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ABSTRACT

The new Physiotherapy and Occupational Therapy programmes, based in the

Faculty of Health Sciences, McMaster University (Hamilton, Ontario) are unique.

The teaching and learning philosophies utilized are based on learner-centred and self-

directed learning theories.

The 1991 admissions process of these programmes attempted to select

individuals who would make highly qualified professionals and who would have the

necessary skills to complete such unique programmes.

In order to:

1

.

learn more about the concept of self-directed learning and its related

characteristics in health care professionals;

2. examine the relationship between various student characteristics - personal, learner

and those assessed during the admissions process - and final course grades, and

3. determine which, if any, smdent characteristics could be considered predictors for

success in learner-centred programmes requiring self-directed learning skills,

a correlational research design was developed and carried out.

Thirty Occupational Therapy and thirty Physiotherapy smdents were asked to

complete 2 instruments - a questionnaire developed by the author and the Oddi

Continuing Learning Inventory (Oddi, 1986). Course grades and ratings of students

during the admissions process were also obtained.

Both questionnaires were examined for reliability, and factor analyses were
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conducted to determine construct validity. Data obtained from the questionnaires,

course grades and student ratings (from the admissions process) were analyzed and

compared using the Contingency Co-efficient, the Pearson's product-moment

correlation co-efficient, and the multiple regression analysis model.

The research findings demonstrated a positive relationship (as identified by

Contingency Coefficient or Pearson r values) between various course grades and the

following personal and learner characteristics: field of smdy of highest level of

education achieved, level of education achieved, sex, marital stams, motivation for

completing the programmes, reasons for eru-oling in the programmes, decision to

enrol in the programmes, employment history, preferred learning style, strong self-

concept and the identification of various components of the concept of self-directed

learning. In most cases, the relationships were significant to the 0.01 or 0.(X)1 levels.

Results of the multiple regression analyses demonstrated that several learner

and admissions characteristic variables had R^ values that accounted for the largest

proportion of the variance in several dependent variables. Thus, these variables could

be considered predictors for success. The learner characteristics included: level of

education and strong self-concept. The admissions characteristics included: ability to

evaluate strengths, ability to give feedback, curiosity and creativity, and

communication skills.

It is recommended that research continue to be conducted to substantiate the

relationships found between course grades and characteristic variables in more diverse

populations. "Success in self-directed programmes" from the learner's perspective

ui





should also be investigated.

The Oddi Continuing Learning Inventory should continue to be researched.

Further research may lead to refinement or further development of the instrument,

and may provide further insight into self-directed learner attributes.

The concept of self-directed learning continues to be incorporated into

educational programmes, and thus should continue to be explored.
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CHAPTER 1: INTRODUCTION

The new Physiotherapy and Occupational Therapy programmes housed in the

Faculty of Health Sciences, McMaster University (Hamilton, Ontario) are unique, as

they base their teaching and learning philosophies on leamer-centred/self-directed

learning theories. The programmes aim to foster the skills students require for life-

long education: the ability to solve problems, think critically and assume leadership

roles (McMaster University, 1989).

The 1991 admissions process of these programmes attempted to select

individuals who would make highly qualified professionals, and who would have the

necessary skills to complete such unique programmes. The concept of self-directed

learning has important implications for students who will become health care

professionals. Students becoming health professionals need to possess the

characteristics and skills enabling them to continue to maintain the highest level of

professional competence in a rapidly changing and advancing health care system. A

successful self-directed student should succeed as a self-directed health care

professional.

This investigation examined the concept of self-directed learning and its related

characteristics in health care professional students, specifically Occupational Therapy

(OT) and Physiotherapy (PT). It focused on students participating in learner-centred

programmes requiring self-directed learning skills. The relationship between various

student characteristics and characteristics assessed during the admissions process and
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Year 1 final course grades was examined. In addition, student characteristics that

could be considered to be predictors of success in these leamer-centred/self-directed

programmes were explored.

Purpose of the Study

The objectives of this research study were to learn more about the concept of

self-directed learning and its related characteristics in health care professionals,

examine the relationship between various smdent characteristics and final course

grades, and determine which, if any, student characteristics could be considered

predictors for success in learner-centred programmes requiring self-directed learning

skills.

The focus of this investigation was to determine the relationship between the

letter-grade value of courses in the first year of the Occupational Therapy and

Physiotherapy programmes and various personal and learner characteristics of students

within these programmes. These programmes incorporate learner-directed educational

methods, namely self-directed learning. Thus, the characteristics of students who

were or were not successful in self-directed programmes were investigated.

The personal characteristics examined included: age, sex, marital status,

number of children/dependants, educational background, current and previous

employment history, and reasons for enroling in the programmes. The learner

characteristics included: motivation for completing the programme, self-concept as a
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self-directed learner, knowledge of and previous exposure to self-directed learning,

preferred learning style, ability and comfort level in recognizing strengths and

weaknesses and seeking assistance with learning, and previous experience and comfort

level in working and learning in groups. In addition, characteristics in the following

dimensions as defined by Oddi (1986) were also examined: Proactive/Reactive,

Cognitive openness/ Defensiveness, and Commitment to learning/Apathy or aversion

to learning.

Characteristics assessed during the admissions process were: work experiences,

learning experiences, leadership experiences, teamwork experiences, curiosity and

creativity, attitudes concerning disability and illness, knowledge of the profession,

motivation for a career in OT or PT, suitability for the OT or PT programme at

McMaster, writing skills, knowledge of the McMaster OT/PT programme, ability to

relate to others, courage of conviction with willingness to change, ability to cope,

ability to evaluate personal strengths and weaknesses, ability to give and receive

feedback, and conmiunication skills. These were also examined to determine what

relationships existed between these characteristics and final course grades.

The relationships obtained from statistical analyses were examined in order to

determine if any characteristics could be considered variables that would predict

whether or not a smdent would be successful in the self-directed courses.

The main purpose of the study was to address the following research question:

Is there a significant relationship between certain smdent characteristics and final

grades in Year 1 courses in Physiotherapy and Occupational Therapy programmes that
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incorporate self-directed learning/teaching principles? Furthermore, can any of these

characteristics be identified as predictors of success for students in these programmes?

In addition, the following sub-problems were investigated:

1. Do the smdents' personal, educational, or employment characteristics

significantly predict final course grades?

2. Do students' prior experiences with the self-directed learning process

significantly predict final course grades?

3. Do students' self-concept as self-directed learners significantly predict final

course grades?

4. Do the student characteristics assessed during the admissions process

significantly predict final course grades?

5. Is there a difference in student characteristics between students who succeed in

Year 1 courses and those who do not?

Background and Rationale

The Faculty of Health Sciences at McMaster University incorporates the

Medical, Nursing/Post-Diploma Nursing, Physiotherapy and Occupational Therapy

programmes. These programmes are different from traditional Faculty of Health

Science programmes because the focus of the teaching and learning methods is

centred on learner-directed methods. The process of learning is considered of equal

importance to the content. Thus, the traditional teacher-centred strategies are
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basically non-existent in these programmes. Instead, the students may learn in small

group tutorials, clinical skill laboratories, and inquiry seminars. Clinical skills are

further developed in clinical facilities under the supervision of a preceptor. Learning

approaches within these programmes are problem-based. Students are "presented with

healtfi^are problems. .. [which] promote the exploration of the underlying

psychological, biological and behavioural principles" (McMaster University, 1989, p.

4). These educational methods require that the students utilize a self-directed learning

process. The students need to recognize what their lunitations and learning needs are;

from these needs, the students develop a plan to meet their learning goals within the

context of the various course objectives. The onus for determining the resources to

be utilized and the learning strategies to be incorporated rests with the students.

Evaluation of learning is composed of student self-evaluation and evaluation of the

student by peers, tutors, course instructors, and clinical preceptors. It is evident that

these programmes have incorporated Malcolm Knowles' (1970, 1975, 1980) model of

adult education into their programmes.

Investigations looking at what characteristics make these students self-directed,

or investigations looking at the relationship between variables and success in these

programmes have not been carried out to date.

The concept of self-directed learning and Knowles' (1970, 1975, 1980)

theories have generally been accepted in the field of adult education. Little is known

about self-directed learners themselves, except for the process that they follow to

learn in a self-directed manner. Is an adult self-directed merely because he/she is an
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adult? Does an adult innately possess the characteristics and skills to be self-directed?

Are there certain characteristics one possesses which enable the adult learner to

naturally assume the role of a self-directed learner? These are some of the questions

that remain unanswered in the literature. A scale that measures one's readiness for

self-directed learning has been developed (Guglielmino, 1978), and more recently,

investigations (Oddi, 1986) have looked into characteristics of self-directed continuing

learners. But what about the characteristics of self-directed learners in health care

programmes?

_j-^ The admissions process of these programmes is both time and labour intensive,

as attempts are made to select candidates who would make qualified health care

professionals and who are capable of completing these self-directed programmes.

Selecting the right candidate is a challenge, as students have different skills and

abilities, not all of which may lead to success in such unique programmes. Does the

admissions process actually select the students most capable of self-directed learning?

The Physiotherapy and Occupational Therapy programmes have been housed at

McMaster University since September 1990. The programmes have been in existence

(originally based at Mohawk College) since the mid-seventies. Currently, there is no

published research examining the self-directed phenomenon in these two health care

programmes. Although a few studies have examined the predictors for success in a

self-directed course/programme (Savoie, 1980; Reed, 1980), these studies were

completed several years ago, and only one of them investigated self-directed learning

in a Canadian setting.
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This lack of substantial evidence examining predictors of success in these

programmes, whose theoretical learning/teaching models are based on theories of self-

directed learning, prompted the inception of this study.

Several other factors contributed to the development of this investigation.

First, upon graduation from a very traditional and teacher-centred school, the author

became employed in an geographical area which was exposed to students of a self-

directed programme. This developed the author's interest in adult education and the

concept of self-directed learning.

Second, from the author's direct interaction with smdents from a self-directed

programme (as a preceptor), it became evident that some smdents did not have the

necessary skills or characteristics required to be a self-directed learner, raising several

questions: Why were these smdents not self-directed? Do self-directed learners

possess certain characteristics that other learners do not? Could the learners who are

not self-directed be recognized during the admissions process?

Third, the author's direct involvement in the admissions process raised the

question: Were the characteristics of the candidates being assessed ones that would

determine if the smdent would succeed in a self-directed programme?

Importance of the Study

Why has this investigation been undertaken? Assuming, through data analyses

and interpretation, strong correlations between the predictor variables and the criterion
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variable were found, the investigation could have the following future impacts.

First, the predictor variables could become part of the admissions criteria and

could be utilized to assist in the selection of the most appropriate applicants for the

programmes.

Second, the data could be utilized to identify those students who were admitted

into the programmes because they would make highly qualified health care

professionals, but who did not possess the predictor variables. These students may

require additional facilitation to develop or enhance their self-directed learning skills.

Third, the findings of this study could provide a primitive baseline from which

other aspects of self-directed learning could be investigated and linked.

Fourth, if statistical analyses further establish the reliability and validity of the

OCLi, it may be considered as a screening instrument; if analyses do not sustain the

OCLI's reliability and validity, the results of this study could be utilized as a

foundation for future investigators to refine the OCLI or develop other instnmients.

Definition of Terms

The following definitions were utilized for the purposes of this investigation:

1. Occupational Therapy:

"The art and science which utilizes the analysis and application of activities

specifically related to occupation performance in the areas of self-care, productivity,

and leisure" (McMaster University, 1989, p. 1).
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2. Occupational Therapy and Physiotherapy Programmes:

Two year second degree programmes that "aim ... to provide students with the

oppormnity to build on their first degree and to acquire a professional education"

(McMaster University, 1989, p. 1).

3. Physiotherapy:

"The art and science of rehabilitation, . . . [whose] goal is to maximize

independence by promoting, maintaining or restoring physical function, fitness and

wellbeing" (McMaster University, 1989, p. 1).

4. Predictors of success:

"Those factors, circumstances, orientations, et cetera, which can be assumed

to have a positive influence on an individual's" achievement of desired academic goals

(Savoie, 1980, p. 13).

5. Self-directed learning:

"A process in which individuals take the initiative, with or without the help of

others, in diagnosing their learning needs, formulating learning goals, identifying

human and material resources for learning, choosing and implementing appropriate

learning strategies, and evaluating learning outcomes" (Knowles, 1975, p. 18).

6. Success in courses:

The final course grade (letter) achieved, representative of the attainment of the

required academic objectives, as per evaluations.
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Assumptions and Limitations

Based on the theoretical perspectives presented and the author's previous

experiences in the area of self-directed learning the following assumptions applied to

this study:

/I. Self-directed learning does not refer to the self-instructional process, but to

a process whereby the learner can recognize the need for learning to take place. The

learner is able to identify what needs to be learned and how to go about it, with or

without the help of a facilitator.

2. Although self-directed learning has been used to describe adult learning,

some adults the author has been involved with were unable to learn effectively in a

self-directed manner. In addition, Knowles (1984) states "Most of us probably do not

have full-fledged self-concepts of self-directedness until we leave school . . . , get a

full-time job, marry and start a family" (p. 55), and has had experiences with adults

"putting pressure on [him] to tell them what to do" (p. 56). Therefore, all adults may

not be self-directed learners.

3. If all adults are not self-directed learners, and if "numerous learning

theorists note that a process of instruction does not account for all ... learning which

occurs" (Oddi, 1987, p. 23), self-directed learning "may involve(s) not only the

process ... but also certain personality characteristics" (Gibbons, Bailey, Comeau,

Schmuck, Seymour & Wallace, 1980).

This investigation was carried out solely to examine the relationship between
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certain learner characteristics and final grades in several courses, and to determine if

any of these variables could be considered predictors for success in these

programmes. Further testing of the OCLI (Oddi, 1986) was carried out merely for

the purposes of this study, thus the testing was not extensive. This study did not

attempt to develop a tool that could be utilized an instrument to screen applicants.

Outline of the Remainder of the Document

The remainder of the document is subdivided into four chapters and outlines

the following areas: review of the literature, research methodology, analysis of

findings, conclusions and recommendations. In addition, a reference list and

appendices are provided.

Chapter 2 provides a thorough review of the literature related to self-directed

learning, focusing on investigations carried out within the past 15 years. The purpose

and methodology of the investigations reviewed are briefly outlined. The methods

used and the conclusions made are critically examined. In addition, the theoretical

framework which provides the foundation for the investigation is explored.

Chapter 3 provides a description of the research methodology used in this

investigation. The research design is outlined providing details of the variables, the

population and sample. The instruments utilized are described and the results of

reliability and validity testing and factor analysis of these instruments are provided.

In addition, the results of the pilot testing of the author-developed questionnaire are
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briefly outlined. Data collection, recording, processing and analyses are reviewed.

The methodological assumptions and limitations are outlined.

Chapter 4 presents the research findings in the form of tables and charts, as

well as in the text of the paper. The study sample is described in terms of the

predictor variables collected. Correlations between the variables examined and the

course grades are presented and discussed.

Chapter 5 is a discussion of the findings and conclusions drawn, and their

implications to the current body of knowledge in education, specifically self-directed

learning. Recommendations for the implementation of the findings and for additional

research are provided.





CHAPTER 2: REVIEW OF THE LITERATURE

This chapter examines the theoretical domains that provide the framework for

this investigation, and explores the concept of self-directed learning. A theory of

adult education and its underlying principles are reviewed from both an earlier and

more recent perspective. Early studies that looked at the concept of adult education

are briefly reviewed. The bulk of the literature that examined self-directed learning

focuses on a scale developed in the late seventies, which measures one's readiness for

self-directedness. More recently a new scale was developed. This literamre is

critically reviewed in this chapter.

Theoretical Framework

The majority of research and theory in adult education encompassed the

concept of self-directed learning. But, what is self-directed learning?

In the literature, definitions of self-directed learning were often ambiguous,

and differed from author to author. This "lack of a unified, comprehensive

conception of and disagreement about the values, and practices related to self-directed

learning has been the concern of numerous authors for more than a decade" (Oddi,

1987, p. 21). Most authors viewed self-directed learning as an instructional process,

but again "vary widely in the specificity and focus of their conceptions" (Oddi, 1987,

p. 22). Because of the discrepancies encountered in the literature, a framework to
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establish a perspective was required.

"Many elements in the theories of teaching in adult education do reflect a

progressive education perspective which can be traced directly back to Dewey"

(Jarvis, 1983, p. 24). Dewey's (1920, 1938) basic principles view education relating

to one's whole life (supported in the literature by Cross, 1981; Houle, 1980; Jarvis,

1983; Knowles, 1975) rather than one's early years. He felt that:

Education must be reconceived, not as merely a preparation for maturity . .

.

but as a continuous growth of the mind and a continuous illumination of life.

In a sense the school can give us only the instrumentalities of mental growth,

the rest depends upon an absorption and interpretation of experience. (Dewey,

1920, p. 24)

Dewey's (1938) learning purpose involved several factors or processes. First,

the learner observes the surrounding conditions and circmnstances and comes to

understand their significance. Second, prior knowledge and judgement are utilized to

derive consequences. Third, the objective conditions and consequences are used to

develop a plan and method of action. Furthermore, Dewey observed that learning

takes place after the learner notes the results achieved, and after performance and

interpretation of the experience have occurred. He felt the learner should be actively

involved in reflecting on the meaning of experiences. Learning that included the

learner taking responsibility for setting learning goals, developing and utilizing

strategies to achieve the goals, and evaluating the learning outcomes (were the goals

achieved or not?) has been described by other authors (Brockett, 1985; Guglielmino,
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1978; Houle, 1980; Knowles, 1975; Tough, 1971). Furthermore, Rogers (1969),

Mezirow (1981), and Brookfield (1985) have also stated that learning takes place after

the process of reflection about the learning experience has occurred.

Dewey recognized the learner has unlimited potential for growth and

development, and that education is a method of facilitating that growth. He advocated

that no structure of knowledge or social rules be imposed on the learner. The teacher

isjo^ facilitate the growth and development by providing the right types of experiences

through which the learner acquires the knowledge and understanding. The teacher

should use problem solving and project and^ctjvities methods within the context of

the environment and prepare conducive experiences for learning to take place. On the

other hand, the learner needs to refine the scientific method. The individual starts

with a problem, develops hypotheses, and tests the hypotheses via examination of the

empirical evidence. The learner sets his or her own goals to progress through the

scientific method, and the teacher is responsible for guiding the growth and

development. The notion of the learner having control over the learning process and

the teacher-smdent relationship being equal (as persons) has been supported in the

literature by Knowles (1975), Tough (1979), Cross (1981), Brookfield (1985), and

Caffarella and Caffarella (1986).

In the more recent past, Malcolm Knowles (1970, 1975, 1984) formulated a

model of adult learning based on research and experience about adult learner

characteristics. "Andragogy, ... the art and science of helping adults learn"

(Knowles, 1984, p. 52), has become "increasingly employed ... as a set of
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assumptions and methods pertaining" to adult education (Darkenwald & Merriam,

1982, p. 13).

Knowles (1984) defined an adult using four contexts - biological, legal, social,

and psychological. Thus, an adult is someone who: has reached the age when he or

she can reproduce, can legally vote or marry without consent, starts performing adult

roles, and has "arrive[d] at a self-concept of being responsible for [their] own lives,

of being self-directing" (Knowles, 1984, p. 55).

The andragogical model of education is based on several assumptions:

1. Adults have a need to know why they must learn something, before they attempt

to learn it.

2. Adults have a concept of themselves as being responsible for their own lives, thus,

their own decisions. Once this self-concept has been developed, they require others

to see and treat them as being capable of self-direction.

3. Adults have a history of a variety of different experiences. These experiences

provide learning resources for other adults, as well as assist the adults to develop

their self-identity.

4. Adults' orientation to learning is life-centred or problem-centred. In other words,

adults become motivated/ready to learn if they view the learning to be related to real-

life simations. As well, adults learn more effectively if the material is presented in

the context of real-life situations.

5. Adults are more strongly motivated by internal needs or forces.

Based on these assumptions, the andragogical process involves several phases
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(Knowles, 1970). First, a climate conducive to learning should be established. The

learning environment should allow the adult learner to feel physically comfortable, as

well as allow the adult to feel accepted, respected and supported. The teacher should

convey respect and interest in the learner.

Second, the adult should diagnose his/her own learning needs, allowing the

learner to become more deeply motivated to learn. The adult should be involved in

the planning of his/her own learning and should develop his/her own learning

objectives. The teacher can act as a guide or resource, helping the adult learn. Thus,

the adult learner takes responsibility for his/her own learning.

Third, evaluation should be a mutual process, allowing the adult learner to

self-evaluate his/her progress with feedback from the teacher, resulting in re-

diagnosis.

Early Studies

A theoretical framework incorporating the concept of self-directed learning has

been developed, but what has the research demonstrated?

Self-directed learning has been addressed and studied in the literature with

increasing intensity in the past two decades.

Self-directed learning methods were observed in the general population in early

studies (Hiemstra, 1975; Penland, 1979; Tough, 1971), and were shown to exist in

professional groups such as nurses, in later studies (Kathrein, 1982). These studies
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helped adult educators shift their focus from teacher-centred to learner-centred

education. However, the study populations consisted of mainly middle class adults

who had achieved an educational level above most people (Brookfield, 1984).

Furthermore, the research methodology utilized was Tough's (1971) interview schedule

which called for probing and prompting of the subjects to reflect on previous learning

experiences. This research method could have produced subjectivity and data bias.

The Self-directed Learning Readiness Scale

In 1978, Guglielmino developed The Self-Directed Learning Readiness Scale

(SDLRS). A three-round Delphi survey of fourteen authorities on self-directed

learning was used. The authorities listed and rated the characteristics they considered

important for self-direction in learning. Once the items were reviewed and revised, the

instnmient was administered to 307 subjects (? random). A reliability of 0.87 was

obtained and factor analysis indicated the presence of eight factors essential for self-

directed learning: openness to learning opportunities, self-concept as an effective

learner, initiative and independence in learning, informed acceptance of responsibility

for one's own learning, level of learning, creativity, future orientation, and ability to

use basic study and problem-solving skills. The above characteristics of the SDLRS

are based on the original 41-item version of the scale. The scale was subsequently

modified - 9 of the original items were eliminated and 26 added to form the current

58-item scale.
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Guglielmino's (1978) developmental research included use of a consensus

exercise (Delphi technique) for item generation. This technique may have: i) failed

to take into account the varying degrees of expertise; and ii) resulted in one panel

member exerting influence over another panel member, leading to the elimination of

important items to achieve consensus. Others problems with this developmental

research included failure to define key terms used, such as "readiness" and "self-

directed", and retention of negatively phrased items (Field, 1989).

Since 1978, many studies have been carried out to validate the 58-item scale.

The SDLRS has also been utilized to determine relationships between self-directed

learning readiness and other psychosocial factors. The majority of these smdies used

the revised 58-item SDLRS, but assumed the eight-factor strucmre, 0.87 reliability

coefficient, and validity of the original 41-item questionnaire. Using the SDLRS

without further validation and statistical analysis is a major fault of these smdies.

Each of the studies is discussed in further detail below.

In 1978, Torrance and Mourad administered 11 criteria measures to 41

graduate students enrolled in a creative-thinking course. The authors found a

correlation between the total SDLRS scores and the measures of motivation,

originality of thinking, the ability to produce analogies, creative experiences and

achievements. They also found a significant negative relationship between test scores

and the left hemisphere style of learning and thinking. From these findings the

authors concluded positive support for the construct validity of the SDLRS. Problems

with the study included: a small, non-random sample, the use of criterion measures
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with no or limited validity and reliability testing, the use of one of the investigator's

students as the study group resulting in the novelty effect and observee bias, and

conclusions for construct validity based on fair to poor correlation co-efficient.

Mourad (1979) examined the validity of the SDLRS and the relationship

between SDLRS scores and creativity scores, grade levels, and sex. The SDLRS and

Torrance Tests of Creative Thinking were administered to a random sample (total N

= 569) of gifted smdents. In addition, the students' teachers completed a Teacher

Rating Scale (TRS) for self-direction in learning. The investigator found a correlation

between teacher ratings and SDLRS scores and some correlation between SDLRS

factors and creativity scores. However, the use of the TRS as a criterion variable,

without prior validation, should be questioned.

Sabbaghian (1979) examined the relationship of adult self-directedness and

self-concept by administering the SDLRS and the Tennessee Self-Concept Scale to 77

randomly selected adult smdents. The investigator found a close relationship between

level of education, age, sex, and self-concept and "self-directedness in learning". The

author also found that highly self-directed learners had increased self-esteem, self-

acceptance, and were more effective in certain aspects of life. The author did not

explain how learners were assessed to be highly self-directed. The author concluded

there was a relationship between self-image and self-directed adult learners, instead of

readiness for self-directed learning, which is what the SDLRS has been reported to

measure. Therefore, the author's conclusions and implications based on her vague-

ness in assessing what the SDLRS measures should be viewed in a sceptical manner.
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Personal, educational, and employment predictors of success in continuing

nursing education courses requiring a degree of self-direction from the learner were

examined by Savoie (1980). A Biographical Information Questionnaire (BIQ) and the

SDLRS were administered to 152 nurses. The findings showed a positive correlation

between course grade and self-directed learning readiness, as well as a positive

relationship between course grade and concept of self as a self-directed learner,

independent decision to enrol in the course, employment in Nursing at the time of the

study and job-related motivation. The lack of an objective method to rate the amount

of self-direction required in a course, minimal validation of the BIQ, and the use of a

narrow population, could be viewed as weaknesses in an otherwise fairly well

conducted study.

Reed (1980) studied the relationship of selected demographic characteristics

and success in a self-directed learning program. One hundred and twenty-eight adult

learners were surveyed using a questionnaire method. The results of the study

demonstrated that motivation, job-related motivation and having children were related

to academic success.

Skaggs (1981) surveyed 200 randomly selected registered nurses to look at the

relationship between involvement of nurses in self-directed learning activities, loci of

control, and readiness for self-directed learning measures. The SDLRS, Levenson's

Internal, Powerful Other and Chance Scales, Self-directed Learning Activity Survey,

and a Biographical Data Form were used to collect the data. The author found a

direct positive correlation with SDLRS scores and i) hours devoted to self-directed
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learning activities, as well ii) Levenson's internal scale scores. A negative correlation

between SDLRS scores and Levenson's chance scale scores was found. The author

was vague in assessing what the SDLRS measures. As well, little information was

provided on the content validity of the instruments used, detracting from the study.

Box (1983) examined the relationship between SDLRS scores and age, sex,

and cumulative grade point average and differences between nursing students and

graduate nurses. Four hundred and seventy-seven subjects completed the SDLRS and

provided demographic information. No significant difference of SDLRS scores was

found between the two groups (the exact number of subjects per group is not

provided). SDLRS scores were not found to be correlated to age and sex, but a

significant correlation was found between SDLRS scores and grade point average.

The smdy could have been enriched by examining grades for each subject, in order to

maximize correlation between the predictor variables and the criterion.

The effects of preference for strucmre and the completion of a self-directed

learning project on self-directed learning readiness in nurses were examined by Wiley

(1983). The investigator utilized an experimental design, but did not randomly assign

the subjects into two groups. Both groups were pretested with the SDLRS and

Ginther's Inventory of Beliefs; the experimental group conducted a 12-hour process-

oriented self-directed learning project. After the project was completed both groups

were retested with the SDLRS. Analysis showed that completing a self-directed

learning project did not result in an overall gain in SDLRS scores; however, it was

found that students who preferred low structure and who completed the project
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increased their SDLRS scores.

Long and Agyekum (1983, 1984) performed two studies in attempt to validate

the SDLRS. The first study's (1983) sample consisted of 63 black adult, 70 white

adult, and 3 foreign students. Each student completed the SDLRS, the Agreement

Response Scale and the Rokeach's Dogmatic Scale (Form E), as well as provided

information on age and educational achievement level. College instructors rated each

student on self-direction utilizing the characteristics identified by Guglielmino (1978).

Findings revealed no significant relationship between ratings of faculty members and

smdent's SDLRS scores, but revealed a relationship between SDLRS and age,

educational level and race.

The 1983 study was repeated (Long and Agyekum, 1984) on a population of

41 black and 51 white adult students. The same scales were completed by the

students, but the scale completed by the college instructors was an expanded version

of the instrument used in the first smdy. In both studies, the authors assumed the

college instructors' ratings were a valid criterion with which to compare the SDLRS,

but the authors did not pilot test the questionnaire or examine it for validity. In

addition, no information was provided about the instructors themselves, such as age,

race, numbers of years teaching, ability to rate students, knowledge of definitions of

self-directed learning and the SDLRS. Furthermore, the authors did not mention the

validity of the two other scales utilized. Finally, the authors attested to the validity of

the SDLRS based on their results, although in their paper they stated:

Significant correlation between the SDLRS and faculty ratings concerning self-
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direction in learning and non-significant associations between the SDLRS and

Dogmatism Scale and Agreement Response Set are expected to be the

minimum criteria for evidence for convergent or divergent validity, (p. 79)

The validity of the SDLRS was evaluated by Finestone (1985). Data were

collected using the SDLRS, a Semantic Differential and a Learning Background and

Behaviour Questionnaire, observation and a Q-sort procedure from 77 (? random)

union members. SDLRS scores were found to be significantly correlated with

instructor and observer ratings of participants' level of self-directedness, number of

hours spent on learning projects, and sex. Subject observation by instructors and

observers may have produced the Hawthorne effect and thus may have biased the

results. In addition, not all of the instructors and observers may have had the same

level of expertise to rate the union members on self-directed learning. The author

concluded the SDLRS should be validated for specific groups and content prior to

use.

Crook (1985) investigated the predictive validity of the SDLRS by comparing

the SDLRS scores of 63 first year nursing smdents to alternate measures of self-

directedness - nominations as self-directed learners by peers and faculty, entry grades

and grades received at the end of the first year of the programme (in five subjects).

Crook found a low but significant positive correlation between the SDLRS and year-

end nursing grades, and a weak but significant correlation between the SDLRS scores

and overall peer nomination in the first year. Crook provided an excellent description

of her study methods and population, which would allow the study to be replicated.
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But, as the author herself described, a nomination technique and nursing grades were

used as the standards although these measures had not been proven to be intra/inter-

rater reliable in the context used. As with the Long and Agyekum (1983, 1984)

studies, peer and faculty may not have had the familiarity or knowledge with the

concept of self-directedness and therefore may have differed in their interpretations.

Hall-Johnsen (1986) investigated which personal readiness factors were the

best predictors of high involvement in self-directed learning, and investigated the

relationship between readiness for self-directed learning and the extent to which adults

were involved in self-direction. The SDLRS and the Adult Learning Project

Telephone Interview schedule were administered to 65 random professional staff.

Self-concept as an effective, independent learner and view of learning as a lifelong

beneficial process contributed to the prediction of high involvement in self-directed

learning. The interview schedule method called for probing and prompting of

subjects, which may have introduced subjectivity and bias into the results.

The relationship between SDLRS scores of Hong Kong Telephone Company

managers (? N) and the level of management, management performance ratings,

perceptions of problem-solving abilities, creativity, and degree of change required by

the job was investigated by Roberts (1986). A significant relationship was found

between the criterion and all of the variables except sex, age, and race, but no

information about the statistical analysis used was provided. The difficulty with this

study arises from the translation of the SDLRS into a different language - was the

same context maintained?
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Similarly, Guglielmino, Guglielmino, and Long (1987) examined the

relationship between SDLRS scores and job performance, level of management, sex,

educational level, age distribution and race, in a sample of 753 individuals working at

a utility company. Difficulties with the study included a non-random sample selection

process, a limited number of third- and fourth-level managers decreasing the

generalizability to a wider population, and the subjects themselves rating their jobs in

terms of creativity, problem-solving, and change and job performance. The

respondents' perceptions may not have provided a true measure of these factors. The

authors found individuals who had completed higher education levels and who

considered themselves outstanding performers in jobs requiring a high degree of

creativity and problem-solving skills had higher SDLRS scores.

Since the development of the SDLRS, numerous quantitative studies have been

carried out using this scale. These studies have focused on validating the SDLRS

(Hassan, 1982; Long & Agyekum, 1983, 1984), using the SDLRS as a diagnostic tool

(Savoie, 1980) and investigating the relationship between various psychological

variables and self-directed readiness (Sabbaghian, 1979; Torrance & Mourad, 1978).

Overall, the SDLRS has assisted researchers to redefme and expand the self-directed

learning phenomenon, more specifically, perceived readiness for self-directed

learning. The SDLRS has helped provide an empirical knowledge base from which

future researchers can develop additional theoretical formulations.
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The Oddi Continuing Learning Inventory

Within the last few years, an investigation was carried out to describe the

personality characteristics of self-directed continuing learners and to develop an

instrument to identify such learners. As a result, a scale entitled the Oddi Continuing

Learning Inventory (OCLI) was developed and validated (Oddi, 1986). The term

"continuing" was utilized by Oddi to differentiate self-directed learning characterized

by initiative and persistence in learning over time from self-directed learning as a self-

instructional process as has been described in the previous literature (Oddi, 1986).

Oddi (1986) developed her theoretical formulations by compiling an extensive

list of personality characteristics of self-directed learners from the writing of experts

in the field of self-directed learning and from supportive research findings. Related

attributes were divided into groups and differentiated into three broad dimensions,

hypothesized as being the essential dimensions of self-directed continuing learners.

Each dimension was seen as a continuum with two poles, one pole related to

characteristics of self-directed continuing learners, and the other pole related to non-

self-directed learners. The three dimensions were termed as follows: Proactive Drive

versus Reactive Drive (PD/RD), Cognitive Opeimess versus Defensiveness (CO/D)

and Commitment to Learning versus Apathy or Aversion to Learning (CL/AAL).

The PD/RD "dimension focus[ed] on the learner's ability to initiate and persist

in learning without immediate or obvious external reinforcement" (Oddi, 1986, p. 98)

demonstrative of the learner's intrinsic motivation. Characteristics within this
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dimension included self-regulating behaviour, possession of high self-esteem and self-

confidence, and engagement in self-initiated and self-sustaining learning activity

directed toward higher level goals at one pole. Reliance on extrinsic forces to

stimulate learning, tendency to discontinue learning activities on encountering

obstacles, low self-confidence and engaging in learning to meet lower order goals

were characteristics of the opposite pole.

Openness to change defined one of the poles of the CO/D dimension.

Openness to new ideas and activities, the ability to adapt to change and tolerance of

ambiguity are the salient characteristics at one pole, whereas the characteristics of the

opposite fKjle included rigidity, fear of failure, and avoidance of new activities and

ideas.

The third dimension, CL/AAL, focused on learning orientation. One pole of

this dimension included: positive attitudes towards engaging in various learning

activities and preference for more thought-provoking leisure pursuits. The

characteristics at the opposite pole encompassed indifferent or hostile attimdes towards

engaging in learning and decreased engagement in activities commonly regarded as

promoting learning.

Oddi (1986) believed the three dimensions are interrelated and mutually

reinforcing. Based on the theoretical foundations, a study instrument was developed,

piloted, aiKi subsequently revised and retested. The initial list consisting of 100 items

was examined for content validity. A panel of graduate law, nursmg and adult

education students, and a panel of experts in areas of psychological constructs or self-
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directed learning reviewed the list. The resulting items were assembled into a 65-

item Likert-type scale and prepiloted on 30 volunteers involved in the study of law.

nursing or education. After analysis, the instrument was reduced to 31 items and

piloted on 287 graduate students in law, nursing and education. Five items were

deleted as they were unreliable and the remaining 26 items had a coefficient alpha of

0.750. Factor analysis yielded five factors accounting for 44.5% of the variance.

"Oblimin rotation yielded five interpretable factors judged to relate ... to [the]

dimensions . . . [and] served as a basis for revision . . . in the final phase of

development" (Oddi, 1986, p. 100).

The study instrument - Oddi Continuing Learning Inventory - was then

investigated for reliability, and internal and external validity. The 26-item OCLI, a

demographic data survey and one of four other instruments of known reliability and

validity, were administered to 271 (different) graduate students in law, nursing, and

adult education. The four other instruments were used to estimate the external and

convergent validity of the OCLI.

A measure of the extent to which adults participate in educational activities,

the Leisure Activity Survey (LAS) (Litchfield, 1965-1966) was used to provide a

measure of convergence for the CL/ALL dimension. The Internal-External (I-E)

Scale (Rotter, 1966), a measure of locus of control, was selected to provide

convergent validation of the CO/D dimension. The Adjective Check List (ACL)

(Gough & Heilbrun, 1983), a self-report instrument describing various personality

characteristics, consists of several scales. Four ACL subscales - Self-Confidence,
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Affiliation, Change, and Endurance were used to test the convergent validity of the

PD/RD, CL/ALL, CO/D and PD/RD dimensions respectively.

The Shipley Institute of Living Scale (Shipley, 1982), an estimate of

intelligence, was utilized to provide a measure of discriminant validity, as "the

literature [has] suggest[ed] that the ability to be a self-directed learner is related to

neither intelligence nor to mtellectual achievement" (Oddi, 1986, p. 102).

Two weeks later, a retest was administered to 3 equal subgroups of 34

volunteers. Sex and age correlated positively with total OCLI scores. Analysis of 24

items (2 items were deleted because of unsatisfactory correlation with the total score)

demonstrated a very good reliability coefficient of 0.875 and test/retest reliability of

0.893. Factor analysis yielded three factors accounting for 45.7% of the total

variance, versus the five that resulted from the pilot study. Total scores on the OCLI

correlated positively with scores on the LAS, and the ACL Self-confidence,

Endurance, and Affiliation Scales, but did not correlate with the ACL Change Scale

or the I-E Scale. Total OCLI scores failed to correlate significantly with Shipley

scores, thus provided a measure of discriminant validity.

Problems with this study included: a narrow population (3 groups of graduate

students) which decreased the generalizability of the results; the use of a small test-

retest group with a questionable representation of the total group; use of total OCLI

scores (total scores were used versus individual scores because of the poor factor

analysis results) to examine the validity of the OCLI; and failure to subject the

remaining 24 items to validation.





31

The Oddi Continuing Learning Inventory (Oddi, 1986), a recently developed

instrument, attempted to identify the characteristics of self-directed continuing

learners. This instrument has undergone very limited reliability and validity testing to

date. Results of reliability and test-retest reliability testing has shown that the OCLI

is an inventory that yields stable results.

The theoretical foundations, from which the OCLI was developed, were

derived from writings of experts in the field of self-directed learning and from

research findings in the literature (Oddi, 1986). This experimental support provided

content validity to the instrument. Discriminant validity of the OCLI in its entirety

was established, as was the convergent validity of the PD/RD and CL/ALL

dimensions. But the establishment of convergent validity of the OCLI in its entirety is

questionable.

Overall, the OCLI has offered an additional perspective for researchers

interested in further exploring the concept of self-directed learning. The OCLI needs

further investigation and refinement. More research using the OCLI may provide

further insight into attributes associated with self-directed learners.

Summary

In the seventies, the focus shifted away from teacher-centred teaching and

learning philosophies to student-centred philosophies. The concept of self-directed

learning has become increasingly incorporated within the context of adult education.
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Literature to date has shown that self-concept of self-directedness correlated

with success in self-directed programmes (Hall-Johnsen, 1986; Savoie. 1980). as did

independent decision to enrol in a course, employment, motivation, job-related

motivation, and having children (Reed, 1980; Savoie, 1980). Views of learning as a

lifelong process appeared to increase self-directed learning involvement (Hall-Johnsen,

1986). The concept of self-directed learning readiness was developed by Guglielmino

(1978) and has been shown to correlate with course grades and grade-point average

(Box, 1983; Savoie, 1980). Readiness for self-direction has also been shown to be

related to age, sex, race, education level, self-concept, measures of motivation,

originality of thinking, ability to produce analogies, creativity and problem-solving

abilities, an internal locus of control, and hours devoted to self-directed learning

activities (Finestone, 1985; Gugliebnino, Guglielmino, & Long, 1987; Hall-Johnsen,

1986; Long & Agyekum, 1984; Mourad, 1979; Roberts, 1986; Sabbaghian, 1979;

Skaggs, 1981; Torrance & Mourad, 1978).

Another scale (OCLI) (Oddi, 1986) has been developed in the recent past.

This scale attempted to define the characteristics of self-directed learners.

The concept of self-directed learning continues to be incorporated into

educational programmes, thus it is important that this phenomenon continue to be

explored. Despite the findings of past research, explanations for the process of self-

directed learning and what constitutes a self-directed learner requires fiirther

investigation. Self-directed learning still needs to be understood from a

developmental point of view. The self-concept of a self-directed learner and how this
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affects the process of self-directed learning as it evolves over time needs to be

investigated more fully. The author agrees with many theorists (Bruner, 1961;

Dewey, 1951) and researchers (Gibbons et al., 1980; Oddi, 1987) that the process of

instruction can not account for all or most of the learning that occurs (including self-

directed learning); therefore it is vital that more knowledge is acquired about the self-

directed learner as a person and a learner. Research in this area may account for the

gap.





CHAPTER 3: METHODOLOGY

This chapter outUnes the research methodology used for this study. The

following topics are reviewed: the research design utilized, the dependent and

independent variables, the pilot testing of the questionnaire developed by the author,

subject selection, instruments utilized, data collection and recording, and data

processing and analysis. In addition, the methodological assumptions and the

limitations of the methodology used are outlined.

Research Design

A descriptive research methodology was utilized for this study. "Descriptive

research ... is concerned with hypothesis formulation and testing, the analysis of the

relationships between nonmanipulated variables, and the development of

generalizations" (Best & Kahn, p. 23, 1989). More specifically, a correlational

research design was used to find the answers to the research questions through the

analyses of variable relationships (Best & Kahn, 1989).

The independent variables included attribute variables, namely age, sex,

previous educational level and employment background, the various learner

characteristics, the characteristics identified by the OCLI, and the characteristics

assessed during the admissions process. As this was a correlational study, there were

no treatment variables. The dependent variables of the study were the course grades
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attained by the students.

The confounding variables were divided into intervening and extraneous

variables. The intervening variables included attendance and student fatigue or

anxiety on the days of testing and/or presentations. The ability of the admissions

assessor to provide an appropriate assessment of the students, and the ability of the

Block planner, tutor, preceptor or student to assign a grade reflective of the student's

performance, were considered to be the extraneous variables.

The research problem investigated in this study, stated in its null form, is as

follows:

Ho = there is no significant relationship between certain student

characteristics and final grades in Year 1 courses in Physiotherapy and Occupational

Therapy progranames that incorporate self-directed learning/teaching principles.

Furthermore, none of the characteristics can be identified as predictors of success for

smdents in these programmes.

Sample and Population

The population (N = 60) for this study encompassed physiotherapy and

occupational therapy students enrolled in the Bachelor of Health Sciences Degree

Programmes at McMaster University. The population was comprised of students who

began their degrees in September 1991 and who (if successful) completed one year of

study by the end of August 1992.
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As the above health care professions are predominantly female professions, the

sample consisted primarily of females.

Nonprobability sampling (convenience sampling) was utilized. Random

sampling was not feasible because of the small size of the population. Nonprobability

samples are defined as "those that use whatever subjects are available, rather than

following a specific subject selection process" (Best & Kahn, 1989, p. 15). Students

who signed the consent, completed the instruments and who had provided sufficient

admissions data were included in the study.

Fifty-six students from the population group completed the consent form and

the instruments, resulting in n = 56.

Data Collection and Recording

Data for the investigation were collected using the following

methods/instruments

:

1. As recruitment of subjects for a smdy "should always involve the subject's

complete understanding of the procedures employed, the risks involved, and the

demands that may be made upon participants" (Best & Kahn, 1989, p. 42), the

subjects were asked for their permission and were required to complete a consent

form (see Appendix A).

2. Demographic information and information about the smdents' self-concept

as self-directed learners was obtained utilizing an author-developed questioimaire (see
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Appendix B). This questionnaire was entitled the Demographic and Self-Directed

Learning Survey (DSDLS). The DSDLS was pilot tested, checked for content and

face validity, and revised as necessary. Refer to the "Instrumentation" section for full

details.

3. The Oddi Continuing Learning Inventory (Oddi, 1986) was administered to

the sample with permission from its author - for the purposes of this research, a

royalty-free copyright license for the use of the OCLI was granted by Lorys F. Oddi

(see Appendix C). The OCLI, a 24-item inventory of personality characteristics, is

divided into 3 dimensions: Proactive Drive versus Reactive Drive, Cognitive

Openness versus Defensiveness, and Commitment to Learning versus Apathy/

Aversion to Learning. Each dimension consisted of characteristics of self-directed

and non-self-directed learners. This inventory has been recently developed, and has

undergone limited testing for validity and reliability. The literature has reported a

very high reliability (r = 0.875) and test-retest reliability (r = 0.893). Reported

factor analysis and validity testing was less satisfactory. Despite the less than

satisfactory validity of the instrument, it was decided that this instrument be utilized

for several reasons. First, there were only two instruments reported in the literamre

that measure aspects of self-directed learning - the SDLRS (Guglielmino, 1978) and

the OCLI (Oddi, 1987). The SDLRS, an instrument that measures "readiness for

self-directed learning", has already been involved in numerous investigations since its

inception. Second, the OCLI, a newly-developed instrument, should undergo further

investigational testing to provide further insight into attributes associated with self-
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directed learners, and to provide direction for refinement of the study instrument

itself. Third, this study looked at characteristics of self-directed learners; the OCLI

was developed to identify characteristics of self-directed learners and thus was the

preferred instrument, based on the epistemological stance adopted by the author.

4. Year 1 course grades were obtained from smdent transcripts, from the

Administrative Assistant of the Programmes.

5. Additional information was obtained from ratings of smdents during the

admissions process from the progranmies' Admissions Data Bank. Again, this

information was collated by the Administrative Assistant of the Programmes.

Course grades and admissions ratings were received from the Administrative

Assistant as this data became available. Other data were obtained during orientation

week, the first week of school for the students. The students were most accessible

during this time, as they were required to attend large group sessions.

Packages were made up for each student with the following enclosed: the

consent form, the author-developed questionnaire, the OCLI, and a letter outlining the

purpose of the smdy and the requirements of the participants (Appendix D). Each

package also contained the investigator's address and phone number should, in the

future, the subject wish to drop out of the smdy.

The author attended an orientation session and outlined the purpose of the

study, the proposed methodology, and the requirements of the participants. The

subjects were invited to ask questions which were answered. All smdents were given

the packages and instructed to review the content. Again, the subjects were invited to
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ask questions which were answered. Students not interested in participating in the

study were instructed to leave the consent form and the OCLI blank. They were

instructed to complete only the questions with asterisks on the author-developed

questionnaire, as these questions had to be answered for the University - this was a

Physiotherapy and Occupational Therapy Programme requirement.

Upon completion of the study instruments, subjects were advised to place all

contents back in the envelope. These envelopes were collected and given to the

Administrative Assistant of the Physiotherapy and Occupational Therapy Programmes.

The Administrative Assistant reviewed the packages and collected the data required by

the Programmes from the DSDLS. She then removed any personal identification of

the subject and inserted a student number for each subject on the instruments. All

study instruments were then returned to the investigator.

Year 1 course grades and admissions data scores were received from the

Administrative Assistant for each subject, identified via student number only.

Ratings of the following characteristics examined during the admissions

process (sketch and letter review, and interview) were also obtained: work

experiences, learning experiences, leadership experiences, teamwork experiences,

curiosity and creativity, attitudes concerning disability and illness, knowledge of the

profession, motivation for a career in OT or PT, suitability for the OT or PT

programme at McMaster, writing skills, knowledge of the McMaster OT/PT

programme, ability to relate to others, courage of conviction with willingness to

change, ability to cope, ability to evaluate personal strengths and weaknesses, ability
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to give and receive feedback and communication skills.

Assessors for the autobiographical sketch and letter, and interviewers attended

a two- to three-hour training workshop. During the workshops, assessors were

instructed in the following areas: instructions given to the candidates, categories to

be assessed, examples of characteristics or elements deemed appropriate for each

category, and how to complete the assessment forms. In addition, sample autobio-

graphical sketches and letters, and mock interviews were reviewed and discussed, to

allow the assessors to practice completing the forms, and to provide examples of the

structured nature of the interviews. For this study group, many of the assessors had

been involved in the admissions process the previous year, thus had experience in

assessing the qualities required and completing the assessment forms.

Ratings of the subjects during the admissions process occurred in the spring

(March and April, 1991) preceding the start of the school year. Students submitted

an application and academic form (Appendix E), an autobiographical form (sketch and

letter; see Appendix F) and three reference forms. Students had to meet the basic

admission requirements (an overall B- average in a completed under-graduate degree

in any field of study). Autobiographical sketches and letters were assessed for the

above characteristics by three independent assessors and scores were recorded on

score sheets (see Appendix G and H). Based on the scores obtained on the autobio-

graphical sketch and letter, candidates were selected for the interview process

(previous course marks were not included in the overall assessment of the candidate).

The top 120 candidates for both programmes were offered interviews.
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During the interview process, the candidates were assessed by three

independent interviewers. The interviews_wgre extremely structured. Interviewers

asked only the questions on the interview forms, and only used the wording provided.

Questions were not elaborated upon, but were merely repeated if the candidate

misunderstood the question. Interviewers did not give any verbal or non-verbal

feedback to the candidate which would indicate if the question had been answered

appropriately. Examples of questions asked and of the scoring sheet have not been

provided for confidentiality reasons.

All data were in numerical format, with the exception of most of the data on

the author-developed questionnaire. For this qualitative data, a scoring sheet (see

Appendix I) was developed and utilized to put the data into a quantitative format.

Data were then entered into the Statistical Package for Social Sciences (SPSS)

programme (SPSS, Inc., 1987), using the SPSS Data Entry II module, and were

analyzed using the same package.

Instrumentation

Two test instruments were utilized to collect some of the data, namely the

OCLI and the author-developed questionnaire (DSDLS). The content, reliability,

validity, and results of factor analysis of each are examined.
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The Oddi Continuing Learning Inventory

The Oddi Continuing Learning Inventory (Oddi. 1986), a 24-item inventory of

personality characteristics, is divided into 3 dimensions: Proactive Drive versus

Reactive Drive, Cognitive Openness versus Defensiveness, and Commitment to

Learning versus Apathy/Aversion to Learning. This inventory was recently

developed, and has undergone limited testing for validity and reliability in the

literature. The literature (Oddi, 1986) reported that analysis of the 24 items during

the development phase produced a reliability coefficient of 0.875 and test/retest

reliability of 0.893. Factor analysis yielded three factors, accounting for the

underlying variance. Validity of the OCLI was ascertained with total OCLI scores,

because of the poor results obtained with factor analysis. Convergent validity was

suggested by the positive correlation of scores on the OCLI with scores on numerous

subscales of the Leisure Activity Survey - Self-confidence, Endurance, and Affiliation

Scale. Discriminant validity was provided as OCLI scores failed to correlate

significantly with Shipley scores (see literature review for complete details on the

development, testing and analysis of this instrument).

The OCLI (Oddi, 1986) consisted of a covering page, which outlined the

purpose of the questionnaire and provided instructions on how to complete the test

items, and a questionnaire made up of 24 questions. The respondent was informed

that the set of questions were designed to collect information on how learning is

approached by that individual. Examples of questions included: "I successfully

complete tasks I undertake," "I seek the views of others when I am curious about
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something," and "I work more effectively if I have freedom to regulate myself."

Respondents answered the questions by circling a response number from 1 to 7 which

best indicated how much the respondent agreed or disagreed with how the item

describes them. The response items ranged from strongly disagree (1), through

undecided (4) to strongly agree (7).

The OCLI was made up of 5 reverse items (items 12, 17, 20, 21 and 24) and

19 non-reverse items. Total OCLI scores are derived by adding the sums of the non-

reverse and the corrected reverse items.

This study instrument was administered to the sample subjects with permission

from its author. All subjects of the sample (n = 56) completed the questionnaire.

No data were missing. The average score on an item was 5.21, with average item

scores ranging from 2.63 to 6.52.

Results from running the Pearson r test on the OCLI showed poor correlation

among items in general (Table lA-lC). The mean inter-item correlation was 0.105.

Items 4, 7, 8, 12, 13, 14, 21 and 22 did not correlate with any of the other items.

Most other items correlated with one or two other items. Item 24 (Being afraid to

take a chance has prevented me from doing something I have wanted to do at some

time in my life) correlated with items 19 and 20 at p = 0.01 level of significance,

and with item 17 at p = 0.001 level of significance. Items 11 (I volunteer for new

assignments) and 23 (I make an effort to meet new people) correlated with the largest

number of other items, 6 and 7 respectively. Item 11 correlated at p = 0.01 level of

significance with items 2, 6, and 10, and correlated at p =.001 level of significance
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with items 1, 3, and 9. Item 23 correlated at p = 0.01 with items 1, and 5, and with

items 2, 3, 6, 11, and 18 at p = 0.001. Because of poor correlation between items.

total scores for each subject were not calculated.

Overall, the alpha coefficient was 0.703, and standardized item alpha was

0.734. The alpha coefficient was also calculated when each of the items was removed

from the scale, to determine how each of the items affected the reliability of the

overall scale - the overall reliability of the scale was not greatly affected by deleting

any of the items from the scale.

Factor analysis was carried out utilizing a principal-components analysis with

an oblique rotation. As the OCLI consisted of 3 dimensions with 2 poles within each

dimension, factor analysis was initially carried out with the extraction controlled for 6

factors. Initial analysis extracted 24 factors with eigenvalues ranging from 4.26 to

0.11 and a percentage of variance ranging from 17.7% to 0.5% respectively. Eight

factors with eigenvalues ranging from 4.26 to 1.16 accounted for 68.8% of the

variance (Table 2). According to Weiss (1971), "the Kaiser criterion is the most

widely known decision rule for the number of factors problem. The ... criterion

specifies that ... factors with [eigenvalues] of 1.0 or greater should be retained in a

factor analysis" (p. 87). Thus, the analysis was repeated with the extraction

controlled for 8 factors. All 24 items were accounted for. The factor matrix is

summarized in Table 3.
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Table 2

Oddi Continuing Learning Inventory Factor Analysis - Eigenvalues.

Factor Eigenvalue Pet of Var Cum Pet

1
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Table 3

Oddi Continuing Learning Inventory Factor Matrix.

FACTOR 1 FACTOR 2 FACTOR 3 FACTOR 4 FACTOR 5 FACTOR 6

I 23
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Factor 1 contained 8 items and accounted for 17.7% of the variance. Items

23, 11, 2, 3, 9, 18, 1. and 6 loaded on Factor 1 with loading values greater than 0.5;

item 5 loaded on Factor 1 less saliently, with a loading value of 0.47. Factor 2

accounted for 11.4% of the variance; items 17, 20, 24, and 12 clustered on this

factor. Items 10, 8, and 13 loaded on Factor 3, and accounted for 9.6% of the

variance. Factor 4 contained two salient items (15 and 21) and one less salient item

(item 4 with a loading value of 0.45), and accounted for 8.1% of the variance. Items

22, 7 and item 19 loaded on Factor 5; item 19 loaded less saliently on this factor

(loading value = 0.47). Factor 5 accounted for 6.1% of the variance. Although

Factor 6 accounted for 5.5% of the variance, no items saliently loaded (loading factor

greater than 0.5) on this factor. Items 9, 18, 15, 22, 7, and 16 with loading values of

0.45, -0.31, -0.34, 0.42, 0.39, and -0.39 respectively, loaded on Factor 6. These

items loaded more highly on factors other than 6 (greater than 0.05). Factor 7

contained items 18 and 4 which loaded equally on Factors 1 and 4 respectively. This

factor accounted for 5.4% of the variance. Items 14 and 16 loaded on Factor 8 and

accounted for 4.8% of the variance. The factors extracted were categorized as

follows:

Factor 1 - high achievement/extroversion.

Factor 2 - extrinsic sense of self-worth.

Factor 3 - aversion to reading.

Factor 4 - open to people/learning activities.

Factor 5 - creativity and curiosity.
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Factor 6 - this Factor could not be categorized by a single name; this Factor

contained 6 items that loaded more significantly on other Factors, and

each item represented a different element.

Factor 7 - low achievement/open to learning activities.

Factor 8 - strong self-concept.

Factor analysis of the OCLI with this sample (n = 56) yielded 8 components

accounting for 68.8% of the variance. Despite all these factors having eigenvalues

greater than 1.0, two factors could be eliminated: all items that loaded on Factor 6

loaded more significantly on other factors and items loading on Factor 7 were

accounted for by two other factors. Thus, the following discussion focuses on the 6

remaining factors - Factors 1, 2, 3, 4, 5, and 8.

The factor analysis results reported in the literature for the original testing of

the OCLI (Oddi, 1986) yielded 5 factors in the pilot group and 3 factors in the study

group. It would be expected that factor analysis should yield 6 factors representative

of the 3 dimensions (with two opposite poles) - PD/RD, CO/D and CL/AAL - of the

ocu.

Factors 1 and 8 represented the Proactive Drive pole of the PD/RD dimension,

and described characteristics such as engagement in self-sustaining learning activities,

possession of high self-esteem and self-confidence, and learning to meet high level

goals. Factor 2 represented the opposite pole of this dimension, the Reactive Drive.

Items loading on this factor described the following characteristics: reliance on

external feedback to reinforce worth, abilities and performance, and inability to
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recognize strengths, weaknesses and capabilities.

Factor 3 represented the Apathy or Aversion to Learning pole. Items loading

on this factor described avoidance of activities (mainly reading) that could be regarded

as promoting learning.

Items that loaded on Factor 4 represented the Cognitive Openness pole of the

CO/D drive and encompassed the following characteristics: openness to new learning

and being non-judgemental.

The last factor, Factor 5, contained items that described the Commitment to

Learning pole of the CL/AAL drive and included characteristics such as engaging in

various learning activities and thought-provoking leisure activities. This factor could

be more accurately described as curiosity and creativity and defines a learner who has

the freedom for self-expression in learning whether in formal, informal or leisure

settings.

The only pole that was not defined by this smdy sample was the Defensiveness

pole of the CO/D drive.

Demographic and Self-Directed Learning Survey

A questionnaire was developed by the author to collect demographic data of

the study sample and to examine potential characteristics associated with self-directed

learning. The questionnaire consisted of 29 questions, and was entitled the

Demographic and Self-Directed Learning Survey (DSDLS) (see Appendix B). The

Programmes' Administrative Assistant needed to collect demographic information
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from the students using a "Class Entry Survey" (see Appendix J) for the purposes of

descriptive analysis, to provide a general profile of the students. For the purposes of

this investigation, the author combined questions from the Entry Survey with the

author-generated questions to develop one questionnaire. Thus, thirteen questions

were asterisked. The students had to answer only these questions if they did not wish

to participate in the study. Asterisked items 12 (application to other occupational and

physiotherapy programmes), 13 (the communities in which the student spent periods

of his/her life), 14 (the communities in which the student's spouse spent periods of his

or her life) and 28 (specific career plans) were not used by the author during

statistical analysis. Item 29 asked the subject if he or she would like a copy of the

final results.

Therefore, for the purposes of statistical analysis, the principal portion of the

questiormaire consisted of 24 items; eleven items were concerned with demographic

information. The remaining items were concerned with learner characteristic

variables.

The demographic variables that were examined were as follows: programme

enrolled in (physiotherapy versus occupational therapy); age; sex; marital status;

number of children and dependants; age of children and/or dependants; previous

educational level; previous field of study; year of graduation; current and previous

employment history - full-time versus part-time employment, number of years

worked, title/field of employment, location of employment; reasons for enroling in

the programme; decision to enrol in the programme.
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The questions that examined the above variables were completed by filling in

the blanks with an x and/or the appropriate information.

All but one of the learner characteristic variable questions were answered by

circling the most appropriate response along a 5-point Likert scale. The scale

consisted of the following responses:

YES! yes yes & no no NO!.

Examples of questions included: "I am able to recognize my

strengths/weaknesses as a learner" and "I feel comfortable working/learning in

groups.

"

Item 21 required the subject to mark his or her preferred learning style with an

X beside the most appropriate answer.

The characteristic variables included motivation to complete the programme;

previous knowledge of the programmes' philosophies; knowledge of the definition of

self-directed learning; previous experience with self-directed learning; self-concept of

self-directed learning abilities; preferred learning style; ability to recognize

strengths/weaknesses; comfort level in receiving feedback; comfort level in and ability

to seek assistance; previous experience working and learning in groups; and comfort

level working and learning in groups.

Item variables were generated from several sources including the

epistemological stance of the author, the literature, discussion with adult education

professors at Brock University and discussion with colleagues involved with the

Physiotherapy and Occupational Therapy programmes at McMaster University. To
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provide content validity to the questionnaire, item variables were generated from the

research to date and from the theories and concepts of adult learning that provided the

theoretical framework, and from the research to date. For example, Reed (1980)

found that job-related motivation correlated with success in self-directed programmes

and Hall-Johnsen (1986) and Savoie (1980) found that self-concept as a self-directed

learner correlated with self-directed learning readiness and success in self-directed

programmes respectively. Thus, questions about current and previous employment

history and self-concept with self-directed learning abilities were included.

Once the initial draft of the questionnaire was developed, face content validity

was obtained by critical expert review of the questionnaire by three Brock professors

involved in the Masters of Education programme. After discussion and revision, the

final draft was completed and pilot tested.

The questionnaire and a covering letter were mailed to first year Physiotherapy

and Occupational Therapy students enrolled at McMaster University in 1990 (N =

60). Students were asked to complete the questionnaire, make comments on

readability and content, and then mail the questionnaire back in the self-addressed

stamped envelope provided. Thirty-seven responses (61.7% response rate) were

received.

The questionnaire was revised as required, based on the feedback received.

Several examples will follow. In the initial draft, item 17 listed several statements

that were components of self-directed learning. Only six of thirty-seven (16.2%)

respondents did not check off all the statements. Thus, the wording for item 17 was
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changed to read "In your own words, define the term self-directed learning," as it

was felt more information would be obtained from an open-ended question based on

the results of the pilot test.

The items that asked questions about current and previous employment were

changed to include a "summer only" option, as many pilot test respondents indicated

that they had worked only during the summer months. Several respondents

commented that the instructions were clear, the questions easy to respond to and that

they liked the "interesting" Likert scale.

The current smdy sample (n = 56) completed the DSDLS and the following

analysis was carried out with that data. Reliability testing of the learner characteristic

items was carried out and an alpha value of 0.708 was obtained. Standardized item

alpha was 0.731. Through the Item-total statistics procedure, it was determined that

alpha would significantly increase to 0.747 if item 17 ("In your own words, define the

term self-directed learning") was deleted.

Correlation testing using Pearson's r showed most items correlated with each

other ataO.Ol or 0.001 level of significance, except for items 15 ("I feel motivated

to complete the programme"), 16 ("I was knowledgable of the programmes'

philosophy and teaching and learning methods when I applied to the programme"), 17

("In your own words, defme the term self-directed learning") and 18 ("Did your

previous educational programme incorporate self-directed learning"). Items 15, 16,

17 and 18 did not correlate with any of the other items. The correlation matrix is

summarized in Table 4.
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Initial principal-components factor analysis with an oblique rotation (for the

principal component of the DSDLS) identified 13 factors with eigenvalues ranging

from 3.92 to 0.20, and a percentage of variance ranging from 30.1% to 1.6% (Table

5). Six factors, accounting for 76% of the variance, had eigenvalues greater or equal

to 1 (ranging from 3.92 to 0.97). All items were accounted for during factor analysis

(see Table 6).

Items 20, 25, 19 and 24 loaded on Factor 1 and accounted for 30.1% of the

variance. Loading values ranged from 0.86 to 0.69. Loading values ranged from

0.69 to 0.83 for Factor 2. Items 27, 26, and 22 loaded on this Factor and accounted

for 11% of the variance; Factor 3, accounting for 9.9% of the variance contained

items 16 and 23, with loading values of 0.87 and 0.55, respectively; item 15 loaded

on Factor 4 (loading value = 0.88) and item 18 loaded on Factor 5 (loading value =

0.90), accounting for 9.4% and 7.9% of the variance respectively. The last Factor,

Factor 6, accounted for 7.5% of the variance - item 32 negatively loaded on this

Factor. The loading value for this Factor was -0.92. Item 21 (preferred learning

style) loaded equally, but less saliently (loading value was 0.47 for each Factor) on

two Factors, namely Factors 4 and 5.

The six factors were categorized as follows:

Factor 1 - self-concept as a self-directed learner.

Factor 2 - comfort and experience with group process.

Factor 3 - prior knowledge of the programmes' philosophies.

Factor 4 - motivation for completing the programme.
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Table 5

Demographic and Self-directed Learning Survey Factor Analysis - Eigenvalues.
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Table 6

Demographic and Self-directed Learning Survey Factor Matrix.

FACTOR 1 FACTOR 2 FACTOR 3 FACTOR 4 FACTOR 5 FACTOR 6

0.177 0.129 -0.046 0.003

0.220 0.049 -0.071 -0.149

0.054 0.256 -0.133 0.115

0.526 -0.111 -0.165 -0.223

0.369 0.096 -0.065 0.000

-0.172 0.006 -0.173 0.074

0.188 0.074 0.166 -0.239
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Factor 5 - previous experience with self-directed learning.

Factor 6 - knowledge of the concept of self-directed learning.

Items in the principal portion of the DSDLS represented thirteen learner

characteristics variables. These thirteen variables yielded 6 separate factors (Table 7).

Items concerned with ability to seek assistance and comfort level with seeking

assistance with learning clustered on Factor 1 - self-concept as a self-directed learner.

The ability to seek assistance with learning is an integral element of the process of

self-directed learning. If a learner sees himself or herself as a capable self-directed

learner, he or she will readily seek assistance with learning as required.

All the items clustered on Factor 2 positively loaded on this factor. These

items included previous experience and comfort level working in groups, and

recognizing strengths and weaknesses. A large element of working or learning in

groups is the group dynamics, for which all group members are responsible. The

ability to recognize strengths and weaknesses represents a component of group work.

Two items loaded on Factors 3,4, and 5, one extremely saliently and the

other less saliently. Prior knowledge of the programmes' philosophies and comfort in

receiving feedback about strengths and weaknesses were the items contained in Factor

3. The educational premise of the Occupational Therapy and Physiotherapy

programmes is self-directed learning and small group learning. Receiving feedback is

a component of small group dynamics. Those students who were knowledgable of the

programmes' philosophies may be aware of the small group learning that occurs, and

what that entails.
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Table 7

Demographic and Self-directed Learning Survey Factor Correlation Matrix.
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Factors 4 and 5 each contained Item 21, preferred learning style. Items 15

("motivation for completing the programme") and 18 ("previous experience with self-

directed learning") also loaded on these factors, respectively. Previous experience

with self-directed learning may have developed the smdents' learning styles. In

addition, learning styles compatible with the programmes' philosophies may influence

the students' motivation for completing the programme.

One item loaded negatively on Factor 6 - "define self-directed learning in your

own words". This item attempted to examine the respondents knowledge of the

concept of self-directed learning.

Factors yielded from the factor analysis represented the elements of the

theoretical foundations of the author, generated from theories, concepts and research

findings to date.

Data Processing and Analysis

The data obtained were analyzed using parametric and non-parametric tests.

The parametric tests utilized included the Pearson's product-moment correlation

coefficient and multiple regression analysis. Factor analysis was utilized for

interpretation of the study instruments. The non-parametric test used in the analysis

was the Contingency Co-efficient. In addition, descriptive statistical analyses were

conducted. All statistical tests were carried out using the Statistical Package for

Social Sciences - SPSS/PC + Statistics and SPSS/PC -f- Advanced Statistics data
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analysis packages (Norusis, 1990).

Descriptive statistics were used to describe the study sample for which data

were obtained. The results of the analyses and findings are described in Chapter 4.

Analyses of the study instruments are found in this chapter.

Factor analysis was utilized to analyze the two study instruments, the author-

developed questionnaire and the OCLI. Factor analysis is "a multivariate

method... [used] to determine and interpret how many dimensions exist for a particular

set of measures" (Newman & Newman, 1977, p. 230). An oblique rotational solution

was utilized because it "appears to be [a] better representation[s] of simple structure

than the orthogonal solution[s]" (Weiss, 1971, p. 91), and "often provides a more

accurate reflection of reality" (Norman & Streiner, 1986, p. 140).

The Coefficient of Contingency (C) is also a measure of relationship. More

specifically, it is "a measure of association for nominal data or for data that may be

placed in categories ...C may be used without making any assumption about the

nature of the distribution of the variables used" (Downif & Heath, 1974, p. 201-202).

In addition, "it is uniquely useful when ... [there is] only categorical [nominal scale]

information about one or both sets of ... attributes" (Siegel, 1956, p. 196). This test

was utilized to determine the degree of relationship between variables which yielded

data on a nominal scale.

Pearson's product-moment correlation coefficient is commonly referred to as

the Pearson r. The Pearson r technique is used when "variables to be correlated are

expressed as ratio data or interval data" and "results in the most reliable estimate of
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correlation" (Gay, 1981, p. 190). The instruments used in this study yielded interval

data. Pearson r "is an index that measures the degree of linear relationship between

two variables" (Newman & Newman, 1977, p. 38). This test was used to determine

the relationship between various characteristic variables and to determine the

relationship between subject characteristics and final course grades. In addition, this

analysis was performed on the study instruments to further analyze the internal

consistency of the study tools.

The multiple regression analysis equation is "a prediction equation using two

or more variables that individually predict a criterion to make a more accurate

prediction" (Gay, 1981, p. 433). This test was used to determine the prediction of

success in the programmes from a combination of independent variables, and to look

at the inter-relationships among the predictor variables. Variables were entered into

the multiple regression equations in two ways - "stepwise" and "forced entry"

(Norusis, 1990). The stepwise method was used to enter the demographic and learner

variables, and total admissions scores. The forced entry method was used to enter

subsets of variables, namely the admissions variables, and the OCLI Factor variables.

In many instances, for a variety of reasons (e.g. the question does not pertain

to the respondent, responses are illegible, the respondent involuntarily misses a

question, et cetera), research data files contain missing or incomplete information

from the respondents, as was the case for this study. The missing data were analyzed

and it was determined that the pattern of missing data was random. Thus, data that

were missing are described throughout Chapter 4, and were handled in the following
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ways using the SPSS/PC + Statistical Analysis package (Norusis, 1990):

1. The SPSS programme deletes cases with missing values "by default" - the

missing variable values are not used in the calculation of the statistics - for the

descriptive, reliability and the Contingency Co-efficient analyses. In addition, the

nimiber of missing cases is displayed within or at the end of the statistical analysis.

2. The "missing meansub" command was used for the Factor analyses. The

missing values were replaced with the variable mean.

3. "Option 1" was utilized for the Pearson's. r analyses. Cases with missing

values were included in the computations, but the missing values were excluded from

the calculation.

4. The "missing meansubstitution" subcommand was used for the multiple

regression equation. All cases were used for computations, and the mean of a

variable was substituted for the missing observations.

Methodological Assumptions

Assxmiptions basic to the investigation included:

1. The students' success in the Year 1 courses could be attributed to their self-

directed learning abilities.

2. The courses in the programme incorporated learner self- direction, reflective

of the programmes adoption of a leamer-centred/self-directed theory as the

basis of their programme.
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3. The subjects' scores on the admissions criteria adequately reflected the degree

to which that trait was demonstrated.

4. The degree to which the course objectives were achieved by the students was

adequately reflected by the final course grades.

5. The study sample accurately responded to the study instrument questions.

Limitations

Several methodological limitations have been identified. First, the population

defined for the investigation was narrow in that it included only two groups of health

professional students: physiotherapy and occupational therapy (see below). Thus, the

results are generalizable to this population only, although the results may have

implications for other health care populations with similar characteristics (e.g. medical

and nursing students). Furthermore, the use of this available population may have

lead to sampling bias.

Second, the subject selection process was not optimal - non-probability

sampling was used. The original research proposal included post-diploma nursing

students in the population. This would have increased N to 160, and would have

allowed a more random sampling process. The author mailed several copies of the

proposal to the Chairman of the Post-diploma Nursing programme and several faculty

members and complied with changes to the proposal requested by them. But, despite

several attempts by telephone and letters to the Chairman, the author did not obtain
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permission to include the nursing students in the study. Medical students were not

included in the study population because they do not receive course grades, but

receive a pass/fail for each course.

Thus, the population was narrowed to only two programmes. The

Occupational Therapy and Physiotherapy programmes admit a very small number of

applicants into their programmes. Considering a typical response rate that occurs

with completing questionnaires, and the natural attrition process that may occur, it

was decided to include all smdents enrolled in the programmes, rather than use a

more random sampling technique. The use of a nonprobability sample may not

accurately reflect the characteristics of a more general population, thus generalizations

must be made cautiously, as errors of sampling caimot be estimated (Best & Kahn,

1989). In addition, the students who did respond to the questions may be considered

"volunteer participants" and they may represent a biased sample - they may not be

representative of the total population (Best & Kahn, 1989).

Third, as the sample size was small (n = 56) statistical analysis was affected.

The magnitude of sampling error increases with a smaller sample (Best & Kahn,

1989).

Fourth, one of the study tests administered, the OCLI (Oddi, 1986), has been

recently developed, and thus has undergone only limited testing and statistical

analyses. The other study instrument was recently developed by the author for the

purposes of the investigation, and thus has not undergone previous testing and

statistical analysis.
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Fifth, as the investigation was a prediction study and correlations were used

for the prediction and the sample size was small, if the investigation is repeated the

predictive validities would be susceptible to shrinkage (Borg & Gall, 1977).

The above identified limitations were potential weaknesses of this

investigation, and should be taken into consideration when reviewing the conclusions

and implications.





CHAPTER 4: RESEARCH FINDINGS

This chapter provides a description of the results of the statistical analyses

carried out. The study population, the predictor variables, and the dependent

variables are described. Relationships between and among variables are explored and

the variables that could be considered predictor variables are examined.

During the developmental phase of any research project, expected research

findings are established with reference to the research questions and hypotheses. The

expected research findings were as follows:

1. the final course grades would be normally distributed;

2. certain students would be more successful in year 1 than others;

3. students who scored high on the OCLI would receive higher final course

grades;

4. students who scored low on the OCLI would receive lower final course grades;

5. certain characteristics identified by the two study instruments would correlate

with success in year 1

;

6. certain student characteristics would be identified as predictors for success in

programmes incorporating self-direction.

What did the statistical analysis show? These expected results are addressed

throughout this chapter. Findings are presented, and tables and figures are included

when appropriate.
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Characteristics of tiie Study Sample

This section describes the study sample in terms of the demographic

information collected, namely the personal characteristics examined, and in terms of

the learner characteristics. These characteristics included: age, sex, marital status,

number of children and/or dependants, educational background, current and previous

employment history, and reasons for enroling in the programme, motivation for

completing the programme, self-concept as a self-directed learner, knowledge of and

previous exposure to self-directed learning, preferred learning style, ability and

comfort level in recognizing strengths and weaknesses and seeking assistance with

learning, and previous experience and comfort level in working and learning in groups.

In addition, relationships between and among characteristics are also reported.

The study sample consisted of 56 students enrolled in the Physiotherapy and

Occupational Therapy Programmes at McMaster University. These smdents were

accepted into the programmes in 1991 and will graduate in 1993 if successful.

Twenty-seven (48.2%) of the students were enrolled in the Physiotherapy

programme and twenty-nine (51.8%) were enrolled in the Occupational Therapy

programme. As expected, the majority of the study sample consisted of females

(92.9%), accounting for 52 of 56 students. The four male students (7.1%) were all

enrolled in the Physiotherapy programme. Four of the 27 physiotherapy students

(14.8%) were married, and five of the 29 occupational therapy students (17.2%) were

married. None of the male students were married. Only one of the study sample
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students (enrolled in physiotherapy) had children/dependants. The children's ages were

8 and 10.

The students' ages ranged from 21 to 38 (Figure 1), and the mean age was

24.5, with a standard deviation of 3.02. The mode age was 23.

In reporting the highest level of education they achieved, the students

demonstrated a variety of educational backgrounds such as psychology, sociology,

sciences, nutrition, and recreation (Table 8). Ten students (17.9%) had double majors.

A larger number of the physiotherapy students (18/27) had degrees in kinesiology,

sciences, and physical education, whereas the occupational therapy students had

degrees in psychology (10/29) and the arts (6/29). Greater than half of the students

(58.9%) had received a four-year degree. Nineteen students of the study sample

(33.9%) had received a three-year degree, and three had received a Masters degree.

None of the study sample had received a PhD degree (Table 9). Three of the

students (5.4%) indicated that they had received a previous degree, although this

information was not requested. The fields of study of these degrees were psychology,

kinesiology and massage therapy. More than half (53.6%) of the students had

graduated most recently in 1991. The most recent year of graduation ranged from

1981 to 1991, but most (91.1%) of the smdents graduated between the years 1988 to

1991.

The field of study of the highest level of education was significantly related to

age (C = 0.913, p = 0.001) and was less significantly related (p = 0.047) to the

actual level of education achieved (C = 0.773).
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Table 8.

Field of Study of Highest Level of Education of Physiotherapy and Occupational

Therapy Students.





Table 9.

Highest Level of Education by Field of Study.
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Eleven of the students (19.6%) in the study sample were employed at the time

they filled out the study instruments. Five (45.5%) were physiotherapy students and

six (54.5%) were occupational therapy students. All of the physiotherapy and

occupational therapy students were working part-time, except for one occupational

therapy student who worked full-time. All working students were female and three of

them were married. The working students' ages ranged from 23 to 26, and the mode

age was 23.

The working students were employed in a variety of fields - rehabilitation

(1/11), recreation (1/11), social work/services (2/11), sales and service (1/11), food

service and hospitality (3/11), government (1/11), business (1/11), and banking

(1/11), and all were working in Southern Ontario. The smdents had been working for

a time period ranging from one month to six years, with the most frequent response

being four months.

A large majority of the smdents (92.9%) in the study sample had been

previously employed - greater than half of the students (16 PT smdents and 13 OT

students - 55.8%) had full-time jobs, twelve (4 PT students and 8 OT students -

23.1%) had part-time jobs and twelve (5 PT students and 7 OT smdents) had worked

during the summer months only. Once again, the fields in which they were employed

were varied (Table 10). Many of the smdents (63.5%) had been employed in

Southern Ontario. Eight smdents (15.4%) had been employed in Northern Ontario,

three smdents (5.8%) had been employed in Eastern Ontario, four smdents (7.7%)

had been employed in South Western Ontario, one smdent (1.9%) had been employed
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Table 10.

Field of Previous Employment by Employment Status.

Field of
Employment
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in Northern Canada, and one smdent had been employed in Asia. The length of time

of previous employment ranged from one month to eight years, and the mode length of

employment was three months.

Two questions of the DSDLS examined the smdents' motivation. One question

was worded "I feel motivated to complete the programme," and required the students

to respond on the 5 point Likert scale. All students were motivated to complete the

programme, responding either "YES!" (92.9%) or "yes" (7.1%). Feeling motivated to

complete the programme correlated positively with age at a 0.01 significance level (r

= 0.351).

The other question examined the subjects' motivation for enroling in the

programmes with an open-ended question - "What is your most important reason(s) for

enroling in your current programme of study. Rank order if more than one". The

subjects had a wide variety of reasons for enroling in their respective programmes, and

these reasons were ranked ordered one to three. The ranked order reasons for enroling

in the programmes are summarized in Table 1 1 . The most recurring top reason for

enroling in the programme was "interest in the profession and/or field of study." This

response accounted for 23.1% of all the given responses. There were four missing

cases for this item.

Fourteen of the 56 smdents (25%) did not have a second ranked order reason

for enroling. Of the responses, "programme philosophies/strucmre" accounted for the

largest percentage (16.7%) of the given responses. The second most frequent response

was "career oppormnities, " which accounted for 14.3% of the given responses.





Table 11.

Top Three Ranked Reasons for Enroling in the Programmes.

79

Reasons for Enroling in
the Programmes
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Third ranked order responses were widely varied. Eighteen students (32.1%)

had third ranked responses. No one response accounted for a significant ponion of

the total responses.

The top ranked reasons for enroling in the programmes were related to the

field of study as demonstrated with a C value of 0.932 and a p value of 0.003. The

third ranked reasons for enroling were related to marital status (C = 0.481, p =

0.002).

A large majority of the subjects (50/56 or 89.3%) decided to enrol in their

respective progranmies on their own. Friends (2/56), university personnel (1/56), and

a co-worker/employer (1/56) suggested to the remaining smdents that they enrol in the

progranune. Two of the students had a combination of responses. One student

decided on her own with the suggestion from family and a friend, and the other

smdent decided on her own with the suggestion from a co-worker/employer. All four

male students had decided on their own to enrol in the programme. Six of the nine

married students decided on their own. One married smdent' s employer suggested

she enrol and the other two married smdents had the combined responses. The

relationship between marital status and decision to enrol was significant as

demonstrated with a C value of 0.481 and a p value of 0.002. In addition, the first

ranked reasons for enroling in the programmes were significantly associated with (p

= 0.001) with decision to enrol with a C of 0.798.

-- Most smdents (96.4%) of the sample felt they were knowledgable of the

progranunes' philosophy and teaching and learning methods when they applied to the
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programme. Forty-one students responded "YES" (73.2%), and thirteen students

responded "yes" (23.2%). Only 2 students (3.6%) responded "yes & no." There was

a relationship between knowledge of the programmes' philosophies and decision to

enrol in the progranmie, and the first ranked reason for enroling in the programmes -

the significance levels were < 0.001 and 0.025, and the C values were 0.586 and

0.668, respectively.

All but one student indicated their preferred learning style. None of the

students indicated a sole preference for the learning where the teacher was responsible

for giving them the required information. More than half (55.4%) of the students

who responded to the question preferred learning where smdents worked in groups.

Fifteen of the respondents (27.3%) preferred to be responsible for their own learning.

The remaining students preferred a combination of styles of learning - eight (14.5%)

students preferred a combination of group and self and one student preferred a

combination of self and teacher. No students preferred a learning combination of

teacher and group.

Preferred learning style was significantly associated with age, the field of

study of the students' degrees and with whether or not the students were previously

employed. Contingency co-efficient values were 0.754 (p < 0.001), 0.795 (p =

0.006), and 0.588 (p < 0.001), respectively. Thirty-two (57.1%) students indicated

that their previous educational programme incorporated self-directed learning. The

other students responded "no" (19/56 or 33.9%) or "not sure" (5/56 or 8.9%). There

were no significant differences between the occupational and physiotherapy student
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responses.

To discover what the study sample students knew about self-directed learning

as a concept, the DSDLS asked the students to "define the term self-directed learning

in their own words." Prior to examining the responses, the author reviewed

Knowles' (1975) definition and extracted eight distinct components that describe the

concept of self-directed learning. The subjects' responses were examined and a

"point" was assigned for each component that was included in their definitions.

Wording variations were accounted for. Overall, responses and wording were varied.

Typical student definitions for self-directed learning included: "the learner decides L>

what and how they would like to learn," "learning in a manner where goals are set

and self-evaluation is essential," "the student is responsible for their learning" and

"the process of utilizing available resources." Some students described self-directed

learning as problem-based learning, and responded "finding an issue or problem,

breaking it down into smaller problems, and ... solving the problem." Other students

defined self-directed learning as "self-instruction" - "the ability to learn..."/ "working

independently"; "learning ... on your own"; "teach(ing) it to yourself"; and

"independent research".

Four students (7.1%) did not respond to this question, and four smdents did

not identify any of the components in their definition. The range of components

identified was one to five, with the majority of smdents (80.3%) identifying one, two

or three components - 18 students (32.1%) identified one component, 18 students

identified two components and 9 students (16.1%) identified three components. Two
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students identified four components and only one student (1.9%) identified five

components. The frequency of the components identified by the students is found in

Figure 2. The most frequently identified component was "takes own initiative,"

followed by "identifies human and material learning resources." The least frequently

identified components were "implements learning strategies" and "evaluates learning

outcomes.

"

Knowledge of the concept of self-directed learning, as identified with the

number of definition criteria listed by the subjects, positively correlated to length of

previous employment, and negatively correlated year of graduation, at a significance

level of 0.01. Corresponding Pearson's r values were 0.336, and -0.324. A weaker

relationship was seen between highest level of education achieved and knowledge of

SDL (C = 0.58, p = 0.012). All but two of the components of the definition ("takes

own initiative" and "develops learning goals") were associated with the total number

of components with C values ranging from 0.652 to 0.406 and significance levels

ranging from < 0.001 to 0.050, respectively.

Identification of certain components related to certain characteristic variables,

and most of the relationships pertained to some aspect of current or previous

employment. "Taking own initiative" was associated with previous employment

status, with a C of 0.333 and p value of 0.037. Recognizing "taking the initiative

with or without the help of others" was associated with whether or not one was

currently employed (C = 0.359, p = 0.004) and length of previous employment (C

= 0.621, p = 0.043). There was a relationship between field of previous
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employment and identifying "develops learning goals" and "identifies learning needs,"

both at a significance level of 0.004. The respective Contingency Coefficients were

0.623 and 0.604. Recognizing "implements learning strategies" was related to length

of previous employment (C = 0.652, p = 0.009). In addition, there was a

relationship between age and recognizing "develops learning goals" (C = 0.511, p =

0.031).

Two questions of the DSDLS examined self-concept as a self-directed learner

(items 19 and 20). A large number of students felt they were capable of being self-

directed learners - 67.9% responded "YES!" and 26.8% responded "yes." Only 3

students (5.4%) responded "yes & no." One smdent did not think of him/herself as

an effective self-directed learner. Eleven smdents (19.6%) responded "yes & no" to

this question, and the remaining students answered "YES!" (25/56) or "yes" (19/56).

As one would expect, feeling capable of being a self-directed learner significantly

correlated (p = 0.001) with "I am an effective self-directed learner," at a r value of

0.617. In addition, being capable of self-directed learning correlated with comfort

seeking assistance with learning issues (r = 0.396, p = 0.01) and with readily

seeking assistance with learning issues (r = 0.445, p = 0.001).

Self-concept as an effective self-directed learner significantly correlated (p =

0.001) with the following: ability to recognize strengths and weaknesses (r = 0.449);

comfort in seeking assistance with learning issues (r = 0.490); readily seeking

assistance with learning issues (r = 0.643); and feeling comfortable working and

learning in groups (r = 0.421).





86

The majority (84.0%) of the students responded that they were able to

recognize their strengths and weaknesses as learners - 16 students responded "YES
I"

(28.6%) and 31 students responded "yes" (55.4%). The remaining 9 students

(16.1%) responded "yes & no." Forty-six students felt comfortable receiving

feedback about their strengths and weaknesses - 22/56 students responded "YES"

(39.3%) and 24/56 responded "yes" (42.9%). Ten students (17.9%) responded "yes

& no." "I feel comfortable receiving feedback about my strengths and weaknesses"

was related to experience with self-directed learning in previous educational

programmes. The Contingency Co-efficient was 0.394 (p = 0.036).

Ability to recognize strengths and weaknesses as a learner correlated with

several other learner characteristics, namely comfort in receiving feedback about

strengths and weaknesses (r = 0.357) and previous educational experience working

and learning in groups (r = 0.354) at a 0.01 significance level; and comfort in

seeking assistance with learning issues (r = 0.467), readily seeking assistance with

learning issues (r = 0.538) and comfort in working and learning in groups (r =

0.583) at a 0.001 significance level. Comfort in receiving feedback about one's

strengths and weaknesses highly correlated (p = 0.(X)1) with readily seeking

assistance with learning issues and comfort in working and learning in groups.

Pearson's r values were 0.414 and 0.474, respectively.

One student (accounting for 1.8%) did not readily seek assistance with a

learning issue when needed - this student responded "no." Approximately one-third

of the respondents (19/56) answered "YES!" to this item, and a larger percentage
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(44.6%) responded "yes" (25/56). The remaining 19.6% (11/56) responded "yes and

no." A similar pattern was seen with the response rate to Item 24 "when I need

assistance with a learning issue, I feel comfortable seeking assistance. ' Nine smdents

(16.1%) responded "yes & no," twenty-four students (42.9%) responded "yes" and

twenty-three students (41.1%) responded "YES!" In this case, there were no wholly

negative responses.

As one would expect, the relationship between comfort in seeking assistance

with learning issues and readily seeking assistance with learning issues was highly

significant (r= 0.632, p = 0.001). Comfort in seeking assistance and readily seeking

assistance correlated with comfort in working and learning in groups at r values of

0.419 (p = 0.001) and 0.355 (p = 0.01), respectively.

The last two items of the DSDLS asked questions about working and learning

in groups, and looked at past experience and comfort level. Six students had not

worked or learned in groups in their previous educational programme! The most

frequent response was "yes & no," which accounted for 41.1% of the responses.

Sixteen students (28.6%) responded "yes" and the remaining eleven students (19.6%)

responded "YES!" Even though 10.7% of the students had not worked or learned in

groups in their previous educational programmes, all students felt some degree of

comfort working or learning in groups - 20 smdents (35.7%) responded "YES!", 31

students (55.4%) responded "yes" and the remaining 5 smdents (8.9%) responded

"yes & no.

"

Smdents who had experience working and learning in groups in their previous
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educational programmes felt comfortable working and learning in groups, as was

demonstrated by a Pearson's r value of 0.551 (p = 0.001). In addition, there was a

relationship between feeling comfortable working and learning and groups and

preferred learning style (C = 0.461), although the relationship was not as significant

with a p value of 0.022.

The Oddi Continuing Learning Inventory Variables

The Oddi Continuing Learning Inventory (Oddi, 1986) is an inventory of self-

directed learning characteristics in the following dimensions: proactive, reactive;

cognitive openness, defensiveness; commitment to learning and apathy or aversion to

learning.

The OCLI consists of 24 questions, 5 of which are reverse items (items 12,

17, 20, 21, and 24). The remaining 19 items are considered non-reverse items. The

response scale ranged from 1 (strongly disagree) through 4 (undecided) to 7 (strongly

agree). A total score is achieved by adding the sums of the scores of the non-reversed

items and of the corrected reverse items.

The total score for this sample was not calculated because of the poor

correlation among items resulting from the Pearson r test. One-third (8/24) of the

items did not correlate with any other items, and most other items correlated with one

or two items only. Mean inter-item correlation was 0.106. Thus, this section

describes the descriptive statistics of individual items, as a result of the study sample's
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responses to the Oddi Continuing Learning Inventory. References are made to

specific items, as well as the factors they represent. In addition, relationship between

and among items and other variables will be reported.

Items representing Factor 2, extrinsic sense of self-worth, had a score range

from 1 to 7. These items were most of the reverse items. Item 21, also a reverse

item, had a score range of 1 to 6. This item was representative of Factor 4, openness

to people and learning activities. One other item (7) representative of Factor 5,

creativity and curiosity, had a score range of 6. This item had a mean score of 5.6

(+/- 1.3) and a mode score of 7. Items 12, 17 and 24 had mode scores of 5, and

Items 20 and 21 had modes scores of 2. Other items with a score range of 7 included

Items 9 and 10. Both these items had mean scores of 4.1 (+/- 1.8) and mode scores

of 5, and were representative of Factor 1, high achievement/extroversion and Factor

3, aversion to learning (respectively).

Several items had a range of 5 scores - Item 14 (2 to 3, 5 to 7), Item 13 (1, 3,

5 to 7), and Items 3, 11, 15, 22, and 23 (3 to 7). Most of these items had mode

scores of 6, except for Item 11 which had a mode score of 5, and Items 13 and 23

which had multiple modes of 5, 6, and 7, and 6 and 7 respectively. All of these

items had mean scores of 5.3 (+/- 1.1 to 1.6) to 6.0 (+/- 0.93 to 1.1). Several of

these items were representative of Factor 1 (Items 3, 11 and 23). Item 13 was

representative of Factor 3, Item 14 was representative of Factor 8, strong self-

concept. Item 15 was representative of Factor 4 and Item 22 was representative of

Factor 5.
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Three items had scores that ranged from 5 to 7 only. These items had mean

scores of 6.5 +/- 0.53 to 0.57 (Items 1 and 16) and 6.3 +/- 0.72 (Item 4). The

mode score for item 4 was 6, and was 7 for the other 2 items. These items were

representative of 3 separate Factors - Factor 1 (item 1), Factor 4 (item 4) and Factor

8 (item 19).

The remaining items had score ranges of 4. All items (2, 5, 6, 8, 18) were

representative of Factor 1, except for Item 8 which was representative of Factor 3.

Items 2 and 18 had scores of 2, 4, 5, and 7; Items 5 and 6 had scores ranging from 4

to 7, and Item 8 had scores of 3, and 5 to 7. Items 5 and 6 had mode scores of 7;

the remaining items had mode scores of 6. Mean scores of these items ranged from

6.0 (+/- 0.95 to 0.99) to 6.4 (+/- 0.74 to 0.78). Frequencies of the OCLI items are

summarized in Appendix K.

Relationships between OCLI items and other characteristic variables were

calculated and examined. Scores of Items 18 ("Once I start to work on a task, I keep

working until it's done to my satisfaction"), 2 ("My work is beneficial to society")

and 1 ("I successfully complete tasks I undertake) were significantly associated (p =

0.003, < 0.001, < 0.001 respectively) with the top ranked reasons for enroling in

the programmes. Contingency coefficients for these relationships were 0.787 (Item

18), 0.801 (Item 2) and 0.743 (Item 1). These items were reflective of Factor I -

high achievement/extroversion. Item 18 and one other item of this Factor ("I seek

involvement with others in school or work projects) were associated with the

"develops learning goals" component, with C of 0.212 (p = 0.033) and 0.441 (p =
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0.009) respectively. Scores on the latter item were also significantly associated (p <

0.001) with the "evaluates learning outcomes" component (C = 0.520).

Scores on items ("Being afraid to take a chance has prevented me from doing

something I have wanted to do at some time in my life" and "I find it difficult to

judge if I've performed well or poorly on a task such as giving a speech, writing a

paper, or answering a test question") representative of Factor 2, extrinsic sense of

worth, were associated with the "takes initiative with or without the help of others"

component. Respective Contingency Coefficients were 0.506 (p = 0.004) and 0.461

(p = 0.02). There was also a significant relationship between the former item and

the highest level of education achieved (C = 0.641, p = 0.003).

There was a relationship between scores of an item reflective of the "open to

people and learning" factor and the "implements learning strategies" component. This

relationship was significant to the 0.012 level, with a C of 0.458. This component

was also strongly related (p = 0.001) to scores on Item 16 - "when I do a job well,

it's because I have been prepared and have put in personal effort" (Factor 8 - strong

self-concept) (C = 0.440).

The expected research findings related to the Oddi Continuing Learning

Inventory were: students who scored high on the OCLI would receive higher final

course grades, and students who scored low on the OCLI would receive lower final

course grades. These hypotheses could not be verified because total scores were not

calculated (as explained above); 4 distinct items did correlate with course grades -

these findings are described below.
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Admissions Variables

The 1991 admissions process attempted to select the most appropriate

candidates, both for the profession and the programme. The McMaster OT and PT

programmes' 1991 admissions process is all inclusive in that it included review of

marks to establish minimal entrance requirements, review of an autobiographical

sketch, review of a letter, and an interview. Each step of the admissions process

attempted to assess various characteristics and criteria. These included:

i) for the sketch review - work experiences, learning experiences, leadership

experiences, teamwork experiences, curiosity and creativity', and attitudes concerning

disability and illness;

ii) for the letter review - knowledge of the profession, motivation for a career in OT

or PT, suitability for the OT or PT programme at McMaster and writing skills; and

iii) for the interview - motivation, knowledge of the profession, knowledge of the

McMaster OT/PT programme, ability to relate to others, courage of conviction with

willingness to change, ability to cope, ability to evaluate personal strengths and

_weaknesses^_ability to give and receive feedback and_conimuiiication skills.

This section outlines the descriptive statistics for the admissions characteristics

and examines the relationship between these variables and other characteristic

variables.

Each phase of the admissions process had three assessors evaluating the above

characteristics and criteria for each applicant. Each assessor assigned a score from 1
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to 7 to each characteristic being assessed; the score was to be reflective of the degree

to which the applicant met the criteria for each characteristic being assessed.

The three assessors' scores correlated very highly (at 0.001 significance level)

with each other for three sketch categories - work experiences, learning experiences,

and leadership experiences. Assessors' scores for curiosity and creativity did not

correlate with each other at all. The first and second assessors' scores correlated with

the third assessor's scores, but not with each other, for the teamwork experience

category. The second assessor's score correlated with the third assessor's score for

the attitudes concerning illness and disability category, but the first assessor's score

did not correlate with second or third assessors' score.

None of the assessors' scores correlated with each other for all of the letter

subcategories. Conversely, assessors' scores highly correlated with each other at a

0.001 significance level for all of the interview subcategories.

The range of scores for the components of the sketches was 1 to 7; a minimum

score of 2 occurred most frequently - twice as frequently as a minimum score of 3

and three times as frequently as a minimum score of 1. The mean scores for the

sketch components ranged from 4.6 +/- 1.2 to 6.0 +/- 1.2.

The range of scores for the components of the letters was 1 to 7, with the

minimum score of 2 occurring most frequently - twice as frequently as minimum

scores of 1 and 3. Mean scores of 5.1 +/- 1.4 to 5.7 +/- 1.0 were seen for the

letter components.

Interview scores were missing for 4 subjects. These subjects were interviewed
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in Thunder Bay, and their scores were not included with the rest of the subjects.

Thus, for the interview scores, n was 52. The range of scores for the interview

subcategories was to 7. Minimum scores of were given for one subcategory only

- courage of conviction and willingness to change. Minimum scores of 4 were

received for 2 subcategories, namely motivation and communication skills. Minimum

scores of 2 again occurred most frequently, twice as frequently as minimum scores of

3 and 4, five times as frequently as minimum scores of 0, and seven times as

frequently as minimum scores of 2. Mean scores for the interview subcategories

ranged from 5.0 +/- 1.2 to 6.6 +/- 0.80.

A component of the admissions assessment process included recording scores

for "gut feelings" - the assessors' "gut" opinion of the candidate's suitability for the

programme and profession, based on what was being assessed, either in the letter or

the interview. Again, the available range of possible scores was to 7, but the scores

received from the Administrative Assistant were total scores - scores from the first,

second and third assessors added together. Furthermore, gut scores for the letter

component were converted to scores out of a total of 25. Gut scores for the letter

component ranged from 17.9 to 25, with a mean score of 22.6 +/- 2.0. The mean

interview gut score was 19.0 +/- 1.7, and scores ranged from 15 to 21.

To provide a different perspective, total scores for the sketch, letter and

interview components are provided. It is important to note that these scores were

received as scores converted to total scores out of 25, from total scores out of 21.

This was done during the admissions process to achieve a final score out of 100. The
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mean total score for the interview component was 20.2 +/- 1.8, with scores ranging

from 13.7 to 24.8. Total scores ranged from 14 to 24.7 for the letter component and

ranged from 13.1 to 22.6 for the sketch component. Mean scores were 19.5 +/- 2.4

and 18.4 +/- 2.2, respectively.

Relationships between and among total scores and individual scores were

examined. The assessors' subcategory scores correlated with total interview scores

for three of the eleven subcategories - ability to evaluate strengths, ability to give

feedback, and ability to receive feedback. Pearson r values ranged from 0.313 to

0.407, with significance values of 0.01/0.001. Total interview scores significantly

correlated (.001) with total interview gut scores (r = 0.636). In addition, the total

interview scores highly correlated (p = 0.001) with the total letter gut scores (r =

0.634).

Total sketch scores correlated highly with the assessors' scores for four of the

six subcategories, namely work experiences, learning experiences, teamwork

experiences, and personal experiences influencing attitudes regarding disability and

illness, p values were 0.01/0.001, and r values ranged from 0.330 to 0.610.

Assessors' subcategory scores correlated with the total letter scores at p values

of 0.01/0.001 for all of the letter subcategories. Pearson's r values ranged from

0.338 to 0.631. Interestingly, letter gut scores did not correlate with the total letter

scores, or with any of the letter subcategories. Total letter gut scores correlated with

all three assessors' individual letter gut scores, at p values of 0.01/0.001 and r values

of 0.409, 0.374, 0.346. The most significant relationship was that between total
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letter gut scores and total interview gut scores - Pearson's r value was 1.000. The

relationships between admissions scores and characteristic variables were as follows:

1. There was a weak relationship (p = 0.04) between preferred learning style and

total interview score (C = 0.842) and total sketch score (C = 0.837).

2. Item 2 ("My work is beneficial to society"), representative of the "high

achievement/extroversion" factor, correlated with all three assessors' scores for

the "courage of conviction with willingness to change" interview subcategory.

Pearson r values were 0.405 (p = 0.001), 0.446 (p = 0.001) and 0.379 (p =

0.01).

3

.

Second reasons for enroling in the programmes were significantly related (p =

0.001) to interview gut scores (C = 0.872)

3. Decision to enrol was related to total sketch scores (C = 0.882, p = 0.001).

4. Field of study was related to total letter scores at a significance level of 0.012

(C = 0.958).

The Dependent Variables

This section describes the dependent variables with descriptive statistics and

examines the relationships between the dependent variables and the demographic,

learner and admissions characteristics.

The dependent variables consisted of the scores assigned to the students for

courses taken in Year 1 of the programme. The programme structure for
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Occupational Therapy and Physiotherapy was the same, although the course content

was profession specific. Year 1 consisted of three blocks of study - Block I. II, and

III. Each block had a problem-based tutorial (PBT), clinical skills laboratory

component (CSL) and an "inquiry seminars" component (IS). In addition. Blocks II

and m had a clinical component, a "clinical placement" (CP), which took place after

the academic components of the block. Thus, there were 11 dependent variables.

The tutor and the students were responsible for the marks assigned in the problem-

based tutorials; the clinical skills coordinator and/or the clinical skills laboratory

assistant were responsible for assigning the marks for the clinical skills laboratory

component. Marks during this component were achieved in several ways -

performance during Objective Strucmred Clinical Exams (OSCES) and performance

during Triple Jumps. The marks for the inquiry seminars component and the clinical

placement were assigned by the block planner/students and clinical preceptor,

respectively.

A portion of the academic grades were received from the Administrative

Assistant in June 1992 (after completion of the clinical component of Block II), and

the remaining grades were received in September 1992. The academic grades were

received in letter grade format - marks ranged from A+ to D. These marks were

assigned a number ranging from 10 to 1 (respectively). The scoring system used to

convert the letter grades to number grades was as follows: A+ = 10, A = 9, A- =

8, B+ = 7, B = 6, B- = 5, C+ = 4, C = 3, C- = 2, and D = 1. Only the

student numbers and their corresponding grades for each Year 1 course component
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were received. None of these data were missing.

The Block I grades ranged from 2 to 10, collectively. The mean grade for the

problem-based tutorials was 7.2 +/- 1.4; the mean grade for the inquiry seminar

component was 7.1 +/- 1.3, whereas the mean for the clinical skills laboratory

component was slightly lower, 6.3 +/- 1.8. The range of grades for the Block II

problem-based tutorials, the clinical skills laboratory and clinical placement

components ranged from 4 to 10; the range for the inquiry seminar component was

slightly larger, ranging from 2 to 10. The mean grades for the PBT, CSL, IS and CP

were 7.1 +1- 1.2, 7.3 +1- 1.1, 8.4 +1- 1.7, and 7.9 +1- 1.3, respectively.

The mean grades for the Block III components were higher overall, although

the ranges were similar. The grade range for PBT was 6 to 10, with a mean grade of

8.7 +/- 0.86; the grade range for CSL was 4 to 10, with a mean grade of 8.0 +1-

1.5; the grade range for IS was 5 to 10, with a mean grade of 8.8 +1- 1.0; and the

grade range for CP was 1 to 10, with a mean range of 8.6 +1- 1.6.

There was a difference between the grades of Occupational Therapy students

and Physiotherapy students, as was demonstrated with running cross-

tabulations/Contingency Co-efficient. This difference was evident in 5 of the 11 sets

of grades (45.5%), namely the Block I (C = 0.481, p = 0.01) and Block II (C =

0.436, p = 0.022) problem-based tutorial grade; the Block 11 inquir>' seminar grades

(C = 0.639, p < 0.001); the Block III problem-based tutorial (C = 0.614, p =

0.001) and inquiry seminar (C = 0.489, p = 0.007) grades.

Component grades were not normally distributed (Figures 3 to 12). Grades in
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the clinical skills laboratory components correlated with each other. Block I CSL

grades correlated with Block II CSL grades (r = 0.321) and with Block III CSL

grades (r = 0.510) at 0.01 and 0.001 significance levels respectively. Block I and III

CSL grades did not correlate with CP grades. Block II CSL highly correlated (p =

0.001) with Block II CP grades (r = 0.524), whereas in Block III, the PBT grades

correlated with the CP grades (r = 0.344, p = 0.01). Block I PBT grades correlated

widi Block III PBT (r = 0.373, p = 0.01), but did not correlate with Block II PBT

grades. Inquiry seminar grades and clinical placement grades did not correlate with

each other. The relationships among the Year 1 grades is summarized in Table 12.

There were relationships between sex and Block III CP grades (C = 0.470, p

= 0.014), and between marital stahis and Block III CSL (C = 0.445) and IS (C =

0.393) at the 0.032 and 0.036 significance levels. Relationships between education

and course grades were also evident. The highest level of education achieved was

associated with Block II CSL (C = 0.570, p = 0.029) and CP (C = 0.602, p =

0.023). Field of study was related to Block II PBT grades and Block III CP grades,

at the 0.050 and 0.012 significance levels. Corresponding Contingency Coefficients

were 0.836 and 0.873.

Interestingly, previous employment was significantly associated (p = 0.004)

with the grades received in both clinical placements. The Contingency co-efficient

value for Block II clinical placement grades was 0.842, and was 0.592 for Block III

clinical placement grades. Previous employment was also associated with the first

problem-based tutorial grade (C = 0.600, p = 0.002), and with Block II inquiry
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seminar grades (C = 0.838, p = 0.008). Current employment was also related to

course grades, specifically. Block II IS grades. The C value was 0.466, and the

relationship was significant to the 0.017 level. Current employment status correlated

with Block III CSL grades - C = 0.707, p = 0.027. The n for these latter two

relationships was eleven.

The study subjects' decision to enrol was associated with several of the Year 1

grades. The level of significance was variable, but was highly significant in most

cases. This item was associated with: Block I clinical skills laboratory (C = 0.675,

p = 0.014) and inquiry seminar (C = 0.741, p < 0.001) grades; Block II clinical

placement grades (C = 0.647, p = 0.02); and Block III problem-based tutorial (C =

0.618, p = 0.005) and inquiry seminar (C = 0.716, p < 0.001) grades. The

students' first-ranked reasons for enroling were weakly related to Block II PBT

grades, with a C of 0.791, and p value of 0.043.

In examining the relationship between preferred learning style and the

dependent variables, it was found that learning style was significantly related to the

grades of two of the four Block III components - problem-based tutorial grades (C =

0.606, p = 0.001) and clinical placement grades (C = 0.724, p < 0.001).

Exposure to self-directed learning in a previous educational programme did not

affect the grades received in Year 1 overall. However, previous exposure did relate

to the grade received in the first clinical placement of Year 1 (Block II clinical

placement), as demonstrated with a Contingency Co-efficient of 0.542, significant at a

p value of 0.025.
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Knowledge of SDL, as represented by Item 32, did not relate to any of the

course grades, but identification of certain components of the definition did. In most

cases, the relationships were not highly significant. The identified components that

were associated with course grades were "takes own initiative," associated with Block

II problem-based tutorial grades (C = 0.459, p = 0.01) and Block III clinical

placement grades (C = 0.429, p = 0.043); "identifies learning needs," associated

with Block II (C = 0.414, p = 0.041) and Block III (C = 0.542, p = 0.001) clinical

skills laboratory grades; "chooses appropriate learning strategies," associated with

Block II clinical skills laboratory grades (C = 0.412, p = 0.043) and Block III

clinical placement grades (C = 0.435, p = 0.041); and "evaluates learning

outcomes," associated with Block II problem-based tutorial grades (C = 0.423, p =

0.033).

Block III clinical skills laboratory grades correlated with ability to recognize

strengths and weaknesses at a 0.01 significance level. Pearson r was 0.336.

Correlations between OCLI items and the dependent variables resulted in four

OCLI items correlating with 3 separate sets of grades - Block I and Block III clinical

skills laboratory and Block III inquiry seminar grades -all at the 0.01 significance

level. Item 20 ("When in school, I tend to have difficulty in estimating whether or

not the teacher is going to like my work"), representative of the extrinsic sense of

worth factor correlated negatively (r = -0.319) with Block I clinical skills grades.

Items found within the high achievement/extroversion factor. Item 1 ("I successfully

complete tasks I undertake") and Item 6 ("I seek the views of others when I am
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curious about something") correlated with Block III inquiry seminar grades (r =

0.324) and with Block III clinical skills laboratory grades (r = -0.342), respectively.

Item 14, representative of Factor 8 -strong self-concept - also correlated positively (r

= 0.369) with Block III inquiry seminar grades.

Of all the admissions characteristic and categories, only total sketch score and

total final score correlated with course grades. The relationships between total sketch

scores and Block I PBT grades (r = 0.312), Block II IS grades (r = 0.402), and

Block III CSL grades (r = 0.396) were all significant to the 0.01 level. Total final

scores highly correlated (p = 0.001) with Block I PBT and CSL grades, Block II IS

grades, and Block III CSL grades. Pearson's r values were 0.419, 0.413, 0.493, and

0.409, respectively.

The Predictor Variables

All of the DSDLS variables were submitted to a step-wise multiple regression

analysis, as were some the admissions variables (total scores). Entering all the data

resulted in several significant prediction equations (Tables 13 and 14). Dependent

variables involved in the significant equations were; Block I PBT, CSL, IS grades;

Block II PBT, CSL, CP grades; and Block III PBT, IS and CP grades.

The inclusion of nominal data into a multiple regression equation was a

violation of one of assumptions of the multiple regression analysis. Regression

analysis assumes the data are interval or ratio data. "Significance levels, confidence

intervals, and other results are sensitive to ... violations and cannot be interpreted in
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Table 13

Multiple Regression Analysis - Demographic and Self-directed Learning Survey

Variables (Nominal).

Variable





116

Table 14

Multiple Regression Analysis - Demographic and Self-directed Learning Survey

Variables (Interval) and Total Score.

Variables

Variable Dependent R^ Sig F B SE B Sig T
Variable

Highest level
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the usual fashion" (Norusis, 1990, p. B-91). Thus, any interpretations and/or

applications of the results must be considered with extreme caution.

Significant F values ranged from < 0.001 to 0.046, and R^ values ranged from

0.103 to 0.502 for the nominal variables.

The admissions characteristic variables were submitted to a multiple regression

analysis, whereby the three assessors' scores for each characteristic variable were

entered as a subset. In addition, the OCLI items for each factor identified during the

factor analysis were also submitted to the same multiple regression analysis procedure

- the subsets of the factor variables were entered into the equation as a single step.

The results of these regression analyses are summarized in Tables 15 and 16. The

variables listed in the tables had R^ values that accounted for the largest proportion of

the variance in several of the dependent variables. The learner characteristic variables

included highest level of education achieved and strong self-concept. The admissions

characteristic variables included ability to evaluate strengths, ability to give feedback,

creativity and curiosity, and communication skills.

_ Summary —

The study sample students consisted of Occupational and Physiotherapy

students. The large majority of the students were female and single, and had varied

educational and employment backgrounds. The students were motivated to complete

their respective programmes and had a variety of reasons for enroling in the
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Table 15.

Multiple Regression Analysis - Oddi Continuing Learning Inventory Variables (as

Subsets).

Variable Dependent R^ Sig F B SE B Sig T
Variable

Factor 8 - I-PBT 0.144 0.016

"Strong Self-concept"

Item 16 0.162 0.255 0.472

Item 14 0.352 0.119 0.004

Note . I = Block I; PBT = Problem-based Tutorial; Sig = Significant.
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Table 16.

Multiple Regression Analysis - Admissions Variables (as Subsets).

Variable Dependent R^ Sig F B SE B Sig T
Variable

Ability to I -IS 0.185 0.013
evaluate strengths
A-1
A-

2

A-

3

Ability to III-PBT 0.380 0.042
give feedback
A-1
A-

2

A-

3

Creativity and I-PBT 0.154 0.032
Curiosity
A-1
A-

2

A-

3

Communication Skills I-PBT 0.206 0.007
A-1
A-

2

A-

3

Communication Skills II-IS 0.220 0.005
A-1
A-2
A-

3

Communication Skills II-CP 0.198 0.009
A-1
A-2
A-

3

Communication Skills III-CSL 0.158 0.029
A-1
A-2
A-

3

Communication Skills III-CP 0.164 0.024
A-1
A-2
A-

3

Interview - "Gut" II-CP 0.190 0.011
A-1
A-2
A-

3

Note. I = Block I; II = Block II; III = Block III; PBT = Problem-based Tutorial;

CSL = Clinical Skills Laboraton, : IS = Inquiry Seminar; CP = Clinical

Placement; A-1 = Assessor One; A-2 = Assessor Two; A-3 = Assessor

Three; Sig = Significant.

0.
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programme - interest in the profession and/or field of study was the top ranked

reason.

A large majority of the students were not familiar with the complete concept of

self-directed learning as defined by Knowles (1975), although most students felt they

were capable and effective self-directed learners. Many correlations were observed

among the demographic and learner characteristics, and the concept of self-directed

learning.

Total OCLI scores were not calculated for this sample because of poor

correlation among instrument items. Several items of the OCLI were associated with

components of self-directed learning.

Correlations among assessors' scores for various subcategories and total scores

were varied. Some relationships were found between admissions scores and DSDLS

and OCLI variables.

Relationships were found between various Year I course grades and the

following variables: sex, marital stams, level of education, field of study,

employment history, decision to enrol in the programmes, reasons for enroling in the

programmes, preferred learning style, previous exposure to SDL, identification of

various components of SDL, and ability to recognize strengths and weaknesses. In

addition, four OCLI items and total sketch and final scores also correlated with course

grades.

Several of the above variables had R^ values that accounted for the largest

proportion of the variance. Other variables with R^ values accounting for the largest
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percentage of the variance in several dependent variables were strong self-concept

(OCLI Factor 8), ability to give feedback, creativity and curiosity, communication

skills, "gut" interview ratings, and total final admissions scores.





CHAPTER 5: SUMMARY, DISCUSSION, IMPLICATIONS

AND RECOMMENDATIONS

This research study endeavoured to further explore the concept of self-directed

learning and its related characteristics in health care professional students, namely

Occupational Therapy and Physiotherapy students enrolled in the McMaster

Programmes. This investigation focused on the relationships between various

personal and learner characteristics of the students within the programmes and the

final course grades the students received in Year 1 courses. Thus, the characteristics

of the students who were or were not successful in these self-directed programmes

were investigated. In addition, those student characteristics that could be considered

predictors for success in these learner-centred programmes were examined.

The characteristics examined were classified as personal, learner, admissions,

and OCLI characteristics. The personal characteristics examined included age, sex,

marital status, number of children and/or dependants, educational background, current

and previous employment history, and reasons for enroling in the programme.

The learner characteristics included motivation for completing the programme,

self-concept as a self-directed learner, knowledge of and previous exposure to self-

directed learning, preferred learning style, ability and comfort level in recognizing

strengths and weaknesses and seeking assistance with learning, and previous

experience and comfort in working and learning in groups. In addition,

characteristics of learners in the following dimensions, as defined by Oddi (1986)
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were also examined: Proactive/Reactive, Cognitive openness/Defensiveness, and

Commitment to learning/ Apathy or aversion to learning.

Characteristics assessed during the admissions process were subdivided into

those assessed during the sketch review, the letter review, and the interview. These

included:

i) for sketch review - work, learning, leadership, and teamwork experiences, curiosity

and creativity, and attimdes concerning disability and illness;

ii) for letter review - knowledge of the profession, motivation for a career in OT or

PT, suitability for the OT or FT programme at McMaster and writing skills; and

iii) for interview - motivation, knowledge of the profession, knowledge of the

McMaster OT/PT programme, ability to relate to others, courage of conviction v.'ith

willingness to change, ability to cope, ability to evaluate personal strengths and

weaknesses, ability to give and receive feedback and conmiunication skills.

Data were collected over a time period of one year (September 1991 to

September 1992), from 29 OT students and 27 PT smdents enrolled at McMaster

University. The study sample students signed a consent form, giving the author

permission to utilize the data provided, and to have access to their Year 1 course

grades and their admissions ratings from the Admissions Data bank. The subjects

completed 2 instruments - the author-developed DSDLS and the OCLI (Oddi, 1986).

The independent variables, consisting of the personal, learner, OCLI, and admissions

characteristics, were used to were used to formulate relationships, and to develop the

prediction equations. The course grades from the eleven Year 1 course components
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were the dependent variables.

The main purpose of the study was to address the following two research

questions: Is there a significant relationship between certain student characteristics

and final grades in Year 1 courses in Physiotherapy and Occupational Therapy

programmes that incorp>orate self-directed learning/teaching principles? Can any of

these characteristics be identified as predictors of success for students in these

programmes?

The following sub-problems were investigated as well:

1. Do the students' personal, educational, and employment characteristics

significantly predict final course grades?

2. Do students' prior experiences with the self-directed learning process

significantly predict final course grades?

3. Do students' self-concepts as self-directed learners significantly predict final

course grades?

4. Do the student characteristics assessed during the admissions process

significantly predict final course grades?

5. Is there a difference, in smdent characteristics, between students who succeed

in Year 1 courses and those who do not?

This chapter provides a review of the research findings, and a discussion of

the findings, as they pertain to the research questions and sub-problems. In addition,

findings related to the concept of self-directed learners as they relate to the

characteristics of these health care professional students are addressed. Implications
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resulting from the discussion will be explored, and recommendations for research and

practice are outhned.

Summary and Discussion of Research Findings:

The Independent and Dependent Variables

The Personal Characteristic Variables

The five sub-problems considered the types of relationships that existed

between the students' personal and learner characteristics, the characteristics assessed

during the admissions process, and Year 1 final course grades. Essentially, the

differences in student characteristics between students who succeeded in tJie courses

and those who did not succeed were examined.

In general, certain students were more successful in various courses, as was

determined by the course grades they achieved. The mean grades for the initial

courses in Year 1 were slightly lower than the mean grades for courses in the latter

part of the year. However, overall the distribution of the grades was not

symmetrical, as more grade values fell towards the larger values. Thus, the

distribution of grades was negatively skewed. This may or may not have had an

impact on the research findings.

The personal characteristics that were examined included age, sex, marital

status, number of children and/or dependants, educational background, current and

previous employment history, and reasons for enroling in the programme. The
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research findings verified the relationships between all of the personal characteristics,

except age and having children or dependants, and course grades.

The majority of the study subjects were female, as expected for these

programmes, although the number of males applying to OT and PT Programmes is

increasing. There was a relationship between sex and the Block III CP grades.

Finestone (1985) and Sabbaghian (1979) have reported a positive relationship between

self-directed "readiness" and sex. Although the relationship between sex and Block

III CP was significant, this finding should be interpreted with caution, because of the

great variance between number of female and male students.

Some of the students were married. There was a relationship between marital

status and two of the four Block III component grades, namely CSL and IS. Relation-

ships between marital status and success in self-directed programmes and/or self-

directed readiness have not been reported in the literature to date. But, this

observation does pertain to a component of the theoretical framework, upon which

this study was based. Knowles (1984) defined an adult as someone who starts

performing adult roles, such as marrying or voting. The premise of his adult learning

model was self-directed learning; thus, it is plausible that those students who have

started assuming adult roles (in this case marriage) would be more successful in self-

directed courses. This observation needs to be further verified in fumre studies.

The study sample's educational backgrounds were varied. The fields of study

of the highest level of education the students achieved were also varied. The fields

that were most frequently seen were physical education, psychology, and the sciences.
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More than half of the students had achieved a four-year degree, approximately one-

third had received a three-year degree, and a small percentage had received a

Master's degree. Field of study and highest level of education received were related

to course grades. Educational level has been shown to correlate with self-directed

readiness G^ng & Agyekum, 1983; Sabbaghian, 1979). In this study, educational

level, as well as field of study of the highest level of education achieved, related to

success in self-directed courses. Knowles' (1984) andragogical model assumed that

adults have a history of different experiences which serve as learning resources, as

well as assist the adult learners to develop their self-concept. Thus, it is possible that

the level of education itself may not be the important criteria. Perhaps it is the

variety of different experiences that furthering one's education provides which enables

one to be self-directed.

Specific (pre-admission) courses were not pre-requisites for entrance into the

McMaster OT and PT programmes (unlike other Canadian programmes). Few

traditional educational methods (eg. lectures) are utilized in these programmes, thus

students are responsible for their own learning within the realm of the course

objectives. Students with backgrounds in fields of study related to their profession

specific programmes may have had an advantage over other students. The

relationship between field of study and course grades was observed in two of the

eleven Year I grades, and may not represent a trend overall.

Most of the 56 students in the study sample had been previously employed -

approximately half of previously employed students had full-time jobs, half of the
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remaining students had part-time jobs, and the other half had worked during the

summer months only. A smaller number of students were working at the time of data

collection. The majority of these smdents stated that they were working part-time,

and one student stated she was working full-time. Fields of employment in both cases

were varied. Previous employment was associated with the grades received in both

clinical placements. Previous employment was also associated with the first problem-

based tutorial grade. Current employment related to Block II IS grades and Block III

CSL grades. Current employment has been previously reported in the literature as a

variable related to success in nursing self-directed learning programmes (Savoie,

1980). In addition, job-related components also produced relationships - job

performance and level of management were found to correlate with self-diiected

readiness (Guglielmino, Guglielmino, & Long, 1987; Roberts, 1986). Job-related

motivation was also found to be related to academic success in self-directed learning

programmes by Reed (1980) and by Savoie (1980). The relationship between

previous employment and clinical placement grades is understandable, as the clinical

components offer experiential learning. Skills developed from having a job may

prove to be beneficial in the clinical placement work setting. The experiences gained

from working may serve as learning resources. In addition, the different experiences

acquired could assist the adult to develop his/her self-concept. Once this self-concept

is developed, adults see themselves as being capable of self-direction (Knowles.

1984).

A large majority of the subjects decided to enrol in their respective
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programmes on their own. Other students had friends, university personnel, and/or

co-workers or employers who suggested that they enrol. The most frequently

identified first ranked reason for enroling in the programmes was "interest in the

profession and/or field of study".

The study subjects' decision to enrol was related to several of the Year 1

grades. The level of significance was variable, but was highly significant in most

cases. This item was associated with Block I CSL and IS grades. Block II CP grades,

and Block III PBT and IS grades. In addition, motivation, as identified by the top

ranked reasons for enroling in the programmes, was associated with Block II PBT

grades.

As mentioned previously. Reed (1980) and Savoie (1980) both found job-

related motivation was related to success in self-directed learning programmes. In

addition, Savoie (1980) found that independent decisions to enrol in courses positively

correlated with course grades. This finding was verified in this study. Decision to

enrol was related to almost half of the Year 1 course grades. Knowles 11984)

believed that adults are more strongly motivated by internal needs or forces, and that

when they develop a concept of being responsible for their own decisions, they are

capable of being self-directing. Similarly, students who independently make their

decisions may have developed a stronger self-concept, and thus may be more capable

of self-directed learning.

Previous literamre has demonstrated that relationships exist between having

children and academic success (Reed, 1980), and age (Long &. Agyekum. 1983;
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Sabbaghian, 1979) and self-directed learning readiness. In this study sample,

relationships between these two variables and course grades were not found. Only

one of the study sample students had children, thus generalizations about any

observations related to having children can not be made. In addition, this study

sample had a small number of older students. This lack of data, needed to form the

relationships, may account for this observation.

The Learner Characteristic Variables

Four learner characteristics, as identified by the DSDLS, were positively

associated with course grades. These characteristics were preferred learning style,

previous experience to self-directed learning, knowledge of components of the concept

of self-directed learning, and ability to identify strengths and weaknesses. More than

half of the students who responded preferred learning where students worked in

groups. The remaining respondents preferred learning where they were responsible

for their own learning, or learning using a combination of styles - group and self, and

self and teacher. Preferred learning style was found to be significantly related to the

grades of two of the four Block III components - PBT grades and CP grades.

Preferred learning style has not been reported in the literature to date as a

characteristic related to self-directed learning. This observation may be more closely

related to the programmes' actual structure - students work in small groups during

tutorials, inquir)' seminars, and clinical skills sessions. Students may even learn in

small groups (2 to 3 students) during clinical placements. Students who prefer to
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work in groups may be more successful because the course structure coincides with

their preferred learning style. On the other hand, the andragogical model (Knowles,

1984) assumed that adults' orientation to learning is life- or problem-centred, and

much of the students' learning occurred through problem-based learning.

The majority of the students responded that they were able to recognize their

strengths and weaknesses as learners. Block III CSL grades correlated with ability to

recognize strengths and weaknesses. The ability to recognize one's strengths and

weaknesses is an_integral part of the andragogical model. Students must be able to

diagnose their own learning needs, thus they need to have developed a strong self-

concept to do this. Once learning takes place, the learner needs to be able to evaluate

his or her progress, which again requires the ability to recognize strengths and

weaknesses.

The majority of students were able to identify one, two or three of the

components of self-directed learning. Two students were able to identify four

components and only one student was able to identify five components. Four students

did not have any components identified and four students did not respond to the

question.

Knowledge of SDL as a whole did not correlate with any of the course grades,

but knowledge of certain components of the definition did. In most cases, the

relationships were not highly significant. The components associated with course

grades were "takes own initiative" (was associated with Block II PBT grades and

Block III CP grades); "identifies learning needs" (was associated with Block II and
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Block ni CSL grades); "chooses appropriate learning strategies" (was associated with

Block II CSL grades and Block III CP grades); and "evaluates learning outcomes"

(was associated with Block II PBT grades). These components represent stages of the

andragogical process. It would stand to reason that if learners are aware of the

phases one needs to experience as a self-directed learner, then they would be able to

go through the process. In examining Knowles' (1984) definition, eight distinct

components were extracted. Perhaps to be self-directed, a learner needs to be aware

of the above four. Perhaps the other four components are understood. For example,

if a learner is able to choose appropriate learning strategies, then the phase of

"identifying human and material learning resources" would be inherent.

Students' prior experiences with the self-directed learning proce^ did not

affect the grades received in Year 1 overall, but were associated with the grades the

students received in their first clinical placement (Block II). Self-directed learning is

a process which requires the learner to acquire various elements - a variety of

experiences, internal motivation, and a strong self-concept - before becoming capable

of self-directed learning. Prior experience to the acmal self-directed process may

enhance all three elements.

The students' self-concept as self-directed learners was established by

examining their perceptions as being capable of self-directed learning and

effectiveness as self-directed learners. A large number of students felt they were

capable of being self-directed learners. One student definitely did not think of

him/herself a an effective self-directed learner. Eleven students were undecided, and
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the remaining students felt they were effective. There was no relationship between

self-concept as a self-directed learner and course grades. This finding is contrary to

what has been reported in the literature. Sabbaghian (1979), Savoie (1980), and Hall-

Johnsen (1986) all found correlations between self-concept as a self-directed learner

and "readiness for self-directed learning," academic success, and direct involvement

in self-directed learning. The variances for the respondents' scores are small and may

account for this observation.

Correlations between learner characteristics as identified by the OCLI items

and the dependent variables resulted in four OCLI items correlating with 3 separate

sets of grades - Block I and Block III CSL and Block III IS grades. These

relationships were reflected with the correlations between Item 20 and Block I CSL

grades, between Items 1 and 14 and Block III IS grades, and between Item 6 and

Block III CSL grades. These four items, examined as a group, are representative of a

strong personal self-concept and high achievement. As stated previously, the

literature has demonstrated a relationship between self-concept as a self-directed

learner and direct involvement in self-directed learning, readiness for self-directed

learning and academic success. In this study, there was a relationship between a

strong self-concept (as defined by OCLI items) and course grades.

Individual admissions characteristics did not correlate with course grades, but

two total scores, total sketch score and total final score, did. The relationships

between total sketch scores and Block I PBT grades, Block II IS grades, and Block III

CSL grades were all significant. Total final scores highly correlated with Block I
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PBT and CSL grades. Block II IS grades, and Block III CSL grades.

Overall, statistical analysis of data and subsequent research findings

substantiated that there was a difference between students who succeed in various

Year I courses and those who do not (sub-problem #5). Thus, the answer to the first

part of the main research question is "YES" - there is a significant relationship

between certain student characteristics and final grades in Year 1 courses in PT and

OT programmes that incorporate self-directed learning and teaching principles, which

results in the rejection of the first portion of the null hypothesis.

The Predictor Variables

Several variables could be considered predictors for success in Physiotherapy

and Occupational Therapy Programmes. Of the students' personal, educational, and

employment characteristics, level of education achievedxould be considered a

predictor of final course grades. The other variables identified in the multiple

regression equations, namely marital stams, decision to enrol, reasons for enroling,

previous experience with self-directed learning, preferred learning styles,

identification of components of the concept of self-directed learning, and employment

history, may or may not be considered predictors of success. The literature has

identified many of these variables as predictors of success, but the statistical analyses

utilized in this study did not allow for funher exploration of these variables.

Students' self-concept as self-directed learners could not be considered a

predictor for final course grades, as this variable was not entered into a regression
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equation. But a strong self-concept, as identified by OCLI items clustering on OCLI

Factor 8, could be considered a predictor of success. Self-concept has not been

reported in the literature as a predictor of success, but has been found to be related to

self-directed learning readiness (Sabbaghian, 1979). Self-concept is a component of

the andragogical model (Knowles, 1984) - once adults develop a self-concept of being

responsible for their own lives, they become capable of self-direction.

Several of the student characteristics assessed during the admissions process

could be considered predictors for success. These variables include ability to evaluate

strengths, ability to give feedback, creativity and curiosity, communication skills, and

interview gut scores. In addition, total final scores could be considered predictors.

Several authors (Mourad, 1979; Roberts, 1986; Torrance & Mourad, 1978) iiave

found relationships between self-directed learning readiness and creativity. In

addition, Guglielmino, Guglielmino and Lx)ng (1987) found that individuals who

considered themselves to be outstanding performers in jobs requiring a high degree of

creativity, had higher SDLRS scores.

The ability to evaluate strengths is a necessary component in the self-directed

process. Through self-evaluation, learners can identify their learning needs. The

predictor variable - ability to give feedback - may be reflective of the programmes'

structure. Learning occurs in groups, and providing feedback to group members is an

essential component of group dynamics.

Thus, the answer to sub-problem #4 is "YES" - characteristics assessed during

the admissions process do significantly predict final Year 1 course grades. The
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answers to sub-problems #2 and #3 are "NO" - prior experiences with SDL and self-

concept as a self-directed learner do not significantly predict final course grades. The

answer to sub-problem #1 is "yes and no" - an educational characteristic could be

considered a predictor variable, but personal and previous employment characteristics

may or not be considered predictors. Overall, certain student characteristics were

identified as predictors for success for students in the Physiotherapy and Occupational

Therapy Programmes, thus resulting in the rejection of the second part of the null

hypothesis.

Implications and Recommendations

The results of this study have implications for faculty and clinicians involved

in the education of McMaster University Occupational and Physiotherapy students and

for members of the Admissions Committee who review and determine the format of

the admissions process. In addition, other Health Care Programmes (Nursing and

Medicine) housed at McMaster University may be interested in the findings.

The results showed that there were relationships among several personal and

learner characteristics of students and course grades. Furthermore, several of these

characteristics could be considered predictors for success in the programmes.

The variables that were associated with course grades could be incorporated

into the letter, sketch or interview components. Several of the these variables are

examined during the admissions process. For example, information about work
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experience (sketch) and motivation (interview and letter) is requested from the

applicant. A category could be added to the interview component that would

determine the extent of the applicant's current and future employment history. More

specific criteria could be developed for the sketch scoring sheet that would look at

various components of the applicant's employment history. This would assist the

assessors in appraising appropriate criteria, and may increase the amount of

correlation between assessors' scores for certain categories. Similarly, the motivation

category (interview) could be expanded to include "what are your reasons for enroling

in Physiotherapy or Occupational Therapy", and "who suggested you should become

and an Occupational Therapist or Physiotherapist. " Again, more specific criteria

could be developed for the scoring sheets.

Questions that examine the applicant's previous experience with self-directed

learning, preferred learning style, and knowledge of the components of self-directed

learning could be incorporated into the letter, sketch, or interview components. It is

evident that the learners' self-concept is integral to the theoretical basis of self-

directed learning. Furthermore, a strong self-concept was considered to be a

predictor variable. Thus, the applicant's self-concept could be further explored

during the admissions process. The exploration of the smdents' self-concept should

continue with those applicants who become students within the programmes.

It is evident that life experiences are important in developing a self-concept

which in turn assists the adult learner to become a capable self-directed learner.

Experiences should be emphasized as pan of the learning process.
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The predictor variables could be utilized to assist in the selection of the most

appropriate applicants for the programme. The variables not already assessed during

the admissions process (eg. self-concept) could be incorporated into the sketch, letter

or interview component. In addition, the categories with the predictor variables could

be given a greater weighting than other categories.

Students enrolled in the programmes should have access to this investigation.

They could utilize the results of the investigation to conduct a self-assessment of their

own characteristics as they pertain to the development of their self-concept.

Similarly, faculty and clinicians involved with the students could spend a

period of time acquainting themselves with the students as learners, and with respect

to the predictor variables. Students who do not possess the predictor variables may

need additional facilitation to develop or enhance their self-directed learning skills.

Faculty and clinicians should be aware of this, and be prepared to assist the students.

On the other hand, the students who do possess the predictor variables and

who are capable of self-directed learning could be mentors for those smdents who

require extra counselling to develop their self-directed learning skills.

Results of this investigation should be shared with the professional community

that is involved with the education of Occupational and Physiotherapy students from

McMaster. In addition, the results should be shared with those involved with the

admissions process, to inform them what constitutes a self-directed learner. This may

assist the assessors in selecting the most appropriate applicants. Clinicians not

familiar with the andragogical theory and/or its components should become familiar
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with Knowles' theories and how they relate to the Occupational and Physiotherapy

Programmes and specifically to the students' educational process. If the clinical

preceptors are familiar with the components of the self-directed process, they may be

better able to assist the students in developing their self-concepts.

The research findings may also have implications for any instructors involved

with educating adults. Even though the results are specific to health care professional

students, they may be of significance to their practice. Implications are similar to

those outlined above. Educators of adults could use the results to increase their

knowledge of self-directed learning, as it relates to the andragogical model. If adult

educators have not incorporated the principles of self-directed learning into their

practice, they could use the results as a basis to begin to do so. Information, as it

relates to the predictor variables, could be collected on their adult smdents, to

determine which neophyte self-directed learners may need more assistance with the

process. In addition, the results of the study could be shared with neophyte self-

directed learners to help them examine and develop their self-concept.

The study is feasible and reproducible, and could be repeated with a sample of

McMaster Nursing and/or Medical students to increase the scope of the population,

thus increasing the generalizability of results. Furthermore, the research study could

be repeated to samples of future Occupational Therapy and Physiotherapy students to

determine if the research results obtained with this study continue as trends.

The nominal predictor variables should be further investigated and analyzed to

determine if they could be considered true predictors of success. The DSDLS could
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be revised to incorporate all known predictor variables. The DSDLS could be

administered to more students for the purposes of ascertaining reliability and validity

of the instrument. If a screening tool is desired by the Admissions Committee, a

study could be carried out to determine the predictive validity of the revised DSDLS.

This study did not find the OCLI to be a viable study instrument to be used as

a screening tool to identify self-directed learners or as a predictor tool. The

reliability and validity of the OCLI should continue to be researched - larger samples

and more general populations should be utilized. Further research may lead to

refinement and further development of the instrument. The findings of this study may

provide a basis for future research investigations in the area of what constitutes a self-

directed learner.

In attempting to conduct a quantitative study, success was defined as a

"number. " This number was attained within the framework of the course objectives.

The achievement of these objectives were basic requirements of these professional

programmes. The students were involved in the evaluation process and in

determining the grade assigned, but a qualitative component of research was lacking

from this study. This study could be repeated, and success could described from the

learners' perspective, as well as from the grade perspective, to provide a different

view of self-directed learning.
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Conclusions

The Physiotherapy and Occupational programmes at McMaster University have

been in existence since September 1990. This study is the first investigation that

examined the phenomenon of self-directed learning in these programmes; more

specifically, this study examined the relationships between characteristic variables and

success in these programmes. It is hoped that this study will generate interest to

conduct further research of these programmes and of the concept of self-directed

learning.

Despite the identified limitations of the study, namely a narrow population, use

of non-probability sampling, a small sample size, and the use of newly developed

study instruments, the results of the study were significant. The research findings

have further substantiated the components and principles of Knowles'(1984)

andragogical model. Self-directed learning is a process, and integral to the process is

the self-directed learner. As more is understood about the self-directed learner, the

knowledge base as it relates to the self-directed learning process will be expanded.

The continued incorporation of self-directed learning into educational programmes

makes it imperative that research continue in this area. Continued experimental

support to may lead to the acceptance the andragogical model as a theory of adult

education.
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APPENDK -A-

Subject Consent Form

I, , consent to
participate in a study conducted by Brock University
(Faculty of Education) . The purpose of the study is to
identify predictors for success in self -directed
Occupational Therapy and Physiotherapy programmes.

I understand that my participation in the study will
involve completing 2 questionnaires, which will take
approximately 20 minutes of my time. In addition, I am
aware that the investigator will access my Year I course
grades and my admissions scores, in a manner, such that the
investigator will NOT know my identity.

I am aware that I need not answer any particular
question (s) or can withdraw from the study at any time
without affecting my present or future academic studies.

I understand that I will not directly benefit from
participation in the study, however, the findings may be
helpful in planning admission criteria for self -directed
health care programmes in the future.

I understand that ALL information will remain anonymous
and my name will not be recorded with my answers, course
grades, admissions scores or identified in any report that
may be published.

Date: Subject:

Witness

;

I, , Masters of Education
Student (Brock University) , hereby certify that I have
explained to the above named person, the purpose of this
study and the involvement required. I can be contacted at
389-4411 X 2166 (B) or 572-7755 (H) to further discuss the
study and its purpose.
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APPENDIX -B-

Demographic and Self-Directed Learning Survey

Please complete the following questions, either by filling in the blanks with an

X or the appropriate information, or by circling the word that best corresponds to

your answer. Feel free to add comments to explain any of your answers. Your

responses are completely confidential.

Please note: questions are on both sides o£ the page.

*1. Student Number:

*2 . Programme you are currently enrolled in:

*3a) Age: b) Birth Date:

*4 . Gender: Male Female

*5. Marital Status:

6. a) Do you have any children: b) How many?

c) Have you any dependants living with you (including the elderly)

?

No Yes How many?

Ages

7. a) What is the highest level of education you achieved?:

3 year Baccalaureate degree

4 year Baccalaureate degree

Masters degree

PhD

Other (specify)

b) In what field of study?

:

c) When did you graduate? :

8. a) Are you currently employed? Yes No (if No,

proceed to question #9)

.

b) Do you work: Full-time Part-time
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c) In what field are you currently employed?

:

d) What is the title of your position at work?

:

e) How long have you been employed in your job?: (specify

months versus years) . Location of job (city) :

*9. All components of question #9, relate to your most recent previous

employment

.

a) Were you previously employed? Yes No {if No,

proceed to question #10)

.

b) Did you work: Full-time Part-time

c) In what field were you previously employed?:

d) What was the title of your position at work?;

e) How long were you employed in your job?: (specify months

versus years) . Location of job (city) :

f

)

Please provide any additional information aUbout your employment

history (Position/Location/Duration in months/ full vs part-time) :

10. What is your most importauit reason (s) for enroling in your current

programme of study? Rank order 1£ more than one:





156

11. Who suggested you enrol in the programme?

Decided on my own

My parents/brother or sister/close relative

My co-worker/supervisor or employer

My friend

Other (Specify)

*12a) Did you apply to other OT/PT programmes?

If yes, where?

b) Were you offered admission to another OT/PT programme?

If yes, which ones?

*13 . In which community did you spend the majority of the following

time periods of your life?

Bom & raised Attended Attended Since
as a child high school vmiversity university

Town/City

Province

*14. In which community did your spouse spend the majority of the

following time periods of his/her life (if applicable)?

Bom & raised Attended Attended Since
as a child high school xiniversity university

Town/City

Province

15. I feel motivated to complete the programme:

YES! yes yes & no no NO!

16. I was Icnowledgaible of the programme's philosophy and

teaching/learning methods when I applied to the programme:

YES! yes yes & no no NO!
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17. In your own words, define the term "self-directed learning".

18. Did your previous educational progranme incorporate self-directed

learning? Yes No Not Sure

19. Do you feel you are capable of being a "self -directed learner"?

YES ! yes yes & no no NO

!

20. I am an effective self-directed learner:

YES! yes yes & no no NO!

21. Indicate your preferred style of learning:

I would prefer learning where the teacher is responsible

for giving me the required information.

I would prefer learning where students work in groups

.

I would prefer learning where I am responsible for my

own learning.

22. I am able to recognize my strengths/weaknesses as a learner:

YES! yes yes & no no NO!

23. I feel comfortable receiving feedback about my strengths and

weaknesses: YES! yes yes & no no NO!

24. When I need assistance with a learning issue, I feel comfortable

seeking assistance:

YES ! yes yes & no no NO

!

25. When I need assistance with a learning issue, I readily seek

assisteuice:

YES! yes yes & no no NO!
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26. In my previous educational programmes I worked/learned in groups:

YES ! yes yes & no no NO

!

27. I feel comfortable working/learning in groups:

YES ! yes yes & no no NO

!

*28. At this time do you have any specific career plans?

No

Yes (Specify)

29. Would you like to receive a copy of the final document, outlining

the results of this study? Yes No

If yes, to preserve confidentiality, please indicate your name on a

separate sheet of paper.

On behalf of myself and Patricia Cranton, I wish to thank you for

the time and effort you spent on filling out this questionnaire.

Sincerely,

Veuiina Dal Bello-Haas

*30. Permanent Contact (name and address of someone who will always

know where to reach you)

.

Postal Code
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161

APPENDIX -D-





APPENDIX -D-

162

Brock University
F2culty of Educsiion
Oraduaic and Lndcrgraduaic Studirs

Si Caiharines. Oniario

Canada L2S .^Al

Telephone (slO) 688-5'i5n Ext 3?^0
Fax i-flbi 68^"»Hl

August 30th, 1991

De&r Student:

I am a physiotherapist currently working at the Henderson Hospital.
I am also enroled in the Masters of Education Programme at Brock
University, St. Catherines Ontario. I am studying characteristics
of "self-directed learners" in health care professionals for my
thesis study.

I am requesting your assistance in the data collection process.
Enclosed you will find a consent form. I ask that you read it over
and sign it, if you accept to participate in the study.

Please complete the 2 enclosed questionnaires (which should take
approximately 20 minutes of your time) , and return them to me.
Questions are on both sides of the pages.

If you have any questions, please feel to ask.

Thank you in advance. Your assistance in greatly appreciated.

Yours sincerely.

C
Vanina Dal Bello-Haas
Clinical Education Coordinator, Henderson Hospital

/^.
Patricia Cranton
Professor - Faculty of Education, Brock University,
Thesis Supervisor
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I

3.

OCCUPATIONAL THERAPY PROGRAMME

PART A
GENERAL INFORMATION AND INSTRUCTIONS

The enclosed application package consists of 5 parts:

l^art A - General laformatloB and Instractloaf
Part B • Appllcatloo Form
Fart C - Academic Record Form
Part D - Antobiosraphical Submission

Part £ - Seference Form

Pages arc numbered within parts. Please check now to ensure that the entire package is complete Ifa page is missing, telephone Nancy Caruso, Admissions Co-ordinator, (416) 525-9140. extension 2233
or write to her at the address shown below.

aicix»iuu x-tjj.

In completing your application, you MUST follow the instructions accompanying each form,particularly those regarding word or space limitations. You MUST use the forms provided or whereappropriate, copies of these forms. Finally, your application MUST be tvoewritten fatt ttdp -rn

I?PUCAtToN."
^^^"U^'ONS Wii! RESULT 'iN ^Sf^CAN^CETiA^lON ^iF^"YoSS

A completed application will contain the following:

A. Application Fee ($10.00)
B. Application Form - the original
C Academic Record Form - the original; in addition, original transcripts to support thisform must be submitted directly by the institution(s) concerned
D. Autobiographical Sketch, Letter of Application and List of Verifiers - the original and

three (3) copies •

E. Reference Forms - one copy from each of three (3) referees, each copy must besubmitted directly by the referee

ALL application materials AND supporting documentation MUST be submitted to:

NANCY CARUSO, Admissions Co-ordlnator
Faculty of Health Sciences

Admissions & Records, HSC 1B7
McMaster Unirerslty
1200 Main Street West

HAMILTON, ON L8N 3Z5

^. ALL «PP"catJon materials AND supporting documentation MUST be received by Admissions andRecords NOT LATER THAN JANUARY 15, 1991. Late applications will be cancelled.

PART A: ?•(« 1 of 3
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PROGRAMME INFORMATION

STUDENT INTAKE

initially limited to 30 per year, but could gradually expand to 60 per year

PROCRAMNfE LENGTH

two calendar years (24 months) of full-time study (part-time studies are not available)
consisting of 7 blocks of study
two-week breaks in December and in April and a 1 month break in August between
Year I and Year II

refer to brochure for further details

CLINICAL TLACEMENT

five 6-week blocks of full-time clinical fieldwork in approved clinical settings

throughout Ontario
opportunities exist outside Ontario and Canada for the final clinical elective

COURSE LOAD

Academic Blocks: 5 hrs per week of tutorials

7 hrs per week of clinical skills labs

3-5 hrs per week of inquiry seminars
25-40 hrs per week of self-directed study

Clinical Blocks: 35-40 hrs per week of clinical practice
5-10 hrs per week self-directed study

CLASS SIZE

tutorials: 6-10 students
labs: 15-30 students
seminars: 30-60 students

NORTHERN STUDIES STREAM

in 1991 Block III of the Physiotherapy Programme and Block IV of the Occupational
Therapy Programme will be offered concurrently at McMaster and Lakehead
Universities. In addition, clinical facilities in Thunder Bay and Northwestern Ontario
will provide opportunities for clinical education in Blocks 2 to 5 and Block 7
travel to and from, as well as accommodation in Thunder Bay will be provided
approximately 50% of the class will have an opportunity to practice in the Northern
Studies Stream

fAKT A: ?•€• i ot i
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CAMPUS SITES

Mohawk College Health Sciences Education Centre (primary site);located near Chedoke-
McMaster Hospital, Chedoke division

McMaster University Health Sciences Centre
Lakehead University
various clinical facilities and community agencies

STUDENT COSTS

Tb« foUowinc Urn ar* baaad ea tba fi(urM for tha 1900/01 ejrela {y9»t I OBljr}. Thar m« •ppreodntat* mad mar tmt from ymmr-

t»-r«ar.

Canadian Citizens VJH

Block I and II (Scpt.1990 to April 1991)

Tuition
Student Supplementary Fees
Building Fee
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OCCUPATIONAL THERAPY PROGRAMME
PART 3

APPLICATION

The infoinmioii gathered on this forni is important to have in your fie and wfl be kept stricdy corfidenUaL

Please type

yAME
LAST FIRST MR/MS

MAILING ADDRESS

STREET:
CITY:
PROVINCE;
TELEPHONE:

PERMANENT ADDRESS

STREET:
CITY:
PROVINCE:
TELEPHONE:

POSTAL CODE:
( ).

POSTAL CODE:
( ).

CITIZENSmP (Ple.se check)

Canadian Citizen
Permanent Resident (Landed Immigrant)
Other (Please specify)

HIGH SCHOOL ATTENDED

City Province

NAMES OF REFEREES (From Part E)

1.

2.

3.

If granted an InterTlew, I would prefer to have It In: (Please check one)

HAMILTON or THUNDER BAY

APPLICATION TO THE PROGRAMME IMPLIES THE APPLICANT'S ACCEPTANCE OF THE
ADMISSION REQUIREMENTS, POLICIES AND PROCEDURES, AND THE METHODS BY WHICH
APPLICANTS ARE CHOSEN FOR THE PROGRAMME. THE DECISION OF THE ADMISSIONS
COMMITTEE, INCLUDING ELIGIBILITY AND SELECTION DECISIONS WILL BE FINAL.

DATE SIGNATURE
PART B: Page 1 of 1
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OCCUPATIONAL THERAPY PROGRAMME

PART C
ACADEMIC RECORD FORM

The completed Academic Record Form must be verified by the official traDScript(s). Transcripts must
be submitted for ALL COURSES/PROGRAMMES AND INSTITUTIONS listed in Section 1 of the Academic
Record Form. It is the applicant's responsibility to ensure that all transcript(s) are RECEIVED by our office

OB or before the deadline for submission as specified In the general lafomation and instrnction sheet.

All applicants must have successfully completed the requirements for an undergraduate baccalaureate
degree by Jnae 30, ia the year of admission. If the degree has not been completed at the time of application,

applicants should aslc the university to indicate that the candidate is eligible for that degree and the

anticipated date at which the degree will be conferred.

If no transcript is issued by the university or other post-secondary institution, applicants should request

a statement of registration, and graduation or anticipated graduation. Transfer credits recorded on the

transcript of another aniverslty cannot be accepted in place of the transcript from the unirersity where the

course was talcen.

COMPLETING THE ACADEMIC RECORD

SECTION 1

Summary of Academic Record

Use a one-line entry for each degree/diploma received or in progress. All post-secondary institutions

including community college, CEGEP, junior college, etc. as well as universities must be listed.

If more than one degree/diploma was completed at a single institution, use a separate line for each one
completed or in progress. If only single courses were talcen at an institution, but no degree or diploma
completed, enter these as 'Supplementary' under the column Degree/Diploma/Other.

SECTION IT

Undergradua te Academic Record

Section II is used to determine the applicant's overall average and academic eligibility for the
programme to which they are applying. At the time of application, applicants must have achieved a minimum
overall grade point average of B- or 70% over the last two years of full time academic study or the equivalent.
Only courses that may be applied for UNDERGRADUATE DEGREE CREDIT are used.

PART C: Pan 1 of S
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List the undergraduate degree credit courses completed over the last two years of full-time study or
the equivalent. Leave a blank line between each complete year. In addition, if the undergraduate
baccalaureate degree is in progress, the courses that will be required to complete the degree during the current
academic year should also be listed. For those who have pursued their undergraduate degree studies on a part-
time basis, eligibility assessment will be made using the courses equivalent to the last two years according to
their programme.

In order to equitably evaluate the undergraduate academic record, applicants must convert the grade
for each course to a 4.0 scale. The following describes the entries to be made under the headings for each
course, and a description of how to use the conversion scale.

UnivcrsltY.- For each university, enter the name of the university once, on the first line of courses taken at

that university.

Course Name and Number: For each course enter the course name and number as it would appear in the
oniversity's course calendar.

Calendar Yean For each academic year, enter the calendar year in which the course(s) ended. For example,
on the first line of all courses completed from September to April/May in the academic year 1987-S8, the

notation *88 is entered.

Scale: From the Conversion Table (page 3 of Part C) locate your university grading scale under one of the
headings of alpha, numeric or percentage. The university grading scale should be attached to your university
transcript.

Final Grade: Enter the final grade received as it appears on the university transcript

Course Length; The course length is the length of study for that course. Use only the values given.

2 - Courses lasting a full academic year
I - Courses lasting a half academic year or one term or semester
^ • Courses in which labs and/or practicums are graded separately.

Converted Value: After you have located the proper scale, locate the grade given on your transcript for the
individual course and read directly across the row to the column headed 'Converted Grade". This will give you
the proper converted value between and 4.0. If the grade notations for some courses are given as
Pass/Fail;Satisfactory/Unsatisfactory, etc., then they may be entered as "NON-CONVERTIBLE" and ignored
for the conversion and overall average procedure. If, however, the entire course list is "NON-
CONVERTIBLE", the course list should be completed to this point only. Such Academic Records will be
reviewed by the OT/PT Admissions Committee.

Assessment Value: The Assessment value is calculated by multiplying the Course Length Value by the
Converted Value for that course.

Cumulative Average: After all courses have been listed and converted, calculate the final Overall Average of
all Undergraduate Degree Credit courses using the following formula:

Total of Assessment Values of ATI Course;
Total of Course Length Values of All Courses

FAJtTC: PMaloTS
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CONVERSION TABLE
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OCCU?ATJOKXL THSRAPY PROORAlQtl

PART C - SECTION 1
SUMMARY OF ACADEMIC RECORD

APPtiaurrs mme

MIC OF IMSTTTUITICM





OCCDPATiaK&L THXRIlPT psogruock
PAST C - BECTiam 2

AP^ICAXT MAfC

TOTAi.

UNDEKCSAOUATE OJNULATIVE AVERACC
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PARTD
AUTOBIOGRAPHICAL SUBMISSION

The Autobiographical Submission assesses certain personal skills, qualities and experiences in the

applicant which the Admissions Committee has deemed important for the study and practice of Occupationa!
Therapy.

ALL three sections of the Autobiographical Submission NfUST be typewritten. In addition. Section
1 (The Autobiographical Slcetch) MUST be completed on the forms provided. Type your full name in the top

right hand corner of each page of ALL lectioas that you submit. FAILURE TO COMPLY WITH THESE
INSTRUCTIONS WILL RESULT IN THE CANCELLATION OF YOUR APPLICATION.

COMPLETING THE AUTOBIOGRAPHICAL SUBMISSION

SECTION 1

Autobiographical Slietch

(Forms Attached)

For each of the six categories:

(a) On the left side of the page list experiences you have had that relate to your pursuit of a career in

Occupational Therapy. An experience listed in one category (i.e. worlc) may be listed in another
category (Le. leadership).

(b) On the right side of the page describe briefly the relevance of the experience(s). Indicate what you
learned from the experience(s) and how that learning can be related to and has prepared you for studies

in Occupational Therapy.
The admissions committee is interested in the insight(s) you can demonstrate by describing those

experiences that have influenced your decision to study Occupational Therapy.
(c) Use no more than 120 words in the space provided for each category. Point form i$ acceptable and

SECTION II

Letter of Application

(a) Your Letter of Application should address the following criteria clearly and briefly:

i. your motivation for a career in Occupational Therapy
ii. your suitability for the McMaster programme
iii. your Icnowledge of the profession of Occupational Therapy

(b) Your letter must be typed and double-spaced.
(c) Your letter must be oo longer than 500 words. Assessors will stop reading your letter at 500 words.
(d) Point form is not acceptable.

SECTION III

Verification Lists

(a) You must provide, on a separate page, a list of Individuals who can verify each experience described
in your Autobiographical Slcetch. This list must be numbered. Reference then must be made to each
experience mentioned in the sketch by citing (in brackets) the appropriate verifier number. Attach a

copy of this list to the back of each copy of your Autobiographical Sketch .

(b) You must provide, on a separate page, a list of individuals who can verify each experience you describe
in your Letter of Application. Follow the same referencing format as (a). Attach a copy of this list

to the back of each copy of your Letter of A pplication .

PART D: Pmgt I of <
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APPUCAirr NAME

OCCUPATIONAL THERAPY PROGRAMME

SECTION 1
AUTOBIOGRAPHICAL SKETCH

Form 1 of 3

WORK EXPERIENCE RELEVANCE

LEARNING SITUATIONS
[Puaitiva or nmtiti,fi<iiiil or islonaal)

RELEVANCE

PA&TDJ>ac«3«r4
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OCCUPATIONAL THERAPY PROGRAMME

SECTION 1

AUTOBIOGRAPHICAL SKETCH
Fob S of 3

LEADER5HlP~EXPERlEFn:!E(S) RELEVANCE

TEAM WORK £X?EklENC£^S) RELEVANCE

PART DJ>ac* 3 o' 4

f
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ATPUCANT NAMX

OCCUPATIONAL THERAPY PROGRAMME

SECTION 1

AUTOBIOGRAPHICAL SKETCH
Form 3 of 3

EXPERIENCE(S) WHICH DEMONSTRATE
CURIOSITY AND CREATIVITY

RELEVANCE

EXPERIENCE(S) (PERSONAL OR OTHER)
WHICH HAVE INFLUENCED YOUR ATTITUDES
CONCERNING DISABILITY AND ILLNESS

RELEVANCE

PAKT D J>k(« 4 of 4
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LETTER OF APPUCATION

SCORING SHEET

ISESSOR NAME APPUCANT NAME

ESSOR TEAM NUMBER

1

.

KNOWLEDGE OF THE PROFESSION

12 3 4 5 6 7

2. MOTIVATION FOR A CAREER IN OT OR PT

12 3 4 5 6 7

3. SUITABILITY FOR OT OR PT PROGRAMME AT MCMASTER

12 3 4 5 6 7

4. WRITING SKILLS

12 3 4 5 6 7

TOTAL SCORE
(MAXIMUM 28)
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autobiographical sketch

scoring sheet 181

ESSOR NAME

ESSOR TEAM NUMBER _^

1. WORK EXPERIENCE

APPUCANT NAME

LEARNING SITUATIONS
EXPERIENCES 1

+ LEARNING 1

+ PREPARATION 1

+ BONUS POINTT 6 1

TOTAL 1

2

2

LEADERSHIP

TEAMWORK
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VARIABLES

ID

vl

v2

v3

v4

v5

v6

v7

v8

v9

vlO

vll

1=PT, 2=0T

age

1=M, 2=F

l=single
2=married

do you have children?

# of children

l=no, 2=yes

DIGITS
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vl5 1=FT, 2=PT 1 28

vl6 field of employment 2 3

01=nursing, 02=education, 03=rehabilitation,
04=off ice/clerical, 05=social work/services,
06=sales/service, 07=recreation, 08=health/f itness
09=food service/hospitality, 10=health care (other)

,

ll=business/accounting, 12 =technical/trade &. industry,
13=government , 14=travel, 15=banking, 16=research,
17=law, 18=other

vl7 title 2 32
01=nurse, 02=assistant , 03=waitress/server,
04=counsellor, 05=attendant, 06=technician,
07=secretary, 08=manager/supervisor, 09=co-ordinator,
10=teacher/instructor, ll=clerk, 12=representative,
13=homemaker, 14=mechanic, 15=manual labourer,
16=other

vlB length of employment (months) 2 34

vl9 location 2 36
01=S Ontario, 02=N Ontario, 03=E Ontario,
04=SW Ontario, 05=W Canada, 06=N Canada,
07=Quebec, 08=Asia, 09=England, 10=Europe,
ll=Australia, 12=Africa

v20 previous employment? l=no, 2=yes 1 37

v21 1=FT, 2=PT, 3=summer only 1 38

v22 field of previous employment/as per vl6 2 40

v23 title of previous employment/as per vl7 2 42

v24 length of previous employment (months) 2 44

v25 location/as per vl8 2 46

v26 reasons for enroling (First) 2 48
01=motivated to be in profession/always
wanted to be a " "

02=career opportunities
C3=want/like to help people
04=enjoy working with people
05=interest in profession/field of study
06=programme philosophies/structure
07=entrance requirements
08=wish to work in health care
09=duration of programme (24 months)
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10=job satisfaction/develop professionally
ll=course related to background
12=job diversity
13=challenge
14=personal growth
15=believe would enjoy profession
16=personal exposure to health care
17=to please others
18=research opportunities
19=opportunity to work/study in North

v27 reasons for enroling (Second) 2 50
as per v26

v28 reasons for enroling (Third) 2 52
as per v26

v29 decision to enrol 1 53
l=own, 2=family, 3=employer, 4=friend,
5=other, 6=combined

v3 motivated to complete programme 1 54
1=YES!, 2=yes, 3=yes&no, 4=no, 5=N0!

v31 knowledgable of programme philosophies 1 55
when applied as per 31

v32 definition of SDL in own words 1 56
Total number of criteria

v33-v40 SDL definition criteria

v33 takes own initiative, l=no, 2=yes 1 57

v34 initiative with help of others 1 58

v35 identifies learning needs 1 59

v36 develops learning goals 1 60

v37 identifies human/material learning 1 61
resources

v38 chooses appropriate learning strategies 1 62

v3 9 implements learning strategies 1 63

v40 evaluates learning outcomes 1 64

v41 previous education incorporated SDL 1 65
l=no, 2=yes, 3=not sure
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v4 2 capable of SDL 1 66
as per 31

v43 effective SDL 1 67
as per 31

v44 preferred learning style 1 6 8

l=teacher, 2=group, 3=self, 4=group & self,
5=teacher & group, 6=teacher & self

v45 recognize strengths/weaknesses 1 69
as per 31

v4 6 comfortable receiving feedback 1 70
as per 31

v47 comfortable seeking assistance with 1 71
learning issue as per 31

v48 readily seeks assistance 1 72
as per 31

v4 9 worked/learned in groups 1 73
as per 31

v50 feel comfortable working/learning in 1 74
groups as per 31

v51 interview - total score (/25)

v52 letter - total "gut" score (/25)

v53 letter - total score (/25)

v54 sketch - total score (/25)

v55 total final score (/lOO)

V56 - V66:

A+ = 10 B- = 5
A = 9 C+ = 4

A- = 8 C = 3

B+ = 7 C- = 2

B = 6 D = 1

v56 Block I mark - PBT 2 88

v57 Block I mark - CSL 2 90

v58 Block I mark - IS 2 92

3





v59 Block II mark - PBT

v60 Block II mark - CSL

v61 Block II mark - IS

v62 Block II mark - Clinical placement

v63 Block III mark - PBT

v64 Block III mark - CSL

v65 Block III mark - IS

v66 Block III mark - clinical placement

v67 Assessment 1 - work experience
v68 Assessment 2 - " "

v69 Assessment 3 - " "

v70 A-1 - learning experiences
v71 A-2 -

v72 A-3 - " "

v73 A-1 - leadership experiences
v74 A-2 - "

v75 A-3 - "

v76 A-1 - teamwork experiences
v77 A-2 -

v78 A-3 -

II H
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v91 A-1 - suitability
v92 A-2 - "

v93 A-3 - "

1
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vl27 A-1 - communication skills (4) 1 169
V128 A-2 - " 1 170
V129 A-3 - " 1 171

vl30 A-1 - gut rating (1) 1 172
V131 A-2 - " 1 173

vl32 A-3 - " 1 174

vl33 interview gut score (total) 2 175

*** Missing data: ID to v66 =

v67 to vl33 = 9
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MCMASTER UNIVERSITY

BHSc (OT) AND BHSc (PT) PROGRAMMES
ENTRY SURVEY CLASS OF 1993

Background information

1 . Name Student ID number

2. Gender Female Male

3. Present Address

Postal code

4. Permanent Contact (name and address of someone who will always know where to reach you)

Postal Code

5. Birth Date

6. Marital Status

Single

Married

Separated

Divorced

Other

7. Have you any dependents living with you (including the elderly)?

No

Yes How many?

Ages

r





8. In which community did you spend the majority of the following time periods of your life? 1"2

a. Bom and raised b. Attended c. Attended d. Since

as a child high school university university

(if applicable)

Tovyn/Citv

Province

9. in which community did your spouse spend the majority of the following time periods of his/her life

(if applicable)?

a. Bom and raised b. Attended c. Anended d. Sir>ce

as a child high school university university

(if applicable)

Town/Crtv

Province

1 0. What was the main reason you chose to come to McMaster University? (rank order if more than

one)

1 1 . Did you apply to other OT/PT programmes?_

If yes, where?

1 2. Were you offered admission to another OT/PT programme?.

If yes, vi/hich ones?
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Career Considerations

13. At this time do you have any specific career plans?

no
yes

(please specify)

Employment history

14. Have you ever had a full-time job for eight or more months?

yes no

1 5. if yes, please list those jobs, with the length of time you were employed, and the location.

Position Location Duration (months)

1.

2.

3.
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APPENDIX -K-
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APPENDIX -K-

FREQUENCY OF RESPONSES -

ODDI CONTINUING LEARNING INVENTORY (ITEMS 1 TO 24)

Item 1

Valid Cum
Value Frequency Percent Percent Percent

5





196

Item 3

Value Label
Valid Cum

Value Frequency Percent Percent Percent

3





Item 5

Value Label Value

Total 56 100.0 100.0

197





Item 7

Value Label

198

Val id Cum
Value Frequency Percent Percent Percent

1
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Item 9

Value Label Value





Item 11

200

Value Label Value





Item 13

201

Value Label
Valid Cum

Value Frequency Percent Percent Percent

X





Item 15

202

Value Label Value





Item 17

203

Value Label
Valid Cum

Value Frequency Percent Percer.t Percent

1
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Item 19

Value Label Value





Item 21

Value Label Value

Total 56 100.0 100.0
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Item 23

Value Label Value

3

4
5
6
7

Total

Valid
Frequency Percent Percent

3

3

12
19
19

5.4
21.4
33.9
33.9

5 .4

5.4
21.4
33.9
33.9

Cum
Percent

5 .4

10. 7

32.1
66.1

100.0

56 100.0 100.0

Item 23

3

4
5

6
7

12

12 16

19
19

20

Item 24

Value Label
Valid Cum

Value Frequency Percent Percent Percent

1
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