a transformative 

service experience. 

3. What are the individual and community 

wellbeing outcomes and common values 

shared across the university ecosystem by the 

actors? 

4. What are the university service exchanges 

that are key in bringing about the wellbeing 

outcomes?  

5. What are the value and service co-creation 

processes (interactions between actors) that 

occur during the transformative service 

provision?  

6. What are resources that are integrated in the 

provision of the wellbeing support to the 

end-users? 

7. What are the experienced barriers and 

facilitators to co-creating FWB for students? 

Qualitative 

15 Post Co-creation  

1 Co-creation workshop 

Workshop Feedback 

forms 

 

 

 

Pilot intervention 

 

 

 

 

7 Post Pilot interviews 

with Money Mentors 

Qualitative 

Interview with 2 

Students Union staff 

1 Interview with 

Students Union 

Executive Committee 

Member 

Qualitative 

3 Interviews with 

Student Service 

staff 

 

 

 

 

Pilot intervention 

Observations of the 

pilot intervention 

 

Pre- intervention 

 

 

 

 

 

 

At intervention 

implementation 

 

 

 

Post- intervention 
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5.3 Research Philosophy  

Each research is based on a particular philosophical framework (Quinlan, 2011). Every researcher 

needs to be aware of the philosophical assumptions they commit to as these guide their work and 

have a significant impact on not only what they do but also what they are investigating (Mertens, 

2007; Hesse-Biber, 2010; Saunders, Lewis and Thornhill, 2012). Often referred to as a paradigm 

or worldview, the research philosophy is an over-arching term that relates to the development of 

knowledge and the nature of that knowledge (Saunders, Lewis and Thornhill, 2012). It is 

composed of generalisations, beliefs and assumptions about knowledge (Teddlie and Tashakkori, 

2009; Creswell and Plano Clark, 2011).  

 

5.3.1 Worldviews in research 

The research question, which is important in guiding the type of methods, analysis and 

interpretation undertaken, is underpinned by the researcher’s worldview (Saunders, Lewis and 

Thornhill, 2012). Worldviews are shaped by the discipline of research of the student, the beliefs of 

the supervisor and faculty of the student’s area as well as past research experience (Creswell, 

2014). In this regard, authors have discussed varying paradigms in existing literature. For instance, 

Žukauskas and Vveinhardt, Andriukaitienė, (2018 p. 123) mention the four main trends of 

research philosophy as: the positivism, interpretivism, pragmatism and realism.  Creswell, (2014) 

in his work on Mixed Methods Research (MMR) identifies his four paradigms as post-positivism, 

constructivism, advocacy/participatory and pragmatism. On the other hand, Creswell and Plano 

Clark, (2011 p. 42) indicate that whilst the above mentioned “four worldviews share the same five 

common elements (axiology, ontology, epistemology, methodology and rhetoric) they take 

different stances on these elements” as shown in Table 5.2. The table further explains how the 

different worldviews were applied in the study.  
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Table 5-2: Elements of worldviews and implications for practice (source Creswell and Plano Clark, 2011 p. 42) 

Worldview element Pragmatism  Examples Application in the study 

Ontology: what is the 

nature of reality? 

Singular and 

multiple realities  

Researchers test 

hypotheses and 

provide multiple 

perspectives 

I tested a set of 22 hypotheses and used data 

collected through different methods to provide 

multiple perspectives of FWB definitions, values 

and service provision design.  

Epistemology: What 

is the relationship 

between the 

researcher and that 

being researched? 

Practicality  Researchers collect 

data by “what works” 

to address research 

questions 

In several instances, I had to adjust the study in 

relation to what was transpiring in the field. For 

example, whilst intended to focus on a credit 

union as a service provider it ended up focusing 

on a few service entities within a university after 

realising that the CU was not keen on serving 

students. Another example is abandoning the 

initial quasi-experiment approach realising that 

the number of students who had attended the 

mentorship session would not give a good 

sample size for an endline survey  

Axiology: What is 

the role of values 

 

Multiple stances  Researchers include 

both biased and 

unbiased perspectives 

 I captured both biased and unbiased 

perspectives from the study participants.  

Methodology: What 

is the process of 

research? 

 

Combining  Researchers collect 

both quantitative and 

qualitative data and 

mix them 

Both quantitative and qualitative data was 

collected sequentially and mixed in the analysis 

to draw conclusions from them 

Rhetoric: what is the 

language of research? 

 

Formal and 

informal  

Researchers may 

employ both formal 

and informal styles of 

writing 

The thesis was written using both formal and 

informal styles of writing. In that regards I wrote 

in the first person as this is a style I am 

comfortable in using as I report on the research I 

undertook.  

 

5.3.2 Questions of ontology and epistemology  

As stated, earlier ontology investigates the type of reality that exists, what it looks like, which 

entities exist within the reality and how these entities interact (Tronvoll et al., 2011). Therefore, 

beliefs about what is real or true determine what can be known about reality. As Fleetwood, 

(2005) indicates, ontology matters since the way we think of the world influences what we think 

we can know about it. It addresses how we perceive the world and raises questions about both how 

we understand the world and communicate this knowledge to others. Ontology “concerns 

researchers’ assumptions about the nature of the world and reality and determine what research 

objects and phenomena you focus on, and how you see and approach them” (Saunders, Thornhill 

and Lewis, 2019, p. 159). According to Moon and Blackman, (2017) epistemology is concerned 

with all aspects of the validity, scope and methods of acquiring knowledge, such as a) what 

constitutes a knowledge claim; b) how can knowledge be acquired or produced; and c) how the 

extent of its transferability can be assessed 

 

There is a wide range of epistemological and ontological positions and a researcher will need to 

discuss the main ones and state which views or traditions they adopt for their study (Al-Saadi, 2014). 

In that regard I identify and discuss three main ones: namely objectivism, constructionism and 

subjectivism.  
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a) Objectivism: reality exists outside, or independently, of the individual mind (Moon and 

Blackman, 2017) and looks at “how social entities exist in reality external to social actors 

concerned with their existence” (Saunders, Lewis and Thornhill, 2009, p. 110). 

b) Constructionism: the ‘truth’, or meaning, arises in and out of our engagement with the 

realities in our world (Moon and Blackman, 2017). The value of constructionist research is 

in generating contextual understandings of a defined topic or problem. 

c) Subjectivism: reality can be expressed in a range of symbol and language systems and is 

stretched and shaped to fit the purposes of individuals such that people impose meaning on 

the world and interpret it in a way that makes sense to them (Moon and Blackman, 2017). 

It also looks at “how social phenomena are created from the perceptions and consequent 

actions of those social actors concerned with their existence” (Saunders, Lewis and 

Thornhill, 2009, p. 111). 

 

As Saunders, Lewis and Thornhill, (2012) postulate the subjectivist view is “that customer service 

is produced through the social interaction between service providers and customers and is 

continually being revised as a result of this.” Such an epistemological point of view ties in with 

the aspects of TSR that look at how interactions between service entities and consumers create 

transformative value. Therefore, this study took a subjective stance which was noted during the 

observations on how students interacted realistically with the service provided to them by the 

credit union.  

 

5.3.3 The study’s philosophy 

Reflecting on Table 5.2 and what was discussed in Sections 5.31 and 5.3.2, it was appropriate to 

locate my study within the pragmatic worldview since it looked at the value propositions of 

service entities and consumer entities within financial services. This is because pragmatism is a 

worldview that arises out of actions and focuses on consequences of research rather than on 

antecedent conditions (Creswell and Plano Clark, 2011; Creswell, 2014). Pragmatism does not 

belong to any philosophical system and reality, thereby affording researchers the freedom to 

choose the methods, techniques, and procedures that best meet their needs and scientific research 

aims (Alghamdi and Li, 2013). Additionally, as stated by (Žukauskas, Vveinhardt and 

Andriukaitienė, 2018), pragmatists do not see the world is an absolute unity but see the truth as 

what is currently in action. As Morgan, (2014) argues, pragmatism looks at problem solving 

through research. Furthermore, pragmatism takes an explicitly value-oriented approach to research 

in which practical results are considered important (Johnson and Onwuegbuzie, 2004; Lancaster, 

2005). In their comment on John Dewey’s work, Greenwood and Levin, (2007 p. 61) indicate that 
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pragmatism is applicable in a situation where the solutions achieved emerge from the situation and 

materials at hand. In other words, pragmatism improvises to solve problems within the social 

context that a project is being carried out in. A pragmatist adjusts to the resources and limitations 

that the research is happening in. This ability to organically evolve within the research constraints 

is what sets pragmatism apart from an almost similar research methodology - action research 

(AR). AR pursues action (or change) and research (or understanding) at the same time and does so 

“by using a cyclic process which alternates between action and critical reflection and in the later 

cycles, continuously refining methods, data and interpretation in the light of the understanding 

developed in the earlier cycles” (Dick, 1999, p. 44). 

 

5.4 The Research Approach 

A research approach looks at the theory that will be used in the carrying the study (Saunders, 

Lewis and Thornhill, 2009:124). There are two research approaches, namely deductive and 

inductive (Saunders, Lewis and Thornhill, 2009:124). Teddlie and Tashakkori, (2009:26) state that 

research occurs in the inductive-deductive research cycle displayed in Figure 5.2. This cycle, as 

Teddlie and Tashakkori, (2009:26) show, involves moving from inducing theory and 

generalisations based on observations, facts or evidence. On the other hand, the general inferences 

and theory can be used to develop predictions or hypotheses that are deduced into observations or 

facts. Then the cycle repeats itself again.  

 

 

Figure 5-2: The Inductive-Deductive Research Cycle (Source: Teddlie and Tashakkori, (2009:27) 

 

A deductive approach is one in which you develop a theory and hypothesis (or hypotheses) and 

design a research strategy to test the hypothesis (Saunders, Lewis and Thornhill, 2009:125-126). 
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As Saunders, Lewis and Thornhill, (2012 p. 125) further reveal when applying a deductive 

approach, a researcher does the following: 

a) Designs controls to test the hypothesis. 

b) Uses a structured methodology to facilitate replication. 

c) Operationalises concepts so that facts are measured quantitatively. 

d) Reduces the problem to its simplest possible element so that it is better understood. 

e) Allows the generalisation of human social behaviour by selecting a sufficient numerical 

size 

 

This study therefore undertook a deductive approach which sought to test the Behavioural Co-

creation Framework that I proposed to understand how transformative financial services through 

financial education can improve the FWB of students. 

 

5.5 Research Methods for Data Collection 

The major traditional research methodologies applicable in scientific studies are quantitative and 

qualitative methodologies with the third one being that of mixed methods (MM) (Johnson, 

Onwuegbuzie and Turner, 2007). Quantitative methods are used in projects that are deductive and 

ask questions about relationships, co-occurrences or causation (Morse, 2010). As Creswell (2014 

p. 32), indicates, quantitative research is an approach for testing objective theories by examining 

the relationship among variables. These variables, in turn, can be measured, typically on 

instruments, so that numbered data can be analysed using statistical procedures. Quantitative 

research applies the postpositivist or positivist paradigms and involves the collection and analysis 

of numerical data (Teddlie and Tashakkori, 2008, p. 5).  On the other hand, qualitative research is 

an approach for exploring and understanding the meaning individuals or groups ascribe to a social 

or human problem (Creswell, 2014 p.32). The process of research involves emerging questions 

and procedures, data typically collected in the participant’s setting, data analysis inductively 

building from particular to general themes, and the researcher making interpretations of the 

meaning of the data. Qualitative methodologies apply the constructivism paradigm and they entail 

the collection and analysis of non-numeric data usually aimed at a deeper understanding of 

phenomenon and lived experiences.  Qualitative approaches are mainly applied in inductive 

projects where the research questions are descriptive or interpretative (Morse, 2010).  

 

5.5.1 Mixed Methods Research defined 

The definition of MMR is still contested, with scholars defining it based on either philosophy or 

methodologies used by the researcher (Cameron, 2011). MMR is the third research approach after 
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quantitative methods and qualitative methods (Johnson and Onwuegbuzie, 2004) which uses 

“whatever methodological tools as a required to answer research questions” (Teddlie and 

Tashakkori, 2008 p.7). Whilst Creswell and Plano Clark (2011 p.5) define MMR as:   

“a research design with philosophical assumptions as well as methods of inquiry. 

As a methodology, it involves philosophical assumptions that guide the direction 

of the collection and analysis and the mixture of qualitative and quantitative 

approaches in many phases of the research process. As a method, it focuses on 

collecting, analysing and mixing both quantitative and qualitative data in a single 

study or series of studies. Its central premise is that the use of quantitative and 

qualitative approaches in combination provides a better understanding of 

research problems than either approach alone.” 

 

MMR is therefore suitable for application in answering research questions in which a single data 

source is not enough (Van Griensven, Moore and Hall, 2014). The adoption of MMR in business 

management is growing as it becomes an approach of choice for researchers (Cameron and 

Molina-Azorin, 2011). MMR gives the researcher an opportunity to sharpen their skills in both 

quantitative and qualitative methods whilst enjoying the ‘best of both worlds’ (Van Griensven, 

Moore and Hall, 2014; Molina-Azorin, 2016). 

 

5.5.2 Implementing an embedded quantitative and qualitative research design 

Procedures in implementing an embedded design come out best when we think of the timing of 

the collection of the supplemental data (Creswell and Plano Clark, 2011). The decision to embed 

(before, during or after) is dependent on the purpose of this data within the larger design (Creswell 

et al., 2009). Embedded designs use either one-phase or two-phase approach for the embedded 

strand. In this study I took a two-phase embedded sequential design which started off with the 

collection of quantitative data. This was necessitated by the fact that the quantitative data provided 

a baseline understanding of the (i)  factors related to student FWB, (ii) determinants of student 

FWB, (iii) relationships between variables such as financial education, financial capability and 

FWB, (iv) the causes and influences of financial management behaviour and (f) the effects of poor 

financial behaviour, financial education on FWB and financial capability. This baseline 

understanding was needed in the design and piloting of the intervention. The initial baseline 

confirmed that there are many of the expected relationships between variables, and from this I was 

able to explore more deeply how the ecosystem might respond to the planned intervention. Some 

of this quantitative data, especially the FWB determinants, were then further explained by the 

qualitative data collected. The qualitative data was, on the other hand, used in the different phases 
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of the intervention to: (a) refine recruitment procedures, develop the outcome measure and 

develop the intervention (before), (b) describe the process (during) and (c) describe how 

participants responded to the results and describe what long-term effects were experienced (after). 

The qualitative data was also based on gaps identified in literature such as observing how 

customer activities affect well-being and document personal experiences (Anderson and Ostrom, 

2015) whilst understanding the role of institutions and institutional arrangements in value co-

creation (Vargo and Lusch, 2016). The qualitative data was used to shape the intervention and 

observe the process between service and consumer entities.  

 

5.6 Data Collection and Pretesting 

It is recommended that when writing up on an MM research one uses a notation system or a 

diagram to describe the MM design (Creswell and Plano Clark, 2011:108, Plano Clark et al., 

2010). The data collection was over three phases as depicted in Figure 5.3. I carried out a pretest 

of the measuring instruments with a small sample size before going into the field for broader data 

collection. The survey questionnaire was pretested with six respondents for accuracy and 

efficiency. Since the questions were adopted from standardised surveys that had been used in other 

studies there were no changes done. I also pretested the interview questions with two participants. 

The interview pretest led to minor changes being made. I had to change the wording in a few 

interview questions as they did not come out clearly during the pretest.  

 

 

 Figure 5-3: Data collection phases 

 

5.6.1 Study area, target population 

The study was carried out at Heriot-Watt University (HWU) in Scotland. This is a tertiary 

education institution based in Edinburgh which has three other campuses in Orkney, Dubai and 

Malaysia. HWU is comprised of more than 25 000 diverse students from all over the world. HWU 

was selected as the study site because it houses the First Scottish University Credit Union 

(FSUCU). FSUCU was the services entity whose contribution to transformative financial services 
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was explored in this study.  FSUCU has a membership totalling close to 1000 people. These 

members are mainly staff members of HWU, University of Edinburgh, Napier University and 

Queen Margaret University.  

 

5.6.2 Data used 

Every research is supported by the key element of data which need to be correctly selected in 

order accomplish the study’s aim (Ellis and Levy, 2012:407). My study relied on primary data that 

I purposively collected using various techniques (Hox and Boeije, 2005:593, Ellis and Levy, 

2012:407). The data used in this study was gathered using measuring instruments that included a 

survey, an interview guide and workshop proceedings. 

 

5.7 Quantitative Research Approach Adopted  

5.7.1 Sampling and matching participants 

I undertook convenient sampling to select the participants of the survey. Convenient sampling 

draws from that part of the population that is close to hand, readily available, or convenient 

(Bhattacherjee, 2012, Marcoulides, Chin and Saunders, 2009). In this regard the survey was 

undertaken by students at the Heriot-Watt University’s Edinburgh Campus with whom the link to 

the Qualtrics page was shared. This type of sampling was most useful since the study was aimed at 

piloting an intervention rather than obtaining generalisable inferences (Bhattacherjee, 2012).  

 

The sampling target for the survey is 138 based on the following calculation adopted from 

(Kumar, 2013): 

   n = z2pq/e2 

  Where n = Sample size 

   z = standard normal deviate of 1.96 

p = Proportion of the population with desired characteristics (youth in Norton) 

   q = 1 – p 

   e = Maximum allowable error of 0.05 

Therefore  n = (1.96)2(0.10)(0.90)/(0.05)2 

      = 138 (rounded up to 140) 

 

In the end 158 respondents took part in the survey. 
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5.8  The Survey Questionnaire and Constructs 

The constructs used to test the conceptual framework developed for this study were taken from 

existing scales that have been developed and used by other scholars before. These scales are 

explained below. The actual instrument I used is attached in Appendix I of this thesis. 

 

5.8.1 Financial Well-being (FWB) 

The perceived student FWB was assessed using The Financial Well-Being Scale (Norvilitis, 

Szablicki and Wilson 2003). This eight-item measure is rated on a five-point Likert scale from 1 

(strongly agree) to 5 (strongly disagree). Higher scores indicate greater perceived well-being. 

Questions include ‘‘I think a lot about the debt I am in”, and ‘‘I think I am in good financial 

shape”. Table 5.3 shows the variables and codes used for the FWB construct.  

 

Table 5-3: FWB variables and codes used in the study 

Construct Code Item questions 

Financial wellbeing (FWB)  FWB1 

FWB2  

FWB3  

FWB4  

FWB5  

FWB6  

 

FWB7 

FWB8  

I am uncomfortable with the amount of debt I am in. 

I worry about repaying my student loans. 

I worry about repaying my credit cards. 

I think I am in good financial shape. (R) 

I think a lot about the debt I am in. 

I have had arguments with others (parents, friends, significant 

others) about my level of spending. 

Five years from now, I will not be in credit-card debt. (R) 

One year from now, I will not be in credit-card debt. (R) 

 

5.8.2 Financial Management (FinMgt) 

Financial Management behaviour was assessed using is a 5-item scale 1 (Poor) to 5 (Excellent) 

developed by Perry and Morris (2005). Students were asked their ability to budget, save money, 

and control spending. These responsible financial behaviours include controlling spending, paying 

bills on time, planning for one’s financial future and saving money. Table 5.4 shows the variables 

and codes used for the FinMgt construct. 

 

Table 5-4: FinMgt variables and codes used in the study 

Construct Code Item questions 

Financial management 

(FinMgt)  

FinMgt1 

FinMgt2 

FinMgt3 

FinMgt4 

FinMgt5 

Controlling my spending  

Paying my bills on time  

Planning for my financial future 

Providing for myself and my family 

Saving money 

 

5.8.3 Financial Literacy (FinLit) 

Financial Literacy was measured by testing the respondents’ cognitive abilities. This was based on 

test questions known as the “Big Three” that were introduced by Lusardi and Mitchell, (2008) in 
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the 2004 Health and Retirement Study. The first one of this set of questions assesses individuals’ 

numeracy and their ability to do simple calculations.  The second question refers to inflation. The 

third tests how familiar respondents are with risk diversification. Only 34% of respondents in the 

original survey were able to answer all three questions correctly. As Stolper and Walter, (2017) 

postulate, people who fail to answer the first two questions will likely face difficulties when faced 

with even basic financial decisions. Table 5.5 shows the variables and codes used for the FinLit 

construct. 

 

Table 5-5: FinLit variables and codes used in the study 

Construct Code Item questions 

Financial literary (FinLit)  FinLit1 

 

 

FinLit2 

 

 

FinLit3 

 

Suppose you had £100 in a savings account and the interest 

rate was 2% per year. After 5 years, how much do you think 

you would have in the account if you left the money to grow?  

Imagine that the interest rate on your savings account was 1% 

per year and inflation was 2% per year. After 1 year, would 

you be able to buy with the money in this account?  

Do you think that the following statement is true or false? 

‘‘Buying a single company stock usually provides a safer 

return than a stock mutual fund.’’ 

 

5.8.4 Formal Financial Education (FormFinEdu) 

This was measured using questions adopted from Gutter and Copur, (2011). The respondents were 

asked whether they had received training on financial management and financial issues in high 

school or in their community, religious institution or university. Table 5.6 shows the variables and 

codes used for the FormFinEdu construct. 

 

Table 5-6: FormFinEdu variables and codes used in the study 

Construct Code Item questions 

Formal Financial Education 

(FormFinEdu) 

FormFinEdu1 

FormFinEdu2 

Fin education acquired while in high school 

Fin education acquired while in university 

 

5.8.5 Parent Financial Socialisation (PFS) 

PFS was determined through (i) direct teaching (ii) parental financial behaviour and (iii) 

observational learning. Observational learning was measured by assessing students’ willingness to 

adopt parental financial role modelling.  

 

Parental Direct Financial Teaching was defined as students’ perception of their parents’ engaging 

in direct teaching methods of financial management while they were growing up (Shim et al. 

2009). Participants were asked to assess on a five-point scale 1 (strongly disagree) to 5 (strongly 

agree) the extent to which they thought their parents engaged in six direct teaching methods 

(discussed family financial matters with me; taught me how to use a credit card appropriately).  
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Parental financial behaviour was measured by asking the students’ perceptions of their parents’ 

financial behaviours prior to their enrolment into university (Shim et al. 2009). Students were 

asked to indicate on a five-point scale 1 (never) to 5 (always) the extent to which they thought 

their parent(s) engaged in five positive financial behaviours (tracking monthly expenses, spending 

within the budget, paying their credit card balances in full each month, saving money each month 

for the future, and investing for long-term financial goals). 

 

Adopting parental financial role modelling (Shim et al. 2010) was defined as students’ assessment 

of the extent to which they presently imitate the roles modelled by their parents when managing 

their finances. Students were asked to indicate on a five-point scale 1 (strongly disagree) to 5 

(strongly agree) their agreement with four statements. Questions asked include, “I make financial 

decisions based on what my parents have done in similar situations” and “My parent(s) are role 

models for me about how to manage financial matters.” Table 5.7 shows the variables and codes 

used for the constructs associated with PFS. 

 

Table 5-7: PFS related constructs, variables and codes used in the study 

Construct Code Item questions 

Financial education 

acquisition (FinEduAcq) –  

FinEduAcq1 

FinEduAcq2 

FinEduAcq3 

FinEduAcq4 

FinEduAcq5 

FinEduAcq6  

Discussed family financial matters with me 

Spoke to me about the importance of saving 

Taught me how to be a smart shopper 

Taught me how to use a credit card appropriately 

Discussed how to establish a good credit rating 

Discussed how to finance my college education with me 

Primary financial 

socialisation (PrimFinSoc) -  

PrimFinSoc1 

 

PrimFinSoc2 

 

PrimFinSoc3 

 

PrimFinSoc4 

 

PrimFinSoc5 

PrimFinSoc6 

PrimFinSoc7 

PrimFinSoc8 

PrimFinSoc9 

I make financial decisions based on what my parents have 

done in similar situations.  

When it comes to managing money, I look to my parents as 

my role models  

My parent(s) are role models for me about how to manage 

financial matters  

My parent(s) have a positive influence on me when it comes to 

managing money 

Track monthly expenses  

Spend within the budget  

Pay credit card balances in full each month  

Save money each month for the future  

Invest for long-term financial goals regularly 

 

5.8.6 Attitudes towards money (AtM) and attitudes towards debt (AtD) 

AtM was measured using the scale developed by Barry, (2016). This 5-point Likert scale is based 

on Barry’s assimilation of three published scientific questionnaires measuring attitudes towards 

money namely: the Money Attitude Scale by Yamauchi and Templer (1982), the Money Belief 

and Behaviour Scale by Furnham (1984) and the Money Ethic Scale by Tang (1992). Questions 
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asked included, “I behave as if money were the ultimate symbol of success” and “I feel that 

money is the only thing that I can really count on.” AtD was measured using the 5-point Likert 

indebtedness scale adopted from Flores and Vieira, (2014). Questions asked included, “It is not 

correct to spend more money than I make” and “I think it is normal for people to be in debt to pay 

their bills.” Table 5.8 shows the variables and codes used for the AtM and AtD constructs. 

 

Table 5-8: AtM and AtD variables and constructs used in the study 

Construct Code Item questions 

Attitudes towards money 

(AtM) –  

AtM1 

AtM2  

AtM3  

AtM4  

AtM5  

AtM6  

 

AtM8 

 

AtM8 

I behave as if money were the ultimate symbol of success 

I feel that money is the only thing that I can really count on 

 I firmly believe that money can solve all my problems 

 Money is the most important thing (goal) in my life 

I use money to influence other people to do things for me 

 Although I should judge the success of people by their deeds, 

I am more influenced by the amount of money they have 

 People I know tell me that I place too much emphasis on the 

amount of money a person has as a sign of his success 

Money will help you express your competence and abilities 

Attitudes towards debt (AtD) 

-   

 

AtD1 

AtD2  

AtD3  

 

AtD4  

AtD5  

 

AtD6  

 

AtD7  

 

AtD8  

 

AtD9 

It is not correct to spend more money than I make.  

It is better to gather money first and then spend it.  

I know exactly how much I owe in stores, in credit cards, or to 

the bank.  

I think it is normal for people to be in debt to pay their bills.  

I would rather buy in instalments than to wait to gather money 

to buy in cash.  

It is important to know how to control the expenses in my 

house.  

I would rather pay in instalments even if the total is more 

expensive.  

People would be disappointed with me if they knew I had a 

debt.  

There is no problem to have a debt if I know I can pay it 

 

5.8.7 Locus of Control (LOC) 

LOC was assessed by looking at external LOC and financial LOC (Perry and Morris 2005; 

Strömbäck et al. 2017).  External LOC was measured using Perry and Morris (2005)’s 7-item 

version of Rotter’s LOC scale (Rotter 1975) which has a 5-item scale 1 (Never) to 5 (Almost 

always). Students were asked how often they felt in different situations presented in their lives. 

Questions asked included, “There is really no way I can solve some of my problems” and “I have 

little control over the things that happen to me.” In the study by Perry and Morris Cronbach’s 

alpha was 0.87, in the present study, Cronbach’s alpha was .82. Financial LOC was assessed by 

asking students how financially secure they felt using a 5-item scale 1 (Never) to 5 (Almost 

always). Questions asked included, “I feel secure in my current financial situation” and “I feel 

confident about my financial future.” In the initial article Cronbach’s alpha was 0.91, in the 

present study, Cronbach’s alpha was .82. Tables 5.9 summarise the variables and codes used for 

the LoC constructs. 
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Table 5-9: LoC variables and codes used in the study 

Construct Code Item questions 

Locus of control (LoC)  LOC1 

LOC2 

LOC3 

 

LOC4 

LOC5 

LOC6 

LOC7 

LOC8 

LOC9 

LOC10 

LOC11 

There is really no way I can solve some of my problems 

I am being pushed around in life  

There is little I can do to change the important things in my 

life 

I can do anything I set my mind to 

What happens to me in the future depends on me 

Helpless in dealing with the problems of life 

I have little control over the things that happen to me 

I have little control over my finances 

I feel secure in my current financial situation  

I feel confident about my financial future  

I feel confident about having enough money to support myself 

in retirement, no matter how long I live 

 

5.9 Quantitative Data Analysis 

5.9.1 Descriptive analysis of the survey data 

Data from the survey was captured, cleaned and analysed using the SPPS software. These 

statistics are means, standard deviations, and ranges. The PLS-SEM was evaluated using three 

steps. The first step evaluated the reflective model for (i) indicator reliability, (ii) internal 

consistency reliability, (iii) convergent validity and (iv) discriminant validity. The second step 

evaluated the formative model for (i) convergent validity, (ii) variance inflation factors (VIF) and 

(iii) indicator weights. The third step evaluated the structural model for (i) path coefficients, (ii) R2 

indicators, (iii) ƒ2 effect size and (iii) predictive accuracy 

 

5.10 Qualitative Research Approach Adopted  

The qualitative data collected through interviews, a co-design workshop as well as training & 

workshop evaluation forms was used to document the following:  

a) Anticipated value accruals across the ecosystem (perceptions of FWB from the actors). 

b) Financial and non-financial benefits of FWB support to the actors – Money Mentors, 

Students, Students Union, University, FSUCU.  

c) The transformative value co-creation process. 

d) Understanding of the ecosystem, its actors and the institutional arrangements therein. 

e) How the service and value co-creation processes can happen (how things unfolded). What 

did or did not work? 
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f) The resources that are needed and those that are eventually availed for transformative 

service to take place.  

g) Ecosystemic challenges in rolling out the transformative service (timing, skills shortage, 

lack of financial commitment etc.).  

h) Insights into what happens when end-users (students) initiate the transformative service 

process yet they have limited resources or there is a power imbalance in the ecosystem.  

i) Analysis of actor confidence in rolling out the transformative service. 

j) Insights on what happens when the actors at the micro level (those that ‘own’ the 

ecosystem) are absent for the transformative service entirely. 

k) Insights on how institutional arrangements (risk aversion, trust, exclusion policies, 

working arrangements) affect transformative service provision (observations of the 

FSUCU management & decision-making processes). 

 

5.11 The Interview Design 

5.11.1 Interview process 

Interviews are made up of unstructured and generally open-ended questions that intended to elicit 

views and opinions from the participants (Creswell, 2013). I undertook a purposive selection of 11 

interviewees to elicit the qualitative data from. Purposive sampling was chosen because it is “one 

of the techniques that can be used for qualitative data collection where a wealth of detail is taken 

from a small sample, usually of 30 cases” (Teddlie and Tashakkori, 2009 p. 173). I also applied 

purposive sampling because I knew the specific participants I wanted to interview. Therefore, in 

my purposive sampling process, I deliberately selected participants that interact within the 

university ecosystem, who in their line of work are involved in value co-creation that directly or 

indirectly contributes to the FWB of students. These participants are listed in Table 5.10.  

 

Table 5-10: Interview participants 

Level in the Ecosystem Actors Participants interviewed 

Micro 

 

Consumer Entity 

Services Entity 
• Three students 

• Two FSUCU Board members  

• Students Union – One Executive 

Officer and two staff members 

• One faculty member   

Meso 

 

University • One HWU Student Wellbeing staff 

member 

• One Student Finance staff member 

• One HWU Students Services Manager 
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5.11.2 The interview topic guide and questions  

The interviews were undertaken using a topic guide that helped me explore the ways in which 

value co-creation took place during the study. Table 5.11 shows the questions that I used in my 

interviews. These interview questions were developed in line with the literature review done 

earlier and were structured so that they can further interrogate the seven research questions. 
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Table 5-11: Linking the interview questions to the research aims 

Research aim Research question Questions in topic guide Interviewees 

To identify the determinants of financial well-

being among university students. 

 

To understand the relationships between the 

various financial management behaviour 

determinants in students and how they affect the 

students’ perceived FWB.  

1. What are the levels of financial literacy, 

financial strain, financial capability and 

financial well-being and type of money 

and debt attitudes of students?  

 

 

2. What are the relationships between the 

financial well-being of students and their 

financial literacy, type of money and debt 

attitudes, financial socialisation and 

financial capability?  

  

How do you interact with financial service providers? 

What do you expect them to give you?  

How are students currently getting services from financial 

institutions?  

Is the method of access adequate and relevant? 

 Are you getting value for money? 

 University students 

What do you understand by financial capability and what 

does the phrase “financial well-being” mean to you? 

What do you think contributes towards sound FWB?  

What is the status of your members’ FWB? 

From your analysis of your members’ financial records 

and issues they bring to your attention, do you think they 

are making sound financial decisions?  

How do you track your members’ saving and lending 

behaviour? 

What are the FWB challenges your members tell you that 

they face?  

What are the best ways you think your organisation can 

help improve your members’ FWB?  

FSUCU Board and 

Staff members 

HWU Faculty 

members 

Students Union 

Executive Officers 

and staff members   

Student Counselling 

staff member 

To use the Actor to Actor (A2A) Ecosystem 

Well-being Support Framework to analyse how 

interactions between students and existing service 

providers can be enhanced to provide a 

transformative service experience. 

3. What are the individual and community 

well-being outcomes and common values 

shared across the university ecosystem by 

the actors? 

4. What are the university service exchanges 

that are key in bringing about the well-

being outcomes?  

5. What are the value and service co-creation 

processes (interactions between actors) 

that occur during the transformative 

service provision?  

6. What are resources that are integrated in 

the provision of the well-being support to 

the end-users? 

7. What are the experienced barriers and 

facilitators to co-creating FWB for 

students? 

What unique service do you your offer to your clients?  

How do you offer these services and how are they 

determined or decided upon? 

What do you think are the value propositions that you 

offer through these services?  

What are the key resources at your disposal to enable you 

to provide your services? 

What are your plans to roll out the newly expanded 

common bond? 

What are your barriers to achieving your strategy? 

How do students fit in to your plans?  

How can financial capability support improve the FWB of 

students? 

FSUCU Board and 

Staff members 

University students 
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5.12 The Intervention 

The major focus on the intervention was to improve the financial capability of students. This 

support was designed such that it is carried out in a near-peer arrangement led by fellow student 

volunteers. In this regard, the Money Mentors (MM) were mobilised from senior undergraduate 

students in the School of Social Sciences.  14 students in their third and fourth years responded 

to the call for volunteers. The activities linked to the intervention were: (i) a Money Mentors 

Training, (ii) a Co-design Workshop and (iii) some Money Mentorship Sessions. I will briefly 

expand on these.  

 

5.12.1 Money Mentors Training 

The volunteer MM undertook a Trainer of Trainer course on financial capability support which 

was supported through an FSUCU program. The Money Mentors course consisted of four face-

to-face half day sessions spread over four weeks. It was followed by a self-paced online Level 3 

Open College Qualification developed by the social enterprise Toynbee Hall. The face-to-face 

training covered the following aspects of FWB: 

• Attitudes to money and levels of financial capability in the population. 

• Budgeting and prioritising spending. 

• Shopping around and getting the best deals as a consumer. 

• Saving and planning for the future.  

• Making good borrowing decisions. 

• Dealing with debt. 

 

5.12.2 Co-design workshop 

This study adopted the six-step co-design model proposed by Dietrich et al. (2017). Table 5.12 

briefly describes how I applied each step. Whilst invitations had been sent to all actors in the 

ecosystem, it was only the MM who turned up for the session. The workshop objectives were :  

• To develop an intervention implementation plan that lays out how and where the Money 

Mentors will use their acquired skills on campus. 

• To ideate an impactful approach that helps transform the FWB of students. 

It followed the program shown in Figure 5.4.  
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Table 5-12: Application of six-step co-design model 

Process stage Application to the study 

1. Resourcing Relevant input was sourced from peer-reviewed articles and some of the data from the 

earlier phases of the study (survey and interviews) 

Student personas based on the gathered data were developed to be used during the co-

design session (an example is depicted in Figure 3-6) 

2. Planning Regular meetings were held between the research and staff from FSUCU to co-ordinate 

the planning of the co-design session 

Desired goals and outcomes of each stage were articulated and planned for 

3. Recruiting Suitable stakeholders who provide service-based insights were identified and invited 

Suitable participants were identified and recruited 

4. Sensitizing Participants were sensitized during the introduction stage of the session  

5. Facilitation The co-design session was facilitated by the researcher and followed the program depicted 

in Figure 16. 

Ideas of how students FWB can be supported were gathered through facilitated 

discussions. An action plan was agreed upon by the MMs.  

6. Evaluation End of workshop evaluation forms were given to the participants 

 

 

Figure 5-4: The co-design program 

 

At the beginning of this co-design session I followed suggestions from Manzini and Rizzo, 

(2011) as well as by  Dietrich et al. (2017), and took a facilitatory role in which I sensitised the 

participants on the workshop’s objectives and the study’s background. As I led and guided the 

discussions, I made sure that I did not thrust my own solutions on the participants and therefore 

allowed them to truly ideate the co-design the service offerings they saw fit and relevant for 

university students. The participants were then assigned into groups and given student personas 

to work with. The personas were drawn up such that they gave an overview of the different 

student origins found at HWU (Figure 5.5).  Each persona presented a scenario of a typical 

university student and narrated a financial challenge the student could be facing. The participants 

then ideated on (i) the persona’s goals, (ii) ways to address their financial challenges, (iii) how to 
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attract this person for services and (iv) how they could be repelled from any service offering. 

Following this the participants took a series of in-group discussions as indicated in the program.     

 

 

Figure 5-5: example of a student persona used in the workshop 

 

5.12.3 Money Mentors Sessions 

After the training and co-design workshop, the MMs piloted the financial capability support with 

students over a four-week period. Ideally the impact of this support would be assessed over a 

longer period of say three to six months. However, in line with the study’s pragmatic approach, a 

pilot was appropriate due to the fact that the university was entering its final examinations period 

and the MMs could not avail themselves for much longer. It would also be difficult to mobilise 

participants for the financial capability support sessions as students would have been busy 

preparing for exams. What was sensible then was to just have one full cycle of support before the 

exams started. These sessions gave the MMs an opportunity to put into practice the knowledge 

and skills they had acquired during the ToT. It also afforded the MMs to test out some of the 

service offerings that emerged from the co-design workshop. The sessions also enabled the data 

collection on the value that was co-created through this co-designed service offering during the 

interactions with the end-users.  Students across the Edinburgh Campus were mobilised, using 

posters and leaflets, to attend 30-minute-long sessions that were held in the venue provided by 

the Student Union. Leaflets were left at the Chaplaincy, Advice Hub and at Student Well-being 

whilst ResLife and the Students Union also broadcast the posters on screens in their premises. 
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The MMs also distributed the leaflets around campus and invited their peers via word of mouth. 

During the sessions, mentees would have one-on-one counselling with the MMs. They started off 

by narrating their financial situation and gave an overview of how they were managing their 

finances. This was followed by a budgeting session and an agreed remedial plan to be checked 

up on over the preceding three weeks. During the subsequent sessions, the MM and the mentee 

would evaluate if the remedy was yielding results. If not, it would be reviewed and other options 

sought. Prior to taking part in these sessions, participants were asked to complete the quantitative 

survey to collect their baseline FWB data.  

 

5.13 Qualitative Data Analysis Procedure 

I undertook thematic analysis to make inferences from the raw data. Thematic analysis is a 

method for identifying, analysing, organising, describing, and reporting themes found within a 

data set (Braun & Clarke, 2006). Thematic analysis involves the identification of themes that 

emerge as being important to the description of the phenomenon as a result of “careful reading 

and re-reading of the data” (Daly, Kellehear and Gliksman, 1997; Rice and Ezzy, 1999, p. 258). 

As King (2004) claimed, thematic analysis is a useful method for examining the perspectives of 

different research participants, highlighting similarities and differences, and generating 

unanticipated insights.  

 

Thematic analysis has been widely used in research (Nowell et al., 2017) and I selected it 

because of its advantages over other techniques such as ethnographic analysis, narrative analysis, 

phenomenological analysis, cross-cultural analysis grounded theory analysis, template analysis, 

discourse analysis, content analysis and hermeneutics (Kawulich, 2004; Sang and Sitko, 2015). 

The advantages of thematic analysis are that it (i) provides a highly flexible approach that can be 

modified for the needs of many studies, (ii) does not require the detailed theoretical and 

technological knowledge of other qualitative approaches, (iii) offers a more accessible form of 

analysis, particularly for those early in their research career, (iv) is easily grasped and can be 

relatively quick to learn as there are few prescriptions and procedures and (v) forces the 

researcher to take a well-structured approach to handling data, helping to produce a clear and 

organized final report (King, 2004; Braun and Clarke, 2006). Thematic analysis does have some 

disadvantages in comparison to other approaches but these did not outweigh the advantages 

stated above. Some of the disadvantages are that (i) it does not allow researcher to make claims 

about language use and (ii) its flexibility can lead to inconsistency and a lack of coherence when 

developing themes derived from the research data (Braun & Clarke, 2006). 
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Whilst this thesis might portray the qualitative data analysis procedure as linear, it is not. It is 

actually an iterative and reflective process that develops over time and involves a constant 

checking back between basic themes and the coded text (Nowell et al., 2017; Akinyode and 

Khan, 2018). Researchers can approach the data collection phase with “some prior knowledge of 

the data and possibly some initial analytic interests or thoughts” (Nowell et al., 2017, p. 5).  

Therefore, in hindsight, the data analysis began during data collection phase of the study where I 

started documenting these thoughts (Braun and Clarke, 2006; Nowell et al., 2017). The stages 

that followed the fieldwork were actually a build up to the analysis that had started earlier on as 

indicated by (Braun and Clarke, 2006). These steps I went through during the data analysis are 

summarised in the next sections.  

  

5.13.1 Step 1: Preparing and organising the data 

The preparation of the data started off with the scanning and storing of minutes, observation 

notes and all the evaluation forms onto the Heriot-Watt University’s OneDrive platform. The 

interview audios were then transcribed using Transcribe from Wreally. The resultant transcripts 

were then cleaned for errors given the fact that transcription software is not 100% accurate. The 

final transcript versions, together with the original interview audios, were also stored into 

OneDrive. Hard copies of the data were printed out during the analysis. Whilst the initial 

intention was to use Computer Based Qualitative Data Analysis software like NVivo, I found it 

easier and faster to manually carry out the next step of the data analysis.  This was because it was 

less time consuming to work directly on hardcopies of the transcripts, writing notes on the texts, 

using highlighters to indicate potential patterns, identifying the codes, and then matching them 

with data extracts that demonstrate that code (Braun and Clarke, 2006, p. 89). 

 

5.13.2 Step 2: Code development 

King, (2004) defined a code as a label attached to a section of text to index it as relating to a 

theme or issue in the data which the researcher has identified as important to his or her 

interpretation. I used the research questions and conceptual framework to deductively develop 

the initial codes that were put into a code manual. A deductive approach is quick and easy and 

can be used when a researcher has a fair idea about the likely responses that he/she is going to 

receive from the sample population. Table 5.14 captures these themes and codes. 

 

Table 5-13: Emergent themes and codes 

Theme Financial wellbeing The value co-creation process End-user (customer) insights 

Codes • Definition 

• Determinants 

• Actors and their roles 

• Value accruals  

• Relationship experience 

❖ Emotion  
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• Financial socialisation in 

students 

• Student life and financial 

stress 

• Supporting students  

• Barriers to supporting 

students  

• Resources to integrate 

• Institutional arrangements and 

services to exchange 

• Ecosystem enablers and barriers 

• Improving the value co-creation 

process 

❖ Cognition 

❖ Behaviour stemming from 

the process 

• Mobilising social capital 

 

(Source: author) 

 

5.13.3 Step 3: Searching for themes (reading the data) 

I familiarised myself with the data by reading through my interview notes and listening to the 

audio recordings of the same. Using themes and codes derived from the research questions I 

scanned through the text for extracts that captured these codes. This process was done manually 

on printed hard copies of the transcripts, workshop minutes, field notes and evaluation forms. I 

used highlighters to colour code similar texts and this made it easier to group similar narratives 

throughout the data set.   

 

5.13.4 Step 4: Summarising the data into a report 

The results of this final step comprise Chapter 7 of the thesis report. As recommended by 

Dudovskiy, (2016), Sections 7.3 to 7.7 of this report use noteworthy quotations from the data to 

highlight major themes within findings. In capturing these extracts, I selected “vivid examples, 

which capture the essence of the point being demonstrated, without unnecessary complexity” 

(Braun Santos et al., 2016, p. 93).  

 

5.14 Validity and reliability 

Validity and reliability are appropriate concepts for the attainment of rigor in research. 

According to  Teddlie and Tashakkori, (2009, p. 209) validity measures whether the data 

represents the construct that it is assumed to capture and reliability focuses on its consistent and 

accurate representation of this construct. This study was expected to answer questions pertaining 

to data quality and pass several criteria and strategies laid down on verifying the truth in 

interpretive epistemology (Sandberg 2005). I believe that the thesis does pass these. For the 

quantitative data, internal validity was achieved through establishing cause and effect 

relationships of the variables as well as capturing the constructs correctly, while the external 

validity was ensured through a representative sample and correct inferences on a different 

sample. The qualitative data’s validity was proven by ensuring data accuracy by doing a 

multiple-source triangulation (interviews, FGDs, observations and the co-design workshop 

notes). Reliability of the quantitative data was achieved through ensuring that there are 
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consistent and stable scores from respondents that accurately represented the constructs. 

Reliability was also negotiated between interactions amongst the service ecosystem actors as 

well as their relationships with each other. In the context of this research, the role of the 

institutional arrangements within the university ecosystem and their actual buy-in into the 

intervention were not ignored in determining reality. The following aspects also cement the data 

quality issues: 

• I had a lived experience during the study by working directly with the Money 

Mentors and other actors in the ecosystem.  

• I was directly involved in the design, collection, capturing and analysis of the data 

used in this research. 

 

5.15 Limitations 

Time, human and financial resources were the major limitations in this study as I did not have a 

large funding grant to undertake the study. This meant that the piloting of the intervention and 

study area were kept small. The timing for the implementation of the study was also another 

limitation as the intervention was carried out during the time that students were writing their end 

of year exams. This also meant that there was a low uptake of the intervention.  

 

5.16 Ethical Considerations 

This research had to address ethical concerns such as plagiarism, confidentiality and protection 

of the subjects’ identities (Terrell, 2012, p. 276). These concerns were addressed by conforming 

to the ethical codes set by the Heriot-Watt University’s School of Social Sciences. I also 

obtained clearance from the school’s Ethics in Research Committee. During the data collection 

phases I gave standard consent forms to the respondents during the survey as well as in the FGDs 

and IIs. I ensured the non-disclosure of the respondents’ identity by using numbers in place of 

names. I have also ensured that only my supervisors, and myself will have access to the raw data. 

The respondents were also given the right to withdraw from the research but not the right to 

censor or edit the final thesis. The CU, as the sponsor of the Money Mentors’ training, agreed to 

be named in the study.  

 

5.17 Chapter Summary  

This chapter discussed the research methods applied in this study. It indicated how the study 

applied pragmatism to an MMR approach whilst deductively gathering data. It also explained 

how the quantitative data was gathered using a survey that was accessed online by 158 

participants from HWU’s Edinburgh Campus. An indication of how descriptive and multivariate 
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data analysis was undertaken to make sense of the survey was also given. The chapter further 

discussed the qualitative data collection approach used in the study. It discussed how the 

interviews, MM training, co-design workshop and money mentorship sessions were held. The 

chapter ended with a discussion of the study’s ethical considerations. The next chapter will 

discuss the study’s quantitative findings to address which knowledge gaps on the FWB status of 

students and its inherent determinants of students, the relationship between these determinants 

and how they contribute to student FWB.  
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6 Chapter 6: Quantitative Findings 

6.1 Chapter Introduction  

This chapter presents research findings from the quantitative study. It first reports on the basic 

information about the respondents such as demographics and the frequencies of their responses 

that were analysed using SPSS. The model measures using a two-step approach in SmartPLS. In 

the first step, reliability tests and exploratory factor analysis were carried out as a primary 

purification stage of the constructs used in the model. With the second step testing the full 

structural model. The findings discussed in this chapter help meet the following research 

objectives and questions highlighted in Table 6.1. 

   

Table 6-1: Research objectives and questions answered by the quantitative data 

Research Objective Research Question 

1. To identify the determinants of financial 

well-being among university students. 

What are the levels of financial literacy, 

financial strain, financial capability and 

financial well-being and type of money and debt 

attitudes of students?  

2. To understand the relationships between the 

various financial management behaviour 

determinants in students and how they affect 

the students’ perceived FWB.  

What are the relationships between the financial 

well-being of students and their financial 

literacy, type of money and debt attitudes, 

financial socialisation and financial capability?  

 

6.2 Demographic Details of The Respondents 

A total of 158 responses were captured online using Qualtrics. 143 of these were complete 

responses that were usable for data analysis. I added six responses, that were completed during 

the pilot phase, to the analysed data thereby giving a total of 149 questionnaires that were useful 

for this study. The rest of this section lays out some of the recorded frequencies.  

 

The majority of the respondents, 43%, were aged between 16 and 20 years whilst two-thirds 

(64%) were female (Table 6.2).  68% of the students were from within the UK whilst EU and 

Non-EU nationalities accounted for 18% and 14% respectively.  79% of the respondents were 

studying for an undergraduate degree, with Postgraduate Taught (PGT) and Postgraduate 

Research (PGR) accounting for 16% and 5% respectively. 41% of the students reported that they 

were staying in a rented flat, with only 22% staying in university halls. The top three sources of 

income being part-time employment (26%), followed by student-loans (23%) and parents for 

18% of the respondents, respectively. An estimated 27% reported that they were earning between 

£301 and £600 per month. More than a quarter (30%) were most likely to be working between 

16 and 20 hours per week.  
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Demographic N %  Demographic N % 

Age      Income   

16-20 64 43%  £0 5 3% 

21 – 24 42 28%  £1-300 17 11% 

25 – 34 30 20%  £301-600 40 27% 

Above 35 13 9%  £601-900 34 23% 

Gender    £901-1200 25 17% 

Male 52 35%  Above £1200 28 19% 

Female 95 64%  Source of Income   

Prefer not to answer 2 1%  Part-time job 39 26% 

Nationality    Student loan 34 23% 

UK nationals 101 68%  Parents 27 18% 

International EU national 27 18%  Grants and funding 19 13% 

International Non-EU national 21 14%  Savings & investments 15 10% 

Level in University    Bank overdrafts 8 4% 

Undergraduate First 39 26%  Selling possessions 2 1% 

Undergraduate Second 39 26%  Credit card 2 1% 

Undergraduate Third 19 13%  Work for yourself 2 1% 

Undergraduate Fourth 21 14%  Hours worked   

Postgraduate Research 24 16%  0 48 32% 

Postgraduate Taught 7 5%  4 to 10 26 18% 

Residence    11 to 20 43 29% 

University halls 33 22%  21 to 40 22 15% 

Rented flat 61 41%  More than 40 9 6% 

Home 47 31%     

Private halls 8 6%     
Table 6-2: Descriptive statistics of the respondents 

 

6.2.1 Credit score as of June and December 2018  

When asked about their credit score as of June and December 2018, 92% and 84% did not know 

it respectively. Those who indicated their scores gave figures between 0 and 872, with one 

erroneously indicating a score of 29000.  

 

 

6.3 Financial Hardship Experience 

6.3.1 Desperately needed money  

Respondents were asked if they ever encountered a situation in which they desperately needed 

money. 58% reported that they had at one point in their life experienced a financial hardship. 

Only 21% indicated that they felt they needed someone to talk to more than money during their 

moment of financial hardship.  

 



 

P a g e  | 92 

6.3.2 Support during financial crisis?  

40% of the students indicated that they would turn to their parents for support when in a financial 

crisis with the bank coming in second at 17% (Figure 6.2). Only 3% would seek for support from 

the university.  

 

 

Figure 6-1: Source of support during a financial crisis 

 

6.3.3 It is easy to get advice on financial matters at your university. 

Responses to whether it was easier or not for students to get financial advice at university show a 

mean of 3.14 and a standard deviation of 0.92 (Table 6.3). Whilst 52% of the respondents could 

neither agree nor disagree with the statement, 28% indicated that it was not easy to get financial 

advice at university.  

 

Table 6-3: Getting financial advice at university 

 Mean Std Deviation Variance 

It is easy to get advice on financial matters at your university? 3.14 0.92 0.84 

 

 

6.4 Acquisition of Financial Education 

53% of the students indicated that they had taken a financial management or consumer education 

course in high school (Figure 6.3). However, only 11% had taken a course or attended a seminar 

on personal finance issues in university or any other institution. 91% of the respondents wished 

they had received better financial education.  
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Figure 6-2: Acquisition of financial education 

 

6.5 Financial Literacy 

Most students got two of the “big three” questions correct. Most students, 85% and 59% 

correctly answered the questions on savings interest and inflation respectively (Table 6:4). Only 

3% got the investment question correct.   

 

Table 6-4: Financial literacy answers 

 Question on 

Savings growth Inflation Investment 

Correct answer 85% 59% 3% 

Wrong answer 9% 17% 38% 

Did not know 2% 20% 56% 

Refuse to answer 4% 4% 4% 

 

6.6 Financial Well-being 

This was measured a five-point Likert scale from 1 (strongly agree) to 5 (strongly disagree) with 

higher scores indicating greater perceived well-being. Students scored positively for most of the 

financial well-being variables with very few of them worrying about repaying student loans 

(33%), repaying credit cards (13%) or debt (26%). However, 70% of the respondents do not 

think they are in good financial shape (Table 6.5).  



 

P a g e  | 94 

 
Table 6-5: Financial wellbeing levels of students 

 Strongly 

agree 
Agree Neutral Disagree Strongly 

disagree 
I am uncomfortable with the amount of debt I am in. 19.54% 18.39% 25.29% 12.64% 24.14% 
I worry about repaying my student loans. 11.63% 20.93% 10.47% 25.58% 31.40% 
I worry about repaying my credit cards. 5.75% 6.90% 21.84% 16.09% 49.43% 
I think a lot about the debt I am in. 12.79% 12.79% 11.63% 25.58% 37.21% 
I have had arguments with others (parents, friends, 

significant others) about my level of spending. 
10.11% 15.73% 8.99% 25.84% 39.33% 

I think I am in good financial shape. (R) 17.44% 15.12% 11.63% 41.86% 13.95% 
Five years from now, I will not be in credit-card debt. (R) 7.95% 9.09% 12.50% 22.73% 47.73% 
One year from now, I will not be in credit-card debt. (R) 12.64% 4.60% 13.79% 18.39% 50.57% 
*R – the question was reverse scored. 

 

6.7 Financial Management Behaviour 

This was measured using a 5-item scale, scoring from 1 for poor financial management 

behaviour to 5 for excellent behaviour. The higher mean score was for paying bills on time 

(4.38) with saving money scoring lowest at 2.95. It can be concluded that students are paying 

their bills on time but need to improve on their saving behaviour (Table 6.6).  More than 40% of 

the students graded themselves good or excellent in most of the financial management 

behaviours expect in saving money, which was reported by 36% of them.  

 
Table 6-6: Financial management behaviour of students 

  

Mean Standard 

Deviation Poor Fair Ok Good Excellent 

Controlling my spending 3.16 1.17 12.50% 13.75% 28.75% 35.00% 10.00% 

Paying my bills on time 4.38 0.81 1.25% 1.25% 10.00% 33.75% 53.75% 

Planning for my financial future 3.09 1.16 12.50% 17.50% 27.50% 33.75% 8.75% 

Providing for myself and my family 3.42 1.07 7.50% 10.00% 27.50% 42.50% 12.50% 

Saving money 2.95 1.24 18.75% 13.75% 31.25% 26.25% 10.00% 

 

6.8 Parent Financial Socialisation 

Respondents were asked to relate how their financial management behaviour was influenced by 

their parents. Whilst this data captures the students’ perspectives according to the quantitative 

scales applied, additional insights are triangulated by the qualitative findings which are discussed 

in Section 7.4.1.  

 

6.8.1 Parent’s financial behaviour 

This was measured using a five-point scale 1 (never) to 5 (always) the extent to which they 

thought their parents engaged in five positive financial behaviours. Most students, 52%, 50% and 

64%, indicated that their parents were tracking monthly expenses, spending within budgets and 

paying credit card balances in full each month most of the time or always respectively (Table 
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6.7). A lower number, 43% were investing for long-term financial goals most of the time or 

always. This is also reflected through the mean scores with the higher one being 3.71 for paying 

credit card balances in full each month whilst investing for long-term financial goals regularly 

had the lower score of 3.27.  

  

 Mean Standard 

Deviation 
Never Rarely Sometimes 

Most of 

the time 
Always 

Track monthly expenses  3.28 1.32 13.92% 15.19% 20.25% 30.38% 20.25% 

Spend within the budget  3.29 1.24 12.66% 12.66% 24.05% 34.18% 16.46% 

Pay credit card balances in full each 

month  

3.71 1.39 

12.66% 7.59% 16.46% 22.78% 40.51% 

Save money each month for the 

future  

3.42 1.35 

13.92% 8.86% 26.58% 22.78% 27.85% 

Invest for long-term financial goals 

regularly  

3.27 1.39 

15.19% 13.92% 27.85% 15.19% 27.85% 

Table 6-7: Parent(s) financial behaviour 

 

6.8.2 Adopting parent’s financial behaviour 

This was measured using a on a five-point scale 1 (strongly disagree) to 5 (strongly agree) to 

four statements about the financial behaviours that students adopted from their parents. With a 

mean score of 15.01, 43%of students are most likely to make financial decisions based on what 

my parents have done in similar situations (Table 6.8). Whilst 44% (m=14.95) and 48% 

(mean=14.89) looked at their parents as role models when it came to managing money and on 

financial matters, respectively. 48% (mean 14.41) indicated that their parents were a positive 

influence on their money managing behaviour. These high mean scores indicate a higher 

expectation in students adopting their parents’ financial behaviour.  

 
 Mean Standard 

Deviation 

Strongly 

agree 

Somewhat 

agree 
Neutral 

Somewhat 

disagree 

Strongly 

disagree 

I make financial decisions 

based on what my parents have 

done in similar situations.  

15.01 1.21 7.59% 35.44% 18.99% 24.05% 13.92% 

When it comes to managing 

money, I look to my parents as 

my role models  

14.95 1.35 16.46% 27.85% 16.46% 22.78% 16.46% 

My parent(s) are role models 

for me about how to manage 

financial matters  

14.89 1.39 18.99% 27.85% 16.46% 18.99% 17.72% 

My parent(s) have a positive 

influence on me when it comes 

to managing money  

14.41 1.28 18.99% 27.85% 16.46% 18.99% 17.72% 

Table 6-8: Adopting parent's financial behaviour 

 

6.8.3 Parent direct teaching 

This was assessed using a five-point scale 1 (strongly disagree) to 5 (strongly agree) the extent to 

which they thought their parents engaged in six direct teaching methods. Results show a higher 
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mean score was 15.65 for parents having discussed how to establish a good credit rating, 

followed by 15.44 for parents teaching the students how to use a credit card appropriately.  Only 

27% (mean = 17.48) of the students reported that their parents discussed family financial matters 

with them (Table 6.9), with just 2.5% agreeing that their parents spoke to them about the 

importance of saving. Surprisingly, regardless of the fact that students were getting into 

university, only 27% (mean 14.96) had discussed how to finance college education with their 

parents. These high mean scores reflect the likelihood of parents having provided the indicated 

direct teaching to the students.  

 

 Mean Standard 

Deviation 

Strongly 

Agree 
Agree Neutral Disagree 

Strongly 

Disagree 

Discussed family financial 

matters with me  
14.78 1.33 

12.50% 13.75% 28.75% 35.00% 10.00% 

Spoke to me about the importance 

of saving  
14.34 1.26 

1.25% 1.25% 10.00% 33.75% 53.75% 

Taught me how to be a smart 

shopper  
14.59 1.22 

12.50% 17.50% 27.50% 33.75% 8.75% 

Taught me how to use a credit 

card appropriately  
15.44 1.28 

7.50% 10.00% 27.50% 42.50% 12.50% 

Discussed how to establish a good 

credit rating  
15.65 1.18 

18.75% 13.75% 31.25% 26.25% 10.00% 

Discussed how to finance my 

college education with me  
14.96 1.41 

12.50% 13.75% 28.75% 35.00% 10.00% 

Table 6-9: Parents direct financial teaching 

 

6.9 Psychological Influencers of Financial Behaviour 

6.9.1 Attitudes towards money 

This was measured using a scale of (1= strongly agree to 5 = strongly disagree) with eight 

statements showing attitudes towards money. When it came to attitudes towards money most 

students disagreed to varying degrees that they viewed money negatively. Higher mean scores 

for this were at 4.39 for “I use money to influence other people to do things for me,” with a low 

mean of 2.95, showing 43% of the students had a negative attitude and were most likely to 

behave as if money were the ultimate symbol of success (Table 6.10). A lower number, about 

43% (mean = 3.14) of the students disagreed, “money will help you express your competence 

and abilities.”  
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 Mean Standard 

Deviation 

Strongly 

agree 

Somewhat 

agree 
Neutral 

Somewhat 

disagree 

Strongly 

disagree 

I behave as if money were the ultimate 

symbol of success  
2.95 1.31 

12.66% 31.65% 22.78% 13.92% 18.99% 

I feel that money is the only thing that I can 

really count on  
3.44 1.20 

5.06% 20.25% 24.05% 26.58% 24.05% 

I firmly believe that money can solve all my 

problems  
3.33 1.30 

7.59% 25.32% 18.99% 22.78% 25.32% 

Money is the most important thing (goal) in 

my life  
3.56 1.20 

3.80% 20.25% 20.25% 27.85% 27.85% 

I use money to influence other people to do 

things for me  
4.39 0.92 

1.27% 5.06% 7.59% 25.32% 60.76% 

Although I should judge the success of 

people by their deeds, I am more influenced 

by the amount of money they have  

3.99 1.24 

5.06% 12.66% 8.86% 25.32% 48.10% 

People I know tell me that I place too much 

emphasis on the amount of money a person 

has as a sign of his success  

4.25 1.07 

2.53% 7.59% 10.13% 21.52% 58.23% 

Money will help you express your 

competence and abilities  
3.14 1.29 

10.13% 27.85% 18.99% 24.05% 18.99% 

Table 6-10: Attitudes towards money 

 

6.9.2 Attitude towards debt 

This was measured using a scale of (1= strongly agree to 5 = strongly disagree) with eight 

statements showing attitudes towards debt. With a mean score of 1.39, 96% of the respondents 

exhibited a positive attitude towards debt by agreeing that “it is important to know how to 

control the expenses in my house”.  This was followed by 83% (mean = 1.67) of the respondents 

who agreed that it is not correct to spend more money than one makes (Table 6.11).   

 
 Mean Standard 

Deviation 

Strongly 

agree 

Somewhat 

agree 
Neutral 

Somewhat 

disagree 

Strongly 

disagree 

It is not correct to spend more money 

than I make.  
1.67 0.99 59.21% 23.68% 10.53% 3.95% 2.63% 

It is better to gather money first and 

then spend it.  
1.70 0.78 46.05% 42.11% 7.89% 3.95% 0.00% 

I know exactly how much I owe in 

stores, in credit cards, or to the bank.  
1.71 0.89 52.63% 27.63% 17.11% 1.32% 1.32% 

I think it is normal for people to be in 

debt to pay their bills.  
3.58 1.08 3.95% 13.16% 25.00% 36.84% 21.05% 

I would rather buy in instalments than 

to wait to gather money to buy in cash.  
3.58 1.16 6.58% 10.53% 26.32% 31.58% 25.00% 

It is important to know how to control 

the expenses in my house.  
1.39 0.56 64.47% 31.58% 3.95% 0.00% 0.00% 

I would rather pay in instalments even 

if the total is more expensive.  
3.78 1.23 6.58% 10.53% 18.42% 27.63% 36.84% 

People would be disappointed with me 

if they knew I had a debt.  
3.34 1.32 11.84% 17.11% 19.74% 27.63% 23.68% 

There is no problem to have a debt if I 

know I can pay it  
2.54 1.19 21.05% 34.21% 21.05% 17.11% 6.58% 

Table 6-11: Attitude towards debt 

 

6.9.3 Locus of Control 

External LOC was measured using a 5-item scale 1 (Never) to 5 (Almost always) on how often 

students felt about different situations presented in their lives. Financial LOC was assessed using 

a 5-item scale 1 (Never) to 5 (Almost always) on how financially secure students felt. In terms of 

internal LoC, 70% of the students with a low mean score of 2.08, showed that they were in 
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control as they felt most of the times that what happens in the future depends on them (Table 

6.12). About 46% (mean = 2.69) of students indicated that they felt that they can do anything 

they set their mind to most of the time, if not always. However, with a high mean score of 3.86, 

about 75% of the students were most likely to have little control over their financial situation.   

 
 Mean Standard 

Deviation 
Always 

Most of 

the time 

About half 

the time 
Sometimes Never 

There is really no way I can solve 

some of my problems  
3.49 1.14 8.11% 12.16% 18.92% 44.59% 16.22% 

I am being pushed around in life  3.82 1.19 6.76% 12.16% 4.05% 45.95% 31.08% 

There is little I can do to change the 

important things in my life  
3.72 1.13 4.05% 14.86% 13.51% 40.54% 27.03% 

I can do anything I set my mind to  2.69 1.21 13.51% 43.24% 13.51% 20.27% 9.46% 

What happens to me in the future 

depends on me  
2.08 0.98 32.43% 37.84% 20.27% 8.11% 1.35% 

Helpless in dealing with the problems 

of life  
3.69 1.17 8.11% 9.46% 12.16% 45.95% 24.32% 

I have little control over the things 

that happen to me  
3.70 1.14 5.41% 10.81% 18.92% 37.84% 27.03% 

I have little control over my financial 

situation  
3.86 1.19 8.11% 6.76% 9.46% 41.89% 33.78% 

Secure in my current financial 

situation  
2.76 1.25 17.57% 29.73% 22.97% 18.92% 10.81% 

Confident about my financial future  2.91 1.18 10.81% 31.08% 25.68% 21.62% 10.81% 

Confident about having enough 

money to support myself in 

retirement, no matter how long I live  
3.58 1.20 6.76% 16.22% 12.16% 41.89% 22.97% 

Table 6-12: Locus of control amongst students 

 

6.10 Applying PLS-SEM to the Thesis 

6.10.1 The Student Financial Well-being Model in SmartPLS 3 

The PLS path model in Figure 6.4 was created and estimated in SmartPLS 3 software, chosen for 

PLS estimation because of its usability and clarity of output. In terms of construct measurement, 

the model had three reflective first-order constructs comprising of exogenous latent variables 

(FinEduAcq, FormFinEdu, PrimFinSoc) and six formative second-order constructs (FWB, 

FinLit, LoC, FinMgt, AtM and AtD). Some observed items used in the survey questionnaire 

were dropped from the final model because they had indicator reliability scores that were below 

0.40  since this is an indication of low reliability (Bagozzi, Yi and Phillips, 1991). As 

recommended by Hair et al., (2019a) the variance inflation factor (VIF) was used to evaluate the 

common method variance (CMV) or collinearity of the formative indicators. VIF values of 5 or 

above indicate critical collinearity issues but collinearity issues also occurring at lower VIF 

values of 3 (Becker et al., 2015; Hair et al., 2019a). In that regard, Kock, (2015, 2017) suggests 

that any VIF value greater than 3.3 should be considered as a signal of CMV bias or an 

indication of pathological collinearity.  Hair et al., (2019a) propose that the ideal VIF value 

should be closer to 3 or lower.  Therefore, items with VIF scores of 5 and above were dropped 

because they are indicative of critical collinearity issues. Furthermore,  indicators with low 
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statistical significance and relevance weights, which are seen by significant loadings of 0.50 and 

below (Hair et al., 2019a), were dropped from the model. Tables 6.13 and 6.14 provide an 

overview of all the latent variables, their manifest variables and their evaluation scores. The 

tables also show which variables were eventually dropped from the final model that was used for 

hypothesis testing. 
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Figure 6-3: Student Financial Wellbeing model in SmartPLS3 
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Table 6-13: The latent variables and their manifest variables in the SFWB model part A 

Latent variable 

 Manifest variables 

Code Item questions 
Factor 

Loadings 

VIF Item 

selected 

Financial 

wellbeing (FWB) 

– formative 

FWB1 

 

FWB2  

FWB3  

FWB4  

FWB5  

FWB6  

 

 

FWB7 

 

FWB8  

I am uncomfortable with the amount of debt I am 

in. 

I worry about repaying my student loans. 

I worry about repaying my credit cards. 

I think I am in good financial shape. (R) 

I think a lot about the debt I am in. 

I have had arguments with others (parents, friends, 

significant others) about my level of spending. 

Five years from now, I will not be in credit-card 

debt. (R) 

One year from now, I will not be in credit-card 

debt. (R) 

068 

 

0.74 

 

0.73 

0.81 

0.60 

0.76 

 

 

0.71 

 

0.84 

2.052 

 

1.863 

 

2.207 

2.298 

1.498 

2.032 

 

 

4.011 

 

5.613 

Yes 

 

Yes 

 

Yes 

Yes 

Yes 

Yes 

 

 

Yes 

 

No 

Financial 

literary (FinLit) 

– formative  

FinLit1 

 

 

 

 

FinLit2 

 

 

 

 

FinLit3 

 

Suppose you had £100 in a savings account and the 

interest rate was 2% per year. After 5 years, how 

much do you think you would have in the account 

if you left the money to grow?  

Imagine that the interest rate on your savings 

account was 1% per year and inflation was 2% per 

year. After 1 year, would you be able to buy with 

the money in this account?  

Do you think that the following statement is true or 

false? ‘‘Buying a single company stock usually 

provides a safer return than a stock mutual fund.’’ 

0.55 

 

 

 

 

 

0.48 

 

 

 

 

0.93 

1.124 

 

 

 

 

 

1.125 

 

 

 

 

1.106 

Yes 

 

 

 

 

 

Yes 

 

 

 

 

Yes 

 

 

Formal 

Financial 

Education 

(FormFinEdu) 

– reflective 

FormFinEdu1 

 

FormFinEdu2 

Fin education acquired while in high school 

Fin education acquired while in university 

 

0.91 

 

0.66 

1.093 

 

1.093 

Yes 

 

Yes 

Financial 

education 

acquisition 

(FinEduAcq) – 

reflective 

FinEduAcq1  

 

FinEduAcq2 

 

FinEduAcq3 

FinEduAcq4  

 

FinEduAcq5 

 

FinEduAcq6  

Discussed family financial matters with me 

Spoke to me about the importance of saving 

Taught me how to be a smart shopper 

Taught me how to use a credit card appropriately 

Discussed how to establish a good credit rating 

Discussed how to finance my college education 

with me 

0.14 

 

0.83 

 

0.89 

0.90 

 

0.76 

 

0.05 

1.059 

 

1.908 

 

2.677 

2.796 

 

2.170 

 

1.027 

No 

 

Yes 

 

Yes 

Yes 

 

Yes 

 

No 

Primary 

financial 

socialisation 

(PrimFinSoc) - 

reflective 

PrimFinSoc1 

 

 

PrimFinSoc2 

 

PrimFinSoc3 

 

PrimFinSoc4 

 

PrimFinSoc5 

PrimFinSoc6 

PrimFinSoc7 

 

PrimFinSoc8 

PrimFinSoc9 

I make financial decisions based on what my 

parents have done in similar situations.  

When it comes to managing money, I look to my 

parents as my role models  

My parent(s) are role models for me about how to 

manage financial matters  

My parent(s) have a positive influence on me when 

it comes to managing money 

Track monthly expenses  

Spend within the budget  

Pay credit card balances in full each month  

Save money each month for the future  

Invest for long-term financial goals regularly 

0.27 

 

 

0.83 

 

0.85 

 

0.86 

 

0.75 

0.81 

0.70 

 

0.76 

 

0.78 

1.152 

 

 

7.297 

 

8.185 

 

3.857 

 

2.397 

2.637 

2.039 

 

3.279 

 

3.364 

No 

 

 

No  

 

No  

 

Yes  

 

Yes  

Yes  

Yes  

 

Yes  

 

Yes 
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Table 6-14: The latent variables and their manifest variables in the SFWB model part B 

Latent variable 

 Manifest variables 

Code Item questions 
Factor 

Loadings 

VIF Item 

selected 

Financial 

management 

(FinMgt) – 

formative  

FinMgt1 

FinMgt2 

FinMgt3 

FinMgt4 

FinMgt5 

Controlling my spending  

Paying my bills on time  

Planning for my financial future 

Providing for myself and my family 

Saving money 

0.86 

0.65 

0.87 

0.63 

0.88 

2.747 

1.343 

2.407 

1.372 

3.213 

Yes 

Yes 

Yes 

Yes 

Yes 

Attitudes towards 

money (AtM) – 

formative 

AtM1 

 

AtM2  

 

AtM3  

 

AtM4  

 

AtM5  

 

AtM6  

 

 

 

AtM8 

 

 

AtM8 

I behave as if money were the ultimate symbol of 

success 

I feel that money is the only thing that I can really 

count on 

 I firmly believe that money can solve all my 

problems 

 Money is the most important thing (goal) in my life 

I use money to influence other people to do things for 

me 

 Although I should judge the success of people by 

their deeds, I am more influenced by the amount of 

money they have 

 People I know tell me that I place too much emphasis 

on the amount of money a person has as a sign of his 

success 

Money will help you express your competence and 

abilities 

0.84 

 

0.77 

 

0.80 

 

0.76 

 

0.69 

 

0.62 

 

 

 

0.63 

 

 

0.70 

2.879 

 

1.887 

 

2.557 

 

2.522 

 

1.846 

 

1.807 

 

 

 

1.867 

 

 

1.658 

Yes 

 

Yes 

 

Yes 

 

Yes 

 

Yes 

 

Yes 

 

 

 

Yes 

 

 

Yes 

Attitudes towards 

debt (AtD) -   

formative 

AtD1 

 

AtD2  

 

AtD3  

 

AtD4  

 

AtD5  

 

AtD6  

 

AtD7  

 

AtD8  

 

AtD9 

It is not correct to spend more money than I make.  

It is better to gather money first and then spend it.  

I know exactly how much I owe in stores, in credit 

cards, or to the bank.  

I think it is normal for people to be in debt to pay 

their bills.  

I would rather buy in instalments than to wait to 

gather money to buy in cash.  

It is important to know how to control the expenses in 

my house.  

I would rather pay in instalments even if the total is 

more expensive.  

People would be disappointed with me if they knew I 

had a debt.  

There is no problem to have a debt if I know I can 

pay it 

-0.60 

 

-0.54 

 

-0.35 

 

0.03 

 

0.58 

 

-0.51 

 

0.72 

 

0.32 

 

-0.30 

1.585 

 

1.305 

 

1.289 

 

1.256 

 

2.330 

 

1.678 

 

2.569 

 

1.076 

 

1.289 

No 

 

No 

 

No 

 

No 

 

Yes 

 

No 

 

Yes 

 

Yes 

 

No 

Locus of control 

(LoC) – 

formative 

LOC1 

 

LOC2 

LOC3 

 

LOC4 

LOC5 

 

LOC6 

 

LOC7 

 

LOC8 

LOC9 

 

LOC10 

LOC11 

There is really no way I can solve some of my 

problems 

I am being pushed around in life  

There is little I can do to change the important things 

in my life 

I can do anything I set my mind to 

What happens to me in the future depends on me 

Helpless in dealing with the problems of life 

I have little control over the things that happen to me 

I have little control over my finances 

I feel secure in my current financial situation  

I feel confident about my financial future  

I feel confident about having enough money to 

support myself in retirement, no matter how long I 

live 

0.85 

 

-0.80 

-0.58 

 

0.80 

0.78 

 

-0.74 

 

-0.53 

 

0.82 

0.78 

 

0.77 

-0.69 

3.563 

 

3.850 

2.193 

 

3.509 

3.105 

 

2.152 

 

1.480 

 

3.285 

3.273 

 

2.398 

2.307 

Yes 

 

No 

No 

 

Yes 

Yes 

 

No 

 

No 

 

Yes 

Yes 

 

Yes 

No 
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The final model that was used for the model testing in indicated in Figure 6.5.  

 

Figure 6-4: The final Student Financial Wellbeing model that was tested in SmartPLS3 
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6.11 Model Estimation Results in SmartPLS3 

In order to test the hypotheses discussed, I undertook a model estimation by running a basic 

PLS-SEM algorithm by Lohmöller 1989 in SmartPLS 3. This algorithm uses a path weighting 

scheme, a maximum of 300 iterations, a stop criterion of 0.0000001 (or 1 x 10-7), and equal 

indicator weights for the initialisation (default settings in the SmartPLS 3 software). This was 

chosen in order to check that convergence was reached. After running the algorithm, it is 

important to ascertain that the algorithm converged (that is, the stop criterion has been reached) 

and did not reach the maximum number of iterations (Hair Jr et al., 2021). Figure 6.6 shows the 

PLS-SEM results which indicate that the loadings are relatively high for most items and 

therefore convergence was reached. An initial assessment shows that FinMgt has the strongest 

effect on FWB at 0.49, whilst LoC’s effect is at 0.41.  These two constructs explain 60% (the R2 

value) of the variance of the endogenous construct FWB. Similarly, an interpretation of the 

relationships between the exogenous latent variables PrimFinSoc, FormFinEdu and FinEduAcq 

can be made, as well as that of the two cognitive and control dimensions depicted by FinMgt, 

FinLit, AtM, AtD and LoC. FinMgt explained 49% of the variance with factor loadings between 

0.62 and 0.88. LoC explained 41% with factor loadings between 0.78 and 0.88. LoC also 

explained 26% of the variances in FinMgt.  
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Figure 6-5: Student financial wellbeing model results in SmartPLS3 
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6.12 Evaluation Results  

As Hair Jr et al., (2021) indicate, model estimation delivers empirical measures of the 

relationships between the indicators and the constructs (measurement models), as well as 

between the constructs (structural model), thereby making it feasible to compare the theoretically 

established measurement and structural models with reality, as represented by the sample data. 

With this empirical data it is possible to “determine how well the theory fits the data”. This 

section therefore presents the results of the evaluation of the model used in this thesis in line with 

the procedures explained in Appendix 10.2.4 of the report.   

 

6.12.1 Results of reflective and measurement models 

Table 6:15  summarises the results for the reflective measurement model. Cronbach’s Alpha 

values assess the internal consistency reliability. FinEduAcq, FormFinEdu and PrimFinSoc had 

alpha values 0.451, 0.870 and 0.885, respectively. According to Hinton, McMurray and 

Brownlow, (2014), an alpha value higher than 0.5 is moderate and acceptable. Therefore, 

FormFinEdu and PrimFinSoc had acceptable alpha values. Table 6.15 also shows that the 

composite reliability (CR) exceeded the acceptable level of 0.7 (Hair Jr et al., 1998) for all 

constructs and thereby, reliability was established. Outer loadings and average variance extracted 

(AVE) were assessed in order to conclude on convergent validity. Factor loading threshold was 

kept at 0.5 since a minimum of 0.5 is acceptable when items in the construct have greater alpha 

values (Chin, 1998b). The cut off for AVE is 0.5 (Fornell and Larcker, 1981) and it is achieved 

for all constructs.  

 

Table 6-15: PLS-SEM assessment results of the reflective model. 

Latent Variable Indicators 

Convergent 

Validity 

Internal Consistency 

Reliability 
Discriminant Validity 

Loadings AVE 
Composite 

Reliability 

Cronbach’s 

Alpha 
 

0.50-0.70 0.50 0.60-0.90 0.60-0.90 

HTMT confidence 

interval does not 

include 1 

Formal Financial 

Education 

(FormFinEdu) 

FormFinEdu1 0.910 

0.644 0.783 0.451 Yes FormFinEdu2 
0.662 

Financial Education 

Acquisition 

(FinEduAcq) 

FinEduAcq2 0.864 

0.713 0.908 0.870 Yes 
FinEduAcq3 0.886 

FinEduAcq4 0.898 

FinEduAcq5 0.756 

Primary Financial 

Socialisation 

(PrimFinSoc) 

PrimFinSoc4 0.858 

0.635 0.912 0.885 Yes 

PrimFinSoc5 0.750 

PrimFinSoc6 0.809 

PrimFinSoc7 0.704 

PrimFinSoc8 0.765 

PrimFinSoc9 0.781 
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Discriminant Validity was established based on Fornell-Larcker coefficients and Hetrotrait-

Monotrait Ratio (HTMT) values indicated in Table 6.16 and Table 6.17 respectively. Referring 

to Table 6.18, the measurement model is free from CMV biasness as inner VIF values are less 

than 3.3. 

 

Table 6-16: Fornell-Larcker coefficients 

  AtD AtM FWB FinEduAcq FinLit FinMgt FormFinEdu LoC PrimFinSoc 

Fornell-Larcker Criterion        

AtD 0.728         

AtM 0.534 0.731        

FWB 0.565 0.304 0.724       

FinEduAcq 0.316 0.089 0.268 0.845      

FinLit 0.056 -0.040 -0.112 -0.074 0.695     

FinMgt 0.527 0.246 0.686 0.188 -0.145 0.786    

FormFinEdu 0.111 0.117 -0.012 -0.153 0.233 0.016 0.802   

LoC 0.555 0.484 0.646 0.365 -0.184 0.474 0.008 0.833  

PrimFinSoc -0.324 -0.126 -0.342 -0.642 0.144 -0.277 0.082 -0.552 0.797 

 

Table 6-17: Heterotrait-Monotrait Ratios 

  AtD AtM FWB FinEduAcq FinLit FinMgt FormFinEdu LoC PrimFinSoc 

AtD          

AtM 0.749         

FWB 0.835 0.350        

FinEduAcq 0.431 0.196 0.315       

FinLit 0.210 0.229 0.283 0.174      

FinMgt 0.779 0.290 0.789 0.224 0.341     

FormFinEdu 0.355 0.298 0.261 0.289 0.503 0.148    

LoC 0.760 0.517 0.729 0.380 0.258 0.522 0.160   

PrimFinSoc 0.448 0.195 0.370 0.716 0.248 0.297 0.207 0.590   

 

Table 6-18: Inner VIF values 

  AtD AtM FWB FinEduAcq FinLit FinMgt FormFinEdu LoC PrimFinSoc 

AtD         1.765 1.728       

AtM         1.592 1.506       

FWB                   

FinEduAcq 1.732 1.732     1.796     1.700   

FinLit           1.076       

FinMgt     1.289             

FormFinEdu 1.029 1.029     1.059         

LoC 1.445 1.445 1.289   2.103 1.658       

PrimFinSoc 2.121 2.121     2.178     1.700   

 

6.12.2 Results of formative measurement models 

As indicated in Table 6.19, convergent validity was observed in most constructs since all 

indicators had loadings above 0.50 with very a few that were below the 0.70 correlation 

threshold. All constructs were above the 0.50 AVE threshold, except FinLit which was not far 
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off the mark with a score of 0.483. Therefore, collinearity was not an issue since the indicators 

had VIF scores that were close to 3 or below.  The indicators were statistically significant and 

relevant as none of the constructs had zero in their confidence intervals.  

 

Table 6-19: Results for the formative measurements 

Latent Variable Indicators 

Convergent 

Validity 

Collinearity Significance and relevance of 

the indicator weights  

Loadings AVE 
Variance inflation 

factor (VIF) 

Indicator 

Weights 

Confidence 

intervals 

0.50-0.70  0.50 
≤ 3   

 0.50 
Does not 

include zero 

Financial Wellbeing 

(FWB) 

FWB1 0.694 

0.524 

1.828 0.153 

0.210 

0.183 

0.233 

0.205 

0.221 

0.170 

Yes 

FWB2 0.743 1.833 

FWB3 0.715 2.202 

FWB4 0.823 1.485 

FWB5 0.651 2.031 

FWB6 0.776 1.628 

FWB7 0.649 1.828 

Financial Literacy 

(FinLit) 

FinLit1 0.571 

0.483 

1.124 0.301 

0.342 

0.713 

Yes FinLit2 0.602 1.125 

FinLit3 0.872 1.106 

Financial Management 

(FinMgt) 

FinMgt1 0.866 

0.617 

2.747 0.294 

0.215 

0.289 

0.169 

0.284 

Yes 

FinMgt2 0.644 1.343 

FinMgt3 0.866 2.407 

FinMgt4 0.625 1.372 

FinMgt5 0.883 3.213 

Locus of Control (LoC) 

LoC1 0.875 

0.694 

3.358 0.221 

0.188 

0.169 

0.198 

0.204 

0.220  

Yes 

LoC2 0.842 3.260 

LoC3 0.811 2.586 

LoC6 0.850 2.900 

LoC7 0.833 2.814 

LoC8 0.785 1.979 

Attitude towards Debt 

(AtD) 

AtD5 0.803 

0.530 

2.203 0.455 

0.439 

0.513 

Yes AtD7 0.798 2.203 

AtD8 0.555 1.002 

Attitude towards Money 

(AtM) 

AtM1 0.839 

0.535 

2.879 0.173 

0.210 

0.219 

0.152 

0.214 

0.106 

0.128 

0.154 

Yes 

AtM2 0.767 1.887 

AtM3 0.780 2.557 

AtM4 0.755 2.522 

AtM5 0.702 1.846 

AtM6 0.645 1.807 

AtM7 0.655 1.867 

AtM8 0.685 1.658 

 

6.13 Results of Evaluation of The Structural Model 

These results were obtained using bootstrapping in SmartPLS 3 with a sample size of 5 000. 

 

6.13.1 Path coefficients and R2 indicators) 

LoC to AtM had a significantly positive predictor effect with a path coefficient of +0.588 (Table 

6.20). Whilst PrimFinSoc to LoC had a significantly negative effect with a path coefficient of -

0.540. 
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Table 6-20: Results of the path model 

  
Path 

Coefficients 
Mean 

Standard 

Deviation 

Confidence intervals 
T Values P values 

2.5% 97.5% 

AtD has a positive influence on 

FinLit 
0.211 0.202 0.136 -0.093 0.440 1.551 0.121 

AtD has a positive influence on 

FinMgt 
0.461 0.455 0.075 0.297 0.595 6.181 0.000 

AtM has a positive influence on 

FinLit 
-0.050 -0.061 0.118 -0.282 0.175 0.424 0.671 

AtM has a positive influence on 

FinMgt 
-0.130 -0.125 0.084 -0.293 0.037 1.547 0.122 

FinEduAcq has a positive influence 

on AtD 
0.197 0.203 0.089 0.025 0.376 2.220 0.026 

FinEduAcq has a positive influence 

on AtM 
0.021 0.027 0.099 -0.168 0.227 0.208 0.835 

FinEduAcq has a positive influence 

on FinLit 
0.036 0.033 0.107 -0.184 0.241 0.336 0.737 

FinEduAcq has a positive influence 

on LoC 
0.019 0.025 0.091 -0.152 0.211 0.203 0.839 

FinLit has a positive influence on 

FinMgt 
-0.129 -0.124 0.098 -0.294 0.085 1.323 0.186 

FinMgt has a positive influence on 

FWB 
0.490 0.496 0.055 0.386 0.604 8.866 0.000 

FormFinEdu has a positive influence 

on AtD 
0.131 0.133 0.050 0.031 0.231 2.604 0.009 

FormFinEdu has a positive influence 

on AtM 
0.099 0.094 0.107 -0.134 0.289 0.927 0.354 

FormFinEdu has a positive influence 

on FinLit 
0.217 0.226 0.088 0.055 0.371 2.483 0.013 

LoC has a positive influence on AtD 0.529 0.524 0.100 0.316 0.714 5.270 0.000 

LoC has a positive influence on AtM 0.588 0.589 0.086 0.417 0.753 6.818 0.000 

LoC has a positive influence on FWB 0.414 0.410 0.062 0.285 0.527 6.702 0.000 

LoC has a positive influence on 

FinLit 
-0.252 -0.252 0.125 -0.485 0.023 2.011 0.044 

LoC has a positive influence on 

FinMgt 
0.257 0.263 0.086 0.097 0.433 2.997 0.003 

PrimFinSoc has a positive influence 

on AtD 
0.083 0.086 0.138 -0.176 0.365 0.605 0.545 

PrimFinSoc has a positive influence 

on AtM 
0.204 0.208 0.129 -0.044 0.464 1.574 0.116 

PrimFinSoc has a positive influence 

on FinLit 
0.072 0.064 0.116 -0.163 0.287 0.620 0.535 

PrimFinSoc has a positive influence 

on LoC 
-0.540 -0.541 0.087 -0.712 -0.369 6.193 0.000 

 

The constructs showed a predictive accuracy that was between weak and slightly below 

substantial. FinLit had a low score of 0.119 whilst FWB scored highly at 0.603 (Table 6.21). All 

constructs were statistically significant as they had p values close to zero.    

 

Table 6-21: R2 values for the model 

  R Square Standard Deviation 
Confidence intervals 

T Values  P Values 
2.5% 97.5% 

AtD 0.343 0.078 0.207 0.507 4.413 0.000 

AtM 0.272 0.067 0.183 0.442 4.091 0.000 

FWB 0.603 0.051 0.505 0.708 11.792 0.000 

FinLit 0.119 0.051 0.076 0.275 2.351 0.019 

FinMgt 0.351 0.053 0.274 0.483 6.591 0.000 

LoC 0.305 0.066 0.196 0.450 4.630 0.000 
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6.13.2 ƒ2 effect size 

 16 of the 22 paths showed varying degrees of effect as they scored above the 0.002 threshold 

(Table 6.22). FinMgt -> FWB had the highest effect at 0.468. 

 

Table 6-22: Path effect sizes of the model 

  f Square Mean  Standard Deviation  

AtD has a positive influence on FinLit 0.029 0.040 0.038 

AtD has a positive influence on FinMgt 0.190 0.198 0.075 

AtM has a positive influence on FinLit 0.002 0.013 0.018 

AtM has a positive influence on FinMgt 0.017 0.024 0.025 

FinEduAcq has a positive influence on AtD 0.034 0.046 0.038 

FinEduAcq has a positive influence on AtM 0.000 0.009 0.014 

FinEduAcq has a positive influence on FinLit 0.001 0.008 0.012 

FinEduAcq has a positive influence on LoC 0.000 0.008 0.011 

FinLit has a positive influence on FinMgt 0.024 0.038 0.038 

FinMgt has a positive influence on FWB 0.468 0.504 0.142 

FormFinEdu has a positive influence on AtD 0.025 0.032 0.023 

FormFinEdu has a positive influence on AtM 0.013 0.029 0.035 

FormFinEdu has a positive influence on FinLit 0.051 0.065 0.040 

LoC has a positive influence on AtD 0.294 0.309 0.139 

LoC has a positive influence on AtM 0.329 0.349 0.122 

LoC has a positive influence on FWB 0.334 0.349 0.124 

LoC has a positive influence on FinLit 0.034 0.044 0.036 

LoC has a positive influence on FinMgt 0.061 0.073 0.045 

PrimFinSoc has a positive influence on AtD 0.005 0.019 0.027 

PrimFinSoc has a positive influence on AtM 0.027 0.040 0.041 

PrimFinSoc has a positive influence on FinLit 0.003 0.009 0.013 

PrimFinSoc has a positive influence on LoC 0.247 0.266 0.107 

 

6.13.3 Predictive accuracy 

The model satisfies predictive relevance, given that the Q2 values for all six endogenous 

variables are above zero (see Table 6.23).  

 

Table 6-23: The results of predictive relevance 

Endogenous variables Q² 

Attitudes towards debt 0.065 

Attitudes towards money 0.097 

Financial wellbeing 0.289 

Financial literary 0.041 

Financial management 0.256 

Locus of control 0.168 
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6.14 Hypothesis Test Results 

The hypotheses were tested using the predictor effect as indicated by the path coefficients, the p 

values and confidence intervals that are reported in Section 6.13. Table 6.24 shows the 

hypotheses that were supported because they had (i) positive path coefficients, (ii) the value 0 

(zero) did not fall within their confidence intervals and (iii) their p values were ≤ 0.05. The table 

also shows the level of effect for each hypothesis. The path coefficients of financial management 

(β = 0.49) and locus of control (β = 0.414) show a positive relationship with financial wellbeing. 

Thus, it can be claimed that hypotheses H1 and H2 were supported. Furthermore, locus of 

control (β = 0.257) and attitudes towards debt (β = 0.461) had significant positive relationships 

with financial management. Thereby supporting hypotheses H3 and H4. The same is true for the 

relationships between formal financial education (β = 0.217) and locus of control, formal 

financial education (β = 0.131) and attitude towards debt, financial education acquisition (β = 

0.197) and attitude towards debt, locus of control (β = 0.529) and attitude towards debt and locus 

of control (β = 0.588) and attitude towards debt, respectively. Therefore, making hypotheses 

H11, H13, H14, H15 and H18 supported. However, locus of control (β = -0.252) had a negative 

relationship with financial literacy. So too had primary financial socialisation (β = -0.540) and 

locus of control.  It can therefore be claimed that hypotheses H7 and H22 as formulated were not 

supported although they show significant negative relationships. On the other hand, Table 6.25 

shows that whilst hypotheses H9, H10, H12, H16, H17, H19, H20 and H21 had positive 

relationships they were statistically insignificant because of high p values. This makes these 

hypotheses unsupported and thereby rejected.   

 

Table 6-24: Hypotheses supported by path coefficients, p values and confidence intervals 

Hypothesis Path  
Path 

Coefficients 
t Values 

Level of 

effect 

Confidence 

intervals (95%) 
p values Supported 

H1 FinMgt >>> FWB 0.49 8.866 0.468 0.386 0.604 0 Yes 

H2 LoC >>> FWB 0.414 6.702 0.334 0.285 0.527 0 Yes 

H3 LoC >>> FinMgt 0.257 2.997 0.061 0.097 0.433 0.003 Yes 

H4 AtD >>> FinMgt 0.461 6.181 0.19 0.297 0.595 0 Yes 

H7 LoC >>> FinLit -0.252 2.011 0.034 -0.485 0.023 0.044 No 

H11 
FormFinEdu >>> 
FinLit 

0.217 2.483 0.051 0.055 0.371 0.013 Yes 

H13 FormFinEdu >>> AtD 0.131 2.604 0.025 0.031 0.231 0.009 Yes 

H14 FinEduAcq >>> AtD 0.197 2.22 0.034 0.025 0.376 0.026 Yes 

H15 LoC >>> AtD 0.529 5.27 0.294 0.316 0.714 0 Yes 

H18 LoC >>> AtM 0.588 6.818 0.329 0.417 0.753 0 Yes 

H22 PrimFinSoc >>> LoC -0.54 6.193 0.247 -0.712 -0.369 0 No 
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Table 6-25: Hypotheses rejected by path coefficients, p values and confidence intervals 

Hypothesis Path 
Path 

Coefficients 
t Values 

Level of 

effect 

Confidence 

intervals (95%) 
p values Supported 

H5 AtM >>> FinMgt -0.13 1.547 0.017 -0.293 0.037 0.122 No 

H6 FinLit >>> FinMgt -0.129 1.323 0.024 -0.294 0.085 0.186 No 

H8 AtM >>> FinLit -0.05 0.424 0.002 -0.282 0.175 0.671 No 

H9 AtD >>> FinLit 0.211 1.551 0.029 -0.093 0.44 0.121 No 

H10 FinEduAcq >>> FinLit 0.036 0.336 0.001 -0.184 0.241 0.737 No 

H12 PrimFinSoc >>> FinLit 0.072 0.62 0.003 -0.163 0.287 0.535 No 

H16 PrimFinSoc >>> AtD 0.083 0.605 0.005 -0.176 0.365 0.545 No 

H17 PrimFinSoc >>> AtM 0.204 1.574 0.027 -0.044 0.464 0.116 No 

H19 FinEduAcq >>> AtM 0.021 0.208 0 -0.168 0.227 0.835 No 

H20 FormFinEdu >>> AtM 0.099 0.927 0.013 -0.134 0.289 0.354 No 

H21 FinEduAcq >>> LoC 0.019 0.203 0 -0.152 0.211 0.839 No 

 

6.15 Chapter Summary  

This chapter discussed the quantitative findings for the study. The chapter provided insights into 

the FWB status and the financial management behaviour of students. It provided descriptive 

statistics and frequencies on the FWB determinants as indicated by students in response to the 

survey. The chapter also explained how PLS-SEM was applied in the study. It further indicated 

results for the measurement and structural models that were tested using SmartPLS3. After 

laying out the results for the model test the chapter then showed the results of the hypotheses 

tests. The implications of these hypothesis tests will be discussed in Chapter 8. Students’ 

perceptions on FWB were further unpacked through qualitative data collection whose findings 

will be shared in the next chapter.  The findings in this chapter answered research questions 1 

and 2 whilst those in the next chapter will answer research questions 3 to 7.  
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7 Chapter 7: Qualitative Findings 

 

7.1 Chapter Introduction 

This chapter builds on the quantitative findings discussed in Chapter 6 by presenting the 

qualitative data collected to answer all of all of the study’s research questions and form part of 

the embedded mixing of methods as explained in Section 5.5.  The qualitative data was collected 

to fulfil some of the research gaps discussed in Section 4.3, in line with the methodology 

approaches prescribed in Section 5.8. The findings in this chapter examine and critically analyse 

the data collected through interviews, observations during the piloting of the interventions as 

well as minutes and evaluation feedback from the co-creation workshop. Section 5.8.4 in the 

methodology discusses how the findings were transcribed, coded and analysed using thematic 

analysis.  In this chapter the findings are presented under data derived themes of attributes of 

financial well-being, the perceived value of co-creation and end user insights. The chapter begins 

by explaining the participants demographics.     

 

7.2 Participants’ Demographics 

A total of 26 people participated in the qualitative data collection phase of the study (Table 7.1). 

Of these, 15 were the volunteer Money Mentors (MMs) who were trained to roll out the pilot 

intervention that provided the financial capability support to fellow students. These MMs were 

also participants in the co-design workshop that sought to identify suitable solutions and the 

resources available within the university. The rest of the participants (n=11) were interviewed 

directly as part of data collection. Seven of the MMs also participated in a post-pilot interview.  

 

Table 7-1: Participants’ demographics 

Designation/Title Number 

University students 

Money Mentors 

FSUCU Board members 

Students Union Executive Officer 

Students Union Advisors   

Student Wellbeing staff members 

2 

15 

2 

1 

2 

4 

Total 26 

  

7.3 Financial well-being attributes 

This section summarises the attributes of FWB as reported by the respondents and is drawn from 

the interviews. It therefore summarises the definition and determinants of FWB from the 

participants’ viewpoint and helps meet the study’s Objectives One and Two as well as answer 

the following research questions:  
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1. What are the levels of financial literacy, financial strain, financial capability and financial 

well-being and type of money and debt attitudes of students?  

2. What are the relationships between the financial well-being of students and their financial 

literacy, type of money and debt attitudes, financial socialisation and financial 

capability?   

 

The section summarises the definition and determinants of FWB from the participants’ 

viewpoint. The findings therefore provide a further understanding into how the different actors in 

this university service ecosystem define FWB. Such a variety of definitions also provides a 

template for defining the problem and identifying the potential indicators for improved FWB. 

Section 7.3.1 gives definitions of FWB from the participants perspectives. Whilst section 7.3.2 

builds up on the quantitative findings presented in Section 6.6. by narrating the relationship 

between the FWB and the determinants listed in the conceptual model discussed in Section 4.2.2 

and research question 2 above.    

 

7.3.1 Financial well-being definition 

Construct definition   development   literature   highlights   that   experts,  in   addition   to   the   

relevant population,  need  to  be  consulted  about  the  subject  area  to  form  a  representative  

and  valid definition (Podsakoff et al., 2016, cited in Gennings, Brown and Hewlett, 2021, p. 69).  

In this regard, as a follow up to the quantitative survey of FWB determinants, students and other 

actors within the university ecosystem were invited to an interview to explore their perspectives 

on FWB. At the start of the interviews, participants were asked to define FWB. FWB was 

defined differently across the macro, meso and macro levels of the service ecosystem. Table 7.2 

summarises the definitions given by each actor in the university ecosystem. The different actors 

defined FWB as (i) being confident to meet everyday finances, (ii) having enough money to 

meet bills, (iii) having a plan and being secure to go through a semester without needing support, 

(iv) having a guaranteed income (from work or parents), (v) having good spending patterns and 

(vi) the ability to pay for and finish school without incurring a debt for fees. Most participants 

agreed that FWB extended beyond the amount of money one earned. One interviewee 

summarised this by saying: 

FWB is not about having a lot of money but being financially secure. It is having enough 

to live by and having a safety net. (Student Union Advisor 2)  
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Table 7-2: Participant's definition of FWB 

Definition University Ecosystem Actor 

It would be confidence to manage a budget, to be able to 

plan and feel secure that a student was going to be able to 

get through the semester without having to ask for help or 

find themselves in situations that really weren’t tenable.   

Student Wellbeing Staff 1 

Good Financial Wellbeing is your basic needs being met 

and extra work is for luxury items, and savings. Bad 

financial wellbeing is when you are struggling to meet 

your basic needs, having to choose between study or work 

in order to have a roof over your head or eat. Or when you 

never have any time to socialise because every moment of 

time not spent on studies is being spent working to survive. 

Student Union Executive Officer 

That you can concentrate on your studies without worrying 

about day-to-day living. You know, it's nice if you have 

enough worries about studying without having to worry 

about rent and food. I don't think you need to be 

prosperous or have lots of spare money. 

Student Wellbeing Staff 2 

I felt secure in my home and secure to pay for my bills. 

Stability knowing that I get some money at the end of 

every month and that situation was going to you know.... 

just stability and security, I think. Even if there's not a lot 

of money. It is about feeling comfortable enough that I can 

pay my bills and not worry about debts or an emergency. 

Students Union Advisor 2 
 

It means like you can basically take care of your everyday 

needs comfortably without much strain 

Student 1 

Two things really - the first is do people have enough 

money to meet their bills on a monthly basis and secondly 

do people feel confident about their ability to meet 

outgoings as they are formed you sort of the that there is 

like one thing which is the simple. 

FSUCU Board member 2 
 

 

7.4 Financial Well-being Determinants  

Participants were asked to state what they thought constituted FWB. These FWB determinants, 

as discussed in Section 2.3, can be grouped in line with the Student Financial Well-being Model 

discussed in Section 4.2.2. The following sections present the findings from the interviews in 

line with this model. It starts off by presenting how the participants viewed the cognitive aspects 

of formal financial education, primary financial socialisation, parental financial socialisation and 

financial literacy, followed by the behavioural aspect of financial management. Finally, it 

discusses the psychological aspects which include attitude towards money and attitude towards 

debt. 

 

7.4.1 Cognitive aspects (formal financial education, primary financial socialisation, parental 

financial socialisation and financial literacy) 

These cognitive aspects of primary financial socialisation are key to the development of financial 

management behaviours as discussed in Section 2.3.3. Understanding when financial 

competency developed in someone is also instrumental in designing the type and depth of the 

intervention needed by the end-users. In that regard, students were asked to reflect on how their 

parents’ financial behaviours impacted on them as well as when and how they started making 

financial decisions. They were asked to narrate how this financial socialisation happened.  
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With regard to financial education, some participants highlighted the importance of financial 

literacy and knowledge of how financial services work as components of students’ FWB.  

I think the key thing is that they need to understand how the maintenance loan 

works. I think for nothing you come into Halls of residence and you know that 

it's going to cost X thousand pounds a year. You maybe budget for food and so 

on and you don't have to worry about bills. The problem is when you go into a 

private flat and you have to find deposits and then you get hit with a huge utility 

bill or you'll then pay council tax or there’s maybe repairs and your deposit is 

withheld. You know you maybe don't quite understand the real cost of living… 

The maintenance loan is designed to pay rent, buy your food and keep you in a 

very basic level of lifestyle, but people want more. So, and that's probably the 

biggest change I've actually seen. Interestingly you still have pockets, you still 

have international students who are obviously working with a very tight budget. 

(Student Well-being Staff 1) 

 

I suppose education in terms of students having sufficient information before 

they come to university regarding just how much money they will have. I think 

often being told that you're going to get so many thousand pounds as part of 

your student support loan or bursary. I think that can sound like an awful lot of 

money and the student completely forgets that they're going to be immediately 

handing over an enormous proportion of that to the accommodation. And that 

they then want to have a social life and that, you know, just the hidden things 

like travel, phone bills. (Student Well-being Staff 2) 

 

Data shows the value of parental financial socialisation in the development of students’ financial 

management behaviours. Respondents indicated that as they observed their parents, they picked 

habits or behaviours they would later on avoid themselves. This is what some of them had to say:   

My mom basically, like she always made sure that she planned ahead. She's the 

one who was the financial decision maker for the family. (Student 1) 
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I do think that having such opposite parents made me extremely detail oriented 

(really it made me super anal) about my finances because I saw what could 

happen if I didn't, and I saw that my dad wasn't having financial troubles. If my 

parents had just been good, I would have learned financial responsibility, but 

might have been laxer about it. Because my mother is such a financial mess, it 

scared me. I didn't want to live that way! When my dad shares, it is better, and it 

is to teach me. ….. I have noticed my behaviour about money mirrors his 

behaviour, and I will go through phases where I am tight with money just 

because I feel financially insecure, even when I'm not. Since my dad didn't have 

troubles, I knew for sure what he did worked. So, I followed what he taught me 

exactly. (Student 2) 

 

The students indicated different periods for their onset in financial decision making. Some 

started off at an early age whilst others started off when they got to college.  

Well, I guess like the first time I actually got to realise the value of money was 

my first year of uni? Coz like you’re living away from home, and you have to 

start managing your own finances. (Student 1) 

 

So, as a 10-year-old living with my mom, I was super stressed about how we 

were going to afford things because she shared too much information with me. 

That’s when I started helping my mother make financial decisions. (Student 2) 

 

7.4.2 Behavioural aspects (financial management) 

Other participants pointed out the importance of financial management behaviours as indicators 

of good FWB.  

…I suppose it's more the ability to balance a budget to know how I mean if 

someone's got, let's say 1,500 pounds coming in and they are fairly confident 

that in a month and they're fairly confident that they're going to be able to 

keep their spending down to 1,400 pounds. Yes, then they probably feel pretty 

well off. (Credit Union Director 1) 

 

Some of the students who were interviewed were also afforded the opportunity to share how 

these observed or taught behaviours have impacted their current financial management skills. 



 

P a g e  | 118 

The students indicated that parental financial socialisation (both good and bad behaviour) shaped 

their financial behaviour. This is what they said:  

Then, I ran into a financial issue myself - I got caught in the housing crash in 

the US. We were trying to sell our house just as the crash happened, couldn't 

sell, house turned upside-down, etc. So, determined not to end up like my mom, I 

took what my dad taught me up a notch. I survived my issue (which really turned 

into a 15-year absolute nightmare) because of both of my parents. I never had to 

declare bankruptcy when others did. I do think it's because I had both the best 

and worst examples…… What my dad did that I adopted and took up a notch is 

very simply a budget on an excel spreadsheet. His is a simpler budget now. 

When I got caught, I literally had my spreadsheet budget for every possible 

expense - down to license renewal (a budget of $2/month). And I got super strict 

about the budget. Plus, I added the ability to track everything I spent and 

reconcile it. He doesn't do that as specifically as I do. I still use the budget to 

this day. I haven't gotten lax on it at all, but I also have a lot more money in 

each category than I did when I was in financial crisis. (Student 2) 

 

My mom, basically, like she always made sure that she planned ahead. Well, I 

guess I'm pretty good at like saving. I’m like one who will just go out and spend 

on unnecessary things. Yeah. I’m quite disciplined when it comes to that. 

(Student 1)   

 

 

In terms of overall financial management behaviours, there were mixed views from the 

participants on whether students were making good or bad financial decisions.  

Some students are making good financial decisions, but others are not. I think 

background matters as those from affluent families are not struggling. (Student 

Well-being Staff 1) 

 

Well, I think definitely that students are not always skilled at balancing 

budgets. I don't think that's necessarily because they do learn definitely and 

sometimes they do need to get into debt to learn that harsh reality. But often it 

is just because there's not, they don't have enough. (Student Union Advisor 1) 
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7.4.3 Psychological aspects (attitude towards money and attitude towards debt) 

Participants were asked how they thought psychological aspects related to student FWB. Some 

interviewees indicated that FWB was determined by an individual’s attitude towards money, 

Amount of money provided to you by the state, amount of money you have 

coming in via work, amount of money you have in savings, your attitude 

towards money, your financial responsibilities…. Almost everything that affects 

money coming in or out of your bank account. (Student Union Executive 

Officer) 

 

7.5 Student Life and Financial Stress  

This data was collected to fulfil Research Objectives 1 and 2 as well as Research Question 1 as 

discussed in Section 4.4.2 and 4.4.3. The data also provides a further understanding of the 

quantitative data shared in Section 6.4 and 6.6 by capturing what the participants have to say 

about the students' financial stress.  

 

7.5.1 Student life at a Scottish university 

There are different types of students at a Scottish university and their lives are summarised in the 

personas that were developed during the co-design workshop (see Tables 7.3 and 7.4). The 

participants were asked to develop some descriptors of the different classes of students that 

would be found at HWU. They were asked to further describe some characteristics of each 

student class. Four student types that you would find at a Scottish University were depicted in 

the personas, namely: Persona A – a local affluent student; Persona B – a local impoverished 

student; Persona C – an Erasmus student and Persona D – an international non-European Union 

student. The participants then proceeded to note down what each persona went through daily and 

what financial behaviour they might exhibit. The participants also came up with the financial 

challenges these students face as well as possible ways to assist them.  Each persona therefore 

shows the differences in financial needs and financial management behaviours across the four 

student groupings.  

 

Table 7-3: Personas of local students at a Scottish university 

Persona A: Local affluent Scottish Student 
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Jordan Nike 

Age: 19 

Gender: Male 

Level: 1st year 

Location: Campus residence 

Status: Not employed 

Financial challenges and behaviours 

• Has an overdraft of £800 (Student 

Account) 

• Clubbing 

• Overspending 

• Cheaper booze 

• No utilities 

• Cooking equipment/utensils 

Goals/Motivation 

• Cost reductions 

• Other source of income 

• Saving 

• Less reliance on parents for rent 

• Car 

• Holiday 

Bio 

A local student on SAAS. 

From an affluent family and 

parents send him additional 

money every month. Love 

partying and host friends to 

a party once every week in 

the Hall’s lounge.    

Ways to attract this person.  

• Vouchers with discounts at night clubs 

• Shopping comparisons 

• Ideas for minimising costs 

• Cooking on a bootstrap budget 

• Advise on doing things in groups. 

• Information on bargains and discounts 

Ways to repel this person. 

• A dull session 

• Forcing them to change their 

lifestyle. 

 

Persona B: Local impoverished Scottish Student 
Nancy Moor 

Age: 23 

Gender: Female 

Level: 3rd year 

Location: Rented flat 

Status: Single parent 

Financial challenges and 

behaviours 

• Accessed the Hardship Fund but cannot 

get further support on campus. 

• Struggling with credit card debt 

• Child-care costs 

• Work-study balance (time constraints) 

• Rent 

• Overspending 

Goals/Motivation 

• To complete her studies and get 

her child into a good nursery 

school. 

• Net savings 

Bio 

A local student on SAAS and 

child support. Has a two-

year-old son.  

Ways to attract this person.  

• Shorter and flexible meetings 

• Grants from SAAS/ICAS 

• Can apply for higher SAAS loan. 

• University child-care reduction 

• Access to Credit Union 

• Debt management counselling (in 

person/gamified/app) 

• Working from home 

Ways to repel this person. 

• Inflexible sessions (in terms of 

time) 

• Not doing research on her 
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Table 7-4: Personas of international students at a Scottish university 

Persona C: Erasmus Student 
Brunny Suzette 

Age: 22 

Gender: Feale 

Level: 3rd year 

Location: Rented flat 

Status: International student 

 

Financial challenges and behaviours 

• Does not budget  

• Free spender.  

• rent → timing of rent and time of funding 

requires budgeting. 

(no UK guarantor, requires 3 months’ rent in 

advance) 

• Erasmus comes in bulk, needs to last the 

duration of stay. 

• Lack of local knowledge about cheaper 

alternatives (grocery store)  

• Exchange rate  

• Struggles in setting up a bank account/ will not 

get the best deal. 

• More mature 

o Quality > quantity  

o Knows how to get through the month 

Goals/Motivation 

• Make the best of your 

Erasmus experience without 

getting broke. 

• Make the best of your 

degree. 

• Pay rent 

Bio 

On Erasmus funding and 

gets an additional stipend 

from parents every month.   

Ways to attract this person. 

• Workshop about local knowledge 

• Organize trips around the country. 

• Resolves issue of lack of insurance.  

• Tackle them in the first days when they feel a 

bit lost (later might not give them much benefit 

anymore) 

• Give out information before they arrive. 

• Rent, location 

Ways to repel this 

person. 

• Tell them to get a job. 

• They are here for a limited 

time and want to enjoy it. 

• Too long-term oriented 

• Force them to budget 

Persona D: International Non-EU Student 
Changamire 

Age: 20 

Gender: Male 

Level: 2nd year 

Location: Rented flat 

Status: Part-time 

employment as a Home Care 

Assistant. 

 

 

Financial challenges and behaviours 

• No access to banking loan or any local funding 

• Finds rent and food too expensive that initially 

anticipated. 

• no UK guarantor requires 3 months’ rent in 

advance. 

• Part-time job and studying in a foreign country 

might be too overwhelming. 

• Lack of local knowledge about cheaper 

alternatives  

• Exchange rate  

• Struggles in setting up a bank account/ will not 

get the best deal 

Goals/Motivation 

• Complete studies 

• Save for tuition fees 

Bio 

An international student on 

a 50% tuition reduction 

scholarship from HWU. He 

came to HWU with the 

anticipation to cover his 

upkeep costs through part-

time work and money sent 

from home by his parents.  

Ways to attract this person.  

• Workshop about local knowledge, discounts 

and where to get bargains (charity shops etc) 

• Tackle them in the first days when they feel a 

bit lost (later might not give them much benefit 

anymore) 

• Give out information before they arrive. 

• Cheaper rent and utility options (location) 

• Financial literacy on products at their disposal 

like insurance 

• Access to low-cost loans & savings account 

(Credit Union) 

• Tips on low-cost meals (cooking) 

Ways to repel this 

person. 

• Prejudice 

• Irrelevant information 

(research on them) 

• Inflexible sessions 
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7.5.2 Financial stressors faced by students.  

Participants were asked to narrate the challenges that students faced whilst at university. Data 

shows that students face up with costs of accommodation, food, healthcare, and transport to 

university, books, stationery and entertainment. Some of these costs are too high for the level of 

student finance they receive. 

 Inflated rent prices in major cities due to AirBnB and cultural festivals such as 

the fringe make Edinburgh an incredibly expensive place to live for students…. 

Rent prices being too high for the level of student finance they receive. Student 

Finance doesn’t take into account non-university going siblings when an 

assessment is made of the amount you are eligible based on your parents’ 

income. The Student Finance system assuming parents are able to support you 

when you may wish to not be financially dependent on them / they do not wish to 

support you. SAAS being overly bureaucratic, slow, complicated, and difficult to 

get in contact with if situations change (such as family members being made 

unemployed). Difficulty knowing who to talk to if they are having money 

troubles. (Students Union Executive Officer) 

 

7.5.3 Effects of financial stress on students 

When asked how financial stress affected students, participants indicated that it was affecting the 

students’ physical and mental health, their academic performance and social lives with some 

being forced into isolation and loneliness.  

 

“I would say that financial stress is the single largest universally negative effector 

on student well-being across all groups. Necessity to work to survive while also 

being told by the University to treat their studies ‘like a full-time job’ means that 

often students are working more than 60 hours a week which makes having the time 

and energy to do things like have a social life, look after their heath, and focus on 

personal development extremely challenging.” (Student Union Executive Officer). 

 

“Well, it affects their mental health. That causes people a lot of anxiety. That 

causes them to feel, you know, very low in mood sometimes.” (Student Well-being 

Staff)   

 

It can really cut into their academic progress. There's always some students who 

would be achieving more than others because we're not all equal in ability, but 
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it's particularly a shame if people can't fulfil their potential. (Students Union 

Advisor 1)  

 

The most affected are international students, who usually come unprepared for the high 

costs in Edinburgh and with the ill-conceived plan that they will work part-time to 

supplement their finances and cover their needs. Some of these international students 

also come to Scotland with limited knowledge about local expenses such as rent, 

amongst other things.  

 

“I think it would vary between home and internationals. I think for 

internationals...not all, but some of them are quite wealthy as you might know 

but some of them are not wealthy at all….it is still much more expensive to live 

here. It there, maybe double the price. So those challenges I think result in stress 

because the feel more desperate to get a part-time job.” (Student Wellbeing 

Staff) 

 

This was emphasised by another participant who said that:  

“So, it depends. I mean some international students are sponsored by their 

governments or by another sponsor or their family are paying for them. But then 

sometimes the sponsor actually is not able to pay for their fees or their living 

expenses and then students are almost not exactly abandoned, but almost set 

adrift in a foreign country with no access to support. Often if they are sponsored 

their friends and family back home are not actually financially able to support 

them. So that can be incredibly challenging. Someone might have to drop out. 

Maybe, you know delaying studies could be a positive outcome in that type of 

situation, but it might be a much longer situation where they're just dropping out 

not able to return.”  

(Student Union Advisor 1) 

 

This was also raised by a student who said that:  
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I think it would have like an adverse effect on your work because ideally you 

shouldn't be spending time worrying about finances would rather you should be 

focused on your studies. (Student 1) 

 

On the other hand, accessing financial support from the Student Awards Agency Scotland 

(SAAS) has a long-term impact on the local students that goes beyond their time at university. 

As graduates they are under pressure to secure a job and then repay their loan. This is 

compounded by the fact that there are misunderstandings of the terms and conditions of this 

support.  

A lot of parents do not understand the university funding system. They think that 

the funding is interest-free, yet it is not. The amount given to them is inflation 

adjusted so it does change over time. (FSUCU Board member 1). 

 

7.6 The Value Co-Creation Process 

This section presents the findings on how SDL concepts related to value co-creation were 

applied in the study. This helps meet Objective Three and Research Questions 3 to 7 of the 

study. These findings were gleaned from the discussions of the co-creation workshops as well as 

observations done during the piloting of the intervention.   

  

7.6.1 Mapping out the university service ecosystem’s actors 

Research Questions 3 and 6 were answered during the co-design workshop when the participants 

identified the different actor at Heriot-Watt University and the resources that could be tapped 

into when carrying out a financial capability intervention. This is summarised in Table 7.5.  

  



 

P a g e  | 125 

Table 7-5: The Heriot-Watt University ecosystem 

Actor Operant resource to 

integrate. 

(social relationships 

and experiences) 

Operand resources 

to integrate. 

(materials) 

Service to integrate Key well-being outcome 

(value accruals) 

Students 

Money Mentors 

Lived experience of 

going through the 

process to 

 Local knowledge 

Budgeting tips 

Financial counselling 

support 

Managing finances well 

Completing studies 

Positive financial 

wellbeing 

University 

Faculty 

Student Services 

Wellbeing 

Counsellors 

Residence Life 

Wardens  

Counselling skills 

Teaching skills 

Meeting or training 

rooms 

Internet service 

Advertising boards 

Printed leaflets 

 

Awareness & sensitization 

of the FWB support 

services 

Training of Money Mentors 

First stop for anyone in 

need of wellbeing support 

could be to give out 

financial leaflets. 

Sign-posting students in 

need of FWB support 

Mobilisation of Money 

Mentors 

Hardship fund disbursement 

Completion of studies 

Good grades 

Fulfilment of financial 

obligations 

Student welfare 

Student Union 

Students Clubs 

Student Advise 

Hub 

 

Networking  Meeting rooms 

Advertising boards 

Signposting  

Help students complete 

Hardship Fund application 

Gives small amounts to 

cover for meals or transport  

Student well-being  

Credit Union Financial services  Supported the training of 

Money Mentors. 

Can provide students with 

an account for Savings & 

low-cost loans. 

Can provide financial 

counselling services 

Financial socialisation  

 

7.6.2 Key institutional arrangements within the ecosystem 

It was observed that there were a number of departments providing an array of support to 

students within HWU that could be handy in the co-design and provision of services to improve 

student FWB. These included the Residence Life Wardens, Advisory Hub, Students Union, 

Student Recruitment, Student Wellbeing, Chaplaincy, Sports Union, Medical Clinic and the First 

Scottish University Credit Union. This entailed that students at HWU had access to an array of 

services aimed at addressing any challenges they might face during their periods of study. Data 

shows that students facing financial difficulties had access to some form of financial support 

through the Hardship Fund (accessible through the university’s Student Well-being Department) 

and the smaller Alumni Fund (managed by the Student Unions Advisory Hub).  

Within well-being sits the student hardship fund. It’s a discretion hardship 

funds. So, if you go to them and say, “I’ve no money and I've got a gas bill.” 

They can you know, give you this discretion grants. They also - there is other 

kind of government supported initiatives. Like people in higher education from 

a particular income group they'll get Child Care Credits and things like that. 

So, there's sort of a financial advice sits within my domain. (Student Wellbeing 

Staff Member 1) 
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We got money from the alumni fund. Which again comes from - money that's 

raised to help students. So, we pitched for money so that we can give immediate 

financial support to students. It comes in a form of either e-voucher, or a gift 

card or cash. It's not a huge amount of money that we can give per student. But 

for example, we have vouchers that we could pay for a student's four weeks’ 

worth of bus travel so they could top it up at the union. We've got gift cards that 

you can use in the union shop so they can buy things while they're here on 

campus or eat a hot meal. We've got gift cards for Tesco for non-traditional.... 

You know a single parent might need to go and buy things for a child whatever. 

(Student Union Advisor 1) 

 

The Chaplaincy also offers support, that is aimed at reducing the financial burden of students, 

through their Pots and Pans initiative as well as a subsidised meal for £1 which is served every 

Wednesday night.  

One thing we do actually at the beginning of the year. We have pots and pans 

scheme...…. So, we collect kitchenware from students who are leaving the 

university. It's like with baggage the most, pots and pans. So, we work with the 

residences and bring them down here and clean them up and we have a huge 

exhibit of pretty good - I mean we throw out the really rubbish ones - plates 

knives forks spoons anything from containers for the kitchen. Now last year we 

worked out that if we added it up and if you bought the cheapest equivalent in 

say ASDA it was £20,000 worth. So that's a lot of money and that gets shared 

out to I suppose 200 students. Probably more than that because hundreds of 

students come. So, it's worth for them each quite a lot of money if they had to go 

and buy that for themselves, it would cost them £20, £30 or £40. So, receiving 

that is certainly a positive thing for the finance. The chaplaincy is really to 

provide spiritual and social support for students. Some of them come for the 

spiritual support, like church on Sunday. Some come for just the social things 

like the meals and some come to both. So, we try to help out that way…. We ask 

for about one pound for a meal that would probably be two pounds’ worth of 

food or something. (Student Wellbeing Staff) 

 

Some felt that there was a lot of stigma associated with the departments.  
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They can often have stigma attached to them and they are for students with really 

bad situations. (MM10) 

 

I think there is some stigma to it and the services are rarely available, waiting 

times for up to 2-3 weeks. (MM7) 

 

 There were other barriers noted within these existing institutional arrangements that would have 

hampered financial capability support to students and these are discussed in more detail in 

section 7.5.3. On the other hand, HWU had a credit union, the First Scottish University Credit 

Union (FSUCU), which provides services to university workers and post graduate research 

students. During the tenure of the study, FSUCU was exploring ways to onboard more students 

and provide some services to them. Whilst there was heated debate on the whether this was 

feasible the credit union was generous enough to support the training of students as Money 

Mentors.   

 

7.6.3 Barriers and enablers in the ecosystem to supporting students. 

This section discusses the enablers and barriers that were observed in the ecosystem during the 

piloting of the intervention. The interviews were used to develop this deeper informed insight 

into the facilitators and barriers present within the eco-system. The data presented by the 

participants demonstrates the varying level of understanding, resistance and desire for change 

amongst the different actors in the ecosystem. Participants indicated that there are several 

barriers to the implementation of these prescribed solutions. For instance, it was highlighted that 

there was lack of communication, bureaucracy and a heavily siloed approach within the 

university structures when it comes to supporting the well-being and living experiences of 

students on campus.  

“I personally don’t expect services departments to cooperate smoothly due to 

bureaucracy.” (MM5) 

 

 “Although they work to provide helpful, accessible and effective service to 

 students, it can be difficult to know which service to contact.” (MM2) 
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Whilst these services exist within the university ecosystem, the students’ interviewed raised 

some concerns about them. Some students reported that they were unaware of some departments 

due to the poor communication.  

“Some students departments – I did not know they ever existed until this week. 

They are not very helpful.” (MM4)  

 

There were also indications on the unavailability of relevant personnel as highlighted by some 

MMs. 

“Little financial support is currently offered by the university. Student financial 

well-being as a whole is likely constrained by limited information. These 

sessions are useful in improving that. (MM6) 

   

 “Overall, there is a lack of knowledge and support for students.” (MM10) 

 

So obviously in the University involving students is good because you can start tackling 

the problem from within and I think maybe the only thing that could have been better 

probably, so it is there if there were some people, if there were professions in the 

university that were involved with it. (MM4) 

 

There was an indication of a lack of adequate support towards students’ financial capability right 

from when a one arrives during Freshers’ Week. The whole experience was summed by a 

participant who stated that:  

“Students are not given much in the way of financial advice when arriving at University 

and left to ‘work it out’. There are no sessions on budgeting. Although budgeting is often 

offered in the form of leaflets or Power Hours in the library, these do not help a student 

when specific situation arises. There is no ‘financial advisor’ on campus that students 

can access should they be in money troubles.” (Student Union Executive Officer).   

 

Other participants lamented the long waiting periods to access already available 

counselling services. 

“The services are rarely available; the waiting time is for up to two or three 

 weeks.” (MM3) 
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This was seconded by another student who said: 

Often student services can have delays (due to over worked staff perhaps) 

(MM12) 

 

The stigma associated with financial challenges was also an impediment to accessing support 

within the university. This was highlighted by one MM.  

“I think there is some stigma to it (financial stress)” (MM8) 

 

This was corroborated by another who said that: 

Most students that are facing financial problems would not feel comfortable 

discussing their issues or give 100% correct information about their spending 

habits. (MM5)  

 

It was noted that service providers, like the FSUCU for example, have inherent structural defects 

embedded within traditional organisational practices that make the acceptance of transformation 

difficult. There was also scepticism with the Credit Union member not comfortable with 

onboarding students. This was observed through the slow pace at which FSUCU is moving 

towards implementing its expanded common bond by providing services to students. There is no 

concrete plan in place several months after the new common bond was approved. This is 

compounded by the risk adverse nature of the credit union’s members.  

“Students are a high risk. They don’t have a reliable source of income. It will not 

make sense for them to take money from their SAAS loan and put it in a savings 

account. The interest they earn will be less that the amount accruing on their 

debt. Another downside is that I cannot risk my money by having the credit union 

give them a loan. When will they start to repay the loan? We wouldn’t want to 

have too many bad debts because it is already painful to write off some loans 

now. If is my hard-earned money that I am writing off.”  

(FSUCU board member 1).    

 

7.6.4 Services to be exchanged (ideas for supporting students) 

Service exchanges that are key in supporting student financial well-being were captured in the 

participants suggestions on ways to support students tackle the FWB challenges identified. It was 

suggested that students can be supported by spurring them towards asset building, financial 

resilience and consumption smoothing. Students need to learn long-term financial planning and 
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to be realistic about their finances and reduce expenses. This can be done through (i) running age 

specific workshops with students on financial capability, (ii) peer support (iii) providing banking 

services through the credit union, (iv) providing information in the halls and libraries.  

“I think the key innovation will be how to identify, intervene and engage with 

students to resolve their financial risks before they become problems.” (MM3) 

 

This was echoed by another participant who said that: 

“There is a lot of scope for interventions which aid student financial well-being. 

There are many differing issues to be addressed due to the differing age groups 

of students.” (MM12)  

 

Some participants suggested that other ways of supporting students to withstand financial shocks 

could include (i) making the Hardship Fund process more user friendly and lowering the 

turnaround period, (ii) give those struggling with fees time to pay their debts through flexible 

repayment plans, (iii) mobilising more support from alumni for donations that go towards a fund 

run by the Students Union, (iv) design a product with the credit union that encourages graduates 

to invest in loans that can be advanced to senior students. Several interviewees highlighted that 

students need to come forward for support at earlier stages and support staff should be proactive 

in reaching out to them: 

People should be supported before it is too late. We must not wait for a 

problem to emerge before we step in. (Student Wellbeing staff 3)  

 

Additionally, it was recommended that service providers, such as catering and accommodation, 

should consider reducing their prices to minimise the financial burden that students carry on 

campus.   

Universities do not help this problem; the cost of living in Purpose Built 

Student Accommodation operated by the university and other service 

providers are nothing short of extortionate for the service they provide 

even in comparison to the already expensive private sector in Edinburgh. 

Some halls on the Edinburgh Campus leave students on maximum SAAS 

with only £49 a month to live on. This forces these students to choose 

between affording to live by working or focusing on their studies (Student 

Union Executive Officer). 
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One participant raised the fact that an entity like the credit union, whilst not currently serving 

students, has a social responsibility to assist them with financial education. However, there was 

no clarity on which approach could be used, mainly, because the credit union had not agreed on a 

strategy to work with students, even though it is extended common bond now included them as 

possible members.     

At least we should be giving financial education to students. Whether that will 

be through leaflets, workshops or online I do not know. The only drawback is 

that when students come to university, they think they now know a lot. There 

might be no uptake of the financial literacy support. All the same it is worth 

trying out (FSUCU Board member 1). 

 

Whatever solution is agreed upon should be implemented earlier on before the problems become 

deep seated. This can be done by ensuring that information is readily available in the Halls and 

library.  

The people tend to come here when there's a problem and we want to be able to 

support people at all times and we need to probably in terms of thinking about 

this education and providing better information rather than waiting for it to be a 

crisis. This information should be available in the Halls, in the library, you 

know. It could be on the screens, in the crush areas. So that people kind of 

building on their own understanding and ability to manage things without it 

having to get to the crisis point. (Student Wellbeing Staff Member 1) 

 

One way of providing such support could be through a near-peer support system. This 

recommendation was aptly captured by one participant who said:  

It would be almost like having a conversation with us a big brother or a trusted 

uncle. So, it's friendly advice. It's not binding but it's like, you know, “wait a 

minute. What are you spending your money on? So, you're going to do that? 

You've got a season ticket to go watch the football? How important is that?” 

Maybe that is the one thing that people would want to do and it would be like a 

kind of friendly coaching… not direct peers, but slightly older people who've 

been there and done it. You know, you’re a fourth-year student, a third-year 

student and you've gone from that…. You’re pointing out in advance all the 

pitfalls that you don’t know until you encounter them for the first time yourself. 

So, I think that would be helpful and there is probably a blend of your almost 
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fact information and also and basically the ability to go speak to someone, you 

know. Actually, I think that would work well. You only have a small subset, but it 

would be slightly over and above the current situation which is will literally get 

to know if it’s an aggravating factor and a more serious well-being case or if 

someone's basically, you know about to get kicked off their course or thrown out 

of the halls of residence or evicted. Then suddenly we'll have, “oh my goodness 

we can't allow you ill, there are mechanisms that can come in.” So, we deal with 

that part well, but I think the more low-level, friendly but accurate, non-

judgmental guidance. (Student Wellbeing Staff Member 1) 

 

7.7 The Intervention  

7.7.1 Piloting the intervention 

As indicated in Section 5.13.3 the students piloted an intervention to support the financial 

capability of their peers. This was done over a four-week period in March and April 2019 by the 

MMs. This intervention tried out some of the solutions proposed by participants of the co-design 

workshop which are summarised in Table 7.6.  

 

Table 7-6: Solutions emerging from the co-creation workshop. 

1. Set up Facebook page for mobilisation and awareness raising 

2. Money Mentor Drop-in Sessions  

o use rooms in SU and have MMs available at particular times of the day. 

o booking system for sessions 

o speed dating (set up tables and have an informal talk) 

3. Budget Freaks game 

o People in groups share their weekly budgets and whoever spends the least within a budget 

gets a reward 

4. Food challenge  

o Money Mentors live on £15/ week and post about it. 

o Modelling ways to others  

o Can be shared on Facebook 

5. Livechat helpline (pauses a challenge with General Data Protection Regulation (EU GDPR) 

and resources to set-up) 

o Person can be anonymous; allows them to be more honest. 

o Could be done through the Student Union? 

6. Provide resource pack with financial management tips (needs funding to produce) 

 

7.7.2 Uptake of the intervention 

Whilst the evaluation of success or failure of the intervention was not the main focus of this 

study, assessing its uptake provides insights on how to conduct something similar in future. It 

was noted that there was a low number of students who took part in the piloted Money 

Mentorship sessions. All in all, a total of 16 students attended at least one session. This low 

turnout is attributable to the following:  
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a) Timing of the intervention: the sessions took place in April – an exam period at HWU, 

which was not a good period for any activities that could have distracted students from 

preparing for their exams. What might be ideal is to run such sessions during periods like 

Freshers’ Week, Open Days or Welcome Week which are already on the calendars of 

some of the university’s service departments.   

b) Blending the intervention into existing support services in the university ecosystem: 

there were a number of possible support services or departments the Money Mentors 

could have partnered with to increase the intervention’s reach. For instance, they could 

have blended into the activities done by either the Student Success Advisors, Residence 

Life Wardens, Advisory Hub, Students Union, Student Recruitment, Student Wellbeing 

or the Chaplaincy. However, this would have required more time to present a business 

case and pass through the bureaucratic hoops within the institution. The fact that this was 

an intervention being spearheaded by people who were outsiders from any of the service 

departments within the university also made it difficult for it to be accepted or 

assimilated into existing support activities.  

c) Location of the intervention: the venue that was secured for the sessions was located 

away from where most of the student traffic is found. Finding a venue within the 

university’s main building required advance planning of at least three to six months 

before the sessions begun. This was clearly a time the MMs did not have as this was a 

cross-sectional study with less than six weeks within which to pilot the intervention.  

This poor choice of the venue was also highlighted by one of the Money Mentors who 

said: 

“Well, I think maybe it was difficult to find the actual room where we were 

doing the sessions. Because they always had to be somebody downstairs with 

the flyers. But at times they were like times where nobody was there. So 

maybe it would have been difficult for somebody to find the actual place. It 

would have been maybe better to put either a big flyer or maybe doing it 

inside the university. Maybe in one of the rooms there.” (MM3) 

 

7.8 Outcomes from The Intervention 

However, despite the low attendance to the MM sessions as discussed in Section 7.6.2 above, 

some data was collected on the intervention’s effect on student financial capability. Recalling the 

Student Financial Well-being Conceptual Model discussed in Section 4.2.2 it is evident that the 

intervention was aimed at supporting or improving some of the FWB determinants within the 
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four areas identified in model. These four areas and the specific determinants targeted by the 

intervention are namely: (i) cognitive aspects (formal financial education and financial literacy); 

(ii) psychological aspects (locus of control, attitudes towards money and debt); (iii) behavioural 

aspects (financial management) and (iv) subjective financial wellbeing. The findings presented 

in Section 7.6.1 to 7.6.3 indicate the intervention’s outcomes as reported by the study 

participants through the feedback forms completed at the end of the Money Mentorship sessions.  

 

7.8.1 Cognitive aspects supported. 

Some of those who took part in the intervention reported that their financial literacy improved.  

Through the recap of the APR calculations, I now have better methods of 

communicating financial issues. I have an understanding of key components of 

financial capabilities (access, skills, knowledge and motivation). I am now 

attentive to little financial issues (MM13) 

  

It taught me how to communicate the financial tips that I received. (MM11) 

 

7.8.2 Psychological aspects supported. 

Some participants reported an improvement on their locus of control as well as attitudes towards 

money and debt.  

I got a better understanding of how debt works and why it is important to keep 

a good debt record. (MM3)  

 

I have a far more comprehensive grasp of my own finances and what is needed 

to keep things under control. (MM2) 

 

So, I was not aware actually that if you have some type of problem - of double 

debt problems and you ask for relief. You go for one of the different types of 

rules that we were told - I think it was on the third or second session or lecture. 

Basically, you're going to have it set on record for six years. So was not aware 

of it and that will make me monitor and manage my debts better. (MM4) 
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7.8.3 Behavioural aspects supported. 

Some participants in the intervention reported that the intervention helped them on their financial 

management behaviour. This is what they said.  

“I think that it was interesting to see not only from your side how it can help you 

budget. So, for me, I spent a lot of money on food, that’s my weak point. So, this 

was going to help me as well in that when I prepare for my grad job – how to 

budget. Because I need to learn to do that and I’ve seen that it did help me with 

that because I reduced my spending.” (MM4) 

 

Yes, it made me monitor my financial behaviour closely. (MM5) 

 

Not particularly, I actually feel I manage my money well, but it definitely gave 

good tips. (MM2) 

 

Yes, I have started actively tracking my expenditures and thinking more around 

what is important in a budget, not just absolute amounts. (MM8) 

 

These findings point to the potential of student-led interventions in improving their FWB in 

some key areas that are laid out in the Student Financial Well-being Conceptual Model applied 

in this study.  

 

7.9 End-User (Customer) Insights 

This section captures how end-users viewed the value co-creation process. In relation to the 

discussions done in sections 3.4 and 3.5, the findings reflect the value that the end-users placed 

to and derived from the entire process. The data for this section is mainly from the students’ 

evaluation of the Money Mentorship Training they received and the co-creation workshop they 

participated in. Observations notes jotted down during these activities also complement the data.  

 

7.9.1 How to improve the value co-creation process 

Improvements were suggested across different facets of the process. For instance, it was 

suggested that the training for the MMs could have been improved by making it more student 
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focused, more interactive and fun, having shorter sessions and sharing resources with everyone 

immediately after a session.  

It (the training) should be more tailored to student needs and the challenges they 

face right afterwards like buying their first house. (MM8) 

 

It (the training) should be more interactive much like the exercises in our last 

session. (MM3) 

 

The debt session could possibly be made more fun. For example, the picture 

games in the communication session was good. (MM2) 

 

It was observed that the university has no process by which a student-designed intervention can 

be adopted. There is therefore an opportunity for the university to support such initiatives by 

training students, providing a grading system or recognising their volunteerism in one way or 

another.  

 

7.10 Relationship Experience (Derived Value from The Process) 

The MMs were asked to reflect on the co-design process and the rolling out of the intervention. 

This section captures the feedback given by the MMs after the co-design workshop and at the 

end of the money mentorship sessions.  

 

7.10.1 Emotion (experience of the process) 

The MMs found participating in the whole process enjoyable, participatory and revealing. This is 

what some of them said. 

I enjoyed being part of the team and explore solutions others had thought of. I 

felt like everybody got a chance to contribute. (MM6) 

 

“The groups worked well and created an action plan, individual contributions 

were valued and reflected in were large contributions from groups. Ideas were 

presented clearly and organised in a logical, structured way.” (MM2) 
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Some participants found the participatory nature of the process to have been effective and 

progressive although group dynamics at times hindered the decision-making process.  

“There were some challenges in decision making but nothing particularly major.” 

(MM2) 

 

“Due to the large group sizes, there was some confusion in the group exercises regarding 

the focus of each group for some tasks.” (MM7) 

 

7.10.2 Cognition (past experience and the motivation to participate) 

Most MMs indicated that they were motivated by their past struggles to manage finance during 

their first years in university. One MM indicated that they had previously struggled with debt. 

They therefore saw this program as an opportunity to share their experiences and help other 

students who could have been facing financial management challenges. 

 “Personal experiences with the struggle with debt management” (MM10)  

Others were motivated by the quest to gain knowledge on how to improve their own financial 

behaviour and get a qualification in the process. This was summed up in the feedback some 

MMs gave. 

“I wanted to get better at budgeting and learn more about how people manage 

their finances or can save more.” (MM7) 

 

“I expected to learn more about how to help students with financial issues and 

have my ideas or solutions challenged. I was pleased to see how engaged the 

participants were.” (MM8) 

 

“To improve my financial skills and help other students confront financial issues.” 

(MM11) 

 

“To gain knowledge of how to manage my own financial decisions as well as 

advise others on their own.” (MM5) 

   

“The qualification and the desire to lower my spending” (MM9) 
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Others simply attended out of curiosity, wanting to break away from monotonous university 

lectures or because they were doing a related dissertation. Below is what some of the participants 

had to say.  

“The course sounded interesting” (MM8) 

 

“Wanting to do something which isn’t in the usual school/university format of 

lectures followed by tests.” (MM4)  

 

“I am writing my dissertation on financial capability and wanted to see how I can 

improve my own finances.” (MM3)  

 

7.10.3 Behaviour stemming from the process. 

Several participants reported that they gained more confidence, felt comfortable and motivated in 

supporting fellow students because of the program.  

 “Much more confident that before the course began.” (MM2) 

 

 “I feel confident that I can provide solid advice.” (MM3) 

  

“Very motivated to help other students although I have a lot of university work 

to do.” (MM9) 

 

I feel comfortable to provide basic information, though I feel that I would need 

more time to give more complex information. (MM5)  

 

7.11 Chapter Summary 

This chapter laid out the qualitative findings for the study that were derived from interviews, 

observation notes from the pilot, minutes of the co-creation workshop and evaluation form of the 

MM’s training and the co-creation workshop. The chapter provided insights into the FWB 

attributes of students as theorised in the Student Financial Well-being Framework. The chapter 

also provided insights into the FWB attributes of students which include the following: (i) 
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financial confidence, (ii) paying bills, (iii) a plan to go through a semester without needing 

support, (iv) a guaranteed income (from work or parents), (v) good spending patterns and (vi) not 

incurring a debt for fees. The findings highlighted in this chapter also gave the participants’ own 

definition of FWB and their perspectives on its determinants. The chapter also provided data into 

how value co-creation could be applied to provide support to students in a university service 

ecosystem. The chapter also captures acumens from end-users on their experience with the value 

co-creation process.  They also aid the refinement of service provision interventions such as the 

financial capability support that was piloted in the study by capturing viewpoints from the end-

users of the co-designed service offerings. The next chapter critically discusses these research 

findings together with those presented in Chapter 6 and contextualises their contribution to 

knowledge within the research domains of SDL, FWB and TSR.    
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8 Chapter 8: Discussion of Findings 

 

8.1 Chapter Introduction 

Chapter 7 presented the qualitative findings of this mixed method study and covered (i) the FWB 

attributes, (ii) the value-co-creation process and (iii) insights from the end-users of the 

transformative service. In reference to the narration in Section 4.4, where the research objectives 

and aims were introduced, this chapter discusses how these were met in relation to the study 

findings narrated in Chapters 6 and 7. The chapter will contextualise the research findings to 

existing literature and therefore and highlight the contribution of this study to knowledge in the 

wider literature body. 

 

8.2 Research Gaps in TSR and SDL  

Recalling the literature reviewed in Chapter 3, the following table shows how the thesis set out to 

cover some of the identified TSR and SDL gaps. Table 8.1 also indicates the sections where 

these efforts and findings are discussed in this thesis.  

 

Table 8-1: TSR and SDL gaps filled by the study 

TSR & SDL gaps Steps made to close gap Section in which this is 

discussed 

To position and provide service which 

improves the well-being of individuals 

and collectives  

Training Money Mentors 

Piloting the intervention 

5.8.2.1 

5.8.2.3 

7.6.1 

Understanding the consumer needs and 

experiences with service providers 

Observing the pilot 

Documenting consumer insights 

7.6 

7.7 

Understanding the kind of value, for 

whom and the mechanism of value co-

creation. 

Observing the co-design 

workshop 

5.8.2.2 

7.5.4 

Examining how users can be involved in 

co-design or how their involvement might 

affect design outcomes. 

Holding a co-design workshop 

Observing the pilot 

5.8.2.2 

5.8.2.3 

7.6.3 

Knowing the role played by service 

providers and understanding the kind of 

resource integrations of the actors. 

Holding a co-design workshop 

Observing the pilot 

5.8.2.2 

5.8.2.3 

7.5.1 

Understanding how social contexts (i.e. 

Institutions) influence and are influenced 

by value co-creation processes within the 

systems of service exchange  

Observing the pilot 5.8.2.3 

7.5.2 

7.6.3 

 

8.3 Recalling the Research Aim, Objective and Questions 

As discussed in Section 4.4 the aim of the study was to understand the factors affecting the 

financial capability and FWB of university students and how value co-creation unfolds within a 

university service ecosystem. This was aptly captured in the overall research question which 

looked at how an A2A ecosystem could provide transformative service that results in improved 
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financial wellbeing for students. The ensuing sections of this chapter discuss how the study’s 

three objectives and seven research questions in Table 8.2 were addressed. 

  

Table 8-2: Research objectives and questions 

Research Objective Research question 

1. To identify the determinants of financial well-

being among university students. 

1. What are the levels of financial literacy, 

financial strain, financial capability and 

financial well-being and type of money and 

debt attitudes of students?  

2. To understand the relationships between the 

various financial management behaviour 

determinants in students and how they affect 

the students’ perceived FWB.  

2. What are the relationships between the financial 

well-being of students and their financial 

literacy, type of money and debt attitudes, 

financial socialisation and financial capability?  

3. To use the Well-being Support A2A Ecosystem 

Framework to analyse how interactions and 

resource integration between students and 

existing service providers can be enhanced to 

provide a transformative service experience. 

3. What are the individual and community 

wellbeing outcomes shared across the 

university ecosystem by the actors? 

4. What are the service exchanges that are key in 

bringing about the wellbeing outcomes in a 

university ecosystem?  

5. What are the value co-creation processes that 

occur during the transformative service 

provision?  

6. What are operand and operant resources that 

are integrated in the provision of the wellbeing 

support to the end-users? 

7. What are the experienced barriers and 

facilitators to cocreating FWB for students?  

 

8.4 Objective 1 – Determinants of Financial Well-being in University Students  

This objective was addressed through data that also answered Research Question (RQ) One 

which specifically asked, “what are the levels of financial literacy, financial strain, financial 

capability and financial well-being and type of money and debt attitudes of students?” 

 

8.4.1 Defining financial well-being 

Findings in Section 7.4 show that definitions on FWB given by students and stakeholders within 

the university ecosystem alike, added six more attributes to those advanced in extant literature.  

These attributes give a university student specific definition of FWB as: 

(i) Being confident to meet everyday finances,  

(ii) Having enough money to meet bills,  

(iii) Having a plan and being secure to go through a semester without needing support, 

(iv) Having a guaranteed income (from work or parents),  

(v) Having good spending patterns and 

(vi) The ability to pay for and finish school without incurring a debt for fees. 

 

These attributes add on to the existing definitions in current literature that view FWB as being a 

subjective satisfaction with one’s financial situation, managing to meet daily financial needs and 
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being in control of your finances thereby being happy and worry free (Joo, 2008; Shim et al., 

2010; Drever et al., 2015). The study’s findings show us that a definition of student FWB 

centres around completing their studies whilst being able to meet daily expenses without 

accumulating debt and getting some guaranteed income -from their parents or part-time work.  

 

8.4.2 Financial well-being  

The findings provide novel insights on the FWB of students at a university in Scotland and thus 

has implications for other Scottish Universities, which is a very key contribution to knowledge. 

Evidence presented in Section 6.6 shows that these students have moderate positive FWB for a 

number of determinants on the 8-point FWB scale used in the study.  This ties in with findings 

made by Norvilitis, (2014) who observed an increase in perceived FWB amongst university 

students in the USA.  However, data in Section 6.6 also show that a majority of students were 

not satisfied with their current financial situation. If these observations are tied into Ullah and 

Yusheng, (2020, p. 2)’s claim that “FWB is the overall satisfaction with one’s current financial 

situation,” then most students have low financial well-being. This validates findings from a study 

in which only 34.3% of Nigerian university students at Universiti Putra Malaysia reported high 

FWB (Chikezie and Sabri, 2017). Findings presented in Sections 6.3 and 7.5 show that students 

undergo financial strain and also find it difficult to get support and advice on financial matters 

whilst at university. International students are affected the most because of information 

asymmetry which makes them anticipate access to part-time work to support themselves 

financially. They also arrive to unprecedented high costs of living. Their financial stress is 

compounded by limited support structures they can access when it comes to finances, more so 

for those who would have borrowed funds from their home countries. These findings corroborate 

with those from other studies which show that international students face up to unmet 

expectations when they arrive to their destination countries and also feel pressure due to a large 

financial investment made towards their studies (Ching et al., 2017). Other scholars discovered 

that international students, especially the self-financed ones, experience mental health issues due 

to financial challenges and they are excluded from most financial and social support programs 

that local students receive (Forbes-Mewett and Sawyer, 2016; Khanal and Gaulee, 2019; Shah, 

Lopes and Kareem, 2019; Firang, 2020). These findings point out the need to improve the low 

levels of student FWB through a financial capability support intervention as was the case in this 

study. A transformative purpose that is achievable through co-designed service as demonstrated 

by the study’s findings.  
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8.4.3 Levels of financial literacy 

Findings presented in Section 6.5 show that the financial literacy levels amongst university 

students in Scotland were high, with most of them getting the Big Three correct. This links with 

the findings made by Lusardi and Mitchell, (2014) in which they report that 69.8% of individuals 

with a university degree answer all Big Three questions correctly. Another study found that 

about 72.2% of surveyed students from universities in eight countries got the correct answers in 

their financial literacy test (Ergün, 2018).  However, this study’s findings contradict with the 

reported low levels of financial literacy amongst Malaysian university students (Sjam, 2015), 

amongst UK students (McQuaid and Egdell, 2010), among university students in the north of 

Mexico (Felipe, Ceribeli and Lana, 2017) and amongst the young adults in America (Lusardi, 

Mitchell and Curto, 2010) and globally (Lusardi, Mitchell and Curto, 2010; Garg and Singh, 

2018). This difference could be attributed to the fact that the test for financial literacy in this 

study was done using the “Big Three” which could be limiting. This therefore presents the need 

to run further tests using other financial literacy scorecards.  These additional financial literacy 

tests can be done using survey tools like the ones used by Sjam, (2015) or the assessments 

proposed by Huston, (2010).  

 

8.4.4 Demand for financial education 

Data in Section 6.4 shows a high demand for financial education amongst the university students 

surveyed. This corresponds to the Malton and Clarkson, (2018) disclosure that about 85% of 

young adults wished they had been taught more on financial management during their years in 

school or university. The acquisition of financial knowledge helps students improve their 

financial management behaviour so this high demand for financial education in this sample 

shows the need to develop an intervention that is appropriate for university students. Such an 

intervention would help provide formal financial education to students and therefore contribute 

to their financial literacy – a key component of positive FWB.   

 

8.4.5 Financial management behaviour 

There was a substantial number of students who reported good financial behaviour such as cash, 

credit and savings management (Section 6.7 and 7.4.2). This was corroborated by the findings 

from studies that documented positive financial behaviour of students such as budgeting, saving 

and managing their credit card debt (Xiao, Tang and Shim, 2009; Gutter, Garrison and Copur, 

2010; Gutter and Copur, 2011). Those students  reporting good financial management behaviour 

indicated that this was acquired through observing their parents, which points to the importance 



 

P a g e  | 144 

of parent financial socialisation at the early stages of one’s life as observed by (Antoni, Rootman 

and Struwig, 2019; Ullah and Yusheng, 2020). 

 

8.4.6 Credit scores 

Those who supplied their credit scores for June 2018 and December 2018 had average scores of 

362 and 442, respectively (Section 6.2.1). This corresponds to the findings that young people in 

their mid to late 20s have lower credit scores in comparison to the lower age group (Jones, 

2018). However, these scores are way too low compared to the highlights made by Jones (2018) 

that show those aged 18 to 20 years scoring an average of 779, with average scores being 741 

and 730 for those aged 21 to 25 and 26 to 30 years, respectively.  Getting students to improve 

their credit scores helps in preparations for asset accumulation through car loans or home 

mortgages as well as in employment prospects as discussed in Section 2.3. Therefore, this 

becomes one of the cognitive and behavioural aspects that a student financial capability 

intervention can target – increasing attitudes towards debt, getting loans and servicing them 

timeously. In this regard, service providers like credit unions can co-design interventions that 

give students with exposure to credit products, support their borrowing behaviour and thereby 

improve their credit scores.  

 

8.4.7 Parental financial socialisation 

Qualitative findings in Section 7.4.2 reveal that students were not only exposed to parental role-

modelling but some also discussed financial matters with their parents. These students who had 

been exposed to their parents’ money management habits had developed positive financial 

behaviour that they applied in their lives. This corresponds to the findings that both implicit and 

explicit channels influence children’s financial attitudes and behaviours equally (Serido and 

Deenanath, 2016) and that parents and family greatly influence this early financial socialisation 

in young adults (Shim et al., 2010; Johan, Rowlingson and Appleyard, 2020; Marchant and 

Harrison, 2020; Zhao and Zhang, 2020). The data also corroborate with findings that students 

raised in a financially prudent household had less self-reported engagement in negative financial 

behaviours (LeBaron et al., 2018; LeBaron and Kelley, 2021). Therefore, understanding these 

foundational sources can help in designing a targeted and appropriate intervention that could 

unlearn some financial habits. On the other hand, financial services providers and those 

designing these interventions can explore ways of involving parents in financial capability 

support programs.  
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8.4.8 Money and debt attitudes 

The findings in Section 6.91 and 7.4.3 show that students have a positive attitude towards money 

in general, with a few viewing money as an ultimate symbol of success. This corroborates the 

findings in previous studies in which consumers reported positive attitudes towards money 

(Roberts and Jones, 2001; Merwin et al., 2006; Barry, 2016; Moloi, 2018; Yahaya et al., 2019). 

On the other hand, the findings in Section 6.9.2 show that the students had positive debt 

attitudes. This relates to previous studies that found positive debt attitudes among university 

students (Flores and Vieira, 2014; Norvilitis, 2014; Harrison et al., 2015; Braun Santos et al., 

2016).  Having such positive money and debt attitudes is key in determining the financial habits 

that one maintains and the level of effort that is placed in improving financial capability. The fact 

that most students reported positive attitudes towards money is closely linked to the reported 

parental financial socialisation they were exposed to. This assertion validates what was noted by 

Hayes, (2006) and Taneja, (2014) when they state how these attitudes are initially developed 

through parental teaching and observation.  

 

8.4.9 Locus of control amongst students 

As per findings in Section 6.9.3, almost half of the students indicated that they felt that they can 

do anything they set their mind to most of the time, if not always (internal LOC). This supports 

the findings of a study in which American  college students reported medium levels of internal 

LoC (Tang, Baker and Peter, 2015).  This implies that transformative services research can target 

the building of self-confidence and providing agency to students regardless of their situation or 

circumstances.  

 

8.4.10 The student life and financial stress  

The findings in Section 6.3 show a medium level of financial stress among the university 

students surveyed. Studies show that university students exhibit medium to high levels of stress 

(Northern, O’Brien and Goetz, 2010; Britt, Cumbie and Bell, 2011; Heckman, Lim and 

Montalto, 2014; Mathews, 2014; Fan and Chatterjee, 2019). The participants’ viewpoints 

reported in Section 7.5 revealed that students face a myriad of challenges linked to financial 

stress that include poor academic performance, mental health and failure to manage debts that 

are consistent with previous findings reported by (Cude et al., 2006; Heckman, Lim and 

Montalto, 2014; Robb, 2017). As shown by the study findings in Section 7.6.4, different actors 

within a university service ecosystem can contribute towards the reduction of this financial stress 

by addressing its root causes.   
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8.5 Objective 2 - The Relationships Between FWB Determinants and How They Affect 

the Students’ Perceived FWB. 

Objective 2 was addressed through the study’s application of the Student Financial Well-being 

Conceptual Model discussed in Section 4.2.2 which sought to explore the relationship between 

cognitive, psychological as well behavioural aspects and subjective financial being. These 

relationships were tested through the analysis of the eleven hypotheses whose results are 

repeated in Table 8.3 (see Section 6.13 for a detailed discussion of how some of the hypotheses 

were rejected). The hypothesis test also helped address RQ2, which asked “what are the 

relationships between the financial well-being of students and their financial literacy, type of 

money and debt attitudes, financial socialisation and financial capability?”  

 

The ensuing sections, 8.5.1 to 8.5.11, the supported hypotheses which were reported in Section 

6.14 and are indicated in Table 8.3. It is important to note that the testing of hypotheses 2, 3, 4, 7, 

15, 18 and 22 makes a key contributing to the knowledge gap identified by Britt, Cumbie and 

Bell, (2011) who noted the scarcity of applying psychological influences on the financial 

behaviour of students. 

   

Table 8-3: Hypotheses with statistically significant relationships 

Hypothesis Path  
Path 

Coefficients 

t 

Values 

Level of 

effect 

Confidence 

intervals (95%) 
p values Supported 

H1 FinMgt >>> FWB 0.49 8.866 0.468 0.386 0.604 0.000 Yes 

H2 LoC >>> FWB 0.414 6.702 0.334 0.285 0.527 0.000 Yes 

H3 LoC >>> FinMgt 0.257 2.997 0.061 0.097 0.433 0.003 Yes 

H4 AtD >>> FinMgt 0.461 6.181 0.19 0.297 0.595 0.000 Yes 

H7 LoC >>> FinLit -0.252 2.011 0.034 -0.485 0.023 0.044 No 

H11 FormFinEdu >>> FinLit 0.217 2.483 0.051 0.055 0.371 0.013 Yes 

H13 FormFinEdu >>> AtD 0.131 2.604 0.025 0.031 0.231 0.009 Yes 

H14 FinEduAcq >>> AtD 0.197 2.22 0.034 0.025 0.376 0.026 Yes 

H15 LoC >>> AtD 0.529 5.27 0.294 0.316 0.714 0.000 Yes 

H18 LoC >>> AtM 0.588 6.818 0.329 0.417 0.753 0.000 Yes 

H22 PrimFinSoc >>> LoC -0.54 6.193 0.247 -0.712 -0.369 0.000 No 

 

8.5.1 H1 FinMgt has a positive influence on FWB. 

The results support the claim of the positive influence financial management behaviour has on 

FWB or one’s satisfaction with their current financial situation. This ties in with the literature 

reviewed in Section 2.3.1 and other studies that found evidence suggesting that good financial 
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behaviours positively contribute to student FWB (Xiao, Tang and Shim, 2009; Gutter, Garrison 

and Copur, 2010; Gutter and Copur, 2011). This is also supported by the findings made by 

Mahdzan et al., (2019), who noted the significant positive relationship financial behaviour  has 

with subjective FWB among three household levels in Malaysia. As well as the observations of a 

positive correlation between financial behaviour, and financial well-being (Mohamed, 2017; 

Sabri, Wijekoon and Rahim, 2020). Therefore, as shown in Section 7.6.3, one way to improve 

student FWB is by exploring ways to enhance their financial behaviour through targeted 

interventions.  

 

8.5.2 H4 AtD has a positive influence on FinMgt. 

Results show a positive relationship between attitudes to debt and financial management 

behaviours. This ties in with findings from previous research wherein those with positive money 

and debt attitudes exhibited good financial behaviours and resultant  positive FWB of employees 

in Malaysia (Sabri, Wijekoon and Rahim, 2020). Consumers with a liberal attitude towards 

credit use are more likely to be in debt (Norvilitis et al., 2006) could thus have lower FWB 

satisfaction compared to those who are more tolerant to buying things in full. Therefore, service 

exposure through credit unions can help students improve their attitudes towards debt as well as 

their financial behaviour and ultimately their subjective FWB. 

 

8.5.3 H7 LoC has a positive influence on FinLit. 

Results show that there is a negative relationship between LoC and student financial literacy 

therefore the hypothesis is rejected. There is no empirical evidence of where this relationship has 

been tested before. The closest study to this effect is one by Prihartono and Asandimitra, (2018) 

which shows that LoC has no influence on financial management behaviour. 

 

8.5.4 H2 LoC has a positive influence on FWB.  

This hypothesis was supported and it shows that internal LoC does positively influence FWB.  

This lines in with previous studies that found the positive relationship LOC has with FWB  

(Hayes, 2006; Zurlo, 2009; Mokhtar and Husniyah, 2017; Mahdzan et al., 2019). Therefore, 

exploring ways of improving the internal LoC of students will be a step towards improving their 

FWB.  
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8.5.5 H3 LoC has a positive influence on FinMgt. 

This hypothesis was supported and therefore it is expected that students with internal LoC have 

desirable financial management behaviours and will most probably be saving and making 

prudent decisions. This ties in with findings from previous research wherein those with internal 

LoC exhibited good financial behaviours (Perry and Morris, 2005; Cobb-Clark, Kassenboehmer 

and Sinning, 2016; Salamanca et al., 2016; Mahdzan et al., 2019).  Jorgensen et al., (2017)  

Tasman, Efendi and Masdupi, (2018) also observed that internal locus of control has a positive 

and significant effect on personal financial management behaviour of undergraduate students in 

the Faculty of Economics, Universitas Negeri Padang. Whilst Britt, Cumbie and Bell, (2013), 

found that those students with an external LOC exhibit the worst financial behaviours. These 

findings also help cover the research gap identified by (Joo and Chatterjee, 2012) on how the 

interaction between LoC and financial literacy could lead to promoting desirable financial 

management behaviours.  

 

8.5.6 H15 LoC has a positive influence on AtD. 

Results show that those with internal LoC have a positive attitude towards debts. It would 

therefore be expected that such students have a low propensity to borrow and would pay their 

debts on time. This corresponds to studies which show that lack of self-control coupled with 

financial illiteracy can lead to indebtedness and financial distress (Gathergood, 2012). Internal 

LOC consumers were found to have lower scores on credit card misuse than external LOC 

consumers (Watson, 2009). Those with internal LoC also tend to be more responsible for their 

debts than those with external LoC (Livingstone and Lunt, 1992, cited in Huhmann, 2014, p. 53).  

 

8.5.7 H18 LoC has a positive influence on AtM. 

The hypothesis showed a significant positive relationship between LoC and AtM as is therefore 

accepted. As Watson, (2009) reported internal LOC consumers were found to have lower scores 

on attitudes toward money than external LOC consumers. This corresponds to a study by Lim, 

Teo and Loo, (2003) in which they reported that internals tended to budget their money, while 

externals tended to view money as a source of power, use money as a tool for evaluation and be 

more non-generous. This supports the notion that individuals with higher internal LOC tend to 

save more, are risk tolerant and therefore have a higher propensity to hold more equity in their 

financial portfolios (Cobb-Clark, Kassenboehmer and Sinning, 2016; Salamanca et al., 2016). 

Therefore, aiming to intervene on the psychological aspects of students and improve their 
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internal LoC will bring about positive money and debt attitudes which can ultimately lead to 

positive subjective FWB.   

 

8.5.8 H22 PrimFinSoc has a positive influence on LoC. 

Results show that primary financial socialisation (through different agents such as observing 

parents) does not influence students’ LoC, therefore the hypothesis is rejected. This could be 

explained by the fact that this perceived control over outcomes (LoC) is not something that is 

learnt through socialisation but is rather circumstantial and as Spector, (1988) states, are 

controlled either by one's own actions (internality) or by other forces (externality). To my 

knowledge the relationship between financial socialisation and LoC have not been studied and a 

search in extant literature did not yield any results. This finding is key in the design of 

interventions that target the LoC of students as suggested in 8.5.3 to 8.5.7 above. What would be 

key is focusing on the circumstances surrounding students and making sure that the students feel 

in control of their own actions when it comes to financial matters. Therefore, service providers 

like credit unions can provide experiential access to financial products that help students control 

or manage their behaviour better.  

 

8.5.9 H11 FormFinEdu has a positive influence on FinLit.  

The availability of financial education is positively and significantly related to students’ financial 

literacy. This corroborates the findings by (Cordero, Gil-Izquierdo and Pedraja-Chaparro, 2020) 

who argue that the availability of financial education is positively and significantly related to 

students’ financial literacy This validates several studies which also show that providing 

financial education initiatives will increase financial literacy and this improved financial 

knowledge, in turn, relates to better financial decision making (Alsemgeest, 2015; Finsterwalder 

et al., 2017; Sari, Fatimah and Suyanto, 2017; Stolper and Walter, 2017; Annabi, González-

Ramírez and Müller, 2018). Barua, Koh and Mitchell, (2018) found that financial education 

improved the financial knowledge score of students in Singapore by 11%. An argument 

supported by Kaiser and Menkhoff, (2017) who claim that financial education significantly 

impacts financial literacy. It would therefore follow that in terms of intervention design, 

universities and credit unions should explore ways of providing students with formal financial 

education support.  
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8.5.10 H13 FormFinEdu has a positive influence on AtD. 

Results show that having access to some form of financial education has an influence on the 

students’ attitude towards debt. This corroborates some study findings that show that a lack of 

financial literacy is associated with excessive debt accumulation (Stango and Zinman, 2009; 

Allgood and Walstad, 2013; Mottola, 2013; Lusardi and Tufano, 2015; Stolper and Walter, 

2017). As well as findings that individuals who received financial education in an academic or 

professional setting were less likely to be late on student loan payments or worry about their 

student loan debt (Fan and Chatterjee, 2019). In other words, such individuals have a positive 

attitude towards debt.  with low levels of financial literacy are significantly less likely to use 

their credit cards efficiently (Allgood and Walstad, 2013; Mottola, 2013; Lusardi and Tufano, 

2015). Therefore, in terms of intervention design this would be motivation for the provision of 

formal financial education – the downstream benefit of meeting loan obligations in time.  

 

8.5.11 H14 FinEduAcq has a positive influence on AtD. 

This construct, as depicted in Table 5.3, comprised of variables that looked at how students 

discussed various financial matters with parents. Results from the hypothesis test show that this 

has a significant positive influence on students’ attitude towards debt. A study by Smith and 

Barboza, (2013) reported that university students with lower debt had greater financial 

knowledge gained through discussions with parents. This corresponds to what Shim et al., 

(2010) reported, that early financial socialisation is related to financial learning, which in turn is 

related to financial attitudes and subsequently to financial behaviour.  The findings also support 

recent studies which reveal that discussing financial matters with parents and learning about 

managing money from them leads to more healthy financial attitudes and behaviours in students 

(Jorgensen and Savla, 2010; LeBaron et al., 2018; Johan, Rowlingson and Appleyard, 2020), 

debt tolerance  and less worry about student debt (Fan and Chatterjee, 2019). This corroborates 

with findings that money attitudes and financial knowledge are learned dispositions, initially 

developed through parental teachings and observation of family money practices, later refined 

through socialization and experience (Hayes, 2006; Mohamed, 2017; Hanson and Olson, 2018; 

Jorgensen et al., 2019). As such, this brings in another potential actor into the university 

ecosystem – the parents. Exploring ways of encouraging positive parental financial socialisation 

would be a good intervention proposition.  

 

The next sections, 8.5.12 to 8.5.22 discuss the hypotheses which were not supported as reported 

in Section 6.14 that are shown in Table 8.4. It is key to point out that whilst some of these 
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relationships show a positive effect the major reason for their rejection is that they are not 

statistically significant and the value zero falls within their confidence intervals. These direct 

effects also have low levels of effect, implying that there could be other moderating variables 

that explain the observed effects.  

 

8.6 Objective 3 – Using the Well-being Support A2A Ecosystem Framework 

The Well-being Support A2A Ecosystem Framework introduced in Section 4.2.1 was used to 

meet the research aim discussed in section 4.4.1 which sought to capture how operant resources 

are developed and integrated with operand resources towards improving student FWB within a 

university ecosystem. This section explains how the study’s findings meet this objective and also 

answer research questions 3, 4, 5, 6 and 7.  

 

8.6.1 RQ3 – What are the individual and community wellbeing outcomes shared across the 

university ecosystem by the actors? 

Findings show that apart from the financial well-being improvement sought for students there 

were other outcomes that the actors in the ecosystems were bound to benefit from through the 

service exchange. Some of the perceived well-being outcomes include increased academic 

performance and progression with studies accruing to the university, service innovation accruing 

to the credit union and students’ union as well as reduced incidents of depression and anxiety 

which would benefit counselling services providers within the university. This ties in with the 

assertion that value is subjective and the value propositions are what each actor delivers to the 

ecosystem and they were cross-sided thereby enhancing value for other group of actors 

(Lüftenegger, Comuzzi and Grefen, 2013).   

 

8.6.2 RQ4 – What are the service exchanges that are key in bringing about the well-being 

outcomes in a university ecosystem? 

This question was answered during the co-design workshop where service exchanges such as 

financial counselling (through trained MMs), budgeting games, shared experiences, access to 

university and student union noticeboards were identified as key in bringing the intervention to 

reality. The piloted intervention which ran for close to a month provided evidence that agrees 

with previous findings which show that financial capability can be improved by enhancing 

individuals’ financial knowledge, financial behaviour, and financial inclusion (Çera et al., 2020). 

This service can be provided directly between and among actors with specialised skills and 

knowledge or indirectly, through embedding some of that skill and knowledge in a tangible good 
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or appliance (Vargo and Lusch, 2004, 2008b).  In this regard data presented in Sections 7.7 and 

7.10 shows that the MMs embedded their experientially learned financial management 

behaviours, together with the skills they acquired during the credit-union-facilitated training into 

the meeting rooms that were put to their disposals. On the other hand, the MMs related well with 

peers as well as representatives of the different actors in the university ecosystem. These findings 

validate Vargo and Lusch, (2010, p. 176)’s suggestion  that “humans collectively create value for 

themselves through co-creating value with and for others”. The relationships that were 

established or built upon also attest to the claims from extant literature that service provision and 

value co-creation imply that exchange is relational with humans being both at the centre and 

active participants of the exchange process (Vargo and Lusch, 2004). Also proving that value co-

creation does not take place through the activities of a single actor or between a firm and its 

customers but among a whole host of actors (Vargo and Lusch, 2016). 

 

8.6.3 RQ5- What are the value co-creation processes that occur during the transformative 

service provision? 

Data in Sections 7.6 and 7.7 show how the actors in the university ecosystem interacted with 

students who were the end-users of the services. This validates assertions that co-creation is 

about the mutual creation of value by the company and the customer as well as the joint problem 

definition and solving where organisations no longer solely provide value but rather 

organisations and consumers both play active roles in their interactions (Díaz‐Méndez and 

Gummesson, 2012; Maghamis, 2018; Carrillo et al., 2019). The findings are in sync with the 

assertion by Storbacka et al., (2016) that value co-creation only occurs due to actor engagement. 

On the other hand, findings in Section 7.8 show how participants in the study reported an 

improvement in their financial behaviour and financial literacy after taking part as either MMs or 

mentees during the financial counselling sessions and budget freak games. These findings 

validate claims made by other researchers that value, within an SDL view, emerges and unfolds 

over time through the activities taking place and is not a discrete, production-consumption event 

(Vargo and Lusch, 2010; Marianne et al., 2018; Tsiotsou, 2021). In other words, the findings 

validate the “value-in-use” theory (Hartwig and Jacob, 2021). As Osborne, Radnor and 

Strokosch, (2016) explain the co-production happens at the point of consumption where there is 

an interaction of the service expectations (quality of service, service offerings) and the user’s 

actual experience of the service. 
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8.6.4 RQ6 – What are the operand and operant resources that are integrated in the provision 

of the well-being support to the end-users? 

This question was answered by documenting that some of the operand resources availed by the 

actors in the ecosystem included meeting rooms, lecture rooms and access to an externally 

facilitated training course as presented in Section 7.6. With the students coming with operant 

resources in the form of acquired financial management behaviours and experience with 

financial difficulties during their first three years of university life. The operand resources from 

the other actors were accessed by the student MMs through negotiating and engaging with the 

different actors in the university as they did not have direct control or ownership to them. This 

corroborates scholars’ view-points that resource integration comprises the methods, dynamic and 

adjusting mechanisms through which resources are negotiated for, integrated and shared within 

the service ecosystem (Frow et al., 2014; Wetter-Edman et al., 2014). Findings also show that 

transformative value co-creation (financial capability improvement) can be hindered when 

consumers have limited operand resources and lack resource integration efficiency as they try to 

navigate restrictive institutional arrangements (Bieler et al., 2021).  

 

8.6.5 RQ7 – What are the barriers and facilitators to co-creating FWB for students? 

There is evidence of the positive experiences that the participants had, not only during the 

piloting of the intervention but also during the process of co-designing the service offering 

(Sections 7.8 to 7.10). The MMs provide evidence of how they enjoyed providing support to 

their peers and seeing the results of their efforts as students reported an improvement in their 

financial capability. This confirms previous findings that user experiences with their value 

propositions are also important to the organisation and the consumer because positive 

experiences can lead to a positive relationship with the service and/or product, or even with the 

organisation (Prahalad and Ramaswamy, 2003; Füller, Hutter and Faullant, 2011; Dollinger, 

Lodge and Coates, 2018). The insights given by the MMs on how the intervention can be 

improved and made more effective for students affirms the assertion  by Vargo and Lusch, 

(2010, p. 176),  that a “service-for-service perspective can provide insight into how actors can 

better participate in these service ecosystems to benefit others”.   

 

It is key to note that institutional arrangements can pose as a double-edged sword in value co-

creation that leads to the co-destruction of service or the provision of negative service for end-

users (Anderson and Ostrom, 2015; Hansen, 2019). The findings show that whilst actors might 

have common identifiable values than will derive from resource integration there can be internal 



 

P a g e  | 154 

limitations to fostering the exchange. For example, the credit union and the university could not 

easily change their policies to provide financial capability support to students even though such 

service provision was beneficial to all actors. This ties in to Rossi and Tuurnas, (2021)’s 

observation that conflicting institutional arrangements in multi-actor, complex, and overlapping 

service systems’ settings both maintain and disrupt the value co-creation and service systems. 

Data supports the assertion that the process of shaping service ecosystems is prone to systematic 

conflict, ambiguous and opportunistic behaviours occurring between the focal actors’ ecosystem 

and other ecosystems vying for the same set of resources (Mele et al., 2018). 

 

8.7 Chapter Summary 

This penultimate chapter discussed the study’s findings that were presented in Chapters 6 and 7. 

It contextualised these findings into extant literature and previous research. The chapter went on 

to narrate and demonstrate how the research objectives and questions were answered by the data 

collected and the hypothesis that was tested in the study. Specifically, the chapter shows how the 

quantitative and qualitative data on the student’s FWB determinants and the reported financial 

management behaviours met objective one of the study. Objective Two, which set to explore the 

relationship between the FWB determinants, was met through the data collected to test, using 

PLS-SEM analysis, the proposed hypotheses. Finally, the chapter discusses and shows how 

objective three – on the application of the Well-being Support A2A Ecosystem Framework – 

was fulfilled through rolling out a financial capability intervention for students. The next chapter 

will finish off this thesis by presenting conclusions that show the contributions made to 

knowledge, the study’s practical implications as well as suggestions for further research.  
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9 Chapter 9: Conclusions 

9.1 Chapter Introduction 

The previous Chapter 8 discussed the study findings and linked them with previous research and 

extant literature. This chapter will draw conclusions by indicating how the research contributed 

to knowledge, narrating the limitations of the study and providing recommendations for further 

research.  

 

9.2 Fulfilling the Aim and Objectives of the Study 

9.2.1 Meeting the research aim 

The aim of the study was to understand the factors affecting the financial capability and FWB of 

university students and how value co-creation unfolds within a university service ecosystem. 

This was met through three approaches. The first one was a survey that collected quantitative 

data from students (Section 5.6), the second were interviews with students and key informants 

within the university (Section 5.8.1) and the third one was observations and notes from the co-

design workshop and the rolling out of the resultant intervention (Section 5.8.2).  The findings of 

this study, as discussed in Section 7.6, show that student FWB can be supported through a co-

designed intervention which targets their financial capability and is led by senior students. This 

financial capability support can incorporate aspects such as budgeting, learning how to save, 

ways to improve credit scores as well as guided counselling through errant financial management 

behaviours. The findings, as presented in Section 7.5.2, also reveal that service co-design within 

a university is also dependant on how well the university and the students’ union avail resources 

within their control. It was also shown, in Section 7.5.3, that students, as resource constrained 

end-users, might fail to fully implement any solutions or interventions they ideate should the key 

actors in the ecosystem not buy into the idea.  

 

9.2.2 Meeting the research objectives 

There were three specific research objectives for the study.  

 

Objective 1 was to identify the determinants of financial well-being among university students. 

This was met through the collection of quantitative data through a survey administered to the 

students at HWU (Section 5.6). Additional insights into these determinants were also gleaned 

from the interviews that I carried out with students, university staff members, student union 

representatives and staff as well as with some directors of a credit union (Section 5.8.1 and 
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Section 7.3 to 7.4).  The findings provide a definition of student FWB as: (i) being confident to 

meet everyday finances, (ii) having enough money to meet bills, (iii) having a plan and being 

secure to go through a semester without needing support, (iv) having a guaranteed income (from 

work or parents), (v) having good spending patterns and (vi) the ability to pay for and finish 

school without incurring a debt for fees  

 

Objective 2 was to understand the relationships between the various financial management 

behaviour determinants in students and how they affect the students’ perceived FWB. This was 

met through the interpretation of the quantitative data (Section 6.2 to Section 6.9) and testing the 

hypotheses developed through the analysis of extant literature and findings from previous related 

studies on students (Section 6.10 to Section 6.13). 11 of the 22 tested hypotheses showed 

positive and significant effects of the independent variable on the dependant variable (Section 

8.5). It can be concluded that financial behaviour has a positive effect on student FWB, with this 

financial management behaviour being positively influenced by locus of control and attitudes 

towards debt. This makes it key to focus on interventions that improve students’ money attitudes 

and their confidence in the financial arena. Improving the students’ locus of control on financial 

matters is important as the results showed that LoC also positively influenced FWB, financial 

literacy and the students’ attitudes towards money and debt. However, any efforts to improve 

LoC need to be cognisant of the effect that primary financial socialisation has on it since some 

confidence or lack of it is developed at earlier stages of life. Attitude towards debt also has a 

positive influence on financial management and this can lead to more prudent behaviour. 

Attitude towards debt was in turn observed to be positively influenced by LoC, formal financial 

education and financial education acquisition. It was also observed that LoC and formal financial 

education have positive influences on financial literacy amongst university students.   

 

Objective 3 was to use the Wellbeing Support A2A Ecosystem Framework to analyse how 

interactions and resource integration between students and existing service providers can be 

enhanced to provide a transformative service experience. This was met through the co-design 

workshop and the subsequent testing of an intervention that the students and other actors in the 

service ecosystem developed (Section 5.8.2). Observations were made during the workshop and 

in the interactions that led to the roll out of the intervention at HWU.  The findings point to the 

possibility of consumers (end-users) initiating the value co-creation process and negotiating with 

other actors in a service ecosystem for resources that they can integrate towards the intended 
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well-being outcome. However, the process is not linear and can fail in instances where power 

dynamics are at play and the end-users are not in direct control of the operand resources needed.  

 

9.3 Theoretical Contributions 

9.3.1 Contribution on TS and SDL concepts 

One of the contributions this thesis made towards TSR and service delivery was the co-creation 

of transformative service interventions with students aimed at improving their financial 

behaviour (Sections 7.6 and 7.7). This was preceded by measuring and understanding how 

behaviours influence well-being (Section 6.9). The study further went on to contribute towards 

an understanding of the co-creation process within a university setting. This study also 

contributes to the knowledge gap on mechanisms that facilitate well-being through efficient 

resource integration and value co-creation. This was done as the study captured how the 

different actors within a university service ecosystem (university staff members, faculty, student 

union and independent service providers) can contribute towards improving the lived 

experiences of students during their years at tertiary institutions (Section 7.6). The study 

documents how a broad range of factors in a service ecosystem affect value co-creation (Section 

7.6.3). As presented in Sections 7.7, 7.8 and 8.6 the study shows how value co-creation can fail 

if and when end-users initiate the process and they are neither the owners of the operand 

resources nor decision makers in the ecosystem. Additionally, factors such as power dynamics 

and who the initiators of the process are, influence the acceptability and full implementation of a 

collaborative intervention (Section 7.6.2).  

 

9.3.2 Contribution towards FWB 

This study contributes to the knowledge gap on the influences of key determinants on FWB and 

on how FWB can be improved more so through financial counselling and financial education 

(Section 7.6.4). It also provides key contributes to the knowledge of the financial management 

behaviour and financial capability of university students in the United Kingdom with a 

particular focus on Scotland (Sections 6.5, 6.6 and 6.7). Extant literature covers a lot on students 

in the United States of America with very little available on the UK. Therefore, the study of 

FWB determinants, FWB status and financial stress amongst students in the UK as well as how 

to support their financial capability are key knowledge contributions. The study also contributes 

to the knowledge about the psychological influences (attitudes towards debt, attitude towards 

money and locus of control) on the financial behaviours, FWB and financial status of students 

thereby providing some data on this (Section 6.9).  A further contribution to knowledge is 

achieved through the narration of how students studying in the UK underwent financial 
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socialisation, are managing their finances and how they are coping with any financial stressors 

they encounter during their studies (Sections 7.4.2 and 7.5). The study also gives a participants’ 

viewpoint on how students’ FWB can be supported and what are the existing barriers within 

university settings (Section 7.6.4). These viewpoints led to the design of an appropriate and 

efficient intervention for students which is another contribution to knowledge made by this study 

(Section 7.7).   

 

9.3.3 Methodological Contribution to PLS-SEM application 

This study contributes to the application of PLS-SEM by looking at direct effect hypotheses for 

on several variables (Sections 6.10 to 6.14). As Streukens and Leroi-Werelds, (2016, p. 6) 

indicates, hypotheses regarding direct effects are typically lacking in management. The study 

also correctly reports on rule of tails for their hypotheses’ test (Sections 6.12). This is also a key 

knowledge contribution because as Cepeda-Carrion, Cegarra-Navarro and Cillo, (2019) points 

out,  most researchers using PLS-SEM either do not report the tails rule they applied in their 

studies or they inaccurately do so.    

 

9.4 Practical Implications of The Study 

9.4.1 General practical implications 

This study provides data on how transformative service organisations, like credit unions, and 

end-users, like students, can develop interventions that improve the financial capability of young 

people. There is ample evidence that students can lead the process and use their lived 

experiences (operant resources) to help their peers relate with their own struggles as they 

navigate through the financial management maze (Section 7.6). What was needed first was an 

understanding of the FWB and financial management levels of students and then pragmatically 

design an intervention that can be applied within the restrictive institutional arrangements 

presented by a university ecosystem. Policymakers and decision makers at universities should 

deliberately move to close the observed gaps between university managers’ claims about the 

need to provide financial capability support to students and their lack of response when there was 

an emerging solution coming from the end-users themselves. This support can be provided 

through spaces where young people spend most of their time during their formative years such as 

school, university, colleges, sports clubs, churches and other social groupings. Therefore, other 

stakeholders such as financial institutions and third sector organisations like credit unions can 

avail resources for the training of young people as peer or near-peer financial counsellors.  
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9.4.2 Specific implication within universities 

The financial capability and therefore the FWB of students can be improved if financial 

capability support interventions like the one piloted in this study are made mandatory in 

universities. Measures can be put in place to provide the requisite support for student-led 

financial education and counselling to take place within the university setting. This ties in with 

recommendations made by Karkala, (2020, p. 47), that “universities can offer both professional 

and peer-to-peer mentoring options for students that are seeking help planning for their financial 

futures”. Such service should also ensure that international students are also supported so that 

they cope well with financial strains experienced away from home. These initiatives can be 

spearheaded by universities or students’ union independent of each other or better still as a 

collaborative effort to help their key stakeholder – students – manage their finances well and 

therefore traverse their educational journey without needing to worry about financial stress. To 

make this a worthwhile initiative, universities can find ways of recognising the efforts of student 

money mentors by either providing a course module that offers credits towards a degree or 

simply acknowledging the volunteering stint on the student’s final transcript.  

 

9.5 Limitations and Direction for Future Research 

9.5.1 Context and generalisation 

This study is a pragmatic study within a specific university ecosystem and it sheds light on 

factors that could be found in other contexts. The study was only carried out at one campus of a 

university in Scotland and whilst it gives very valuable insights the context within which it was 

undertaken is very limiting for generalisations to be made. Therefore, there is need to carry out 

further studies on multiple campuses located across the country if any generalisations are to be 

made on the student population either in Scotland or the whole of the UK. There is also scope to 

carry out similar studies with young people in order to better understand their financial capability 

levels, FWB and underlying influencers so that appropriate interventions to improve them can be 

designed and rolled out.  

 

9.5.2 Sample size 

Given the response rate for the survey the sample size for the study was relatively small. This 

had implications on the interpretation of the data and even the selection of the analysis approach. 

It would be expedient to carry out further research with a larger sample size that would enable 

the application of other statistical analysis approaches.  

 



 

P a g e  | 160 

9.5.3 Cross-sectionality of the intervention 

In the planning of this study I initially thought of carrying out a quasi-experiment or a 

randomised control trial in which the provision of financial capability support was to be tested in 

a treatment group. However, the intervention was only rolled out and tested over a short period 

that was permissible within the cross-sectional timeframe of the study - two months to be 

precise. There is room for similar research to be done as a longitudinal study spanning over 

twenty-four to forty-eight months. That could allow for students to be monitored pretty much 

over the greater part of the time they spend in university. thereby gathering insights into the 

improvement or decline of key FWB determinants and their overall financial capability as they 

progress through university.  A longitudinal study will also help address the limitation discussed 

in Section 9.5.2. and increase the sample size as additional participants such as freshers can be 

recruited at every new academic year during the tenure of the research. This could also result in 

multiple wave studies, which if resources permit would lead to tracking students over a longer 

period. A longitudinal study will also give the opportunity to address the issues of attrition or 

participant drop out which can provide limited data in a cross-section study.    

 

9.6 Chapter Summary 

This chapter provided the conclusions of the thesis. It started off by summarising all the chapters 

in the thesis to give an overview of what the study covered. It proceeded to indicate how the 

study’s aims and objectives were met and then proceeded to discuss the theoretical contributions 

made by this research. These contributions range between the theoretical front, the provision of 

services and through to the methodology applied in the study. The chapter further discussed the 

practical implications of the study in general terms as well as within universities. The chapter 

ends with a discussion on the study’s limitations as well as recommendations for future research.  
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Appendix A: PLS-SEM Measurement Procedures and Results 

 

A.1 Multivariate Analysis of Survey Data 

As Hair et al., (2017, p. 2) indicate, researchers have long relied on univariate and bivariate 

analysis to understand data and relationships. However, current research directions of social 

sciences are aimed at understanding more complex relations, which necessitate the application of 

multivariate data analysis methods. Multivariate analysis entails the application of statistical 

methods that simultaneously analyse multiple variables that represent measurements associated 

with individuals, companies and situations (Hair Jr et al., 1998). As advanced by Schreiber et al., 

(2006), researchers are interested in explaining variables that cannot be directly observed, such 

as achievement, intelligence or beliefs. These are the latent variables or constructs that are 

usually explained by the observed items or indicators from the survey (Schreiber et al., 2006; 

Hair et al., 2017). Table A.1 displays some of the major types of statistical methods associated 

with multivariate data analysis. Confirmatory analysis is theory driven and uses hypothesized 

models (Schreiber et al., 2006) and exploratory analysis searches for patterns in data where there 

is little prior knowledge of the relationship between the variables (Hair et al., 2017). First-

generation techniques have been widely used by social science researcher but, for the past 20 

years, many have turned to second-generation techniques. These methods, also known as 

structural equation modelling (SEM) enable researchers to incorporate unobservable variables 

measured indirectly by indicator variables. This study used one of the two secondary generation 

techniques called partial least squares structural equation modelling (PLS-SEM), whose features 

and justification are explained in the next sections of this chapter.  

  

 Primarily Exploratory Primarily Confirmatory 

First-generation techniques • Cluster analysis 

• Exploratory factor analysis 

• Multidimensional scaling 

• Analysis of variance 

• Logistic regression 

• Multiple regression 

• Confirmatory factor analysis 

Second-generation techniques • Partial least squares structural 

equation modelling (PLS-SEM) 

• Covariance-based structural 

equation modelling (CB-SEM) 

Table A.1: Types of multivariate methods (source: Hair et al., 2017: 2) 



 

P a g e  | 163 

 

A.2 Structural Equation Modelling (SEM) 

SEM is a theory and research-based approach that simultaneously measures relationships 

involving one or more independent variables and one or more dependent variables ((Suhr, 2006; 

John, 2015). The novelty of SEM over traditional regression is that it allows more flexible 

assumptions and also provides interface for modelling visually (John, 2015; Garson, 2016). The 

goals of SEM are (i) to understand the patterns of correlation/covariance among a set of variables 

and (ii) to explain as much of their variance as possible with the model specified (Suhr, 2006). 

SEM is turning out to be one of the prominent statistical analysis tools due to the increasing 

importance of understanding latent phenomena such as consumer perceptions, expectations, 

attitudes or intentions and their influence on organisational performance measures and strategic 

planning (Hair et al., 2017). There are two types of SEM, namely covariance-based SEM (CB-

SEM) and partial least squares SEM (PLS-SEM). (Riou, Guyon and Falissard, 2016) reveal that 

both approaches are made up of paths parameters that quantify and test the hypothesized 

relationships between variables. They further argue that CB-SEM is a useful multivariate 

technique to test whether a theoretical model is compatible with observed data. Whilst PLS 

modelling is a multivariate statistical technique that relies on an alternating least squares 

algorithm as invented by Wold (1974). The PLS-SEM algorithm computes partial regression 

relationships in the measurement and structural models by using separate ordinary least squares 

regressions (Hair et al., 2019b).  

 

A.3 Developments in PLS-SEM application in management research 

A.3.1 PLS-SEM application in management research 

PLS-SEM is now widely applied in many social science disciplines, including organizational 

management (Sosik, Kahai and Piovoso, 2009), international management (Richter et al., 2016), 

human resource management (Ringlet et al., 2019), management information systems (Ringle et 

al., 2012), operations management (Peng and Lai, 2012), management accounting (Nitzl, 2016), 
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strategic management (Hair et al., 2012a), hospitality management (Ali et al., 2018b) and supply 

chain management (Kaufmann and Gaeckler, 2015). Recently, PLS-SEM application has also 

expanded in marketing research and practice (Henseler, Ringle and Sinkovics, 2009).  

 

A.3.1.1 When to use PLS-SEM 

PLS-SEM is the preferred approach when formative constructs are included in the structural 

model (Hair, Sarstedt and Ringle, 2019). Hair, Sarstedt and Ringle, (2019), further propose the 

following grounds for choosing between CB-SEM and PLS-SEM: 

i. when the analysis is concerned with testing a theoretical framework from a 

prediction perspective. 

ii. when the structural model is complex and includes many constructs, indicators 

and/or model relationships. 

iii. when the research objective is to better understand increasing complexity by 

exploring theoretical extensions of established theories (exploratory research for 

theory development). 

iv. when the path model includes one or more formatively measured constructs. 

v. when the research consists of financial ratios or similar types of data artefacts. 

vi. when the research is based on secondary/archival data, which may lack a 

comprehensive substantiation on the grounds of measurement theory. 

vii. when a small population restricts the sample size (e.g. business-to-business 

research); but PLS-SEM also works very well with large sample sizes. 

viii. when distribution issues are a concern, such as lack of normality; and 

ix. when research requires latent variable scores for follow-up analyses.  

In comparison to CB-SEM, the computation of the constructs’ scores in PLS-SEM does not 

involve measurement error (Riou, Guyon and Falissard, 2016). PLS-SEM has the advantage of 

obtaining reliable estimates with less restrictive assumptions and can therefore model both the 

reflective-and-formative-measured constructs and second-order constructs in a single model  
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(Sarstedt, Christian M. Ringle, et al., 2014). This advantage is one of the reasons why PLS-SEM 

was used in this thesis.  

   

A.3.1.2 Determination of sample size 

PLS-SEM is an alternative of choice that is especially useful when sample size restricts the use 

of CB-SEM (Riou et al., 2015). PLS-SEM offers stable estimates with small sample sizes when 

models comprise many constructs and a large number of items (Willaby et al., 2015).  However, 

there has been debate on this sample size excuse as the reason for using PLS-SEM as it is 

damaging the reputation associated with the approach (Marcoulides, Chin and Saunders, 2009; 

Hair, Ringle and Sarstedt, 2013). Rigdon, (2016) stresses that it is the population’s nature that 

determines that situations in which small sample sizes are acceptable. Prior research suggests that 

a sample size of 100 to 200 is usually a good starting point in carrying out path modelling (Hoyle 

1995, cited in Kwong-Kay Wong, 2013, p. 5). Hair et al., (2017) have developed power tables that 

show the required sample sizes for a variety of measurement and structural models as shown in Table 

A.2. Therefore, according to these recommendations and given the fact that my survey was 

conducted at a 5% significance level and the largest construct had eight independent variables, the 

ideal sample size for analysis in this study would lie between 24 and 144.   

 

Maximum number of Arrows 

pointing to a construct 

(number of independent 

variables) 

Significance level 

10% 5% 1% 

Minimum R2 Minimum R2 Minimum R2 

0.10 0.25 0.50 .075 0.10 0.25 0.50 .075 0.10 0.25 0.50 .075 

2 72 26 11 7 90 33 14 8 130 47 19 10 

3 83 30 13 8 103 37 16 9 145 53 22 12 

4 92 34 15 9 113 41 18 11 158 58 24 14 

5 99 37 17 10 122 45 20 12 169 62 26 15 

6 106 40 18 12 130 48 21 13 179 66 28 16 

7 112 42 20 13 137 51 23 14 188 69 30 18 

8 118 45 21 14 144 54 24 15 196 73 32 19 

9 124 47 22 15 150 56 26 16 204 76 34 20 

10 129 49 24 16 156 59 27 18 212 79 35 21 

Table A.2: Sample size recommendation in PLS-SEM for a statistical power of 80% (source Hair et al., 2017 

p, 26) 

 

3.1.3 Designing the path model 
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A path model (Figure 5.4) is a diagram that displays the hypotheses and variable relationships to 

be estimated in an SEM analysis (Bollen, 2002). Constructs, also referred to as latent variables, 

are elements in statistical models that represent variables that represent unobservable concepts 

that researchers define in their theoretical models (Riou, Guyon and Falissard, 2016; Hair Jr et 

al., 2021). Constructs are visualized as circles in path models, linked via single-headed arrows 

that represent predictive relationships. The indicators or manifest variables are the directly 

observed variables that represent the respondents’ answers to a questionnaire. They are depicted 

as rectangles in path models and are linked to their corresponding constructs through arrows. A 

path model consists of two elements. The structural model represents the structural paths 

between the constructs, whereas the measurement models represent the relationships between 

each construct and its associated indicators.  

 

A.3.1.4 Reflective and formative measurement models 

There are two ways to measure models, namely reflective and formative models. With 

reflective measurement models, the direction of the arrows is from the construct (X1 to X3 for 

E and X7 to X9 for G in Figure A.1) to the indicator variables (Hair Jr et al., 2021). This shows 

that the construct causes the measurement or covariation of the items. As the classical test theory 

explains the measures denote effects (or manifestations) of an underlying latent construct (Bollen 

and Lennox 1991, cited in Diamantopoulos, Riefler and Roth, 2008, p. 1204). Reflective 

measures have an error term associated with each indicator. A formative measurement model on 

the other hand has directional arrows pointing from the indicator variables (X4 to X6 for F in 

Figure A.1) to construct, indicating a causal/predictive relationship in that direction. The 

formative measurement model was proposed based on the argument by Curtis and Jackson 

(1962) that in specific cases measures show negative or zero correlations despite capturing the 

same concept (Diamantopoulos, Riefler and Roth, 2008). Therefore, measures are causes of the 

construct rather than its effect. For my study I used a Type II model that comprised of reflective 
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first-order and formative second-order models (Jarvis, MacKenzie and Podsakoff, 2003) as 

indicated in Figure A.1.  

 

      

 

Figure A.1: Path model describing a structural equation model (Source: (Jarvis, MacKenzie and Podsakoff, 

2003; Hair et al., 2017) 

 

A.3.1.5 Inner and outer models 

In PLS-SEM, structural and measurement models are also referred to as inner and outer models. 

To develop path models, researchers need to draw on structural theory and measurement theory, 

which specify the relationships between the elements of a path model. Riou, Guyon and 

Falissard, (2016, p 222-223) further explain that “within the path model, a distinction is made 
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between the set of measurement blocks (called outer or measurement model) and the set of 

relations between the constructs (called inner or structural model). Constructs that are at the 

receiving end of at least one arrow (e.g. G) are called endogenous, and constructs that are 

connected only to outgoing arrow (e.g. E and F) are called exogenous.” 

 

A.3.2 Testing The Model 

The measurement model relates to the relationships between observed items and latent variables 

and it is tested by assessing the validity and reliability of these in the model (Asaad, 2011). 

Testing the model ensures that only ensures that only reliable and valid construct measures are 

used before assessing the nature of relationships in the overall model. A PLS-SEM model has 

two different types of outer measurement models (reflective and formative) which are tested 

differently as indicated in Figure A.2 (Jarvis, MacKenzie and Podsakoff, 2003; Becker, Ringle 

and Sarstedt, 2018).  Hair et al., (2019) explain that the first step involves examining the 

measurement models using different criteria for the reflective and formative constructs. Once it 

has been established that the measurement models meet all the required criteria the ensuing step 

would be to assess the structural model using a different set of parameters. A more advanced step 

in assessing PLS-SEM results involves running one or more robustness checks to support the 

stability of results.  
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Figure A.2: PLS-SEM model evaluation (source: (Sarstedt et al., 2014, p. 108)  

 

Hair et al (2017: 110) also give a set of primary rules of thumb on how to evaluate PLS-SEM 

results. These rules are as follows:  

• Model assessment in PLS-SEM primarily builds on nonparametric evaluation criteria 

based on bootstrapping and blindfolding. Goodness-of-fit measures used in CB-SEM 

are not universally transferrable to PLS-SEM, but recent research has brought 

forward various model fit criteria.  

• Begin the evaluation process by assessing the quality of the reflective and formative 

measurement models.  

• If the measurement characteristics of constructs are acceptable, continue with the 

assessment of the structural model results. Path estimates should be statistically 

significant and meaningful. Moreover, endogenous constructs in the structural model 

should have high levels of explained variance as expressed in high R2 values.  

 

It is key to note that PLS-SEM allows for interpretation irrespective of multicollinearity by 

minimising measurement error through retaining only the indicators with high outer loadings, 
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especially when models use unobserved variables that have multiple indicators (Ita John 2015). 

During the evaluation process we must distinguish between reflectively and formatively 

measured constructs because the two approaches are based on different concepts and therefore 

require consideration of different evaluative measures (Hair et al., 2017). As explained by Hair 

et al., (2017), reflective measurement models are assessed on their internal consistency reliability 

and validity through composite reliability, convergent validity, and discriminant validity.  

 

A.3.3 Evaluating The Reflective Model 

As explained by Hair et al., (2017), reflective measurement models are assessed on their internal 

consistency reliability and validity through composite reliability, convergent validity, and 

discriminant validity. 

 

A.3.3.1 Indicator reliability 

It is essential to establish the reliability and validity of the latent variables of the structural model 

(Wong 2013). This is done by examining the indicator loadings (Hair Jr et al., 2021). Loadings 

above 0.70 indicate that the construct explains more than 50% of the indicator’s variance (Hair et 

al. 2019: Sarstedt et al. 2018). Such results prove that the indicator shows acceptable item 

reliability. Wong (2013) advises against reporting indicator reliability where a formative 

measure is used. Hair et al., (2017: 113) note that social sciences researchers usually obtain 

weaker outer loadings (<0.70). Therefore instead of automatically eliminating indicators when 

their outer loading is below 0.70, researchers should carefully examine the effects of item 

removal on the composite reliability, as well as on the content validity of the construct. 

Generally, indicators with outer loadings between 0.40 and 0.70 should be considered for 

removal from the scale only when deleting the indicator leads to an increase in the composite 

reliability above the suggested threshold value. 
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A.3.3.2 Internal consistency reliability 

Cronbach’s alpha is the traditional criterion for internal consistency, which provides an estimate 

of the reliability based on the intercorrelations of the observed indicator variables (Hair Jr et al., 

2021). However, Cronbach’s alpha is limited because it assumes that all indicators are equally 

reliable (Hair Jr et al., 2021). This is a problem since PLS-SEM “prioritizes the indicators 

according to their individual reliability, is sensitive to the number of items in the scale and 

generally tends to underestimate the internal consistency reliability”. Therefore, researchers are 

advised to use Jöreskog’s (1971) composite reliability which takes into account the different 

outer loadings of the indicator variables (Hair Jr et al., 2021). Higher composite reliability values 

indicate higher levels of reliability with researchers urged to consider values between 0.60 and 

0.70 as “acceptable” whereas results between 0.70 and 0.95 represent “satisfactory to good” 

reliability levels (Hair et al. 2017). Caution must be taken for values that are higher than 0.95, as 

these suggest that the items are almost identical and redundant (Sarstedt, Ringle and Hair, 2017). 

The reason for this could be the same item questions in a survey or undesirable response patterns 

such as straight lining  (Diamantopoulos et al., 2012). Researchers are therefore encouraged to 

report on both criterion (Hair Jr et al., 2021). 

  

A.3.3.3 Convergent validity 

Also referred to as communality, this is the extent to which a measure correlates positively with 

alternative measures of the same construct or how a construct converges in its indicators by 

explaining the items’ variance (Hair Jr et al., 2021).  Convergent validity is assessed by the 

average variance extracted (AVE) across all items associated with a construct and is also referred 

to as communality. The AVE is calculated as the mean of the squared loadings of each indicator 

associated with a construct. As Sarstedt, Ringle and Hair, (2017) indicate, n acceptable threshold 

for the AVE is 0.50 or higher. This level or higher indicates that, on average, the construct 

explains (more than) 50% of the variance of its items.  

 



 

P a g e  | 172 

A.3.3.4 Discriminant validity 

This is the extent to which a construct is truly distinct from other constructs by empirical 

standards (Hair et al. 2017). Thus, establishing discriminant validity implies that a construct is 

unique and captures phenomena not represented by other constructs in the model. Two 

approaches, cross loadings and the Fornell-Larker criterion, have been used to assess the 

discriminant validity of indicators (Hair et al. 2017). Specifically, an indicator’s outer loading on 

the associated construct should be greater than any of its cross-loadings on other constructs. The 

best way to assess and report cross-loadings is in a table with rows for the indicators and 

columns for the latent variable. The loadings will always exceed the cross-loadings whenever 

discriminant validity has been established. The Fornell-Larcker criterion compares the square 

root of the AVE values with the latent variable correlations (Hair et al. 2017). Specifically, the 

square root of each construct’s AVE should be greater than its highest correlation with any other 

construct. However, Henseler, Ringle and Sarstedt, (2015) argue that neither approach reliably 

detects discriminant validity issues. Cross-loadings fail to indicate a lack of discriminant validity 

when two constructs are perfectly correlated (Hair et al. 2017). Similarly, the Fornell-Larcker 

criterion performs very poorly, especially when indicator loadings of the constructs under 

consideration differ only slightly. As a solution it is recommended to use Henseler et al.’s (2015) 

heterotrait-monotrait ratio (HTMT) of correlations (Sarstedt, Ringle and Hair, 2017). The HTMT 

criterion is defined as the mean value of the indicator correlations across constructs relative to 

the mean of the average correlations of indicators measuring the same construct. High HTMT 

values indicate discriminant validity problems. Henseler et al. (2015) suggest a threshold value 

of 0.90 if the path model includes constructs that are conceptually very similar and of 0.85 when 

the constructs in the path model are conceptually more distinct (Sarstedt, Ringle and Hair, 2017).  

Bootstrapping can formally test whether the HTMT value is significantly lower than one (also 

referred to as HTMTinference). 

  

A.3.4 Evaluating The Formative Model 
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Formative measures being evaluated for convergent validity, the significance and relevance of 

indicator weights, and the presence of collinearity among indicators (Hair et al. 2017). 

 

A.3.4.1 Convergent validity 

The convergent validity or redundancy analysis (Chin, 1998b) is determined on the basis of the 

extent to which the construct correlates with a reflectively measured (or single-item) construct 

capturing the same concept (Hair et al., 2019b; Hair Jr et al., 2021). The proposed threshold for 

the correlation of the formatively measured construct with the single-item construct, measuring 

the same concept is 0.70 or higher (Hair Jr et al., 2021).  Single items should be avoided for 

construct measurement as they exhibit significantly lower levels of predictive validity compared 

to multi-item scales (Sarstedt et al., 2016).  

 

A.3.4.2 Variance inflation factor (VIF) 

The variance inflation factor (VIF) is often used to evaluate collinearity of the formative 

indicators. It looks at how the variance in an item can be explained by the other items in the 

same measurement model (Hair et al., 2019b; Hair Jr et al., 2021).  The higher the VIF, the 

greater the level of collinearity and VIF values of 5 or above indicate critical collinearity issues 

(Hair et al., 2019b; Hair Jr et al., 2021). However, collinearity issues can also occur at lower VIF 

values of 3 (Becker et al., 2015). Therefore, Hair et al., (2019) suggest the ideal VIF values 

should be close to 3 and lower. 

 

A.3.4.3 Indicator weights 

Since PLS-SEM is a nonparametric method, bootstrapping is used to determine the indicator 

weights’ statistical significance and relevance (Chin, 1998b; Hair Jr et al., 2021). Bootstrapping 

is a non-parametric resampling procedure that assesses the variability of the sample data rather 

than using parametric assumptions to assess the precision of the estimates (Streukens and Leroi-

Werelds, 2016).  As Sarstedt, Ringle and Hair, (2017) explain the bootstrapping procedure draws 
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a large number of subsamples (typically 5,000) from the original data with replacement. With the 

model then estimated for each of the subsamples, yielding a high number of estimates for each 

model parameter. Researchers are advised to use the percentile method to construct bootstrap-

based confidence intervals (Aguirre-Urreta and Rönkkö, 2018). Hair et al., (2019: 19) argue that 

“if the confidence interval of an indicator weight includes zero, this indicates that the weight is 

not statistically significant and the indicator should be considered for removal from the 

measurement model. However, if an indicator weight is not significant, it is not necessarily 

interpreted as evidence of poor measurement model quality.” It should be noted that a low but 

significant loading of 0.50 and below suggests that one should consider deleting the indicator, 

unless there is strong support for its inclusion on the grounds of measurement theory (Hair et al., 

2019) 

 

A.3.5 Evaluating The Structural Model 

The PLS-SEM assessment of the structural model looks at the model’s ability to predict the 

variance in the dependent variables (Rigdon, 2012). Hence, after reliability and validity are 

established, the primary evaluation criteria for PLS-SEM results are the coefficients of 

determination (R² values), the  blindfolding-based cross validated redundancy measure Q2, and 

the statistical significance and relevance of the path coefficients (Riou, Guyon and Falissard, 

2016; Hair et al., 2019b). These metrics are achieved following the bootstrapping process 

explained in Section 2.5.2.3. As Shmueli, (2010) reveals, the downside of these metrics is that 

they tend to overfit a particular sample if predictive validity is evaluated in the same sample used 

for estimation. Other measures, which are beyond the scope of this thesis, that could be used 

include the cross-validated redundancy, cross-validated communality, the q2 effect size and 

PLSPREDICT. The metrics used in this thesis will be explained in detail below.  

 

A.3.5.1 Path coefficients 
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As Sarstedt, Ringle and Hair, (2017) explain, the path coefficients are computed through a series 

of regression analyses. Each path corresponds to a hypothesis and it is tested by looking at the 

sign, size and the standardised beta coefficients (β) significance of ordinary least squares 

regression (Wixom and Watson, 2001; Rahman et al., 2016).  The higher the path coefficient the 

stronger the effect of the predictor latent variable on the dependent variable (Aibinu and Al-

Lawati, 2010). With path coefficients having standardized values between minus one and plus 

one, estimated coefficients close to plus one represent a strong positive relationship and vice 

versa for negative values ((Hair Jr et al., 2021).  

 

A.3.5.2 R2 indicators 

The R2 indicates the variance explained in each of the endogenous constructs. R2 is considered a 

measure of the model’s predictive accuracy in terms of in-sample prediction (Rigdon, 2012). The 

R2 ranges from 0 to 1, with higher levels indicting more predictive accuracy. As a rough rule of 

thumb, the R2 values of 0.75, 0.50, and 0.25 can be considered substantial, moderate, and weak 

(Henseler et al. 2009; Hair et al. 2011). Collectively, the R2 and the path coefficients (β and 

significance) indicate how well the data support the hypothesized model (Chin, 1998a). 

 

A.3.5.3 ƒ2 effect size 

The ƒ2 effect size measures the change in the R2 value when a specific predictor construct is 

omitted from the model can be used to evaluate whether the omitted construct has a substantive 

impact on the endogenous constructs. As a guideline, ƒ2 values of 0.02, 0.15, and 0.35, 

respectively, represent small, medium, and large effects of an exogenous latent variable (Cohen 

1988). Effect size values of less than 0.02 indicate that there is no effect. 

 

 

 

A.3.5.4 Predictive accuracy  
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Stone-Geisser’s Q2 points towards the interpretation that the model satisfies predictive relevance 

if the values are above zero (Rahman et al., 2016). As Sarstedt et al., (2017) explain, the Q2 

value builds on the blindfolding procedure, which omits single points in the data matrix, imputes 

the omitted elements, and estimates the model parameters. Using these estimates as input, the 

blindfolding procedure predicts the omitted data points. This process is repeated until every data 

point has been omitted and the model re-estimated. The smaller the difference between the 

predicted and the original values, the greater the Q2 criterion and, thus, the model’s predictive 

accuracy and relevance. As a rule of thumb, Q2 values larger than zero for particular endogenous 

construct indicate that the path model’s predictive accuracy is acceptable for this particular 

construct.  

 

A.3.5 Testing Direct Effects Hypotheses  

When the model has been tested as explained in 3.2 to 3.4 above the next step will be to use 

PLS-SEM to undertake hypotheses tests. With each hypothesis referring to a path in a model the 

hypothesis testing is usually conducted through the calculation of a P and t values for each path 

coefficient (Kock, 2016). As Kock, (2015b, p. 6) argues, if the effect is “real”, and therefore not 

due to chance, the probability that it comes from a distribution that refers to no effect should be 

lower than the threshold of 0.05.  Bootstrapping is the appropriate approach in the assessment of 

the direct effect of relationships between variables and is a robust alternative to statistical 

inference based on parametric assumptions for small samples and in a PLS-SEM context (Aibinu 

and Al-Lawati, 2010; Streukens and Leroi-Werelds, 2016). Therefore, study’s hypotheses were 

specified and estimated using a path weighting scheme in a complete bootstrap analysis using 

SmartPLS (Ringle, C. M., Wende, S., and Becker, J.-M. 2015. "SmartPLS 3."). The software 

parameters were set to do the Bias-Corrected and Accelerated (BCa) Bootstrap at a maximum of 

300 iterations (bootstrap runs), a stop criterion of 7, with 5000 bootstrap samples and at a 

significance level of 0.05. This was a one tailed test that allowed for parallel processing without 

using any Lohmoeller settings. The selection of the one tailed test approach was based on the 

recommendation by Cepeda-Carrion, Cegarra-Navarro and Cillo, (2019) that “a significance test 

will use one-tail whether one direction or sign has been determined or hypothesised and two tails 

when no direction or no sign has been stated”.  
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Appendix B: Survey Questionnaire 

Introduction 

 

Hello. My name is Hillary Musarurwa I am a PhD in Management student at Heriot-Watt University. I am currently 

doing a study on the financial behaviour and perceptions of Scottish university students. This research has been 

approved by the Heriot-Watt University Research Ethics Committee. Your participation in this research is voluntary 

and you may choose to withdraw from the research at any time. Your responses will be anonymous as I will not ask 

your name. With your permission, you will be asked questions about yourself, your financial behaviour and attitudes 

on financial matters. The questions usually take about 5 to 10 minutes to answer. All the answers you give will be 

confidential and will not be shared with anyone. The information you will give me will be useful in helping design 

an intervention plan that helps support students’ financial well-being.  As part of my experiment you might also be 

asked to complete the same survey again three to six months from now. Should you have any questions regarding 

the research please feel free to contact the researcher on +447857903732 or hjm7@hw.ac.uk    

Kindly note that you can always restart the survey or return to some questions, to make changes before you submit 

the survey.        

 

1. I confirm that I’ve read and understood this information about the survey 

Yes   

No   (Skip to end) 

 

2. Are you a student at Heriot-Watt University? 

Yes   

No   (Skip to End) 

 

Demographics 

3. Please state your age on your last birthday 

Under 16  

16 - 20   

21 - 24   

25 - 34   

Above 35 

 

4. Gender 

Male    

Female  

Other    

Prefer not to answer  

 

5. Nationality 

Local  

International EU national   

International Non-EU national 

 

6. Year in University 

Undergraduate First   

Undergraduate Second   

Undergraduate Third    

Undergraduate Fourth  

Postgraduate Taught    

Postgraduate Research  

 

mailto:hjm7@hw.ac.uk
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7. Where do you stay during term time? 

University halls  

Rented flat 

Home 

Private halls  

 

8. How much money do you get per month? 

£0  

£1-300  

£301-600  

£601-900  

£901-1200 

Above £1200  

 

9. What is the source of your income? (select three applicable to you) 

Student loan    

Part-time job   

Parents  

Savings & investments   

Bank overdrafts  

Grants and funding  

Surveys 

Selling possessions  

Friends  

Credit card  

Work for yourself   

Gambling 

Sex work  

Payday loan   

Paid clinical research trials  

Cryptocurrencies  

Full-time job  

 

10. Hours worked per week. 

0   

4-10   

11-20    

21-40  

More than 40  

 

This section of the survey assesses your financial wellbeing status.  

11. To what extent do you agree with the following statements? 

 
Strongly 

agree 
Agree Neutral Disagree  

Strongly 

disagree  

I am uncomfortable with the amount of debt I am in.        

I worry about repaying my student loans.       

I worry about repaying my credit cards.      

I think a lot about the debt I am in.      

I have had arguments with others (parents, friends, 

significant others) about my level of spending. 
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12. To what extent do you disagree with the following statements? 

 
Strongly 

disagree 

Somewhat 

disagree 
Neutral 

Somewhat 

agree  

Strongly 

agree  

I think I am in good financial shape. (R)       

Five years from now, I will not be in 

credit-card debt. (R) 
     

One year from now, I will not be in credit-

card debt. (R)  
     

 

13. Credit score per June 2018  

Don't know   

Insert figure  ________________________________________________ 

 

14. Credit score per December 2018  

Don't know    

Insert figure ________________________________________________ 

 

This section of the survey assesses your financial hardship experience  

 

15. Have you encountered a situation in which you desperately needed money?  

Yes  

No (Skip to 18) 

 

 

16. During the time of financial hardship what do you think you needed the most? 

Someone to talk to about the situation 

Money  

 

17. Where do you turn to when in a financial crisis? (select three applicable to you)  

Parents  

Bank   

Employer   

Friends    

University   

Online money making   

Credit Card 

Paid clinical trials  

Sex work  

Gambling  

Commercial loan   

 

18. It is easy to get advice on financial matters at your university.  

Strongly agree   

Somewhat agree   

Neither agree nor disagree  

Somewhat disagree 

Strongly disagree   
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This section of the survey assesses your financial literacy status 

 

19. Suppose you had £100 in a savings account and the interest rate was 2% per year. After 5 years, how much 

do you think you would have in the account if you left the money to grow?  

More than £102   

Exactly £102  

Less than £102  

Do not know 

Refuse to answer 

 

20. Imagine that the interest rate on your savings account was 1% per year and inflation was 2% per year. After 

1 year, would you be able to buy with the money in this account?  

More than today  

Exactly the same  

Less than today  

Do not know 

Refuse to answer  

 

21. Do you think that the following statement is true or false? ‘‘Buying a single company stock usually 

provides a safer return than a stock mutual fund.’’ 

True 

False   

Do not know  

Refuse to answer  

 

22. While in high school, did you take a course related to financial management, consumer education, 

economics or business courses? 

Yes  

No 

 

23. Have you ever taken a course, program, or seminar on personal finance issues in your community, religious 

institution or university?  

Yes   

No   

 

24. Do you wish you had a better financial education?  

Yes  

No  

 

This section assesses your money management behaviour.  

25. How do you grade yourself in the following areas? 

 Poor  Fair  Ok  Good  Excellent  

Controlling my spending      

Paying my bills on time       

Planning for my financial future      

Providing for myself and my family       

Saving money       
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This section assesses how your parents or family influenced your financial behaviour 

 

26. To what extent do you agree with the following statements? 

 
Strongly 

agree  

Somewhat 

agree  
Neutral  

Somewhat 

disagree  

Strongly 

disagree  

I make financial decisions based on what my 

parents have done in similar situations.   
     

When it comes to managing money, I look to 

my parents as my role models  
     

My parent(s) are role models for me about how 

to manage financial matters   
     

My parent(s) have a positive influence on me 

when it comes to managing money  
     

 

27. Do you agree that your parent(s) engaged in the following direct teaching methods? 

 
Strongly 

agree  

Somewhat 

agree  
Neutral  

Somewhat 

disagree  

Strongly 

disagree  

Discussed family financial matters with me       

Spoke to me about the importance of saving       

Taught me how to be a smart shopper       

Taught me how to use a credit card appropriately       

Discussed how to establish a good credit rating      

Discussed how to finance my college education with me       

 

 

28. To what extent do you think your parent(s) engage in following? 

 Never  Rarely  Sometimes  
Most of 

the time  
Always  

Track monthly expenses       

Spend within the budget       

Pay credit card balances in full each month       

Save money each month for the future       

Invest for long-term financial goals regularly        
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This section assesses your attitude towards money 

29. To what extent do you agree with the following statements? 

 
Strongly 

agree  

Somewhat 

agree  
Neutral  

Somewhat 

disagree  

Strongly 

disagree  

I behave as if money were the ultimate 

symbol of success  
     

I feel that money is the only thing that I can 

really count on 
     

I firmly believe that money can solve all my 

problems 
     

Money is the most important thing (goal) in 

my life 
     

I use money to influence other people to do 

things for me 
     

Although I should judge the success of people 

by their deeds, I am more influenced by the 

amount of money they have 

     

People I know tell me that I place too much 

emphasis on the amount of money a person 

has as a sign of his success 

     

Money will help you express your 

competence and abilities 
     

 

This section assesses your attitude towards debt 

30. To what extent do you agree with the following statements? 

 
Strongly 

agree  

Somewh

at agree  
Neutral  

Somewhat 

disagree  

Strongly 

disagree  

It is not correct to spend more money than I 

make.  
     

It is better to gather money first and then 

spend it.   
     

I know exactly how much I owe in stores, in 

credit cards, or to the bank. 
     

I think it is normal for people to be in debt 

to pay their bills. 
     

I would rather buy in instalments than to 

wait to gather money to buy in cash. 
     

It is important to know how to control the 

expenses in my house. 
     

I would rather pay in instalments even if the 

total is more expensive. 
     

People would be disappointed with me if 

they knew I had a debt. 
     

There is no problem to have a debt if I know 

I can pay it  
     

 

 

This section assesses the extent to which you are in control of circumstances in your life.  
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31. How often do you feel?  

 Always  
Most of 

the time  

About half 

the time 
Sometimes Never 

There is really no way I can solve some 

of my problems  
     

I am being pushed around in life       

There is little I can do to change the 

important things in my life  
     

I can do anything I set my mind to       

What happens to me in the future 

depends on me  
     

Helpless in dealing with the problems of 

life  
     

I have little control over the things that 

happen to me  
     

I have little control over my financial 

situation  
     

Secure in my current financial situation       

Confident about my financial future       

Confident about having enough money 

to support myself in retirement, no 

matter how long I live  
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Appendix C: Interview consent form  

 

Hello. My name is Hillary Jephat Musarurwa I am a PhD in Management student at Heriot-Watt 

University. I am currently doing a study on the financial behaviour of students. The Heriot-Watt 

University Research Ethics Committee have approved this research. I am the responsible 

investigator, specifying your participation in the research project: Transformative service 

innovation and financial wellbeing: exploring a service ecosystem approach to student 

financial capability support at a Scottish university. Should you have any questions regarding 

the research please feel free to contact the researcher on +447857903732 or hjm7@hw.ac.uk    

 

This interview will take about 30 minutes and will include 13 questions regarding your 

experiences and views on financial capability and your overall financial wellbeing.  Your 

responses will remain confidential and will be used to develop a better understanding of how 

services providers can provide transformative financial services targeted at addressing the 

financial capability challenges faced by students. Your participation in this research is voluntary 

and you may choose to withdraw from the research at any time. Your responses will be 

anonymous as I will not ask your name. If at any time during the interview you wish to 

discontinue the use of the recorder or the interview itself, please feel free to let me know. I 

would like your permission to tape record this interview, so I may accurately document the 

information you convey.  

 

Thank you. 

 
No Item Please Tick 

Box 

Yes No 

1 I confirm that I have read and understood the information note above for the study, 

and that I have had the opportunity to ask questions to clarify any of the details. 

  

2 I understand that my participation is voluntary and that I am free to withdraw at 

any time, without giving a reason. 

  

3 I agree to allow interview, my work, products and equipment to be audio recorded.   

4 I agree to the use of extracts from the interviews as quotes in the PhD thesis and 

any other publication. 

  

 

Name of participant or representative  

Date  

Signature  

 

Name of researcher  

Date  

Signature  

mailto:hjm7@hw.ac.uk
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Appendix D: Students’ Interview guide 

At this time, I would like to remind you of your written consent to participate in this study.  I am 

the responsible investigator, specifying your participation in the research project: Transformative 

Service Research and Nudge Theory: The potential for Scottish credit unions to transform 

student financial well-being.  You and I have both signed and dated each copy, certifying that we 

agree to continue this interview.  You will receive one copy and I will keep the other under lock 

and key, separate from your reported responses. Should you have any questions regarding the 

research please feel free to contact the researcher on +447857903732 or hjm7@hw.ac.uk    

  

Thank you. 

 

Your participation in this interview is completely voluntary.  If at any time you need to stop, take 

a break, or return a page, please let me know. You may also withdraw your participation at any 

time without consequence. Do you have any questions or concerns before we begin? Then with 

your permission we will begin the interview. 

 

Introduction 

1. What course are you studying? Do you have a part time job? Do you have other 

responsibilities (e.g. voluntary work, caring duties)? 

 

Main discussion 

2. Describe any memorable moment pertaining money you have from your childhood years? 

3. At what stage in life did you start making financial decisions?  

4. Who or what influenced your financial decision making as you grew up?  

5. Who was the financial decision maker in your family or household when you are growing up? 

How did their financial behaviour influence or affect your own? 

6. What does the phrase “financial wellbeing” mean to you? 

7. What do you think contributes towards good financial wellbeing?  

8. How does financial stress impact your well-being and studies in general?  

9. How do you feel about your FWB?  

10. How do you feel about your financial status? 

11. To what extent do you feel you are in control of your finances?  

12. What are your future plans in terms of finances (e.g. future career plans, buying first home)? 

13. How can your FWB and financial status be improved or maintained? How can you participate 

in this process? 

 

That brings us to the end of our interview. Thank you so much for your time.  

 

mailto:hjm7@hw.ac.uk
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Appendix E: Service providers’ interview guide 

At this time, I would like to remind you of your written consent to participate in this study.  I am 

the responsible investigator, specifying your participation in the research project: Transformative 

Service Research and Nudge Theory: The potential for Scottish credit unions to transform 

student financial well-being.  You and I have both signed and dated each copy, certifying that we 

agree to continue this interview.  You will receive one copy and I will keep the other under lock 

and key, separate from your reported responses. Should you have any questions regarding the 

research please feel free to contact the researcher on +447857903732 or hjm7@hw.ac.uk    

  

Thank you. 

 

Your participation in this interview is completely voluntary.  If at any time you need to stop, take 

a break, or return a page, please let me know. You may also withdraw your participation at any 

time without consequence. Do you have any questions or concerns before we begin? Then with 

your permission we will begin the interview. 

 

Introduction 

1. Can you describe your role in the credit union/university? How long have you been in that 

role?  

 

Main discussion 

2. What are the main issues affecting students including their financial wellbeing? 

3. What does the phrase “financial wellbeing” mean to you? 

4. What do you think contributes towards financial wellbeing? 

5. From your analysis of your interactions or counselling of students do you think they are 

making good financial decisions?  

6. What are the FWB challenges that students tell you they face?  

7. In what ways does financial stress impact student well-being?   

8. What are the best ways you think your organisation can help develop and improve the 

financial wellbeing of students? What happens when a student reports with financial 

difficulties? 

9. What are the barriers to achieving this strategy? 

10. How can students participate in improving their financial wellbeing? 

11. How can students be encouraged towards positive financial behaviour? 

12. In what ways can your organisation and students work together in designing these nudges? I 

would not call them nudges as that is a technical term 

 

That brings us to the end of our interview. Thank you so much for your time.  

mailto:hjm7@hw.ac.uk
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Appendix F: Co-design workshop program 

Co-creating services to improve student well-being at Heriot Watt University 
Date: 30 January 2019 

Venue: SR214 

Time: 12:15 to 15:15  
Time Activity Responsible person 

12.15 – 12.30 • Arrival & signing of consent form 

• Introductions 

• Background & overview of the research 

• Aims of the workshop 

H Musarurwa 

12.30 – 13.15 • Understanding the needs and behaviours of students (using personas) Group discussions led by 

participants 

13.15 – 13.30 • Report back 

• Exploring existing barriers/tensions between end-users and support 

departments 

Open plenary 

H Musarurwa 

13.30 – 13.45 • Mapping the stakeholders 

(who is who and what resources do they avail) 

Open plenary 

Brain storming 

H Musarurwa 

13.45 – 13.55  Break  

13.55 – 14.55 Ideating the interventions/approaches to use 

• Brainstorming the What, Who, When and How 

• Narrowing down the options 

• Matching the need, resources, and intervention 

• Action plan & timelines 

 

Open plenary  

 

H Musarurwa 

 

Group sessions 

14.55 – 15.15 Evaluation 

• Reflecting on our own biases and feelings during the sessions. 

• Completing an evaluation form 

H Musarurwa 
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Appendix G: End of workshop evaluation form example 
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Appendix H: End of training evaluation form example 
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