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INTRODUCTION

David Kolb (1978) has proposed a theory of experiential learning which is potentially
useful for nurse educators. In the theory, Kolb (1984) describes a four stage cycTc of
learning by which individuals learn from cxperience. This model seems particularly
appropriate for use "m nursing education programs where practical experience in actual
nursing settings is an important component of the process of learning to nurse. However,
it is important to test aspects of the theory to determine its validity within the nursing
population before it used in planning nursing curricula. The purpose of this study is to

test aspects of Experiential Learning Theory in the nursing population.

In the theory, Kolb (1984) suggests that the structure of knowledge of a discipline
exerts a characteristic learning prcss or set of learning demands on the lemner which
reflects a particular view of reality and the methed of inquiry used to create knowledge.
Members of a discipline develop particular ways of dealing with the world and come to
emphasize learning competencies most effective in acquiring knowledge of the discipline.
These competencies clugter around different mod;ﬂ of learning posited in the theory and
result in what Kolb refers.to as preferred learning styles. Kolb (1984) maintains that
members of differcnt. disciplines dcx;'clop learning styles which reflect the nature of kﬁowl-
edge of that discipline as a result of repeated person-environment interactions in both pro-
fessional education pr:grams and actual job roles.

In the past decade, nurse educators hzve emphasized the need to develop a unique body
of nursing knowledge as a basis for nursing practice. Nursing authors have described tra-

ditional nursing knowledge as an accumulation of rituals, superstitions and speculations

- viii -
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about unrationalized cxperience. Nursing scholars have dcvclopod d_vyarious theories for
atirsing practice. This theory-based approach represents a -changc {rom past task-oriented
approaches to g_:u_rs_!ng and has been resisted by many nurse practioncrs. The value of
practice based on an explicit theoretical framework is a currcnt izsuc in the nursing pro-
fession. It iy suggested in this study that constructs and propositions from Experiential

Learning Theory may be useful in understanding this phenomenon.

In this study, Experiential L2arning Theory is the theoretical framework from which
learaing styles of nursing students and their perceptions of tt;c learning demands of nurs-
ing lcarning cavironments are examined. Predictions from the theory regarding the rela-
tionships among learning styles of nursing studch. their pcrccptiox;s of the learning
demands of nursing !:nrﬁing environments (environmental press) and attitudes towards
theory-based nursing are tested. In addition, theoretical predictions regarding the relation-
ships bctwcﬁn fearning style and preferred theory for practice and preferred method of

learning nursing theory are tested. Finally, the relationship between person-environment

match/mismatch and satisfaction with nursing is explored.

The report is divided into three chapters followed by a summary and conclusions. In
the first chapter, an overview of research in cognitive style is presented. This is followsed
by a detailed prcscnmlitn.n of Experiential Lcarmng Theory together with a review of stud-
ics based on the theory. This is followed by a critique of the theory. The concept of
throry-bascd nursing is then discussed. In the second chapter, the research subjects are
described and the measuring lnstr,umen(s discussed. Following is an elaboration of the data
collection procedures. In the third chapter, the resuits of the study are presented and dis-
cussed and suggestions for future rescarch are provided. The report concludes with a sum-

mary and conclusions.

\



CHAFPTER 1

THEORETICAL FRAMEWORK OF THE STUDY

In this chapter, an overview of cognitive style resecarch is presented leading to the
rationale for the selection of Experiential Learning Theory as the theoretical framework
for this study. _—An overview of David Kolb's theory of experiential learning is then pre-
sented. Recent studies based on Expcricnti‘:al Learning Theory are then rcvicw:d followed
by a brief critique of the theory. An ovcrvic“’r of the development and current status of
of the concept of theory-based numing-practicc is then presented. Two nursing theories
relevant to this study are briefly described. This is followed by the statement of lhc. prob-

lem and the purposc of the study. The chapter concludes with the statement of the

research hypotheses.

1. Overview of cognitive style research

In the past thirty years, theorists interested in understanding the nature of individual
differences in human learning have proposed theories of cognitive styles as poss:iblc expla-
nations for this phenomenon. Cognitive styles are defined as characteristic ways of per-
ceiving and thinking (Kogan, 1971). Early work on cognitive style theory evolved from
rescarch on perception. -{(Witkin, 1949; Kagan, 1966). In the past fifteen years, concepts
from cognitive science have been incorporated into theories of cognitive style (Myers,
1962; Royce, 1964; Kolb, 1978). Consequently, cognit§Vc style theories have become more
holistic in focus. Cognitive sty]e includes notions of perception, learning, personalit

intelligence and attitude (Nelson, 1974). It is this holistic representation of learning 344"

-~
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THEORETICAL FRAMEWORK QF THE STUDY 2

knowing which makes cognitive style theory attractive to educators who are aware from
thgir practice of the interaction bctwoén the emotional and cognitive aspects of learning.
However, due to the variety of available instruments posited to measure learning style,
educators face a difficult task in choosing among them. Grasha (1983) notes that of the
30-40 instruments he evaluated, relatively few are grounded in theories of human learn-
ing. He maintains that theory-based instruments provide a Rl)ct_tcr)basis for nsséssing learn-
ing styles since it is possible to relate findings to explicit factors of individual differences
in learning. Grasha (1953) mentions the Myers-Briggs Type Indicator (Myers, 1962) , the
Embedded Figures Test (Witkin, 1967) , Kolb's Learning Style Inventory (Kolb, 1978) and
Schmeck et al's (1977) Inventory of Learning Preferences as examples of instruments

based on explicit learning theory.

In reviewing these theories, it was noted that many appeared to be value laden in that
implicit in the descriptions Qf the diffcrcntl styld was the suggestion that one stylc:; was ”
superior to another, e.g. reflective style better than impulsive style (Kagad, 1966). Also,
most thcc_)ria r-cvicwed did not address '4 developmental aspect of style. Styles were con-
sidered to be relatively stable over a person's lifetime with little likeliheod for change.

Finally, the theorieg reviewed were not related to a- model of learning which had practical

applications for teaching-learning situations.

In reviewing the constructs and propositions of Experiential Learning Theory, thesc
conceras appmx:ed lo ‘have been addressed and Kolb's theory was selected as the theoretical
framework for the study. Experiential Lean_ﬂng Theory as described by David Kolb
(1984) is based on a model of learning which desciibes how individuals learn from experi-
ence. People develop particular learning styles as a result of the way in which they per-
ceive and tran;'z_form experience into kﬁowlcdge. Indiv‘rinjuals tend to develop one of four

LY

styles as a result of their educational and work experiences. However, Kolb suggests that
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in mid-life, there is a tendency towards imi::gration of the four styles of learning. In this
way, Kolb's theory differs from those of others who do not include a developmental com-

poncat of learning style.

The model of learning from experience Jescribed in Kolb's theory seems most appro-
priate for use in nursing education and was an important factor in the choice of Experien-
tial Learning Theory as the thcorclical_ framework for this study. The nonevaluative
nature of the descriptions of the four clementary learning styles and the notion of the.
possibility of the ultimate integration of styles with experience and maturity were also
considered valuable attributes of Experiential Learning Theory. The emphasis in Experien-
tial Learning Thcorylon the importance ’of learning in adapting to change seems appropri-
ate for study of a profession which is currently undergoing major changes which will
require adaptation by members of the discipline. In addition, the professional nursing edu-
cational system includes studeénts at various levels of development and with varying
amounts of experience. Hence, the assumptions and concepts described in Experiential

Learning Theory seem particularly appropriate for the study of this population.

In the upcoming section, a detailed description of Experiential Learning Tl;cory is pre-

sented.

2. Review of Experiential Learning Theory

In his theory of experiential learning, Kolb (1984) views learning as a major human

adaptation process, a life-long process of person-environment intcraction. Kolb integrates

concepts from behavioral and cognitive learning theories attributing équal importance to
the intellectual and emotional components of the learning process. Lcam:ing results from
the resolution of conflicts among modes of relating to the world, i.e. thinking, feeling, per-

ceiving and bebaving. For Kolb, all learning is grounded in experience. Learning is

'S
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~ THEORETICAL FRAMEWORK OF THE STUDY 4

defined as "the process whereby knowledge is created through the transformation of experi-
ence’ (Kolb, 1984, p. 37). Kolb's theory can be categorized as a 'strong interactionist’ view
of learning. Kolb acknowledges the influence of the interactionist theories of Lewin,
Dewey and Piaget in the development of his theory. Like these theorists, Kolb sees learn-
ing as an active process whereby knowledge is created through transactions between per-
sonal internal fact_o[s and objective environmental factors. Both person and environment
are changed.as a result of these tranmsactions. Thus, knowlodgc is constantily being created
and recreated as newly created knowledge becomes the basis for new experiences. Knowl-

edge is not congidered an independent entity to be acquired or transmitted.

Kolb's view of learning is based on the existentialist approach which emphasizes per-
sonal growth and change through a dialectical resolution of .conflict between opposing
ways of dealing with the world. Supporters of this position seck to o.vcrcom'c the separa-
tion of sensation and concept imposed by proponents of empiricism and idealism (Greene,
1984). A dynamic relationship exists between experience and conéeptualization. Experi-
ence, when reflected upon, is the basis for conceptualization (knowledge) and subsequently
these conceptualizations mediate experience. Learning is the mechanism by which experi-

ence is transformed into knowledge.

- Kolb’s definition of experience has a dual meaning: personal subjective experience
which refers to a person’s internal state and objective environmental c:gp::ricnce which
refers to external conditions in which experiences occur. Thesetwo forms of experience
interact in complex ways and are transformed by the lmﬁg process to create new
knowledgc; Consequently, knowledge for the individual consists of objective social knowl-
edge and subjective personal knowfedgc. Social knowledge is the objccti:\'c_,‘;ocially and cul-
turally transmitted account of previous human cultural experience while personal knowl-

edge is the accumulation of an individual’s subjective life experiences (Kolb,1983). Sociat
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knowledge cannot be separated from the knower ‘sincc the knower must transform this
knowledge to create personal nﬁca.ning: This transformatjon is accomplished by the learn-
ing process. Thus, individﬁals have unique perspectives or undérstandings of objective
social knowiodge as a result of the impact of their .pcrsonal knowledge systems on this

knowledge.

Since all social knowledge is learned, Kolb (1984) suggests that the structure of s.ocial
knowledge is similar to the structure of the learning process. These structures wiil now
be described in detail. Koib dwcribcs. the lcarnir@mccss as a four stage cycle involving
four adaptive learning modes: concrete experience (CE), reflective observation (Rb). abstract
conceptualization (AC) and active experimentation (AE). To learn, individuals must be
able to ix;volvc themselves directly in a situation (CE), to reflect upon an ‘cxpcricncc and
place it in pcl;spective (RO), to create concepts that integrate these observations into theo-
ries or explanations (AC) and, finally, to use these theories to solve problems (AE}). How-
ever, individuals must continually make choices concerning which learning modes are most

appropriate in given situations. Over time, people develop preferences for particular learn-

ing modes as these modes are repeatedly chosen to effectively deal with their world.

Two distinct-dimcnsions of learning can be identified within this cycle, each _;&Ec-
senting dialectically opposed adaptive orientations. - The concrete experience/abstract con-
ceptualization dimension represents opposing ways of graspin‘g'.or representing experience
(prehension). Representation of experience may be accomijlished by symbelic or conceptual
means (camprehension) or by a more holistic, here and now involvement in an immediate
experience (apprehension). For example, 2 painting may be represented in the comprehen-
sion mode as a example of a particular form of art or in the apprehension mode as a hol-

istic, aesthetic, emotional response to a visual stimulus. The second dimension, active

experimentation/ reflective observation, reflects opposing modes of tranforming representa-

.
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tions of experience. Reflective observation of experience is transformation via intention
while active environmental manipulation of the representation is transformation by exten-
sion. An example of transformation by intention would be reflecting upon the meaning
of an experience whereas actively testing out an idea in a practical situation would be an
example of transformation by extension. The dialectic resolutions amon.g these modes of

responding to the world provide the basis for Kolb's proposed structure of the learning

process.

Four -walys of knowing emerge from this structure depending upon how experience is
represented and transformed. Kolb (1984) refers to these ways of knowing as elementary
forms of learning. These elementary ways of knowing correspond to the basic learning
styles described in Experiential Learning Theory and are discussed in detail later in this
paper. Since learning is defined by Kolb (1984) as the process whereby knowledge is cre-
ated by the transforﬁmtion of ‘experience, different forms qlf knowledge are created depend-
ing upon the way experience is represented and transformed. The relationship btlztwecn the

stucture of the Ic:;.rm'ng process and the structure of knowledge is illustrated in Figure 1.

Representation of experience by apprehension and transformation by intention is div-
ergent learning and results in divergent knowledge. Representation of experience by appre-
hension and transformation by extension is accommodative learning and results in accom-
modative knowledge. Experience grasped or represented by comprehension and transformed
by extengion is convergent learning and results in convergent icnowledgc. Finally, experi-
ence grasped or represented by comprehension and transformed by intention is assimilative ¥
learning and results in assimilative knowledge. The four types of knowledge are basic
forms of knowledge which serve as a foundation for developing higher levels of knowing
and learning (Kolb, 1984). It is important to point out that Kolb places equal value on

cach of the components of the learning process suggesting that neither is more superior nor
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Cancrete
Experience

Grasping via
APPREHENSION

Accommodative Divergent
Knowledge Knowledge
Active ~ Transformation Transformation Reflective
Experimentation i3 EXTENSION via INTENTION ~ Observation
Convergent . Assimilative 2
Knowledge Knowledge

Grasping via
COMPREHENSION

Abstract
Conceptualization

Figure It The Structure of Knowledge and the Learning Process (Kolb, 1984)

more advanced than the other. In this respect, he differs from Piaget who maintained that
reflective symbolic thinking represented a higher level of cognitive functioning (Kolb,
1984). For Kolb, higher level learning occurs with the integration of all four clementary

forms of learning. This integration is the goal of human development.

Kolb (1984) links his view of knowledge structurc to Pepper's work on 'world

hypotheses’. Pepper (1942) suggests that world hypotheses are philosophical systems
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which define assumptions and rules for development of knowledge from common sense or
experience, Diﬂercn; forms of social knowledge are created which reflect the underlying
assumptiox}s made about the nature of truth or reality and the methods advocated to vali-
date phenomena of interest. Each *world hypothesis’ is derived from a ’'root metaphor’ or
view of the nature of reality which shapes development of knowledge within this per-
spective. Pepper mai:;tains that all viable forms of secial knowledge are derived from one
of four world hypothescs. Pepper’s world hypotheses arc labelled fonm‘.:fm. mechanism,
organicism and contextualism. Kolb draws comparisons between the knowledge rcs1l1‘1ting
from these world hypotheses and the four forms of knowledge described above ,i.e. assimi-

lative, convergent, divergent and accommodative knowledge (see Figure 1).

The first two world hypotheses (formism and mechanism) are based on the represen-
tation of cxpcficncc by comprehension. Truth from the formist (realist) perspective lies in
correspondence between description and reality. From this perspective, methods of inquiry
are analyses of precise measurements of observed data. Kolb suggests that foi‘mism is the
root metaphor of convergent knowledge. Since convergent knowledge results from active
transformation of symbolically represented experience, this comparison to formism seems
logical. Empirical validation of abstract concepts as a method of creating knowledge in
formism is consistent with Kolb’s description of the creation of convergent knowledge.
The root mcu;phor of the second world hypothesis {mechanism) is the machine. Inquiry
focusses on finding structure in reality and building explanatory models. Kolb suggests
that mechanism is the root metaphor of assimilative knowledge. Assimilative knowledge
is created by internal reflection on symbolically represented experience. Concepts are
organized into theoretical explanations of experience. This process appears consistent wit

Pepper’s description of the nature of mechanistic knowledge.
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The remaining world hypotheses are based on the representation of experience by
apprehension. The root metaphor of organicism (idealism) is 'harmonious unity’ or the
self-actualization of the human being. Inquiry is focussed on undcrs;anding the processes
by which the organism procedes towards self-actualization. Kolb (1984) compares organis—
mic knowledge to divergent knowledge. Divergent knowledge results from internal reflec-
tion on experience represented through apprehension. Experience is viewed holistically in
an attempt to place all aspects of experience in perspective to see the relationships among
parts of the ‘whole’. Descriptions of reality emphasize images and the feeling aspects of
lived experiences. The basis of the organismic world hypothesis is the assumption that
individuals ultimately strive to gain a final absolute understanding of the nature of reality
with all relationships understood in a clearly organized "whole’., Thus, Kolb's comparison
of organismic knowledge to divergent knowledge appears to be plausible. The foﬁrth
world hypothesis is contextualism in which reality consists of the immediate changing
event. Inquiry emphasizes description of contextual here-and-now experiences. Kolb sees
this world hypothesis as the basis of accommodative knowledge. Accommedative knowli-
edge is created by actively transforming experience grasped or represented by apprehension,
Tllxe focus is on the immediate ¢event as it happens without an a priori theoretical frame-
work determining its interpretation. The basis of the contextual world hypothesis is the
assumption that reality exists only in the immediate event and is constantly being created
and recreated. Actions are true if they are workable or lead to a desired state of experi-
ence (Kolb, 1984). This description of the creation of knowledge by acting upon immedi-
ately experienced events appears congruent with Kolb's description of the nature of accom-

modative knowledge.

In summary, Kolb (1984) suggests that experience, knowledgc and learning are intri-
cately related in the human adaptation process. Knowledge is created from experience via

the learning process. Forms of learning and knowledge are the result of how experiences
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are rcprmnted and transformed by learners. Four elementary forms of learning and
knowledge are derived from Kolb's proposed learning cycle. These four elementary forms
of learning represent the basic learning styles described in Kelb's theory. Descriptions of

these styles and the forces thought to influence their development are now presented.

Kolb's description of the learning cycle rcprcseﬁts an ideal model of learning in his
view. Kolb (1984) maintains that few individuals actually make equal use of all learning
modes described in the model in a given learning situation. As a result Qfl genetic disposi-
tions, family and educational experiences and their choices of lived experiences, individuals
develop relatively stable patterns of person-environment interactions. Kolb suggests that
these patterns tend to cml;hasizc one or the other modes of representation and transforma-
tion of experience resulting in four general patterns or styles of learning which correspc;nd

to the elementary forms of learning and knowledge described earlier.

Divergers excel in concrete experience and reflective abilities. They tend to grasp or
represent experience by apprehension and transform cxperieno‘e intentionally. As a result,
their strengths are imagination and the ability to view situations from many perpectives.
They bave a personal, people-oriented learning orientation. Accommedators excel in con-
crete experience and active experimentation gkills. They also tend to rcprwént experience
by apprehension but transform experience extentionally. Experience is represented in a
concrete¢ manner and transformed through active manipulation. They are good ﬁt carrymg ’
out plans and getting things done. They are people-oriented, active learners. Convergers
excel in abstract conceptualization and active experimentation skills. They tend to grasp
or represent experience by comprehension and transform it through extension. Experience
is represented symbolically and actively applied in actual situations. They are less people-
oriented and are good at applying theory to practical situations. Assimilators excel in

abstract conceptualization and reflective observation skills. They tend to represent experi-
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_ ence by comprehension and transform experience by intention. Experience is represented
symbolically and transformed through internal reflection. These learnérs are good at theo-

ry building through inductive reasoning. They ‘are less people-oriented and less practical

than other learners (Kolb, 1978).

Koib identifies five forces responsible for shaping these basic learning styles or pat-
terns of person-environment transactions. These forces range from past, more general
influences such as personality dispositions and habits of thought and action to more cur-

-Tent specific environmental demands such as career and current job demands.

The first force identified by Kolb (1984) as shaping learning style is personality dis-
position. Kolb acknowledges the influence of Jung's theory of psycholegical types on his
conception of learning or adaptive style. Jung theorized that people vary; their  pre-
ferred ways of transacting with the world. Those who are oriented towards the inner
world of the self (introverts) and those who are externally oriented (extroverts) develop
preferred adaptive styles of decision making, perceiving and judgement. Kolb (1984)
claims that there is an empirical relationship between Jung's personality types (adaptive
styles) and his learning style types (Kolb, 1984). Jung’s personality types as measured by
the Myers-Briggs Type Indicator (Myers, 1972} were found to be related to learning styles
as measured by Kolb's Learning Style Inventory (LSI), (Kolb, 1984). Extraverted-sensing
type was related to accommeodative learning style, introverted-sensing type was related to
divergent learning sty'le, introverted-intuitive type was related to assimilative learning sty-
le and cxtrovened—tﬁinking type W:;.s related to convergent learning style {(Kolb, 1984).
Descriptions of the Juhgian personality types appear consistent with Kolb’s descriptions of
learning style type with the exception of the comparison of the introverted-intuitive type
to Kolb’s assimilative learning style. Kolb (1984) suggests that individuals with
introverted-intuitive personality types are more practical than those with assimilator

learning styles. He suggests that the particular manner in which various personality types
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tend to view the world influences the development of particular learning styles. In this

respect he suggests learning style is“partially shaped by personality structure.

The second source of influence in shaping learning style is educational specialization.
Educational experiences expose learners to a particular form of social knowledge with spe- |
cific modcs. of inquiry which interact with the learners’ personal knowedge systems.
These transactions result in changes in personal knowledge structures and accentuation of
a_particular learning style. Kolb (1978) has identified disciplinary differences in learning
style in studies of university students in various academic departments. Ilolb suggests that
learners select learning environments which are congruent with their(prefcrred learning
styles and these styles are further aooeﬁtuated within these learning environments. If

learning style and environmental learning demands are incongruent, then learners will

either change their styles or leave the field. : N

Thirdly, professional career experience is a force which shapes learning style. Profes-
sional groups are committed to a common problem and have a set of accepted expectations
concerning values, beliefs and behavior patterns. These normative pressures exert a press
for certain ways of responding to the world. Kolb et al. (1981) have found in their
research that various professional groups have distinctive learning orientions, e.g. engineers
are predominantly convergent learners while social workers are predominantly accommoda-

tive learners.

Fourthly, current job role is hypothesized to shape learning style through the task
demands and job requirements which necessitate the use of specific learning abilities on a
day to day basis. Kolb et al. (1981) report research which demonstrated learning style dif-
ferences in individuals holding different types of jobs, e.g. social work administrators were
found to have accommedative learning styles while social workers in the fiel;l had diver-

gent learning styles. s
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Finally.‘thc most specific influence which shapes learning style is the immediate task
performed by the individual. 'Each task demands a specific set of skills for effective per-
formance. When personal skills match task demands, 'adaptive competence’ results, K‘olb
(1984) conceptualizes learning styles as ‘higher level learning heuristics that facilitiate the
development of a generic class of more specific skills that are required for effective per-
formance on different tasks’ (Kolb, 1984, p.93). Based on a methodology which is intend-
ed to measure personal and environmental variables in commensurate terms, Kolb identi-
fied sets of performance competencies which are associated with each of the four learning
styles. The relationships of these competencies to the four learning styles are described

below.

]

i o

Competencies associated with the accommodative learning style are ‘active’ skills such
as committing oneself to objectives, secking and exploiting oppertunitics, influcn::ing and
leading others, being personally involved and dcali;xg with people. Divergent competencies
are "valuing’ skills such as being sensitive to people’s feclings and values, listening with an
open mind, gathering information and imagining implications of ambiguous situations.
Asgimilative competencies include "thinking’ skills such as organizing information, building
conceptual models, testing theories and ideas, designing experiments and analyzing quanti-

tative data. Finally, convergent competencies, labelled 'deciding’ skills, include skills such

"as creating new ways of thinking and doing, experimenting with new ideas, choosing the™

best solution to problems and making decisions.

The five forces described above (personality disposition, educational experiences, career
choice, job role and specific adaptive tasks) all impact on the development of a preferred
learning style. An individual’s learning stylc is the result of the cumulative effects of
these forces. However, as will be discussed later in this paper, individuals ultimately
move toward integration of the different modes of learning resulting in more complex,

hiﬁ.ly developed patterns of responding to the world.
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This integration of the different modes of learnming is described in the developmental
companent of Koib's theory which will now be presented. Kolb's concept of development
and a éucrlption of the developmental stages of learning will be followed by an explana-

tion of the process by chh learning structures lncrEQ; in com;‘:lcxlty and hicrarchial

integration. Fl:lmlly. the seructurcs of consciousness which govern the level of processing

of experience will be described.

In Experiential Learning Thc'c’)ry. learning is the process whereby dcvc.lopmcm occurs
(Kolb, 1984). Development is conceptualized as the product of personal knowledge and
social knowledge or as the cumulative result of an individual's subjective experiences with
social knowledge ‘systcms. Development is characterized by increasing complexity in the

four clementary modes of learning in addition to higher level integration among these

modes. With experience and maturity, individuals develop along cach adaptive mode

through the creation of increasingly complex structures for differentiating cxgcricnccs
which, in turn, are governed by a hierarchial structure of rules for organizing and inter-
preting experience. At lower levels, these nitles arc simplistic Yeither-or’ rules for interpet-
ing experience. For cxamplc, an cxpcncnec may be classified as either good or bad. At
higher levels, more complex rulcs :dlow for a variety of mtcrprctauons of cxperience.
With increasing complexity in each learning mode, individuals gain more control over
their mpom. to the world around them with higher levels of consciousness making
broader interpretations of expericnce possible. Dcvclopmcnt in one mode tends to precipi-
e development in other modes. Thus, with dcchOpmcnt there is mcrcasmg integration
among the four modis. Similar to Jung's theory of individuation, integration of all modes
of relating to the world marks the highest level of adaptation. Nondominant modes of

relating to the world re-emerge and demand re-expression in mid-life (Kolb, 1978).

hitey;
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Kolb (1984) divides the human dcveiopmcm process into 'lhm; stages. The first stage,
acquisition, occurs from birth to adolescence and involves the acquisitiofi of cognitive
structures and basic learning compctcnciél. The second stage, specialization, occurs from
adolescence through carcer pr;zpmtidh or experience. In this stage, accentuating f{orces act
1o reinforce a certain learning style, a style which best .';ults adaptation to a parlicularl'
career path. The third stage, integration, is thougﬁt t;) begin in mid-carcer and mid-life
once the individual has .bet‘:o:nc established in the world. Nondominant modes which have
been less used emerge and demand expression resulting in changes in career uctiv'itics and

life style (Kolb, 1978).

Development in all stages results in increasing complexity along each adaptive mode
with increasing integration among modes. Development’ in the concrete expericnce (CE)
mode results in affective complexity; development in the reflective observation (RO) mode
results in perceptual complexity; development in the abstract conceptualization (AC) mode

"results in increased ™ 5:(mbolic complexity and development in the active experimentation
I

——

- \ . ,
(AE} mode results in behavioral complexity. Figure 2 is a graphical representation of the

developmental aspect of the theory.

The base of the conc represents the lower stages of development in each of the four
modes while thé apex of the cone depicts the ultimate integration of the four adaptive or
learning modes. The four vertical dimensions rising to the apex of the conc represent

increasing complexity in each mode as related to cach of the developmental stages,

An individual's learning style can be rcpresented on the cone by four points (one on
cach learning modc.rising to the apex). A diverger in the spcciaii.mtion stage would be
represented by points higher on the vertical lines representing affective and perceptual
complexity. As this learner moved to the integration stage, the less’ dominant modes as

well as the dominant modes would rise on the vertical dimensions (Kolb, 1978).
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Figure 2 Experiential Learning Theory of Development (Koib, 1978)

Kolb (1984) suggests that increases in modal complexity result from the combination
of pairs of elementary forms of learning sharing a common adaptive mo'dc producing high-

er levels of learning. For:instance. an experience may be grasped or represented by com-

:ﬂ .
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prehension and transformed first by intention “and thc; by extension, e.g. reflecting upon
the meaning of an idea and then testing it out in a practical situation. The feedback from
this ‘action broadens the original concept (li-dt;.a). The learning mode shared by the com-
bined pair of clementary forms of learning (in this case, thc ‘comprchension mode), increas-
es in hierarchical integration or complexity. Any combination of pairs of clementary
learning styles sharing a common adaptive mode is possible and results in increased com-
plexity of the shared learning mode. Increases in affective (CE) complexity result in a
system of higher order sentiments and valucs't‘O view the world. \\‘Tcrcnscs in perceptual
(RO) complexity result in a broader perspective in viewing the world. Increases in sym-
bolic (AC) complexity result in higher levels of conceptual organization. Finally, increases
in behavioral (AE) complc‘lxity result in a broader system of goal/action strategies. The
highest level of learning results from the holistic integration of all four elementary forms
of learning. Kolb suggests that fcw. individuals reach this level of learning and adaptation

in their lifetime but maintains:that there is a natural adaptive striving towards this level

of integration (Kolb, 1984).

Kolb (1984) maintains that these developmental levels of learning or adaptation are
controlled by three different forms or levels of consciousness. Each developmental phase is
characterized by a more complex structure of consciousness than the prcviouﬁ phase. Indi-
viduals at the highest level of development can display all three levels of consciousness.
Levels of consciou,?n vary in their extension in time and space and in the complexity of
their information processing structures, The meaning of an experience depends on the lev-
el of consciousness applied to it. Thege structures of consciousness determine what experi-

ences are attended to and how they are defined (Kolb, 1984).

In the aoquisitionf) phase of development, adaptation is primarily short term, goal

directed performance. The individual's focus of experience is elaborated upon by represent-

ing and transforming it using one of the elementary forms of learning. This "registrative’
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form of consciousness results in accumulation of instances of a type of experience. At
this level of consciousness, individuals respond automaﬁ‘éally to an experience in terms of
a structure which defines goals and feedback concerning whether or not these goals have

been met. Hierarchic integration of the iearning modes is low and experiences are handled

in each mode at an immediate, situational, goal-directed level (Kolb, 1984).

In the specialization phase of development, pairs of clementary forms of learning

sharing a common adaptive mode are combined resulting in an actual change in the focal

experience due'to the increased modal complexity resulting from the combination. T_}fs—‘
dog -

N

combination qf clementary forms of learning is governed by an 'interpretive’ consciousness
which selectively alters the experience g1vm1g it new meaning and structure in terms of
the hicrarchically integrated learning mode (the common learning mode). In the specializa-
tion phase of development, there tends to be accentuation of two -learning modes as experi-
ence is consciously interpreted from a particular orientation (Kolb, 1984). As a result of
into higher levels of processing along these more highly developed modes. The way in
which individuals interpret experience is related to the degree of complexity of these struc-
tures. With interpretative consciousness, individuals are more deliberative in their repre-
sentations of experience rccogniiing that they control the choice of lived experiences and
their interpretation. Experiences are viewed from a longer term wider pf:rspectivc and
from that of the more highly developed modes. Thus, it can be seen that in t.hc specializa-
tion stage, experiences will tend to be int;:rprcwd selectively in terms of the more highly

-

developed learning modes.

" In the integration stage of development, experience is viewed from a more holistic,
‘integrative’ form of consciousness requiring integration among all four learning modes.

Experience is viewed from a broader long term perspective and requires the release of one-

this increased complexity in learning modes, future experiences are subsequently channeled -

1\_‘_— e
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self from earlier specialized interpretive ways of viewing the world. Kolb (1984) main-
tains that few individuals ever achieve this level of consciousness possibly because of the

psychological

associated with the specialized form of interpretive consciousness.

Intégrative resembles Jung's process of individuation or Maslow's self-

actualization.

In this presentation of Experiential L,t;:arning Theory, the psychological and philosoph-
ical bases of the theory were identified followed by a description of the relationships
among experience, learning and knowledge as posited in Experiential Learning Thcory.. A
description of the structure of the learning process and its relationship to the structure of
knowledge was presented leading to a discussion of the concept of learning styles and forc-
¢s influencing the devclopn;ent of these styles. Finally, the developmental component of
the théory was presented. The developmental stages of lc;xrning were described and the
process by Whichl learning structures increase in complexity and hierarchial integration
with development was summarized. The structures of conscioﬁsness governing the level of
processing of experiences were then described | -ﬁ_m‘ explanation of the relationghip among

the developmental stages of adaptation, structures of consciousness and levels of learning
“p

concluded the overview of the theory.

e

In the next section, an extensive review of the re: elating to Experiential Learn-

ing Theory is presented. Studies conducted by Kolb and. his associates as well as those of

Gthcr rescarchers are reviewed.

3. Review of Related Research

Early research on-Experiential Learning Theory conducted by Kolb and his associates
focussed on describing characteristics of individuils with different learning styles and
describing learning environments thought to be influential in shaping' particular learning

styles. Using samples of graduate students at the Massachusettes Institute of Technology
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(MIT), Kolb explored relationships between learning style and various-aspects of learning
in specialized professional education programs. His research focussed on ythe concept of
accentuation of a particular learning style during the specialization stage of development.

Several of these studies are reported in the follov?ing paragtﬁphs.

Several”studies were done to investigate learning cha;actekristim of ihdividua‘ls with
different learning styles. Torrealba (1972) found that.graduatc business students with
convergent learning styles performed better than those with divergent learning styles on
conventional intelligence tests which required one correct answer to a quwtion." In hig
study, specialists in computer systems and finance were found to have cbnvergent learning
styles as predicted by the theory. However, contrary to theoretical predictions, the propor-
tion of marketing and human relations specialists with accommodative learning styles was
ngt significantly greater than that of other styles, although in the hypothesised direction.

Growchow (1974} found that market m:maéers'tlassified as accommeodators by the LSI
tended to solve problems cncountcrcci with an"interactive cémputex: program 153‘” intui-
tive, trial and error manner. Assimil_gu:s were found in the same study to be good at
inductive reasoning. Stabel (I?Q) found that managers with accommodative learning sty-

les tended to rely on information from others rather than their own aﬁ'ﬁlytica.l ability.

Kolb (1973) found learning styles of graduate business students to be related to their
“undergraduate major. Engineers tended to have convergent learning styles; English, history
and psychology majors were divergers; mathematics and economics maiors were assimilators
"and business graduates were accommodators. Kolb concluded that these results suggest the
influence of undergraduate education on lcafning style. Ho-W:ver. he noted that since his
sample had been sclected from graduate students in business, these findings had limited
generalizability. An alternate interpretation of these results might be that the learning
styles of these students may have influenced their choice of undergraduate educational spe-

cialty.

.
)

-
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Kolb (1978) suggests that individuals whose learning styles matr.;h enviromental
dcmancis are more satisfied with their carccf choices than those whose styles do not mgtch
learning demands. Plovnick (1975) found support for the hypothésis that physics students
with convergent learning styles would be more satisfied_With their program than thoge
with divergent learning styles since convergent learning skills arc emphasized in physics
learning environments. Physics students who were divcrgcfs‘; were found to take more
courses outside the field than those‘.hw;th convergent learning styles which Plovnick inter-
preted as indicating a Icsser--degrec of satisfaction with ‘thcir program. In a study of four
university departments, Kolb and Goldman (1974) found a positive relationship between
plans for graduate school and match between learning style and learning demands of a par-
ticular field suggesting that studel;tgf,_}vhose learning styles are congruent with environ-
mental demands of a field are more committed to their chosen field. This concept was
supported ‘in another study (Kolb, 1973) in which studenfs whose styles matched learning
demands of‘ the field rated the importance of pursuing a career in their field higher than
those whose styles were not matched. In the same study, Kolb (1973) found that students
whose" style matched disciplinary learning demands had highér cumulative grade point
averages and perceived the academic work load to be lighter than those whose stylc. did not

match disciplinary demands. .

To further explore the re‘lationship between learning environment and learning style,
Kolb (1978) developed a typology of four learning environments which corresponded An

emphasis to the four®learning styles. In a study of over one hundred students in an

experientially ba.sed graduate human relations course, Kolb (1973) found a relationship

between learning”style and satisfaction with the course. Consistent with the theory,
divergers and tors were more satisfied with the experiential teaching method
than convergé¢rs and assimilators taking the course. Convergers and assimilators found

assigned readifigs and expert summaries most valuable to their learning. In another study

»”
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of graduate business students, Kolb (1972) found that more students with concrete-
— _ ,

reflective styles chose an optional T-group course than those with_abstract-active styles.

Kolb considers these results further support for his cont-ention that individuals are attract-

ed to learning environments where demands match their personal learning orientations.

In summary, Kolb'suggwts that the results of these-studies support the notiop that
individuals choose carcers congruent with their learning oricnta;tions. When learning style
and learning demands are matched, individuals are m(;re satisfied with .thcir career choice
and demonstrate a stronger committment _to'thc field. Individuals whose styles are not
congruent with the demands of the learning environment tend to choose other environ-
ments and leave the field. The results of these studies served as the basis for Kolb's later
contention that ti:u: structure of knowledge of a discipline fosters the development of a

particular learning style.

~

In a series of studies at Case Western Reserve IjniVersity {CWRU), Kolb and his asso-
'ciates developed an applied theory t‘lJf experiential learning in relation to learning in profes-
sional education and work settings. Working with students and alumni of CWRU schools
of engineering and social work, Kolb developed a methology for defining and assessing
learning competencies acquired in professional education and demonstrated in professional
work setiings within the experiential learning framework (Kolb et al, 1981). The theo-

retical bases of these instruments are described in the upcofning paragraphs.

Expanding on his earlier theory, Kolb now described learning as adaptation and intro-
duced the concept of adaptive competence to reflect an individual's ability to adapt to envi-
ronmental demands through the strategic employment of personal adaptive competencies:
Kolb then proposed a hierarchical system of adaptive competencies composed of th.rcc_ levels
of ad;i)tadon to the environment varying fronlaAdiscretc, short term regponses to specific

situations to general, long term, integrative adaptive processes. The lowest level of adap-
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tive competencies {performance competencies) represent adaptation in short periods of time
to specific situations in a goal directed manner. The middle level competencies are more
generic and thus more extensive in terms of time and space. Kolb views these middle level
competencies as ‘learning.heuristics which facilitate learning generic clusters c.)f perform-
ance competencies’ (Kolb, 1984, p. 35). These generic competencies correspond to Kolb's
earlier descriptions of thé four learning modes in his learning cyclc: The highest levels of

adaptive competencies are developmental competencies which result from the integration of

fad »

lower learning competencies with development and contribute to the development of integ-

> o

rity and guiding life purpose (Kolb, 1984).

Kolb (1984) contends that development from lower to higher levels of adaptive com-

petence is the result of a learning process and thusg follows the same stages of development
.

as learning which were described earlier as acquisition, specialization and integration. As

individuals develop along each adaptive meode, 'greater complexity in structures and behav-

iors are demonstrated at each level of development’ (Kolb et al., 1981, p. 35).

Kolb and his associates (Kolo et al., 1981) then used the concept of adaptive compe-
tence to design a methodology for measuring personal and environmental factors in com-
mensurate terms. A self assessment list of performance competencies relating to the four
learning styles was developed, labelled thé Adaptive Competence Profile (ACP). Prior to
these studies, measurement of personal learning style was obtained from Kolb's Learning
Style Inventocry (Kolb, 1978), a forced choice inventory consisting of words which are
ranked by respondents as most characteristic 1o least characteristic of their leéming style.
Scores on the LSI are used to classify individuals into one of four learning styles described
in Experiential Learning Theory. The ipsative format of the LSI places limitations on the
type of analyses possible. Therefore, Kolb and his associates-wished to develop a measure
of learning style which resulted in independent scores. The self-assesament instrument of

learning competencies, the ACP, had these qualities.

u
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At the same time, a similar instrument, the Environmental Press Questionnaire (EPQ),
was devclop;:d to measure perception ofr environmental learning demands for the same per-
formance competencies. The desired result was to obtain measures of personal learning ori-
entations and environmental learning demands in commensurate terms providing a more
accurate means of comparison of person-environment fit (Kolb et al, 1981). Details on
.the meagurement properties of these instruments are discussed in the methodology section
of this paper. The results of several related studio; carried out by Kolb and his associates

[y

are described below. ) »

“a

Kolb et al. (1981) asked a total of 89 studerl:; in social work and engineering courses
1o indic;afc their perceptions of c;nvironmcntal learning demaﬁds of these courses as meas-
ured by instruments designed to reflect c_;gpcricntial learning constructs. The EPQ and
another instrument, the Environmental Press Paragraph Ranking Scale (EPPRQ) were used.
Students also completed Kolb's original Learning Style Inventory (LSI). In addition, a
panel of trained observers observed classes in each course a minimum of four times using
an instrument &aigned to measure learning press or orientation in Experiential Learning
Theory terms (Environmental Press Observational Scale (EPOS)). The EPQ and the EPOS
are based on Fry’s (1978) earlier work in which he described a four—catagory typology of
learning environments which correspond in emphasis to the four learning modes of Kolb's
lcarniﬁg’cycle. Consistent with the theory, engineering courses were perceived to have an
abstract/active orientation or press, while social work courses were found to have an
active/concrete orientation. Observer ratings on the EPOS were in agreement with student
perceptions of environmental press as measured by the EPQ- and EPPRQ. Kolb et al.
(1981) concluded that these results provided support for the validity of these measures of
environmental press and for the suggestion that environmental learning demands influence
the development of particular learning styles. In an earlier study ( Kolb et al., 1981),

engineers and social work alumni were found to have convergent and accommodative
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learning styles respectively suggesting a relationship between predominant learning style of

alumni and the learning environmental press of their educational programs. ~

In another study, Kolb et al. (1981) correlated scores on the ACP with those of the
LSI. Since the adaptive competencies fhought to be measured by the ACF_' were theoretical-
iy representativc_ of the four learning m_o'dw measured by the LSf._ certain competencies
were expected to cérrclate with. cach of the four lcarnihg modes measured by the LSL
Scores on the ACP were correlated with the combination scores of the LSI. Ccrtain.pcr-
formance comnpetencies wf:ie found to correlate significantly \#ith the LSI scores in a pat-
tern congruent with expectations derived from the theory. The researchers noted that
competencies relating to different aspec;s of proﬁlcm solving and decision making clustered
around different modes. They expressed concern that environments which emphasized cer-
tain competencies over others might result in learners skilled in some aspects of these pro;
cesses at the expense of others. This phenomenon was further supported by the resulits of
a factor analysis of a commensurate meagure of cnvix_‘onmcntal press perception. Engineer-
ing courses were found, to be highé;t_on conceptual problem solving and data analysis and
lowest on interpersonal flexibility and personal engagement which Kolb interpreted as an
indication of an unbalanced educational focus. Koib et al. (1981) suggest that these results  *
indicate the need to consider the creation of a more balanced evironmental press to enable

the development of competencies needed in all phases of pijblem solviﬁg and decision mak-

-4ng.
R

: -
In a study of 91 engineers and managers, Griggs (1981) found suppo@hc notion

.- = of describing learning environments in engineering according to the typology of learning
! ~

environments previously proposed by Fry (1978). The Environmental Press Index (EPI) ~ =

was used. The EPI is based on Fry's (1978) typology and réspondcnts werg&akcd to indi-

cate the degree to which each of the four types of learning cowjpetencies were required for
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success in their learning cn#lromncnts. Engineers working in the field perceived their
environment to be mo-rc abstrac(t’_‘ and active than those in managerial positions who per-
ceived their environments to require concrete/active skills. He concludes that personal
learning characteristics and environmental learning demands can be effectively described

using Experiential Learning Theory constructs (Griggs, 1981).

B

Manring (1981) studied /ﬁe impact of match benvecn_pcrsonal and job charateristics
on job satisfaction‘of 84 ;.;ginccrs in two engineering firms. Subjects with high scores on
the AC-CE scale of the LSI (highly abstract) who perceived their eavironment to have a
high symbbllc {abstract) press were significantly more satisfied with their jobs than those
with low AC-CE scores (highly concrete} who perceived their environments as highly
abstract. However, the researcher noted that subjects whose competencies were slightly less
than perceived demands. experienced the job as challenging and satisfiying while those
whose competencies greatly exceeded job demands were less satisfied and bored. She con-
cluded that the notion of person-environment match as a function of job satisfaction is

- overly simplistic smcc ﬁatisfation m this study seemed to be related to whether or not

subjects were overqualified or underqualified vis a vis their work environments.

_In & similar study of 270 engineers and 111 social workers, Kolb and his associates
concluded that while m~tch between personal competencies and environmental demands is
desirable, mismatch is not necessarily undesirable in that it might motivate the subject to

develop (Kolb et al., 1981)

in the same study, the researchers were intcrw‘ted in determining what environmental
demands were important in shaping the 'professional mentality’ of eng.'meering and social
work alumni andyhow well professional education progi‘ams prepared graduates for differ-
'-cnt career roles. They found that engineers in five S-year cohort groups had a greater pro-

bdrﬁon of convergent learning styles than other styles suggesting an enduring learning
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style regardless of job role upon graduation. Based on reports by alumni who considcru{
themselves underqualified for managcrial roles in their profession, Kolb et al. (1981) con-
cluded that professional undergraduate prbgrnms currently prepare their graduates for corc
professional roles which emphasize specific goups-;:»f competencics at the expense of others.
They labelled this phenomenon ’professional deformation’ and suggested that professional

r
schools should design learning experiences which encourage the development of all compe-

tencies to better prepare graduates for later career adaptations. The x.'wcarchcrsﬁaiso con-
cluded that the level of maturity of a profession is related to the degree of professional
deformation. The researchers considered the existence of a unified paradigm in knowledge
creation an indication of the level of maturity of a profcsgion. Learning styles of social
work alumni were more dispersed than those of engincering alumpi which they suggest is
an indication of the lack of an unified paradigm in social work as compared to engineer-
ing. )

In summary, in this series of studies, support was demonstrated for the notion of
describing demands of learning environments in professional education and work settings
of engineering and social work in terms commensurate with descriptions of personal learn-
ing styles. Engineecring 1eaming' environments were found to have a-convcrgcnt press
which is consistent with the dominant learning style found among cngi'}acring students
and alummni. Social work Iealéping environments were found to have an accommodative
press which is also comnsistent +ith the dominant learning style found in this group. Job
satisfaction was found to be related to match between learning press and learning style
except when subjects were either extremely overqualified or underqualified in relation to
environmental demands. Kolb and his associates concluded from their studies of engineer-
ing and social work alumni that professional education programs may be preparing their
graduates for the core professional role but may be ﬁcglccting to develop those competen-

cies needed to facilitate adjustment to changing job roles in later careers. A maijor contri-
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bution of these studies was the development and testing of instrumentation for measuring
personal learning charateristics and environmental learning demands in commensurate

tcrma.

In the preceding paragraphs, studies by Kolb and his associates were reviewed. In the
upcoming paragraphs, studics by rescarchers in other fields including general education and

medical and ni.trslng education are discussed.

A number of rescarchers have reported results which are consistent with Kolb's theo-
ry. Learning style bas been found to be rt:lat;d to _lc;.rning methods resulting in higher
lovels of achievement: Katf (198i) hypothesized that éccupationn.l therapy students with
active learning styles iacoommod.amr and converger) would score higher on outcome meas-
ures when content”was learned through student® group discussion methods and that stu-
deats with reflective learning styles would do better when the lecture method was used to
lﬁrn content. Katz compared ;'oupa with active and reflective lcarniﬁg styles and com-
p.ired outcome scores resulting from '%onsum to cach teaching method. Active learnicrs

scored higher following group discussion methods while reflective students scored higher

following lecture methods. These findings are consistent with theory.

The matching of counscllor-client learning styles to improve counselling effectiveness
has been investigated Skaggs (1982) asked subjects classified as either accommodators or_
assimilators (n=128) to evaluate counsellor performance in videotaped therapy sessions in
wh\mwor and client learning styles were matched and unmatched. Subjects rated
coun;el";;-s with learning styies similar to their own higher than counstlors with opposing
1 styles. ~Skaggs concludes that these findings suggest that subjects wo;ld be more

satisfied with counselling styles consistent with their learning style. However, Mars

counselling approach prdcrred by 205 counsclling students. Marghall attributes her lack

results to weaknesees in the LSL

Vel
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SMly. matching student-teacher learning styles has been found to influence learn-
ing situations. Grand Maison {1981) found tl‘xaalli\medic‘al students whose styles diffc;cd
from their clinical teachers gave lower ratings of teaching abilities to these teachers than .
to those whosz styl‘cs matched their own. He suggests that this phenonemon niay be an .

indication of the importance of matching learning styles to maximize learning.

The relationship between learning style and scores on achievement tests has been stud-
ied. Kevin and Liberty {(1975) found a pesitive relationship between grades and abstract
conceptualization (AC) scores on the LSI. Students receiving ﬁigh scores on a computer
based chemistry course exam h.a.d high scores on the AC s:;'::ﬂc. Davis (1984) suggested that
computer programming requires abstract-active learning competencies and hypothesized that
Ct.mvcrg.cnt learpers with their abstract-active lecarning orientation would score higher on
tests which emphasized use of these competencies. He found that students with convergent
learning styles scored higher oﬁ a post-test c;f' content from a computer programming
course. However, Barrie (1984) did not find a relationship between learning style an& per-

formance in an introductory course in computer programming for adult learners.

Kolb ‘(1984) suggests that learners with different styles differ on their preferred mclin-
ods of learning. Grand Maison {1981) found a relationship between learning style and
preferred types of learning activities. Concrete learners were found to prefer people-
oriented Iearning activities in his study. Koch (1984} also found a relationship bctwcgn
preferred type of teaching method and learning style. These rcs'ul‘ts .are not consistcﬁt
with those of Marshall (1981) reported above. Scott (1984) found that abstract type
aivance organizers resulted in increased learning retention of a;bstract learners but had r;o
effect on learning retention of concrete learners foll;:wing a lecture on the subject of inter-
est. However, Fox and Walter (1985) found no relationship between learning style and

preferred learning method nor did Robinson (1981)..
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Several mrchcrs have found support for.Kolb’s contention of disciplinary differenc-
es in lcarmn\g style. Abbey and Weisna (1977), Marshall (1981), and Skaggs (1982)
found counselling students an& practioners to have prpdominnmly concrete learning styles.
Teachers have been found to ‘have accommodative learning styles (Dunn, 1982; Ateni,
1982). Abstract styles have been found to predominate in groups intercsted in computer
science, engineering and science. (Barrie, 1984; Davies, 1984; Emerson, 1976; Kevin & Lib-
erty, 1975) while concrete styles have bcgn found to be common in human service fields
such as nursing and occupational therapy (Huch, 1981; Christensen, Lee & Bugg, 1979;
Laschinger & Boss, 1983; Kirchoff & Holzemer, 1979; Morin, 1985; Scidman.-1983: Staf-
ford, 1986). Learning styles of medical students and physicians appear to vary with their
mediéi specialty (Plovnick, 1975; Gjerde & Wﬁndcrlich. 1978; Grand Maison, 1?81).

-

Since the focus of this study is on nurses and nursing students, studjé of nursing
populations are of particular interest. Several studies were found. The most consistént
fihd'mg in these studies is the ;-)rcdominancc of concrete learning styles in groups of nurses
studied. Gmt& proportions of diverger and aécdnﬁ.nodator styles were found than conver-
- ger and assimilator styles; this reflects a more concrete, people-oriented learning orientation
" within this group (Christensen, Lee & Bugg, 1979; Huch, 1981; Laschinger & Boss, 1983).
These ﬁndings are consistent with theoretical cxpcétat.ions since nursipg is a human ser-

vice profession.

Several researchers bave investigated learning style differences among nurses in vari-
ous roles and with different types of educational preparation. Neither Marcinek (1983)
“nor Seideman (1983) found lcarni.ﬁg style diftcrcnm- between undergraduate bacca.lz;urcatc
nursing students and Post-RN stu.dcnts (Regfstered Nurses enrolled in a baccalaureate pro-
gram) although Huch (1981) found Post-RN students to have higher AE scores than

undergraduates , a finding consistent with the theory. Marcineck (1983) found ‘nursing
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faculty to be significantly more abstract than nursing students studied which she suggests
reflects the influence of job role demands on learning orientation. “Mentkowski and Strait
(1983) followed nursing students from freshman to senior year and found an\increase in

learning orientation towards active experimentation.

3

ing nor did Kirchoff and Holzemer (1979) find a relationship between student

style and achievement following computer assisted instruction.

ferred by students and nurses has not been shown. Neither Dougan (1982) nor Laschinger
and Boss (1983) found a relationship between learning style and preferred nursing special-
ty unlike Plovnick (1975) who found learning styles of medical students to be related to

their preferred medical specialties. ' ‘ . e

Several investigators have studied the relationship between learning style and factors
influencing aspects of nursing education. Huch (1981} found that nurs'u;g students with
accommodative learning styles were more satisfied with their nursing program than those
with other styles suggesting that the pcoplé—oricntcd active icarning environment of nurs-
ing appeals to learners with concrete active styles. Laschinger and Boss {1983) found that
personal factors had a greater influence on students with concrete styles in their choice of
nursing as a career than those with abstract styles. Students with abstract styles were
more likely to be influenced by readings or interest in the subject matter of nursing than

thoge with concrete styles wh6 tended to be influenced more by role models in the field or

—_—
‘\'_

' —

advice from others. These findings are consistent with theory. - .

~.

\-‘n
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1

~ No studies were found in which the environmental press of nursing learning environ-

ments has been -investigated from the perspective of Experiential Learning Theory.

Researchers have foéuqscd,'qn'mmuriqg pcrsonai learning styles of nurses and nursing

students; therefore, investigations of nurses and students’ perceptions of learning demands -

in nu:ming environments are needed to add to existing knowledge about Experiential Learn-

ing Theory in nursing populations.

4.  Criticisms of Experiential Learning Theory

Researchers have identified certain limitations of the theory which require attention.

N

Many (Merrit, 1983; Freedman & Stumpf, 1978) have expressed doubt about the measure-
ment properties of the Learning Style Inventory. This is discussed in the methodology.
section. Littic support have been fbund for proposed relationship between lcammg styles
and personality chmmahti@ West (1982), in a study comparing learning style t'}ge to

responses on three personality tests by medical students found results inconsistentSwith

theory. Subjects with convergent learning styles were found to score highly on personal

sociability, a fimding inconsistent with theoretical predictions. Another criticism of the =

theory is its apparent focus on professional individuals. Few studies ‘Were found in which
the theory was tested with nonprofessional groups. Many respondents have reported diffi-
culty in understanding the meanings of the words on the LSI. Emerson (1976} found the

instrument unsatisfactory for use in a community college sample of engineering students

“

v

and recommended using simpler words. Since this instrument was originally designed and

tested with graduate students at MIT, this criticism may have merit. Finally, because of
the nature of the LSI, tésting the theory is limited to adult populations at the specializa-

tion stage of development.

\
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In the most recent description of Experiential 'Lca.rning Theory, Koib (1983) has
attempted to clarify several ipcqnsistcnciw found in his earlier descriptions of his theory.
He attempts to provide evidence of support for his conception of the nature of thc,_lcarning

process from physiological, philosophical and psychological research. Throug.h his acqcrip— _

' tions of the structures of consciousness controlling levels of processing, Kolb (198'4"),'-‘

describes in more detail his concepgon of the process whereby individuals p;;ogress towards
the development of all learning modes. This had not been explained in his earlier work.

These additions have clarified some aspects of his earlier theoretical statements.

However, because of the dialectical nature of the theory, constructs are difficult to
operationalize and therefore testing of aspects of the theory, such as integrative compe-
tence, is problematic. However, the theory is still at an early stage 'of development and
Kolb and his associates are actively involved in research to test tﬁc theory. Kolb (1984)
'has made revisions to the theory as a results of the findings of other rescarchers suggesting

his willingness to modify the original theory. J—

In summary, results of research on Experiential -Learning Theory with*various popu-

lations have been mixed with evidence of support for the theory as well as evidence of the

R

need to further explore redefine aspects of the theory. Many concerns have been

raised about the measurfment characteristics of the LSI. However, it appears that suffi-

cient support for prediqtions from the theory has ébee_n demonstrated to warrant further

investigations within thls framework.

In the preceding secti
%] [y
the next section, an overview of the literature tcfﬁtcd to the

populations was reported.
nature of traditional nursing knowledge and the development and use of nursing thcor;r as
a basis for practice is presented. Kolb (1984) maintaing that disciplinary differences in

learning style are the result of interactions between individuals in a discipline with a par-

3

Q;

, research on Experiential Learning Theory with several target
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" ticular type of social knowledge. It is important, therefore, to describe the traditional

knowledge base of nursing and to tralcc‘ the development of the current body'_"of"hursing

knowledge to provide the bases for several hypotheses proposed in this study.

5. Theory-based Nursing

Prcpam,t\ion for nursing careers has evolved from the turn of the century- hospital-
\ -

based apprenticeship experiences. Today university and community college based nursing
educa:ion programs emphasize both application of a body of knowledge and praciical
. experience in cﬁnical'sctti%gs. Early nursing cducz;tion programs emphasized mastery‘ of
standard nursing procedures with little emphasis on mastery of the scientific principles
underlying these procedures. Nursing was a ’doing’ activity. In the 1950’s, nurse educa-
tors recognized the need for nurses to have an underétanding of the scientific rationale for
their actions and adeEed a modification of the 'medical model’ of disease as the basis for -
nursing curricula. Students studied biological scit;c_:e_ and thé pathophysiologyl of disease to
provide them with a better understanding of the basics of their care. Many nurse educa-
tors and scholars, however, were concerned that the medical model, although useful, was
"inadequate to describe the phenomena of interest in that it’ focussed on disease processes
and Igmlmimd the psychological aspects of health and illness. If nurse educators and prac-
tioners were to accept the American Nurses Association’s (A.N.A) 1980 de.f;lnition of nurs-
ing as 'the diagnosis and treatment of human responses to actual or potential health prob-
lems’, (A.N.A., 1980, p. 9), then a more holistic view of the patient was required than
was offered by tl;:e medical model. ~ As a result of this concern, several nursing scholars
developed and proposed theoretical descriptions of patients and the nurse-patient relation-

ship. Nursing scholars maintained that these theoretical models of nursing should serve as

the basis for the development of a body of knowledge unique to nursing,

-
ks
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Several nursing authors have commented on the nature of traditional nursing knoﬁl-
edge as the profession has; developed. Murphy (1971) states that traditional nursing
knowledge is based on a nonsystematic accumulation of unrationalized experiences.
MacFarlane (1977) suggests that-currently, many nursing curricula are based on the con-
ventional wisdom of generations of nurses which ha.s not been t_cstcd. This conventional
Wisdom.shc suggests is 'an quphcmism for ritual, superstition and speculation about unra-
tionalized experience’ (MacFarlane, 1977, p. 269). Jacobs and Heutﬁer (1978) and Orr
(19";9) concluded that, traditionally, nursing has had an ’intuitive, a-theorctical base.
Fawcett (1984) and Sfeven; (1984) argue that through the development, testing and appli-

cation of explicit nursing theorics as a basis for practice, nursing practice will become less

task-oriented and nursing care will be planned and executed from a more holistic view of .

M —

patients and their situations. These authors imply that when patient situations are
viewed from a systematic holistic framework, then more relevant data can be collected and
considered in dwign‘ing comprehensive care for these patients, thus raising the quality of

care. ‘

Nurging scholars differ on the desired g&l of theory development. 'Ma.ny feel that an
unitary theory useful in any nursing situation is desirable. This view led to the develop-
ment of ’grand theories of nursing’ such as these of Orem, Roywmch attcmiat
to account fo1: all nursing phenomena. A more rcce;n view is that of 'thcoretrc; plural-
ism'. Proponents of this view suggest that cc&’ta.i.u nursing nursing theories afc more
appropriately used in particular situations (McGee, 1983; Mclei;!, 1985; Fawcett, 1984) and
that a unitary nursing theory is not realistic at this stage of theory development in nurs-

ing.

Nursing theories have been classified on an abstract-concrete continuum {Chinn, 1984;

Meleis, 1985). Orem’s theory of nursing is classified at the "low abstractness” end of the
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¢ classified at the "high

em and Neuman’s

theories are provided tq illustrate this classification.

In Ofrcm's theory jof ‘nursing, the paticnt is viewed as an individual whose goal is to_:
d ‘ P
mainta.i.tl\ health through the execution of deliberate 'self care’ practices. All individuals "

have basi&&m/an}hwds which must be met if the healthy state is to be maintdined. Indi-

viduals learn the required actions necegsary for the muaintenance of good h

includes physiological, psychological and developmental dimensions as well actions
requiring implcmcntatioh when a health deviation is either present or imminent{ Nursing
is required when the patient is unable to execute the necessary 'self-care’ actions to main-

tain health. It is the nurse’s role to assess the patient’s level of functioning (s¢lf-care abil-
ity) and, if deficiencies are found, to implement a plan of care (nursing 8ystem) which

will facilitate the achievement of optimal functioning of the paticn/ The nurse may

either totally replace the patient as a self care giver, assist patients meeting their needs

Cor act as a supporting or educating helper to enable patients to imeet their health needs.

"'“

When patients’ regain their ability to manage their self care needy, nursing is no longer

necessary (Orem, 1984).

This theory of nursing is considered relatively concrete b
g

1985; Fawcett, 1984). The notion of a patient as a person wi
cal, developmental and health deviation needs is easy to understgnd*and is a familiar way

E'.
. of viewing patients for most nurses. The concept of the nufse as a helper of patients to

meet these needs is not difficult to conceptualize as view of nursing is consistent with
tualizations of the patient and his world, Orem's view of nursing seems relatively concrete

and more readily understood by nurses and nursing students.
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Neuman (1982) has proposed a thcory of nursing based on g.c.neral Stems t.hcory
Nursing is seen as an important eIcmcnt in a larger health care system. The, nursmg sys-
tem includes the client and the nurse interacting with ‘the environment with the goal of
maintaining an optimal level of wellness. The individual is seen as one who is 'subjected
10 the impact of stressors’ from his environment and who has develped certain responses
(lines of dt;:i:ensc) to stressors which tend to maintain 'system stability’ (Neuman, 1982).
When the client is unable to maintain system stability, the nurse must act to either reduce
encounters with stressors or to manage the effects of stressors by strengthening the client’s
line of d&enm. The individual is diagrammatically represented by a series of concentfic
circles surrounding a c::ntral core or 'basic structure’. These concentric circles represent

'lines of defense and resistance’ which are client resourses for resisting stressors {rom the

environment. If stressors are able to pepetrate these lines of defemse and resistance, the.

individual must either cope with these stressors a_nd_ultimately regain system stability or
remain in a state of 'unwellness’. Nursing interventions are geared to restoring system sta-
bility at one of threc 'levels of prevention’. Primary level interventions are designed to
strenthen an individual’s flexible line of defense’, e.g. prevent exposure to potential stres-
sors by teaching clients about risk f:i'ctors of dlscasc Scconda:y leve! interventions are
geared to 'protecting the basic structure’ when stressors have successfully penetrated the
client’s lines of defense and resistance, é.g. a'dministration of prescribed medical treatment

during acute illness. Tertiary level interventions are designed to attain or maintain maxi-

mum Wellnﬁs levels following an episode of ill health, e.g. rehabilitation followmg a
stroke Newbhan (1982) states that nursing is unique from other health professmns in that
it is concerned with all the var;ablw (physiological, psychological, sociocultlfral and devel-
opmental) affecting an individual's ability to maintain system stability, i.c. nursing is hol-

istic in nature.
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Fawcett (1982) feels Neuman’s theory is highly abstract as does Hoffman (1982). It
seems reasonable to conclude that Neuman's theory is relatively morc.abstract than that\.of
Orem. Conceptualizing individuals as those whose goa.ls.-_;;:e to maintain self-care of their
phyiological, psychological, developmental and health deviation needs seems to be a more
concreté process’ than conceptualizing individuals as central cores surrounded by layers of
lines of defense designed to pro or alleviate the effects of environmental stressors. The
complexity of the tiagram to.cxplain the nurse-client situation adds to the level of

abstraction of the theory.

-

In summary, Orem’s theory of self care and Neuman's .theory of nursing were out-

. i
lined briefly. Orem's theory of self-care wasg described as being less abstract than that of
Neuman. In the following paragraphs, the current status of nursing theories in contempo-

ry nursing practice and education will be discussed.

- Acceptance of the notion of theory-based nursing among nurses has been slow.
Meleis (1984) suggests that since most nursing theories were developed for the purpose of
designing nursing curricula, they ’reflect an ideal view of nursing’ rather than a descrip-
tion of the real world of nursing. Consequently, nursm‘ in practice settings have been
slow to adopt these theories as a basis of practice (Stevens, 1984). In attempting to under-
stand this r&sistano;: to theory-based practice, Meleis (1984) suggests ‘causes such as the
type of student cpoos‘mg nursing as a career and the 'functional orientation’ of early nurs-
ing education programs. Service-oriented students and procedure-oriented training programs
did not encourage thcrdcvdopmcnt of reflective, critical thinking necessary for theory
development. Meleis (1984) contends that the isolation of nursing theorists from nursing
practioners is another source of .resistance towards the use of theory-based nursing as well
as the lack of doctoral programs in nursing.l However, she states that these sour\cm of

resistance are changing and suggests thdt the type of students now choosing nursing careers
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and the current cha.ném in nursing education programs will result in a mofc positive atti-
tude towards theory-based nu;sing. RcEcntly, therc has been a étrong effort to promote
the use of nursing theories in practice settings and most educational programs are based on
either one or scveral theoretical views of nursing. It seems reasonable to expect tﬁat these
changes would result in grcater emphasis in nursing ‘lcarning environments of competencies

requiring the application of abstract ideas to practical situations.

Numerodus reports were found in the litgrature of clinical applications of nursing theo-

ries ( M_alxten, 1978; Walhorn, 1980) and of curricula based on cxphcxt nurjing thcory

kY

(Baker, 1982; Lebold & Baker, 1976). However, no systematic studies were found which

. &
explored attitudes of nurses or nursing students towards theory-based nursing.

6. Problem Statement and Purpese of the Study

In his theory of experiential learning, Kolb (1984) suggests that the structuré of

knowledge of.a discipline exerts a characteristic lea.fﬁing press or set of learning demands
on the learner which reflects a particular view of reality and the methods of inquiry used
to create knowledge. He speculates that individuals are attracted to particular disciplines
because they percelve similarities between the learning press of these environments.and
their personal learning orientations. Members of a discipline dcve!op pam;ular ways of
dealing with the world and come to emphasize learning competencies most effective for
acquiring knowledge of the discipline. These cohnpctcnci&; tend to cluster around the dif-

ferent modes of learning proposed in Expericntial Learning Theory and result in what

Kolb refers - to as a preferred learning style. Kolb suggests that repeated person-

environment transactions in the si)ecia.lizcad learning environments of professional educa-
tional programs and actual job roles result in the accentuation of personal lcarm'nﬁ styles

of learners. Thus, learners become more highly developed in competencies required to

R

p——"
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meet learning demands of these environments. Kolb maintains that when personal learn-
ing orientations are not congruent with environmental learning demands, learners either

chahgc their orientation‘or leave the ficld.

Several fwcarchcré have ;‘cported studies in which a greater proportion of nurses and
nursing students were found to.have concrete learning stylw than abstract styles (Las-
chinger & Boss, 1983; Christiansen, Lee & Bugg, 1979; Marcineck, 1984; Seideman, 1984).
Learners with concrete styles hav;: a f;gling-bascd. atheoretical approach to dealing with
tt.1-é'_wor1d. Kolb (1984) found_ that this style is predominant in humanistic people-
oricnted prorcssjons guch as social work and nm)s'mg. *

Several . nursing authors have described traditional nursing knowledge as atheoretical
and pragmatic (Meleis, 1984; Murphy, 1971; MacFarlane, 1977). Recently, there is a
movement to cncourage the adoptic;n of nursing theories as a basis .for practice. This
approach will require more emphasis on the development of competencies .°f an abstract
type in undergraduate nursing education and inservice programs. Learning environments
in pursing must emphasize thm E;on‘lpctcnciﬁ if nurses are to perccivc; these abilities as
important to their professional development. In the past, nurses have been resistant to the
notion of thegj:_’y-bascd practice. It is important then to study personal and environmen-
tal factors which influence learning in current professional educational programs and atti-
tudes of nurses and nursing students towards theory-based nursing. In this study, learning
styles, perceptions of environméntal 1ea:h1'ng demands and attitudes towards theory-based
nursing of students in a nursing students W'iio have participated in a theory-based nursing
curriculum are cxploréd within the Exp-cricﬁtial Lcar;ung Theory framework. In addition,
the relationship between pasonmvﬁommt match and degree of satisfaction with nurs-

ing is investigated. : ' . ol

L8
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B
7. Statement of Resecarch Hypotheses

. n
The following hypotheses are derived from the above review of the theory and the

reported research related to Experiential Learning Theory:

>

f’ . -
1. Learning. style is rclated to attitude towardd the use of theory as a basis of nurs-

ing practice: concrete learners are less posjtive towards theory-based practice than

abstract learners.

Individuals with concrete learning st lam found to be people-
oriented learners who tend to respond to situations in an intuitive manner (Kolb,
1978). These learners are less likely than abstract learners to base their ac}ions
on an a priori theoretical framework. K;alb states that concrete learners do not
find theoretical approaches helpful and prefer to treat each situation as an unique
case (Kolb, 1978). On the other hand, abstract learners have an analytical, con-

ceptual approach to dealing with the world.

. The notion of theory-based nursing implies the use of an explicit nursing
theory as a basis of practice. The cﬁent is viewed from a particular theoretical
view and data collection and planning of care ;are conducted according to a partic-
ular view of the client-nurse situation. Therefore, it is logical to hypothesize
that subjects with concrete learning styles would see lesg utility in the ‘usc of an
explicit nursing theory as a basis for practice and would therefore have a less
positive attitude towards theory-based practice than would subjects with abstract

learning styles.
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Perceived environmental press is related to attitude towards theory-based nursing:
subjects who perceive nursing environments to be more concrete than abstract are -
less positive towards theory-based nursing than those who perceive nursing envi-

~ _
ronments to be more abstract than coacrete.

Kolb (1984) states that learning environments can be classified according to
relative emphasis on c&mpctcncics related to the four learning modes in the learn-
ing cycle. Competencies :m-phasized in concrete learning environments include
bdné scns-ilch to peoples’ feelings and responding to the emotional aspects of a .
situation while competencies emphasized in relatively abstract cnvironmc_nts

include building conceptual models and testing theories and ideas.

~

~
Since the notion of theory-based nursing implies the zpplication of a particu-

lar pursing theory im a practical situation, it is logical to predict that subjects
who rate nursing environments as more concrete than abstract have a less posi-
tive attitude towards theory-based nursing than those who perceive nursing envi-

ronments as more abstrct than concrete,

Learning style is related to preferred method of learning nursing theory: subjects
with concrete learning styles prefer methods of learning whishs require interper-
sonal! involvcmcht, such as group discussions and ’hands on' cluuca.l experiences,
more than those with abstract learning styles. C;nverscly. those with abstract

learning styles prefer methods such as readings on the subject matter or lectures

from experts more than those with concrete lcarhing styles.
"y

Individuals with concrete learning styles have been found to prefer learning

by methods which involve personal interaction and involvement (Kolb, 1934).
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Lcarmng in situations which require actual ptrs;)nal involvement such as in a «
clinical nursing setting or in small group discussions are instances of the type of
- learning experiences preferred by these learners. On the other hand, learners with
" abstract styles have b.c‘tn found to prefer learning new material 4through lectures
by experts or by reading about the “subject matter. Therefore, it is-logical to‘
hypothesize that nursing studénts with concrete learning styles prefer lcarﬁing
about nursing theories in situations which require personal involvement and
— -interpersonal interaction morc than those with abstract learning styles. Con-
versely, these with abstractrlcaming styles prefer learning about nursing theorics

through lectures from c‘xpcrts and readings about the subject matter of these theo-

ries.

————

Learning style is related to nursing theory preferred as a basis of practice; indi-
viduals with concrete learning styles prefer Orem's theory of nursing more than
learners with abstract learning styles. Conversely, learners with abstract learning

styles prefer Neuman's theory of nursing more than learners with concrete learn-

ing styles.

Nursing theories have been classified on an abstract-concrete continuum.
Fawcett (1984) and Stevens (1984) have situated Orem’s theory of nursing at the

'low abstractness’ end of the continuum. They have also described Neuman's

theory of nursing as highly abstract.

Learners with concrete learning styles prefer to learn through imwmediate per-
sonal experience in actual sitvations whilc those with abstract styles prefer to

learn through symbolic representation of experiences (Kolb, 1978). It is logical
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that learners with concrete learning styles would prefer a less abstract theory,
such as Orem's, which relates more directly to their perceptions of actual nursing
experiences, than a more abstract theory such as that of Neuman. Conversely,

learners with abstract learning styles would be expected to have a stronger prefer-

*ence for a relatively abstract theory such as',Ncuman's than would learners with

3

concrete learning styles.

Post-RN students perceive nursing learning environments to be morc concrete,
tl;an undergraduates iz nursing. *

Current nﬁming practice has been described as being a-thoeretical and task
o.ricnted by many authors ( MacFarlane, 1977; Murphy, 1971). The notion of
the use of explicit nursing theory as a basis of practice is new and the adoption
of this concept is limited in actual nursing settings. In view of the fact that
theory-based nursing is at an ecarly stage of development, it is!unlikcly that cur-"
‘ﬁ:nt nursing 'gnvironmcnts will reflect the importanbc of competencies nccessary
for this z;ppmach when measures of environmental press are-administt;red. 'I‘l;cre~
fore, it would be expected that current nursing environments would be perceived
as pMoMﬂy concrete in learning press. .Thcrc.forc, purscs a.ctivcly invol;.red‘
in nursing are likely to perceive nursing eavironments as more’ concrete than

would generic nursing students who have had less "‘cxpcricx_mc in actual pursing

roles.

i o

Post-RN students have a less positive attitude towards theory-based nursing than

generic nursing students.
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Kelb (1978) suggmtS that with education and experience in disciplinary
learning environments, learning styles of individuals are further accentuated as a

A

result of repeated person-environment transactions.

As discussed above, the concept of theory-based nursing is at an early stage
of development and currently few nursing agencies have \pdopted this approach to
nursing practice. Therefore, it is unlikely that curreng\pursing environments

will reflect the importance of competencies necessary for. th roach. There-_

fore, it is logical to hypothesize that nurses who have had more experience in
actual nursing situations and therefore arc more likely to have concrete learning
orientations, arc less positive towards theory-based nursing practice than are

undergraduate nursing students. o

Person-environment match in learning orientation is related to satisfaction with

nursing as a career: subjects whose learning style matches perceived lcﬁrning

demands of nursing environments are more satisfied with nursing as a drwr

than those *:vhosc style does not match pcrccivgd learning demands of nursing
'

environments.

T——

Kolb (1978) has suggested that when personal learning orientations of indi-
viduals' match environmental learning demands hi;;hcr levels of satisfaction with
job role results. Therefore, it is hypothmizgd that nursing students and praction-
ers whose learning orientations match their perceptions of learning press in nurs-
ing environments are more satlaficd.witﬁ nursing than those whose style and

environmental perceptions of p;'csa are unmatched.
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In this chapter, an overview of Kolb's theory of experiential learning was prcscntedj
Recent stu@iw based on Experiential Learning Theory were the.ﬁ reviewed followed by a
critique of the thcox:y. An overview of the development and current status oi.;‘nursing
theory in nursing education and practice was then dxscussed. Two nursing theories rele-
vant to this study were briefly described. The chapte} concluded with the statement of
the problem and the research hypotheses. In the next chapter, ther :;tudy design and

research methodology are described.



CHAPTER 1I

METHODOLOGY

In this chapter, the research subjects are described and instruments used in the study
discussed. Studies assessing the reliability and validity of these instruments are also pre-
sented. ‘Finally, the .tﬁethod of data collection and proccdur;m for data analysis are dis-

cussed.

1. Research Subijects

Research subjects in this study were nursing students enrolled in a baccalaureate nurs-
ing program in a large eastern Canadian university. One hundred and twenty-one students
in their third or fourth year.of a gencric baccalaureate nursing program {an entry level
4-year program) and 76 students enrolled in a 3-year baccalaureate nursing program for

graduate nurses {Post-RN program) were invited to participate in the study.

Third and fourth year students in the generic program were selected as they had com-

.r

pleted - most clinical nursing rotations and had had the opportunity to apply the theories of
Orem and Neuman in actual nursing settings. It was feit that these students had been
exposed to sufficient experience in actual nursing. settings to have a reasonable conception
of the environmental demands of typical nursing situdtions. Students in the Post-RN pro-
gram are experienced nurses who have returned to schzol to upgrade ‘their academic qualifi-
.cations. These students have varying amounts of nursing experience and were selected as
representative of students with graduate experience in nursing who had had the opportuni-
ty to apply the theories of Orem and Neuman in actual nursing settings as part of their

nuraing studies. Students selected for this study are unique in that they have had the

- 47 -
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o'pportunity to use several theories of nursing as a basis fbr practice in different clinical
1.1“1'1rsing settings. This program is the only program wiu'cil could be identified in North
America which has the concept of 'theoretical pluralism’ as the basis for the nursing cur-
riculum. In other undéféraduatc baccalaﬁrcatc nursing programs, a single ni:;i'sing theory is
used as the curricular base.. Thus, students in this study are familiar with several nursing

theories and are appropriate subjects with which to explore the research questions. The.

investigator was interested in comparing the less experienced students in the generic nurs-

ing program with the more experienced post-RN students on certain questions of interest

_ of this study.

All students who pﬁcipatﬁ in the study were fefnille. Students in the generic pro-
gram were between the ages of 20 and 47 with 90% between the agéi of 20 and 30. The
Post-RN students were between 21 and 48 years of age with 75% between the ages of 25
and 38. Subjects in the study were those students pre.;ient during regular class time on the

days of data collection who agreed to participate in the study.
o

In the next section, the measuring instruments used in the study a:e'prwented and

discussed together with reliability and validity studies associated with these instruments,
-~

2. Measuring Instruments

Five measuring instruments were used in this study. Three of the instruments were

developed by Kolb and his associates (Kolb et al., 1981) to measure experiential learning

constructs: the Learning Style Inventory (LSI), the Adaptive Competence Profile (ACP)

and the Environmental Press Questionnaire (EPQ). The Nursing Theories Opinionnaire

{NTO) was designed by the rwcarchér ‘to measure preferred theory for nursing practice,

preferred method of learning nursing theories and attitude towards theory®based nursing.

Finally, the Nursing Career Choice Questionnaire (NCCQM) was used as a mgasure of rela-

>

o(‘
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tive satisfaction with nursing. Demographic data were also gather;ed. Details concerning
the measurement properties of these instruments and reliability and validity studies relat-

ing to them are described below.

1

The Learning Style Inventory (LSI)

/ .

~The LSI (see Appendix A) was developed by Kolb to measure the learning style con-
gtruct. The LSI is a brief, forced choice, self-descriptive inventory which measures a lear-
net’s relative emphasis on the four learning modes: Concrete Experience (CE), Reflective

T

Observation (RO), Abstract 'Conceptualization (AC) and Active Experimentation (AE)

(Kolb, 1978). For each of nine sets of fou; words describing learning competencies, sub-

jects are asked to rank the words from most characteristic to least characteristic of their

personal learning style. The nine sets of words on the LSI' are presented to respondents in
'

four columns, each of which represents a learning mode. Six of the nine words in each

column are used to measure the corresponding learning mode. The thirty-six words gelect-

ed for the LSI came from a list préii'vosed by several behavioral scientists familiar with

Experiential Learning Theory (Kolb, 1978). A longer inventory was shortened to nine
|

sets of four words following pilot testing. Finally, an item analysis was done to detex-

mine the six words chosen to measure each learning mode in the finalized version of the -

LSI. Kolb tested the ingtrument on 2.87 management students and calculated correlations
among the six words within each of the four learning modes. Kolb was satisfied with
correlations between .5 and .6 .;Jhown by most” pairs of ﬁdrds. Further analysis demon-
strated ncgat-ivlc‘corrclations between scores representing opposite learning orientations (CE
and AC, r=-.57), (AE and RO, r-.SO).. As expected, other intercorrelations were low (CE
with RO .13, RO with AC -.19, AC with AE -12 and AE with CE -.02). Kolb (1978)
suggests that these correlations justify his creation of the two combination scores (AC-CE

and AE-RO ).
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In choosing the words to be ranked in each set, Kolb controlled for social desirability
rwponswpby assuring that each choice was equally ‘posit_ive in thls respect. Respondents
are told that there are no right or wrong answers in the instructions on the instrument

{Kolb, 1978). -

S8ix scores are computed from the LSI. Individual scores for each of four lear'm'ng
competencies (modes) are obtained by summing the ranks assigned to each of the six words
representing each learning mode (CE, RO, AC, AE). The possible score range is from six
to twenty-four. These scores measure the relative emphasis placed on each learning mode
by the rwpond(nt. It is ihtcrmting to note that being a forced choice instrument,.it is
impossible to obtain high scores for each of four competencies. The same, of course is true
for low scores. Kolb (1978) defends his use of the forced choice ranking format by sug-
gesting tirat this format is in accordance with construct validity criteria. He argues that
since learning involves situational resolution of conflicts among the four lca;ning modes,
then an instrument measuring styles should be comstructed to create a similar conflict

among choices (Kolb, 1984). .
1

Two combination scores are computed by subtracting the scores for learning modes on
oppogite ends of each learning dimension. Concrete Experience scores are substracted from
the Abstract Conceptualization scores (AC-CE) to reflect the emphasis on abstractness as

compared to concreteness. Reflective Observation scores are subtracted from Active Experi-

mentation scores (AE-RO) to reflect the degree of action as compared to degree of reflection
preferred by the learner. Scores may have positive or negative values.

The two combination scores are plottda‘ on a grid which allows for comparison to a
normative group studied by Kolb. Learners can be classified into one of four learning sty-
les: Diverger, Converger, Assimilator or Accommodator. The plotted point represents

which of Kolb’s four learning styles best describes the resiiondcnt's learning style. The
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data used to construct the Learning Style Grid were pbtained from Kolb's initial sample of

287 management students as well as from an aél'dlitional 1600 adult subjects from a variety

of disciplines and occupations. The axes are placed on the median values of the LSI com-

bination scores. LSI results are plotted on this grid and compared tg this normative group.

Kolb notes that two thirds of this normative group are college \educated males (Kolb,

1978).

In the Jfollowing paragraphs, results of reliability and validity studies conducted by
Kolb on the LSI are reported. Reports of studies by other researchers concerning the reli-

ability and validity of the LSI follow. '

Kolb (1978) acknowledges certain difficulties in establishing reliability of the LSI
using conventional reliability measures (test-retest, split-half reliability). He suggests that
due to the interdependent nature of the learning modes and the situatiénal_va:iability of
learning, reliability co-efficients would be less than 1.0 even if no error in measurement
occurrcd (Kolb, 1978). Kolb suggests that consistent support for the construct validity of

the LSI is an indication that the LSI is measuring the learning modes accurately.
AN

Kolb (1978) maintains that the LSI is useful for groups since group scores cancel out

random situational and personal variability. He cautions against using the LSI for assess-

ment and selection of individuals (Kolb, 1978).

Y

Kolb (1978) reports split-half reliability resuits for each mode, using two ‘sets of three
words for each modal score, e.g. ACx and ACy, and applying the Spcarman‘-Brown prophe-
cy formula for five grf‘i'.ib@ (n's=47, 50, 90, 442, 48, r~ .37 to .81). The split half reli-
abilit..y coefficients for thc ‘combination scores (using correlations between the two sets of
scores, eg. ACx-CEx and ACy-CEy, AEx-ROx and AEy-ROy) were between .75 and .86
v&hich Kolb suggests is acce/ptable and similar to other self report instruments, particularly

the Myers-Briggs Type Incﬁ%t& (Kolb, 1978).
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,,Kol%(wvs) reports a number of vahdxty studies on the LSI. He reports corrclzmons

between (LSI results and various aputude and personality tests. Kolb reports correlanons

of each of the four LSI modal scores (CE, AC, AE, RO) and each of the scores on the

Wunderlich Aptitudi: Test (r= .18 to .24, n=311) and the Myers-Briggs Type Indicator

(r=.27 to .42, n=46). Kolb suggests that these relationships lend support to the validity

" of the LSL

v

Other validity studies reported by Xolb include significant relationghips between
learning stychand occupation. Kolb obtained support f‘:&jr the hypothesis that students and
alumni of an engineering school would be predominantly convergent im learning style
while s\t'g‘dcnts and alumni of a school of social work would be predominantly accommeoda-
tive (Kolb et al, 1981). 'i‘hwe results are consistent with .carlier results of studies on
N

léarning styles with professional groups ( Kolb, 1978).

]

Kolb (1978) also reports significant relationships '{)etween learning styles of students
and those of teachers who most influenced them in their studies as well as between learn-

ing style of students and preferred learning situations,

¥

Results from other reliability studies of the LSI have'been inconsistent. Allen (1976)
reports acceptable test-retest coefficients for LSI scores for tﬁree test intervals (immediate,
one week, four weeks) in her study of 97 graduate edllgxion students. - Geller (1979)
TEpOrts acce_ptablc test-retest reliability coefficients (1 month) for the combination scores
(AC-CE, .78) and (AE-RQ, .84) (n= 50). Gijerde and Wunderlich (1978) also report satis-
factory test-retest reliability coefficients (.44 to .72, n-"4) in a study Wlth medical stu-
— dents. Plovnick (1975) obtained similar results in his stidy of medu:al students. Freed-

man and. Strumpf (1978) report lower split half rchabmty coefficients for the LSI (rw.35
!vlto 49, n=1179). Geller (1979) suggests that lcngthening the instrument and substitution

of dlffcrcnt words might improve the reliability of the instrument.
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Results from validity studies of the LSI have also been incomsistent. A number of
researchers using the LSI have found support for the thcory (Katz, 1981; Plovnick 1975;
Christiansen, Lee & Bugg, 1979; Grand Maison, 1981 ). These studies were discussed

«

briefly in the review of the literature. Farrcll‘-(1~981) conducted a factor analysis of the

L3I using data from 417 high school seniors and found evidence of construct validity.

‘J

Other researchers using the LSI failed to obtain results consistent with the theory.
Marshall (1981) attributes her lack of predicted results to weaknesses.in the LSI and sug-

gests the need lor improvements. Grand Maison (1981) although obtaining results sup-

porting the underlying theory also suggests the need for improvements in the LSI. West"

(1982} utilizing a small sample of medical students correlated results of three personality

tests with learning styles of subjects tested. Results were inconsistent with theory. West

5

questions the validity of the LSL : S

The LSI appears to be best suited to measuring individuals in the specialization stage
of development. The instrument is not intended to measure the degree of intcgrafion of
learning styles which theoretically occurs with maturity { Kolt et al., 1981). The diffi-
culty level of the words in the LSI may hmn its utilization with othcr than post-

secondary level subjects.

In conclusion, the LSI appears to be 2 rclativelf reliable and__valid research instrument

when used with groups. Reports of reliability and wvalidity studies are mixed in support

and criticism of the instrument. Since the LSI is the primary instrument used to measure

learning style by Kolb, it was decided to use this instrument as one measure of personal -

learning style in this study.

In the following paragraphs, two instruments dcchOped-By Kolb and his associates

(Kollg et al., 1981) to measure personal learning style and environmental press perception
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in commensurate terms are dwcnbed. The Adaptivc Competence-Profile (ACP) is a meas-
ure of subjects pcrccived ability levels on personal learning competencies, (learning style)
and the Envlron.mental Press Questionnaire (EPQ) is .intended to measure perceptions of

environmental press basod on subjects’ ratings of these same competencies with regard to

their relative importance to successful functioning in particular environments.

T
-

The Adaptive Competence Profile (ACP)

The ACP was designed to measure individuals’ perceptions of their levels of skill on
competencies thought to be related to each of the four learning styles. These personal
learning competencies were derived }rom the taxomony of adaptive competencies developed

*

by Fry (1978). ¢ ' \
# '

- -

The ACP is a self assessment list of 27 competencies in Wh.lch subjects are asked to
rate their personal levels of skill on each competency o a 7—point Likert scale. Twenty
competencies from the scale are used to calculate a personal profile of learning cmpetencies.
The scores on the five- competencies relating to each learning style posited in the theory
are summ;d and may be averaged to produce a mean item score for each learning style.
Possible scores range from 1-7. Recently, Kolb (1984) classifies the competencies of listen-
ing with an open mind, being sensitive to values, imagining implications of ambiguous
situations, gathering infp;;:nation and being sensitive to feelings as divergent competencjes.
Convergent compctc;lcies inciude making decisions, generating alternative ways of thirking
and doing, 'sctting goals, t.rying new ideas and choosing the best solution to a p1:ob1;am.
Building conceptual models, dcmgning experiments, organizing- info;'matiqn, analyzing
quantitative data and testing theories and ideas are labelled assimilative competencies.
Finally, accommodative competencies include committing yourself to objectives, influencing

and leading others, dealing with people, seeking and exploiting opportunities and being per-

)
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sonally involved. The scores on these items considered by Kolb to be representative of the
four learning styles were used to calculate the mean item scores for the four learning sty-

lw‘ in the manner described above.

In this study, two additional scores were computed as indicators of abstract and con-
crete learning styles. The items representing thé two abstract learning styles (ACCON
(converger) and ACASS (assimilator)) were summed and averaged to produce an abstract
style score (ACABSTRA). Similariy, the items rcpreseating the two concrete learning sty-
les (ACDIV (diverger) and ACACC (accommodator)) were summed and averaged to

produce a concrete learning style score (ACONCRET).

In developing the ACP, Kolb et al. (1981) designed .a self-assessment list of learning
competencies which they considered représentative of the learning demands required in
engineering and social work jobs. In addition, the researchers hypothesized that certain
performance competencies would be empirically related to learning compcténcics described
in Experiential Learning Theory. Kolb and his associates méint.aincd that if personal
lea;ning competencies and job dcmj.nds could be validly described according to this taxono-
my, the reé"ulting measures of person-environment fit would serve as powerful diagnosf.ic
tools for identifying pcrson—cnviron;:ncnt match or mismatch., They suggest that such
measures could provide a -meaningful basis for planning mdwxduahzcd training programs
desxgned to facilitate the dcvelopmf t of underdeveloped personal competenmm necessary
for job performance. Although the ACP was designed with competencies felt to be impor-
tant to social work and engineering jobs, the goal of the researchers was to‘ generalize thc.'

use of the instrument across learning situations.

The original instrument was called the Work Abilities Index (WAI) and consisted of
a list of 24 competencies thought to describe important aspects of social work and engi-

neering jobs. Respondents were asked to indicate their level of skill on each competency

-]
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on a 7-point Likert scale ranging from unskilied to highly skilled. Fifty-nine social work

and engineering graduating seniors completed the WAI and the LS

i

+. To assess construct validity, scores on cach of the 24 competencies measured by the *

WAl were correlated with the LSI abstract-concrete {AC-CE) and active-reflective (AE-RO)
scales. Tgm oorrelations were then plotted on the four quadrant learning style map
formed by the intersection of Kolb's two dimensions of learning (AC-CE and AE-RO) in

the ma’:\&r illustrated for the éompctency "peing personally involved’ in Figure 3. "

- -~

As illustrated in the figure, the performance competency of 'being personally involved'
corrclated -.iS with AC-CE and + .10 with AE-RO; hence, it falls in the accommodator”
-quadrant of the learning space. In this study, the correlations of four competencies placed
them in th? diverger quadrant: being personally invelved, dealing with people, bci_.ug sensi-

tive to people’s feelings and being sensitive to values. Making decisions, committing one-

sclf to objectives and secking and gixploiting opportunities were situated in the accommoda-

tor quadrant. Experimenting with new ideas, creating new ways of thinking, analyzing
quantitative data, designing i:xpcrimcnts,. testing theories and building conceptual models
‘were placed in the convérger quadrant. In this study, no competencies were situated in

-4

the assimilator quadrant when this method was used (Kolb et al., 1981).

The rcsmrchcrs then performed a factor analysm and cluster analysis on the 24 com-
petencies and found dm which appcmcd te represent the four learning styles described
in Experieatial Learning Theory. In this analysis, the competéncies of gathering informa-
tion and organizing informat:i;)n f;ered a cluster which designated the assimilator style

based on the rescarchers’ conceptual interpretation of these items.

The rescarchers acknowledge the limitations of these results in view of their amall

sample but suggest that the trends in the data ‘warranted further investigation. In a

<
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Figure 3 Plot of Competency on Learning Style Grid

follow-up study, they surveyed engineering and social work alumni (n=240) and found
similar patterns of ;‘clationships among the competencies and lcarning styles as measured
by the LSI (Koib et al, 1981). In thisA study, five new competencies were added to the
self-asscsament list. The performance competencies such as working in groups, listening
with an open mind, imagining Almplications of ambiguous situations and seeing how things
bfit in the big picture were added to the divergent quadrant and influencing and leading
others was added to the accommodator quadrant in this study. The researchers note the
similarity in patterning of performance competencies with learning styles for both student

and alumni samples suggesting support for the construct validity of the ACP.
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From a measurement pcrspcctive. the ACP consists of independently scaled items as
measures of pcrsonal learning style. In contrast to the ipsative format of the LSI, scores
trom the ACP cas be subjected to more powerful statistical analyses. This results in inde-
pendent scores for each of the four learning styles; In t.hm regpect, mMore accurate assess-
ment of individuals who have developed skills in more than one learning style should be
possible. Kolb (1984) maintains that with maturity ‘mdividua‘ls develop skills in all phas-
¢s of the learning Cyclc.. Because of the ipsative format of the LSI, it is impossible to
obuﬁn high scores on all learning xﬁodcs. Hence, it is not possible to.mcasurc accurately
learning styles of mature individuals. The scores on the ACP are potentially uscful meas-
ures of maturity. In addition, scores on the ACP can be compared to scores on the EPQ (a
comniensurau: measure of- perceived cnvironmcnuﬁ learning demands) to determine the
extent of person-environment fit of individuaﬁ measured. Although Kolb et al. (1981}
did not use ACP mean item scores as indicators of learning orientation, it s¢ems that this
is plausible based on his description of the relationships between the four learning styles

and certain competencics measured by the ACP.

No reports of reliability estimates of the ACP were found. Kolb et al. (1981)
focussed on construct validity and describe their work as encouraging preliminary results
which merit further study. No reports of the use of the ACP with other populations

were found.

The decision to use the ACP in this study was based on the desire to increase the pre-
cision of data analysis procedures using a measure of personal learning style with indepen-
dent scores. In view of the initial encouraging support for the construct validity of tﬁc
ACP, it was decided to use this instrument as well as the LSI as a measure of personal
learning gtylc. In addition, gince the 'ui&cstigator was interested in determining the degree

of person-environment match and its relationship to satisfaction with nursing, the ACP is

/

W
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appropriate to use for comparison with a commensurate instrument of environmental press

(EPQ). The EPQ is described below.

The Environmental Press Questionnaire (EPQ)

The Environmental Press Questionnaire (EPQ) (scc Appendix C) ‘was also developed
by Kolb et al. (1981)‘ to measure perceptions of learning demands in different learning
environments in experiential learning terms. It was developed from the }'\CP and is
described as a commensurate measure of environmental press since it consists of the same
list of 27 performance competencies. Respondents arc asked to indicate to what extent
each of the 27 competencies are needed to do well in a designated learning environment.
Items are scored on a 7-point Likert scale from 'not important at all’ to "high level necd-
¢d’. The items theoretically rcprwcntatiyc of each of the four types of learning environ-
ments are summed and may be averaged to produce mean item scores of the four types of
environmental press: accommodative, divergent, convergent and assimilative. Scores range
from 1-7. As was done for the ACP, two additional scores were calculated as measures of
abstract and concrete environmental press. The items representing the two abstract types
of environmental prﬁé (EPCON and EPASS) were summed and averaged to produce an
abstract environmental press score (EABSTRAC). Similarly, the items representing the
two concrete types of environmental press (EPDIV and EPACC) were summed and aver-

aged to produce a concrete environmental press score (ECONCRET).

In a construct validity study, Kolb et al. (1981) analyzed intercorrelations among the
EPQ items and noted aimilar patterns of interrelationships among performance competen-

cies and learning styles as was found with the ACP. In addition, factor analyses and clus-

ter analyses were coaducted. on the EP(). Factor scores were 'c?é:wd for students in two

enginesring courses and the researchers hypothesized that the factors would be scored rela-
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tive to the strength of the perceived press of these courses. Factors receiving the highest
scores were conceptual problem solving and data a@ysis while the personal engagement
factor received the lowest score. These results were consistent with environmental press
ratings of engineering environments as measured by another environmental press measure,
the Environmental Press Paragraph Ranking Questionnaire (EPPRQ). In these studies,
engineering cn‘vironmcnts were perceived as having a highly convergent press with an
emphasis on the practical application of theories;.thus, the high scores on éonccptual prob-
lem solving and data analysis and low scores on personal engagement were consistent with
theoretical expectations. Kolb et al. (1981) conclude that these results provide encouraging
support for the construct validity of the EPQ but recommiend further research with larger

samples and different populations.

The measurement properties of the EPQ are equivalent to those of the ACP since the
instruments are identical except for the wording of the stimulus question.. Rather than
being ‘asked to rank their level of skill on each competency as they were in the ACP, sub-
jects are asked to indicate how important each competency would be for successful func-
tioning in a designated learning environment. While Kolb and his associates (Kolb et al,,
1981) did not create mean item scores to measure levels of the four types of environmen-
tal press outlined in the theory, such scores seem to be logical ways of measuring levels of
cach of the four possible types of environmental press present in a particular learning
environment. Similar to the ACP, four scores are obtained, representative of the four
types of environmental press. As a result, learning environments can be measured accord-
ing to their relative emphasis on each of the four types of press. In this manner, it is
"possible to assess whether or not the environmental press of a learning environment is

balanced or blased towards one or more learning emphases.

L Y
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As was the case with the ACP, no reports of reliability studies were found on the

V!
EPQ. Researchers focussed on construct validity and did not report reliability data. No

studies were found in which the EPQ was used with other populations by other research-

Y
crs.

The decision to use the EPQ in this study was based on reports of the construct valid-
ity of the EPQ as well as the commensurability aspect of the EPQ.in relation to the ACP

" as a means of determining person-environment match or mismatch.

-
B

In this study, the ACP and the EPQ scores were used to determine person-
environment match or mismatch. For each type of cpvironmental press and corresponding
learning style, difference scores were computed as indicators of person-environment fit.
For instance, subjects’ sclf-ratings of their divergent competencies were subtracted from
their divergent environmental press score on-the EPQ to produce a divergent difference

score. Simil , difference scores for accommodative, convergent and assimilative compe-

tencies were comput In addition, two combined difference scores {abstract and concrete}

were calculated. The absgract difference score (ABSDIFF) was calculated by subtracting
ACP items representative™f abstract learning competencies from th‘eir cortesponding EPQ
items and summing and- veraging these differences. The concrete difference score
(CONCDIFF) was calculated in a dimilar manner using the items representative of concrete

competencies and press.

In summary, it was decided that the three measures of experiential learning theory
constructs designed to measure personal learning style ag vironmental press perceptions

bad sufficient suppoyt for use in this study.
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The Nursing Theory Opinionnaire (NTO)

The Nursing Theory Opinionnaire (NTQO) (see Appendix D) was designed by the inves-
tigator to measure attitudc\ towards theory-based nursing, preferred theory for nursing
prac{&l'c_:e and preferred method of learning nursing theories. The NTO consists of three
parts: (1) a semantic differential scale intended to measure attitude towards the concept of
theory-based nursing practice {negative or positive) (2) a question in which subjects are
asked to indicate their pfcfcrcnce for one of two nursing theories and (3) an item in
which subjects are asked to rate each of four learning methods on their usefulness for

learning nursing theories..

In the semantic differential scale, subjects were asked to rate on a 7-point scale the
concept 'Nursing Practice Based on Explicit Nursing Theory’ for each of 11 bipolar adjec-
tive pairs. Eight of the eleven adjective pairs were selected as appropriate evaluative items
based on the factor analyses of these items by Osgood and Tannenbaum (1957). The eval-
uative items selected for this instrument have been found to have high test-retest reliabili-
ties {between .85 and .93) when attitudes are measured (Snider & Osgood, 1969). The fac-
tor loadings of the adjmﬁve pairs selected were between .59 and .83 on the evaluative
factor (Osgood & Tannenbaum, 1957). Two adjective pairs classified by Osgood and Tan-
nenbaum (1957) as indicators of potency and one adjective pair reflecting activity were
included in the questionnaire. However, these items were pot used in the calculation of
the attitude towards theory-based nursing score. The positive and negative ordering of

adjective pairs was varied throughout the scale.

A score on attitude towards the concept of theory-based nursing was calculated by
summing and averaging the scores on the eight evaluative adjective pairs (after reversing
the scoring of negatively ordered items to assure that all items were scored in the same

direction). Possible scores range from one, a poor attitude towards theory-based nursing to
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seven, a positive attitude towards theory-based nursing. The researcher felt that this scale
would provide an appropriate measure of the degree to which subjects had negative or posi-

tive attitudes towards theory-based nursing.
—

he second part of the NTO was used to determine which of two nursing theories

uséd in the nursing program was preferred by each respondent. The two theories’ were
sclec because in the researcher’s view, of the many theories the subjects had been
sed to in their program, these theories represented examples of a relatively concrete
nursifiy theory (Orem) and a more abstract nursing theory (Neuman). Subjects were asked

to choose onlv one of the two theories. ..65‘

The third part of the NTO was used to determine tl& relative usefulness of four types
of learning methods for learning nursing theory. Subjects were asked to rate each of four
mc&hods on a scale from one (not helpful at all) to four (very helpful) . The four meth-
ods were formal lectures from experts, textbook. reading with a study guide, small group
discussion of a case study and 'hands on’ experience in the ;:linical area. ‘The four learning
methods included were based on Kolb's (1978) findings. He found that learners with con-
crete learning styles rred learn.iﬁ%; methods which required personal and interpersonal
involvement such ::zu grouf: discussions and ’I@:ds on' experiences and individuals
with abstract learning styles found readings and lectures from experts helpful but group
exercises and simulations not as helpful. In this questionnaire, a combined score for
abstract type learning methods was calculated by summing scores for the first two stimuli
on the scale {lectures and readings). A combined score for concrete-type learning methods
was calculated by summing the scores on the third and fourth stimuli (small group discus-
sions and ‘hands on’ clinical experiences). The possible scores range from 2-8 for each

combined score. £
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In summary, the NTO was designed to\measure attitude towards theory-based nursing,
preferred theory for nursing practice erred learning method for learning nursing

theories.

The Nursing Career Choice Questionnaire (NCCQ)
&

The Nursing Career Choice Questionnaire (NCCQ) (se; Appendix E) is a seven item
queStionnaire intended to determine the degree of satisfaction with nursing. The N%?EQ |
was adapted from Hackman and Oldham’s (1974) Job Diagnostic Survey (JDS) which had
been used to measure affective responses to work. Respondents are asked to indicate their
level of agreement (on a 7-point Likert scale) with each of seven statements related to sat-
isfaction with their job. Scores on three of the seven statements are summed and averaged
to yield a possible range of scores from 1-7 for gemeral satisfaction. The other four state-
ments are filler items. The JDS was subjected to reliability testing using a sample of 658
employees for 62 jobs in seven organizations. Hackman and Oldham (1974) report an

internal consistency reliability coefficient of .76 for the three items selected for scoring.

The form requires less than five minutes to complete. \

In the NCCQ, the word 'nursing’ was substituted for ’job’ which appeared in the JDS.
The term ’satisfaction’ was not inciuded in the title of the questionnaire in an attempt to
avold response set in the subjects. The three statements used to calculate the satigfaction
with nursing score were (1)” Generally speaking, I am satisfied with nursing”, (2) "I fre-
quently think of quitting nursing” (reversed scoring required for calculation) and (3) "I

am generally satisfied with the kind of work I do in nursing”.

It was decided that this scale was appropriate for use in this study as a general meas-
urc of satisfaction with nursing based on the instrument's acceptable published reliability

results, clarity and short time requirement for completion.
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-
Demographic data relevant to the stidy were also collected. These included number of
yéars and type of pursing expcriclice in addition to their program of study, age and enroll-

ment status {full-time or part-time) of the respondents.

—

. _/\ - .
In summary, thq/three instruments derived from experiential learning theory, the LSI,
the ACP and the EPQ were presented and discussed. Reliability and validity data of these

measures were presented. The developxi.lent of the NTO and the NCCQ were then present-

ed and discussed. In the next section, the data collection procedures are described.

3. Data Collection Procedures

The five instruments described above were administered during class time to- third and
fourth year students in the generic baccalaureate program and to students in the first, sec-‘
ond and third year of the Post-RN program. . Testing was completed in a two week period
in February-March of the 1986 school year. Prior to completing the questionnaires, sub-
jects were assured that -their participation was voluntary and that no personal identifica-
tion was required. Subjecis were told that the study was being performed to c.ictcrminc
nursing students’ opinions of important learning demands in nursing learning environ-
ments, their learning styles and their fceling;*s towards theory-based nursing. They were
told that as students in a curriculum based on the concept of theoretical pluralism in nurs-
ing their input would be valuable and would be of use in curriculum revision. All sub-
jects completed a consent form indicating their willingness to participate in the study. (ses

Appendix F)

The investigator obtained permission from the teachers in the genmeric program to per-
sonally administer the questionnaires during class time. The instruments required 15-20
minutes for completion. Ninety-six per cent (n=62) of the third year generic class and

89% (n=55) of the fourth year class completed questionnaires.
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Due to scheduling problems and the manner in which the Post-RN classm are organ-

ized, teachers in the Post-RN program requested that they be permitted té distribute the

" questionnaires at a time convenient with their scheduled class activities. The investigator
held briefing sessions to clarify what was required to complete the instruments. In addi-

tion, the investigator drafted a covering letter inviting the students to participate in the

study and exglalning the overall purpose of the study in terms si jlar to the explanation

_given to the generic students. Feedback on the results of the study was offered as well.

Seventy-seven per cent (n=31) of the first vear full time Post-RN students and 82%
'(n=29) of the third year Post-RN students completed the instruments. Because *of problems
in scheduling of data collection and classroom activities, sufficient numbers of responses
were not obtained from the second year Post-RN student group to be included in the anal-
ysis. ’i‘hc data obtained from this group was not felt to be representative of this group
since the number of responses represented only 32 per cent. However, the data obtained
from the 16 subjects in this group who did respond were used in estimating reliability of _

the instruments used in this study.

In this section, data collection precedures were presented. In the next section, the sta-

tistical procedures are discussed.

4,

Seven hypotheses were 'propoéed in this study. procedures appropriate for

testing these hypotheses in the null form include testing differences between means ag well
L

as correlation analyses. The level of significance was set at 05. In addition, reliability

~ data were obtained on all five instruments used in the study. 4
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In summary, in this chapter, the studsr design was outlined. The research subjects
were described and instruments used in the study dalribed. Studies assessing the reliabili-
ty z}"nd validity of these instruments were also iprwcnted. Finally, the method of data col-
lection and procedures for data analysis were discussed. In the next chapter, the results of

the data analyses are reported and discussed in detail.

"t



CHAPTER I

PRESENTATION AND DISCUSSION OF THE RESULTS

.

In this chapter, the rault's of the study are presented and discussed. First, _reliabilitjr data
a:nd the means and standard deviations of variables of interest in this study are reported
and discussed. Second, the results of thc hypothesis tests are pracnted and discussed.
Third, recom.mcndanons for future research are proposed. The chapter concludes with a

summary and conclusions. ,

1. Descriptive Statistics

In this section, alpha reliability estimates, means, standard deviations and other
descriptive data on the five measuring instruments are presented. As described above,
responses of all subjects who completed questionnaires (including second year Post-RN stu-

dents) were used in calculating reliability estimates.

Alpha _rcliability coefficients were computed for each of the four LSI medal scores
(CE, RO, AC, AE). The coefficients for the maodal scores were between .32 and .56 which
are lower than those reported by Kolb (1978). The CE scale had the lowest reliability
coetficient (.32). Kolb (1978) also found this and suggests that this may be due to a bias
in the LSI against obtaining an accurate score on the CE scale since, in his view, complet-
lng the (insmxmcnt is an abstract task. Split half reliability coefficients were obtained for
the AC-CE and AE-RO scores in the manner reported by Kolb (1978). The split half
coefficient for AC-CE was .65 and for AE-RO, .79. These results are similar to those

reported by Kolb (1978).

- 68 -
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Alpha reliability coefficients of the ACP. scores were computed. The accommodator
variable (ACACC) had an alpha reliability of .67, diverger (ACDIV) .64, the assimilator
(ACASS) .74 and converger (ACCON) .82.. The combined abstract style (ACABSTRA) had

an alpha reljability coefficient.of .82 and the combined concrete style (ACONCRET) had
an alpha reliability of .72:

Alpha reliability coefficients of the Ei’Q press scores were also computed. The alpha
coefficients for the EPQ scores were similar to those of the ACP-. The :;lpha coefficient of
accommodative press (E‘PACC)| was .64, divergent press (EPDIV) .64, assimilative press
(EPASSl) 5 and convergent press (EPCON) .75. Since the EPQ and the ACP are theoreti-
cally commensurate measures of the same phenomena, the similarities inA the internal con-
sistencies of their corresponding co'mbination scores *évcr& expected. The overall combined
abstract press (EABSTRAC) had an alpha coefficient of .84 and the overall concrete press
(ECONCRET) was 76. These reliability coefficients appear to be acceptable evidence of the

internal congistency of the EPQ measures.

Alpha reEabﬂity coefficients were also computed for the press—competency difference
scores. Difference scores were obtained by subtracting scores on each ACP item from its
corresponding EPQ item measuring perceived environmental press. These ne! ly created
variables were summed and averaged to create difference scores for each type o{ press-style
difference. In addition, overall combined abstract and concrete press-competency difference
variables were created. The alpha coefficient for accommodative difference (ACCDIFF)
was .47, divergent difference (DIVDIFF) .53, assimilative difference (ASSDIFF) .65 and
convergent difference (CONDIFF) .68. The alpha cocfficicnt for the overall abstract differ-
ence score (ABSDIFF) was .78 and the overall concrete difference score (CONCDIFF), .68.
These coefficients are similar although somewhat lower than those of the EPQ. and the
ACP cqmbination scores. The lower reliability coefficients are most likely related to the

fact that difference scores are less reliable.
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N
-The semantic differeatial scale for attitudes towards theory-based nursing had an
alpha rcliab'i.lity coefficient of .90. This is con.:listcnt with the reliability estimates for the
evaluative adjectives reported by Osgood and Tannenbaum (1957). Thus, this scale has
excellent reliability,

9

The learning method combination variables (abstract and concrete) were also subjected
to reliability analyses. Both were found to have low alpha reliability ‘coefficients. The
combined ratings of readings and lectures (abstract learning methods (ABSMETH)) had an
alpha rcliabmty cocff\n:rcnt of .37. The combined rat.u:\gs on small group. dmcussmns .md

'%md‘i on' clinical experiences {concrete lcarmng methods (CONMETH)) had an alpha reli-
ability of .13. A pmbﬁlc c;planauon for these low reliability coefficients may-= be that
some aubje.ct.s‘ may have ranked the four learning methods rather than rated each item
independently. This was checked and cases eliminated where it appeared to happen. This
resulted in little improvement in the reliabilities. The small number of items contributing -
10 the scorc for each ‘method would also tend to lower rcﬁbﬂity u_ati.u'mtw.

The NCCQ which is an indication of level of satisEaction with nursing had an alpha

an:llabuity cocificient of .57. This is lower than reha;mty estimates reported for the Job
Diagnostic Survey (Hackman & Oldbham, 1974) from wh.u:h thc NC _9 was developcd

Since there are only three items contnbutmg to the sausfar:uop score, tkis coefficient was

.notcxpectedtobclaxgc.'

.
’ In gummnry( the rehabiuty s&c:cs of the instruments used in this study rcsultcd in
varying levels of uncrnal consa.?ncy estimates. Alpna reliability cocfnccnts were com-, '
puwd for all variables' of interest and were reported in this section. 0f~ particular concern |
were the low celiability estimalesTor the abstract learning score { ABSMETH) and the con-
crewe learning score (CONMETH). In the next section, means and standard dwiaﬁoﬁ

obtained from subjects on the five tnstruments used in the study are preseated.

r ~
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The @ns, standard deviations and other data for the variables of interest in this

study are presented in Tables 1 to 5. It should be noted that the nuraber of subjects for

analysis varies in these tables because data on some variables were not complete for some
subtests. Incomplete data consisted of missing responses to different items on different
instruments used in the study. No systematic pattern of missing data could be established.

The means and standard deviations of the LSI scores are presented in Table 1.

The scores fo1: subjects in this study differ from the normative sample of graduate
management students used by Kolb (1978). Subjects in this study scored higher on the
CE, RO, AE, and AE-RO scales and lower on tine AC and AC-CE scales than those in
Kolb’s sample of graduate management students. Since Kolb’s sample consisted of graduate
students, it is reasonable to expect that these learners would score higher on abstract skills
than would learners in this study who are undergraduate students. These scores are theo-
retically consistent with those expected of members of an active, people-oriented profession
such as nurging. The LSI scores in this study are gimilar to those found by Laschinger
and Boss (1983) for a sample of u.ndergradu;te_ university nursing students. Students in
the gcr.feric and Post-RN program did not differ significantly on their CE, RO, AC and
AC-CE LSI scores, but generic students bad significantly higher AE and AE-RO scores

than the Post-RN students. These latter results were not expected. Theoretically, one
‘would expect i.ndiii;u with experience in an activity oriented profession such as nurs-

ing to have higher AE scores than individuals with less experience.

The perceat of subjects found to have cach of the four learning styles is presented in
Table 2. In this study, there was a significand)'r greater proportion of subjects with con-

crete leatning styles (63%) than with abstract lﬁ-arning styles (27%) which is consistent

with theoretical expectations (Chi squared= 26.9, df=1). This finding is also consistent

with those from other studies reported in the literature in which z;_urém and nursing stu-

™
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&
Table 1: Mecans and Standard Deviations of LSI Scores by Program and Total Sample
l -~
QENERIC POST RN TOTAL
n=117 n=80 n=177
Variable Mean S.D. Mean S.D. Mean S.D.
CE ' 15.868 2.86 15.80 3.2 15.65 2.98
RO 13.06 3.20 13.70 3.1 13.32 3.20
AC 15.87 3.30 18.50 3.1 15.85 3.20
AE 17.61 3.10 , 15.80 3.2 17.10 3.20 -
AC-CE - .13 5.32 .64 5.3 .30 5.32
AE-RO 4,57 5.37 2.08 4.9 3.74 5.35

dents were found to have predominzntly concrete learning styles (Christensen, Lee & Bugg,
1979; Huch, 1981). In this sample, the most frequently observed learning style was.
accommodator (39.2%) and the least frequently observed style was assimilator (12.2%).
These findings are consistent with those of other researchers (Dougan, 1982i-,b,/1a:cihcck.

1983; Seideman, 1983). . 4

The mms“%nd standard deviations of the ACP and EPQ scores are presented in Table

3 and those of the EPQ-ACP difference scores in Table 4.

(

As can be seen in Table 3, amimﬂativc competencies (ACASS) received the lowest rat-
ings and divergent competencies (ACDIV) received the highest ratings by both groups of
students. The mean score of the ACASS variable was significantly lower than éach of the
other ACP variables and the ACDIV mean score was significantly higher than each of the
other ACP variables. It ahould be noted that since multiple t-tests were used in analyzing |
these data, the significance level was set at .01 to control 'Ijrpc I error. Subjects ix‘x“-.thc
study rated themselves significantly higher on concrete competenciecs { ACONCRET) than
abstract t;om_pctcnciu (ACABSTRA) as measured by the ACP (t=21.37, df=164). Post-RN
students scored significantly higher on eagh of the ACP \a;ariablw than the generic stu-

L o

-

-
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Table 2 Per centages of Subjects with each Learning Style by Program and Total
Sample
'GENERIC POST RN TOTAL
Style ‘ n % ‘ n % n %
Accommodator 57 47.1 14 23.3 71 35.2
Diverger 21 17.4 22 36.7 43 23.8
Agsimilator 11 9.1 11 18.3 22 12.2
Converger 20 16.6 6 10.0 26 14.4
Unclassifiable* 12 9.8 ? 11.7 19 10.5
Total 121 100.0 60 100.0 181 100.0
Abstract®* 31 25.6 17 28.37 " 457 26.6
Concrete**. 78 64.5 36 60.0 114 63.0

a»

*Subjects whose AC-CR and/or AR-RO fall on the
classirica}ion cut-off point of the learning grid.

**Abstract style is combined total of convergers
and assimilators’

**Concrete style is combined total of accommodators
and divergers.

dents. This finding is reasonable since the more experienced Post-RN students would be

expected to have higher skill levels than the less experienced generic students.

Both generic and Post-RN students rated nursing environments highest on divergent
press (EPDIV). It is interesting to note that assimilative skills (EPASS) are rated least
important to effective functioning in nursing environments by both generic and Post-RN
students. Assimilative competencies were rated significantly lower than cach of the other
three types of competencies by both groups. ’I;hc subjects in this sample rated concrete
learning competencies (ECONCRET) as significantly more important to effective function-
ing in nursing environments than abstract competencies (EABSTRAC) (1=12.56, df=164).

It is also interesting to note that as for the ACP, the Post-RN students had significantly
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Table 3: Means and Standard Deviations of EPQ and ACP&Scom by Program and
Total Sample rd
GEN’ERIC POST RN TOTAL
n=11% n=60 n-177
variable Mean S.D. jean S.D. "Mean S.D.
B \-/“‘\\.\
Adaptive Competence Proi‘il{ Scores _(ACP)
ACACC 5.01 .89 5.31 .85 ° 5.11 .76
ACDIV 5.42 .55 5.64 .87 5.49 /80
ACASS 3.85 .7W4 4.14 .88 3.95 .80
"  ACCON 4.81 .75 5.28 .77 4.97 .79
ACONCRET  6.21 .55, 5.47 .70 5:.30 .61
ACABSTRA 4 % .67 4.72 .76 . 4.46 .72
Enviroomental Press Scores (EPQ)
~EPACC 5.32 .74 5.78 .85 5.48 .74 | |
EPDIV 5.06 .59 °  6.19 .55 6.04 .58
+ EPASS 4.62 .82 . 4.92 .88 4,72 .66
B{CON 5.82 .67 8.08 .59 5.81 .85
ECONCRET 5.85 .58 5.99 .34 5.1 .68
EABS']&AC 5.22 .68 5.48 .64 5.31 .69

-~

higher scores than the generic students on all EPQ variables. This finding may reflect the
. -~ r
greater understanding of the nature of actual nursing environments by the more experi-

!

enced students. N
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Table 4 Means and Standard Deviations of EPQ-ACP Difference Scores by Program
and Total Sample

GENERIC POST RN , TOTAL
n=109 n=55 n=164+*
Variable Mean §S.D. Mean S.D. Mean 8.D.

Difference scores (Press (EPQ) - competency (ACP)

ACCDIFF .32 .61 ' .48 .69 .87 .64

DIVDIFF .54 .59 .58 .59 .55 .59
ASSDIFF .80 .78 " .80 .90 .80 .82
CONDIFF .99 .74 - .82 .89 .04 .73
CONCDIFF .42 .53 .53 .57 .46 .54
ABSDIFF - .89 .68 .79 .88 .86 .69

* Number of subjects slightly lower .due to missing ) -~

data for certain items on ACP or EPQ

Subjects in this study had significantly greater difference scores for abstract competen-

cies (ABSDIFF) than concrete competencies (CONCDIFF), (1=9.93, df=150). This suggests
‘ v £

that there is a greater discrepancy between their abilities and perceived environmental

demands for abstract competencies as compared to concrete competencies.

Pearson correlations were calculated among the ACP learning stylé scores and among
~" the four EPQ press scores to examine relationships among these variables. These correla-

tions are presented ip Table 5.
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Table 5. Correlations among ACP and EPQ Scores

- ACDIV "ACASS ACCON ACONCRET ACABSTRA

)

ACA?C .69 .68 .69 .92 .70

ACDIV a7 .59 .87 .58

ACASS . .85 .58 o1
_ ACCON - .72 .91
 ACONCRET | - .73 \

EPDIV EPASS EPCON EBCONCRET EABSTRAC

EPACC .EY .63 .65 .91 - .68
RPDIV .81 .72 - .86 .70
EPASS 5 .71 .69 .94

. - ' . A
EPCON .76 .91
' RCONCRET | ' .78

As can be seen, the four ACP scores are highly intercorrelated. These high intercorre-

lations may be indicative of problems with the instrument or it may r-cflect'the level of
maturity of subjects in this study. Kolb (1984) suggests that with maturity, individuals
become more intcgrated‘ in their learning styles. This could affect their ACP scores. It is
possible that scores for subjects at .a higher level of development would be more highly
jatercorrelated reflecting more integrated learning styles. Based on théir age and experi-
ence, it is reasonable to expect that subjects in the Post-RN group are likely to be more

mature than the generic students. When correlations amang the ACP variables for each

- + . . :
. . '\Pl’ ' \ -

ad
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group were examined, intercorrelations among ACP scores were higher in the Post-RN
group (.62 to .78) than the generic group (.33 to .61) suggesting some support for this rea-
soning. In addition, the correlation of the combination abstract and concrete scores

(ACABSTRA and ACONCRET) was higher for the Post-RN group (.84) than for the gen-

eric students (.62}

.T'hc four types of environmental press scores we;‘c also highly intercorrelated. Inter-
cor.rclations among EPQ variable scores for Post-RN students were generally higher (.60 to
:72) than those for the generic students {.51 to .73) as was the case with the ACP .vari-
ables. As for the ACP, the correlation between the abstract and concrete press scorcs
(EABSTRAC and ECONCRET) was higher for the Post-RN group (.83) than for the gencr-
ic students (.74). It is possible tha_t these intercorrelations can be explained by the same
reasoning as for the ACP intercorrelations. Pearson correlations among the four types of

press/competency difference scores were also highly intercorrelated although lower than for

the ACP and EPQ scores.

The means and standard deviations of scores on attitude towards theory-based nursing,

preferred method of learning nursing theories and satisfaction with nursing scores are pre-

sented in Table 6.

As can be seen, subjects appc‘:éred to have a moderately positive attitude towards
theory-based nursing (M=4.75 on a scale of 1-7), Contrary to expectations, the Post-RN
group had a slightly higher score on the attitude varjable than the generic students. Con-
sidering their greater experience in traditional nufsing settings described in the literature as
atheoretical and pragmatic, Post-RN students were not expected to have a more positive
attitude towards theory-based nursing than undergraduates. |

LY
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Table 6 Means and Standard Deviations of Attitude, Method of Learning and Satis-
faction with Nursing by Program and Total Sample %
GENERIC POST RN TOTAL
Variable Mean S.D. Mean S.D. Mean §S.D.
Attitude 4.73 .971 4.78 1.88 4.75 1.02

Preferred learning method

Abstract type

Lectures 2.71 1.02 3.42 .67 2.95 .98

Readings 2.63 .89 2.70 .98 2.65 .92
Total (ABSMETH) 5.34 1.51 .12 1.30 5.61 1.48

~

Concrete type

Discussions  2.96 -89 3.18 .89 3.03. .90

Clinioal '

experience 3.68 .83 3.0% .98 3.49 .82
Total(éonuETH) 68.65 1.11 6.25 1.89 68.25 1.26
Satisfaction 5.33 .94 4.95 ,2.33 5.02 1.21

Subjects in this study appeared to prefer learning methods classified as concrete (group
discussions, clinical experiences) to those classified as abstract (readings and lectures).
Clinical experiences ;weived the highest rau’.ng by the generic students; bowever, the Post-
RN studcgts rated lectures highest. It is interesting to note that the Post-RN group found

clinical cxpcricnocs gignificantly less helpful than the generic students. This most likely

reflects t.hci: grcau:r cxpcricncc and familiarity with actual nursing settings.
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Subjects in this study appear to be moderately satisfied with nursing (M-S.OZE on a
scale of 1-7). It is interesting to note that the generic students had significantly higher
mean satisfaction scores than Post-RN students. This finding may reflect a greater under-
standing of the actual nursing role by the Post-RN students as compared to a more idealis-
tic view of nursing of the generic students. The constraints of the actual nursing role
may be a factor affecting level of satisfaction of the Post-RN students. The generic nurs-

ing students, on the other hand, may be more satisfied with nursing since their nursing

experiences have been meore limited and well controlled.

Subjects in this study preferred Orem's theory of nursing as a basis for practice signif-
icantly more than that of Neuman, (Chi squared = 21.98, df=1). Sixty-seven percent of
the subjects in this study prcfcn'ed Orem’s theory to that of Neuman which was preferred
by thirty-three percent of the subj;:cts.

N

In Summziry, in this section, reliability and other dmri\f)tivc data on the variables of
interest in this study were presented. In the next section, the results of the tests of the

null hypotheses are presented and discussed.

2. Results and Discussions of the Tests of the Hypotheses

In this study, three of seven rescarch hypotheses were supported. These results are

discussed in the upcoming paragraphs.

In the first hypothesis, it was predicted that subjects with abstract learning styles
(convergers and assimilators) have a more positive attitude towards theory-based anuraing
than those with concrete styles (divergers and accommodators). This hypothesis was sup-

ported in this study usmg the LSI. Subjects with abstract learning styles had a signifi-
A
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cantly more positive attitude (M=5.08) towards theory-based nursing than those with con-

crete learning styles (M=4.65), (t=2.41, df=152)}.

This hypothesis was also tested using the ACP measure of learning style. When sub-
jects were grouped as those whose concrete competencies (ACONCRET) were greater than
their abstract competencies (ACABSTRA) and those whose abstract competencics exceed
their concrete competencies, a significant difference was found in attitude towards theory-
based nursing score. Subjects whose abstract competencies exceeded their concrete compe-
tencies had a significantly more positive attitude towards theory-based nursing than those

whose concrete competencies exceeded their abstract competencies (t=2.18 , df=153).

These results are consistent with Kolbls theory when he suggests that concrete lear-
ners do not find theoretical approaches h{elpful and prefer to treat each situation as a
unique case (Kolb, 19811). Abelmact learners, on the other hand, are more Likcly to use an
abstract model or theory as a basis for actidn rather than relie on a global intuitive feel of
the situation (Kolb, 1984). If this is true, then the results of this study are supportive of

this aspect of the theory.

Ina post hoc analysis, correlations between each of the ACP variables and the atti-
tude variable were examined. The correlation between ACABSTRA and.attitude was high-
er (r=23, p<.05) than that of ACONCRET and attitude, (r=.11, p>.05). Theggetically, it
would be expected that ACABSTRA would have a pogitive correlation with attitude
towards a theoretically based approach to nursing. Hence, these results are consistent with N
theoretical: &pxmﬂom However, if subjects are at the spfcbﬁmﬁon stage of develop-
ment, it would be expected that ACONCRET would be negati*?cly relqted to attitude. This
was not the case, howcvm:, and it is possible that these results were found because subjects
in this study were at a higher developmental level and, thus, had more integrated learning

styles. If the positive intercorrelations of tH2 ACP variables are a reflection &f maturity,
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then it is not surprising that these variables a:t; all positively related to attitude since at
this developmental level, the four modes are theoretically integrated. Although these cor-
relations were not all significantly related to attitude, the trend appeared to warrant fur-
ther investigation. Consequently, thjs phenomenon was explored in another post hoc anal-

y+4is in which data from the two student groups were analyzed separately.

When the correlations between ACP variables and attitude were analyzed for the
Post-RN and generic nursing students separately, different patterns were observed. For tl;c
generic students, ACABSTRA had a higher correlation with attitude (r;e.26. p <.05) than
‘the concrete variable (ACONCRET), (r=.03, p >.05)._ In the Post-RN group, both ACP
variables had positive correlations with attitude (ACABSTRA, r=.32 and ACONCRET,
r=26). In addition, the correlation between ACABSTRA and ACONCRET was higher
(.84) for the Post-RN group than that of the generic student group (.62). This may be a

reflecticn of a higher maturity level in the Post-RN students as compared to the generic

students,

-To summarize, the first hygothwis appears to be supported in this study suggesting
suppbrt for this aspect of Koli:'s theory. Learners .With abstract styles had more positive
attitudes towards theory-based nursing than those with concrete styles. The post hoc
results indicating differences in patterns of correlations bct\a;een the ACP variables and
attitudé for the two levels of students are of interest. Since the Post-RN group Woﬁld
seem to be more mature than the generic students, there appears to be support for Kolb's
notion of increasing intcgratioh of learning style with maturity. These results should be;

explored in future research.

In second hypothesis, it was predicted that subjects who perceive the environmental
press of nursing to be more concrete than abstract have a less positive attitude towards
theory-based nursing than those who perceive the environmental press to be more abstract

than concrete. This hypothesis was supported.
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Subjects who perceived abstract competencies to be more impona'x-it to effective func-
tioning in  npursing learning  environments than  concrete  competencies
(EABSTRAC>ECONCRET) had a significantly more positivc. attitude (M=5.14) than those

| who pcfccived ooncret;: competencies to be more important than abstract competencies
(ECONCRET>EABSTRAC), (M=4.61),  t=2.08, df=140). These results are consistent
with Kolb's theory when he states that cnvironmental press perception reflects the indi-
vidual's interpretation of the type of learning demands emphasized in the discipline (Kolb,
1984). Kolb maintaing that these Iéarning demands are indicative of the nature of knowl-
cdge of the discipline. If subjects perceive learning demands of their environments as more
concrete than abstract, it is logical that they would see less value in the use of an abs&act
approach to practice than those who consider abstract competencies to be more important
than concrete competencies for effective functioning in J%uming cenvironments. Learners
Fy who perceive their environments as more concrete than abstract are more likely t.o consid-
er a holistic response to individual situations preferable to application of an a priori theo-
retical framcworic. Thus. these results were expected and represent additional support for

Kolb's theory.

In a post hoc analysis, the Pearson correlation between EABSTRAC and attitude was
found to be higher (r=.29, p <05) thaa that of ECONCRET and attitude (r=22, p <.05)
It /is consistent with theoretical expectations ‘that there would be a higher correlation

. bcthcn abstract environmental press perception angd attitude towards a theoretical
tapproa.ch to nursing than between concrete environmental perception. Howcvcr. a positive
i correlation between concrete press scorc‘and attitude would not be expected for mdxv:duals

at the specialization level of development. \

When the correlations of the EPQ variables and attitude for the two groups of swu-
dents were: inspected, different patterns were observed. As might bc‘cxpectcd. of individu- .

als at the specialized level of development, the abstract press score {EABSTRAC) for the
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generic students was more highly correlated with auit:udc (r~.32, p <05) than was the
concrete press score (ECONCRET), {r=.12, p >.05). In the Post-RN group, the correlation
between attitude and EABSTRAC was .24 and between attitude and ECONCRET, .41. No
explanation from the theory could be found to cxplnin.this result. The correlation
between EABSTRAC afid ECONCRET was found 10 be higher for the Post-RN students
(.83) than for the generic students (.74). This may reflect a higher level of development
if the older, more experienced Posg—ilN subjects who, theoretically, would be expected to

have more integrated learning styles.

The post hoc ﬁ;ndings of differences between the Post-RN students and generic are
interesting. The EPQ variables of the Post-RN students had considerably higher im_c\rcorrc- ‘
lations than those of the generic students. The .paucr.n ‘of correlations among ERQ :ari-
ables and attitude for the two groups seems to suggest support for the notion of the effect '
of mzimrhy on learning style. It scems theoretically consistent that if EPQ variables are
more intcrcorrcla;ed and thus, theoretically more integrated, then the correlations between
each of ‘the EPQ variables with attitude would be similar, On the other hand, for subjects
at the specialization stage of development, less integration is present and different patterns
of corrclations of EP(Q variables with atti.mdc would bc expected. The pattern of :gorrcla-
tions observed for generic students appears consistent with theoretical expsctations.  These

.~ pbet hoc findings suggest s‘on'zc supporti for the uscfulness of the ACP and EPQ as mcasures

of rclative maturity. Further exploration of these findings seems worthwhile.

S o

In summary, the second hypothesis was supported in this study. Learngrs who per-

-~

ceive nursing environments o have a more abstract press than concrete pryss have more
4 .

positive attitudes towards theory-based nursing than those who perceive nursing environ-

ments to have a more concrete than abstract press.
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It “was predicted in the third hypothesis that abstract learners {(convergers and assimi-
latprs) prefer abstract learning methods such as readings'and lectures meore than concrete
icarncrs (divergers and accommodatcss) and concrete lca;rncrs prefer clOncrctc learning meth-
‘ods such’ as group discussions @d 'hands on’ clinical experiences more than abstract lear-
ncr;ii Using the LSI, this hypothesis was not supported in this study. Although abstract
‘learners show a greater preference for abstract learning methods (ABSMETH) (M~5.69)
than concrete learners (M=5.55), the difference is not.significam (t=.55, df=175). Similar-
ly, concrete learners show a greater preference for concretc methods of / learning
{(CONMETH) (M=6.66) than abstract learners (M-6.27), however, the difference -is not sig-

nificant (t=1.86, df=175).

This hypothesis was also tested by using the ACP scores as indicators of learning sty-
les. When subjcts were grouped as was done in testing Hypothesis 1 (those, whose
abstract skills exceeded their concrete skills and those whose concrete skills exceeded their
abstract skills), no significant differences were found between group means for either

ABSMETH or CONMETH.

These results are not supportive of Kolb's theory when he suggests that learning style
is related to preferred method of learning. While abstract learners had a greater preference
for abstract learning mcthods than concrete lcarners and concrete learners had a greater
preference for concrete learning methods than abstract learners, neither of the differences

was significant. These results were not expected.

A number of explanations for these results are poasible. Firstrof all, the method
scores were not reliable measures of prdcﬁcd methods of learning nursing theory. Since
cach score consisted of only two items, it is possible that subjects interpreted cach item
quite differently. Secondly, it is possible that some subjects may have misinterpreted the

instructions fdr scoring the method items. Some subjects may not have rated the four
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items independently. This would result in greater measurement error in the combination

scores and would reduce the possibility of detecting significant differences. This possibility

e Was checked, however, and no differences in results were found when suspected cases were

climinated from the analysis.

In a post hoc analysis, this hypothesis was explored using the LSI modal scores (CE,
RO, AC, AE) as was done by Kolb (1978) and Pigg et al. (1980). Kolb (1978) reports sig-
nificant correlations between these scores and preferences for ‘different learning activities.
Pigg et al. {1980) conducted a similar analysis and found similar correlations. Correlations
in this study are similar although higher in several instances than those of Kolb (1978)
and Pigg et al. (1980). In this study, the lecture method had a significant positive correla-
tion (r=.17) with the AC score, the group discussion method was correlated positively
with the CE score (r=.21) and clinical experience as a learning method had a significant
positive correlation with the CE score (r-.l@nd a significant negative correlation with
the AC score {r~ -.14). These correlations "are consistent with theoretical expectations.
These findings suggest some support for the notion of a relationship between learning style
and preferred method of learning. However, due to the small size of the correlations, these

results should be treated cautiously.

In further post hoc a.nal.yscs of the data on learning method preferences, subjects in
this study rated clinical experience as most hélpful and readings on the subject the lowest.
However, the generic students found clinical experience siénificmtly more helpful than the
Post-RN students and the Post-RN students found lectures by experts significantly more
helpful than the 'gcncric students. 'I'I_lcsc-rwults are not unexpected since one would expect
that the relatively inexperienced generic students would consider practical experiences in
actual nursing settings very helpful for their learning about the profession. On the other
hand, the Post-RN students-with their familiarity with actual nursing s\i;uations most

likely considered lectures by experts a more efficient method of learning nursing theory.
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The Post-RN students would be able to relate their past nursing experiences-to the content
of the lectures unlike the undergraduate students. Thus, it may be that learning style is

’

less of a factor in learning about nursing theory than extent of nursing experience.

W
]

In the fourth hypothesis, it was predicted that abstract learners prefer Neuman's theo-
ry of nurging (a relatively more abstract theory) more than do concrete learners and con-
crete learners prefer Orem's theory (a relatively more concrete theory) more than do
abstract learners. The result of the test of this hypothesis is presented in Table 7. This.
hypothesis was not suppoerted (Chi sqﬁé.rcd-.BO. df=1). Both abstract and concrete learners
prefer Orem's theory of nursing to that of Neuman as a basis of practice. A significant
proportion of subjects in this study preferred Orem’s theory of nursing to that of Neuman

(Chi squared=21.928, df=1).

 This hypothesis was also tested using the ACP scores as a measure of learning style.
Point biserial correlations of the ACP variables with preferred theory were low (r=.07 1o

.12) suggesting a lack of relationship between learning style and preferred nursing theory.

A number of explanations for these results are plausible. All subjects in this study
had had an obportunity to use Orem's theory as the framework for practice in actual hos-
pital settings. Orem’s theory is particularly easy to use in active treatment settings and
fits easily with current pursing approaches to pr:'i_cicc. Students had been required to sub-

mit written weekly assignments documenting their use of this theory with their patients.

Thus, they were very familiar with the use of this theory.

On the other hand, students in this study had used Neuman’'s theory in community
nursing settings and had not been required to submit formal written accounts of their use
of the theory. It is possible that these students werc less familiar with Ncuman's' theory

and thus, when asked to chose bctwée:{ Orem’s and Neuman'’s theory, chose the one with
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Table 72 Test of Hypothesis TV

Preferred Nursing theory

OREM NEUMAN
LST X
#
Abstract style 34 14
Concrete style 74 40

CHI-.208, p < .234

which, they were most familiar. It is possible that type of clinical nursing experience
influences the type of theory preferred as a basis for practice. Teacher effects.also may
have influenced students’ preferences for one theory or the other. It is interesting to mote
that all groups except the third year Post-RN students preferred Orem’s theory to that of
Neuman. The fact that the second year Post-RN group data are missing may have influ-
enced the results since this year is centered entirely around Orem's theory of nursing.
Finally, if Orem'’s theory is correctly classified as a more concrete theory than that of
Neuman, it is not unreasonable to find that a group of subjects who have prcdozﬁ'mantly
concrete learning styles prefer a theory which is relatively more concrete. However, sup-
port for the hypothesized relationship between lcarniﬁg style and preferred n_ursing theory

was not found in this study.

In hypothesis five, it was predicted that the Post-RN students perceive nursing learn-
.ing environments to be more concrete than do generic students. This hypothesis is sup-
ported in this study. Post-Rl\f students perceived nursing environments to have a highcr
concrete learning press (M=5.99) than did the generic students (M=5.65, t= -3.71, df-172).‘
This result is consistent with Kolb's theory. Kolb (1984) maintains that with experience

in a discipline, individuals’ interactions with the learning demands of the environment
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result in the accentuation of particular learning competencies important to success in that
discipline. Nursing environments have been described in the literature as active and practi-
cal with a human service orientation (Jacobs & Heuther, 1978). These attributes fit
Kolb’s descriptions of concrete learning environments. If current nbrsing environments
have this focus, it ’\vould be expected that experienced nurses would rate the importance of
concrete learning competencies higher than would the undergraduate students. It can be
argued that since the generic students’ exposure to nursing practice has been balanced
between classroom instruction and controlled clinical experiences, they would tend to rate
the importance of concrete competencies slightly lower than the Post-RN students. This

argument was supported in this study.

It must be noted that the Post-RN students also rated nursixig environments signifi-
cantly higher in abstract press (M=5.49) than: did the generic students {M=5.22), (1--2.35,
df=168). This may be a réflection of their greater understanding of the need for abstract
skills in nursing situations despite the predgminancc of a conctete, practical focus. While
the cmphasi;s may be on concrete I;TCSS. it may be argued that ﬁurs'mg practice requires
abstract competencies and with experience, practioners come to perceive the need for such
competencies. It is also possible that this is a reflection of the fact that they are nurses

enrolled in a university level nursing program. It would be interesting to study responses

of nurses in general practice who may be different from Post-RN students to see if differ-

ences exist on these vari}ﬂta

However, both generic and Post-RN students perceived nursing environments to be sig-
‘niﬁa.unly mor?‘concrctc than abstract supporting Kolb's contention that nursing as a
human service profession would have a predominantly concrete learning orientation. It is
interesting to note that both generic and Post-RN students considered divergent competen-

cies most important and that both rated convergent competencies second in importance.
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This phenomenon may reflect the fact that nursing like medicine is concerned with both
human service and the applicaton of scientific knowledge in practico- Kolb (1978) cites
medicine as an example of a discipline which includes considerable variation on the two
dimensions of Experiential Learning Theory. The environmental .press scores obtained in
this study may be a ;eﬂection of these Ioricntations in the nursing profession. Another
finding of interest is that both groups of students rated assimilative competencied as least
i;nportant. Thls is consistent with comments of some authors (Meleis, 1985; Fawecett,
1984) who suggest that tfaditionally. nurses and nursixig students have not emphasized the
importance of conceptualization in the development of the discipline. However, since the

valuc of the assimilative press score mean is reasomably high (M=4.72), it appears that

these competencies are considered of average importance for effective nursing performance.

It is also possible, however, that this score is a reflection of the fact that all”students are
enrolled in an university level program of nursing. It would be interesting to measure
this variable in other groups of nurses with different types of training to see if differences

exist,

In hypothesis six, it was predicted that Post-RN students have a less positive attitude
towards theory-based nursing than generic students. This hypothesis was ﬁot supported.
In fact, Post-RN students have a slightly more positive attitude towards theory-based nufs—
ing (M=4.78) than the generic students (M=4.73) although the difference is not significant

( t= 0.29, df=171).

Several explanations for this result are possible. First, it is possible that as students
enrolled in a thcofy-based nursing program, the Post-RN students have accepted the under-
lymg assumptions of the curriculum. It is also possible that social desirability may have
been a factor although gubjects were assured that their responses were confidential. As

students in a post diploma program, it is also possible that these subjects may not be repre-
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sentative of the RN population. Another occurrence which may have influtnced the
results is the poor response rate of the second year Post-RN group. It is possible that this -
group did not respond to the invitation to participate in the study‘bccausc of their attitude
towards theory-based nursing. It is interesting to note that a trc;ld of increasing scores on
attitudes (more pbsitive) with la;n'gth' in progx:am was prescni in both the generic and Post-
RN groups. Fourth year generic st‘udcnts had higher attitude scores than the third year
generic students and the attitude scores ix_lcrcased ocfcr tfxe ‘two Post-RN student groups.

However, these increases in attitude scores were not significant.

-

In summary, hypothesis six was not supported in this study. A’ number of explana-
tions for this result were suggested. It seems advisable that this hypothesis be tested with
% - f

a larger and more representative sample of the RN population before conclusions are

drawn.

Finz;lly, in hypothesis seven, it was predicted that degree of pcrson-cnvironmcnt'fit is
related to satisfaction with nursing. Absolute difference scores (ABSDIFF and CONCDIFF)
were used as indicators of person-environment match-mismatch. It was expected that as
person-environment mismatch increased (higher di‘flferencc scores), satisfaction would
decrease. On the other hand, when subjects were more matched to their environment
(lower difference scores), satisfaction was expected to be higher. This hypothesis was not
supported. Pearson correlations between the difference scores (ABSDIFF and CONCDIFF)
and satisfaction scores were found to be low (r=.02 and -.0046) and not significant sug-
gesting a lack of relationship between difference scores and satisfaction with nursing. It is
possible that this result is partially due to the relatively low reliability of the difference

scores. b

Another possibility is that person environment match and its relationship to satisfac-

tion is a more complex phenomenon than Kolb suggests. Manring (1981) found in her
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studies of enginzers that when stbjects rated their personal competencies lower than their
perceptions :“of environmental demands, they had higher satisfaction with'their jobs than
when they ra.\t'ed their competency level higher than job demands. She concluded that sub-
jects who are underqualified for their jobs were challenged to improve and \.vere‘ thus more
satisfied with their work. Those who were ovcrqua'.liﬂed were found to be bored and thus
less satisfied with their work cnvironmcnt._ This phenomenon was c:_cplorcd in a post hoc

analysis.

ACP items were summed to create an overall competency score and similarly, EPQ
items were summed to create an overall environmental press score. Subjects were classified
a.s‘ underqualifed if their ACP total scorc was lower than their EPQ score and overqualified
if thcir. ACP score was higher than their EPQ score. Similar to the resuits of Manring
(1981), when subjects were classifed as underqualified (press greater than comp;tgncy) and
as overqualified (competency greater than press), the underqualified group were significant-
ly more satisfied with nursing (M=5.24) than the overqualified group (M=4.6), ( t= -2.29,
df=145). This result suggests that person-environment match is not ne::msarily desirable
for job satisfaction and that when personal learning competencies are perceived to be less
than those required for the job, individtia]s are dﬁallenged to learn and improve. On the
other hand, individuals who perceive themselves to be overqualified for job demands are

bored and less satisfied.

It is interesting to note t'hat difference scores for the subjects in this study were gig-
nificantly higher for abstract competencies than concrete competencies suggesting that they
percelved their environments to require a higher level of abstract comp‘ctcncies than their
personal ability levels. Concrete difference scores were sgignificantly lower suggesting that

they felt more qualified on concrete competencies necessary for effective functioning in

nurging covironments. This is consistent with Kolb's theory when he suggests that nurs-
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ing as a concrete active profession would promote the development of concrete competen-

cies and thus, one would expect that nursing students would rate these competencies higher

than abstract competencies.

In summarizing the results of the tests of the hypotheses, it can. be said that some
evidence of support for Kolb’s theory was found. Howeve_r. a number of concerns about
the theory were raised. In this study, three of seven hypotheses deduced frorr;. the theory
were supported. As hypothesized, learning style and perceptions of environmental press
were found to be related to attitudes towards theory-based nursing. In addition, as predict-
ed, Post-RN nursing students perceived nursing eqvironménts to be more concrete than did

the generic students,

Some support for Eﬂxperientiai Learning Theory was obtained when learning style was
A

measured by the LSI. Learning style was found to be related to attitude towards theory-
based nursing which is supportive of theoretical predictions and thus, tﬁe underlying th.eo-
ry. In addition, subjects in this study were found to have similar proportions of learning
styles as were found in other studies of nurses and nursing students. Consistent with
theoretical expectations, there was a significlantly greater proportion of subjects with con-
crete learning styles than with abstract learning styles. Hence, it would seem unwise to
discount the usefulness of the LSI as a measure of learning style. There would seem to be
enough evidence of support for theoretical predictions from the theory to warrant 'fu;'thcr

research using the LSL

Some support for theoretical predictions using the ACP as a measure of learning style
was found. When subjects were grouped as more concrete than abstract using their ACP
scores, subjects were found to have a more positive attitude towards theory-based nursing
than those who were more abstract than concrete. Thig finding is supportive of the theo-

ry and provides some support for the construct validity of the ACP. In addition, consis-
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tehf with theoretical expectations, subjects in this study were found to be more concrete

than abstract according to their ACP scores.

The pattern of scores on the EPQ seems to reflect an accurate description of the gener-
al orientation of nursing c:.wironmcnts as described in the literature and in the researcher’s
experience. Some support for the construct validity of the EPQ was established when, as
would be expected from the theory, nursing environments were perceived to be more con-
crete than abstract. Items on the EPQ could also be altered to be better descriptors of

nursing learning énvironments.

In addition, differences found for the ACP and EPQ scores for the two groups of
nursing subjects appear to reflect different levels of maturity consistent with theoretical
.expectations. These findings are consistent with theoretical expectations and should be

investigated in future research.

The notion of comparing self-ratings of personal learning competencies {(ACP scores)
to perceptions of environmental demands (EPQ scores) could be helpful for planning indi-
vidualized teaching-learning sessions. More work in refining the ACP and the EPQ seems
worthwhile since some support for construct validity was obtained for both instruments.
If further evidence of validity for these instruments can be established, they may be useful
in diagnosing learning needs and planning learning experiences to develop all types of com-

petencies.

It ig possible that Kolb's theory, as a broad molar theory might best be used as a
framework for curricular design. The value of the theory is the assumption that there are
several ways of learning , none necessarily better than others. Kolb (1984) maintains that
his concept of learning style is not meant to be 'reified’ regulting in stereotyping, but rath-

er to illustrate the fact that individuals differ in their preferred ways of learning.
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The cycle of learning proposed in the theory seems particularly appropriate for an
applied discipline such as x;ursiné. Hence, it has value for curricular design. The notion
of planning learning environments to promote the development of all types of learning
competencies is useful. The EPQ and the ACP appear to be useful instruments which
conld be refined to better reflect environmental demands of nursing emvironments and
competencies important to nursing practice. In this study, nursing students pcrcci.i'cd
themselves to be low‘;r on abstract competencies than on concrete competencies. This find-
ing is consistent with those of oth_crs who have studied conceptual development of nursing
students from other theorc’tica.l perspectives as well as from the Experiential Lcanﬂﬁg
" Theory perspective. Given the current emphasis on the importance of development of
theory‘as a basis for practice, the identification of perceived levels of S:ompctencc of
abstract learning skills is important and has implications for designing appropriate learning
experiences for the development of these skills in addition to others. Donner (1985) has ‘
indicated the need -to study aspects of teaching nursing theory to students and graduates to
promote the adoption of a more research-based approach to nursing practice. Such an
approach will require development of competencics of an abstract type. The findings of
this study were useful in the identification of self rated strengths and weaknesses of one
sample of nursing students. It is possible that these instruments may.bé of value in other

samples and may be useful for curricular planning.

One of the problems raised in this study is related to the difficulty encountered in
measurement of Experiential Learning Theory constructs. Since the LSI had been criticized
by other researchers (Merritt, 1983; Freedman & Stumpf, 1978), the ACP was used in this
study as an alternate measure of learning style. Using the ACP, it was hoped that inde-
pendent meagures of the four learning styles described in Kolb’s theory would be obtained
from this instrument. When used in the manner described in this study, scores on the

ACP were highly intercorrelated. This may reflect the choice of items on the scale. On
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the other hand, Kolb {1984) maintains that in his learning cycle, all modes are somewhat
related, especially for mature individuals at a higher level of integration. It was suggested
that the high intercorrelations a;nong the ACP variables may be a reflection of maturity...
fHowcvcr, the high intercorrelations found in this study among ACP variables may limit
its usefulness as a measure of learning _s'tyles of individuals at the specialization stage of

development.

The LSI was not found to be useful in differentiating subjects by preferred method of
learning nursing theory. Several reasons for these results were suggested and it would
appear that the measure of preferred method may ha\{c been partly responsible for the fail-
ure to support this hypothesi.é due to its poor reliability. Support was not established for
a reclationship between learning style and preferred theory for nussing practice nor for pre-
ferred method for learning nursing theory. Also contrary to thcorctileal predictions, Post-
RN students were not found to have a less positive attitude towards theory-based nursing
than un;i:rgraduatw nor was there evidence of a relationship between person-environment
match/mismatch and satisfaction with nursing. However, the results of the tests of

hypotheses and seversl interesting post hoc results are indicative of the potential usefulness

of further research using Experiential Learning Theory.

In summary, in this section the results of the tests of the hypotheses were reported
and discussed in detail. Possible explanations for ilié failure to obtain support for certain
hypotheses were proposed followed by a summary statement about the usefulness of the
theory for ru’turc research. In the next section, recommendations for future research are

made.
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3. Recommendations for- Future Research
. .

In this section, recommendations for futurc research arising from this study are pro-
posed. First, a similar study including a larger sample ,with a broader representation of
the nursing population is desirable. Nurses in general practice, nurse educators and admin-
istrators and students in different types of training programs would give a mor¢ compre-
hensive picture of nurses’ perceptions of environmental press in nursing envitonments.
Also, there may be a considerable difference in attitudes towards theory-based n Irsing and
preferred method of learning about nursing theory among these groups. Subjetts in the
present study were all familiar with the concept of theory-based nursing and were aware
of the importance given this concept by the staff. However, this notion is relatively
recent and often misunderstood by members of the profession. It would be useful to con-
duct a study to determine attitudes and understandings of different groups within the pro-

fession.

Secondly, a study designed to further explore the notion of integration of learning
style with maturity would be useful. Post hoc findings comparing Post-RN and generic
students were suggestive of support for this phenomenon using the ACP and the EPQ. A
study designed to explore relationships between ACP scores and other measures of develop-
mental maturity for groups thought to be at different developmental levels would be use-
ful. Loevinger's (1976) sentence completion instrument intended to mcasufrc ego develop-

mental level could be used in such a study.

The study could be replicated using a more reliable measure of preferred learning
method since the one used in the present study was found to be highly unreliable. The
Adjective Rating Scale (ARS) developed by Kelly et al. (1976) could be used to determine
subjects’ attitudes towards different inethods of learning nursing theory. Reliability and

validity studies for this instrument are considered adequate for group description and com-

/\u,
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parison by Kelly et al. (1976). This instrumeat might be a better measure of preferred

method for learning nursing theories.

It is possible that the items on the ACP and the EPQ are not whally representative of
competencics important in nursing scttings. Efforu to refine these instruments to better
reflect nursing competencies while adhering to theoretical constructs of Experiential I.cfxm-
ing Thcor; might be useful. It is possible that rewording some of thc iu:mﬁ on 1l;c EPQ
and the ACP may result in more meaningful responses by nursing subjects. For.instanc:,
the items ‘designing cxperiements’ and ‘analyzing quantitative data’ may illicit negative
rcaponses in subjects who inteipret such items as representing laboratory type competencics

and therefore not important to the nursing rorlhc. Changing thesz items to ‘designing exper-

-

7 ..
‘iments comparing different aursing interventions’ and 'analyzing patient’s laboratery

results’ may illicit different responses since these items are more relevant to nursing eavi-
ronments. [n addition, items from the revised instrument could be correlated with those

of established measures of nursing competencics such as the Slater Nurse Competency Scalé

{Wandelt ct al., 1975) o sce if relationships exist.

Another study of intecrest .would be ons to determine subjects perceptions of which
1ype of learning environments or experiences in nursing are most effective in the develop-
ment of different compcwud:s. The results of such a study may provide a better under-
standing of the sources of influcnce on the development or lack of development of compe-
tencles important to nursing. Kolb et al. {1981) found differences in perceptions of the
impact of different types of learning environments on the development of particular com-
petencies. These results may bave important impiications for planning teaching-learning

experiences in nursing education.

Another study could be designed to determine differential contributions of professional

education and actuw:  work experiences after graduation to the development of competencies.
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In a study of social work and cnginccﬁng lpractionérs, Kolb et al. (1981) found differences
in their perceptions ot the influences of actual job roles as compared to professional educa-
tion programs in the development of certain competencies. Information gained from such
a study may be useful for nurse educators and administrators in understanding the learn-

ing needs of new graduates as they make the transition from student to practioner.
-

A longitudinal study tracing responses to the ACP and EPQ from freshman to senior
level of a nursing program for the same group of students would be of interest. Informa-
tion gained from such a study may be useful in 'dctcrmining.cha.ngcs in perceived levels of
competence and perceptions olf the importance of diffcrcn"u competencies with experience in
a profesgsional education program. Theorctically, certain competencies would be expected to

increase with experience in professional education programs.

Another area for future research, might be to investigate how nurses and nursing stu-
dents perceive nursing theories using Jacobsen's (1983) Semantic Differential for External
Coniparison of Conceptual Models (SDCM). Using the SDCM, it is possible to determine
subjects’ perceptions of the relative abstractness of a theory. This score could then be cor-

related with learning style to see if a relationship exists between lcarning style and percep-

tion of the relative level of abstractness of different theories.

Finally, a study to determine preference for a particular theory as a basis for practice
and its relationship to learning style could be conducted with nurses wﬁo_ uscd different
theories in actual work settings. At this stage of theory development in nursing, suchl a
study is not feagible since few pursing insti't.utions are established in their use of theory as
a basis for practice. Such a study would require a group of subjccn; \'."ho are familiar with

' L

several theories and were thus in a position to make a choice among them. Another

~

assumption would be that the institution was supportive of the noiion of *theoretical plu-

ralism’, that is, that nurses are free to choose which nursing theory they feel is appropri-

- \
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ate to the nurse-patient situation at hand. This notion is not generally well accepted in
nuraing settings at this stage of development in the nursing profession. Hence, such a
study is not feagsible in the immediate future. )

In this section, several recommendations for future rescarch were proposed. In the

Y
next section, conclusions arising from the resuits of this study are presented.



SUMMARY AND CONCLUSIONS

In his theory of expericitial icarning , Kolb (1978) suggests that the structure of
knowledge in a disciplinc exerts a characteristic learning press or set of lca.mizg demands
on the learner. Through repeated person-environment interactions in such environments,
learners develop particular ways of dealing with the world and come to_cmphas_izc learning
competencies most effective in acquiring knowledge of the discipline.. These competencics

tend to cluster around different learning modes in a cycle of learning described in the

‘theory and result in what Kolb (1978) describes as a preferred learning style.

Nurses and nursing students have been found to have predominantly concrete learning
styles rcIlcciing the people-oriented human service nature of the profession. Kolb and his
agsociates have developed measures of environmental press to determine perceptions of

———

important learning demands in learning environments.

In this study, the researcher explored the hypotl-acscs that learning style and environ-
mental press perceptions are related to attitude towards thco;y-basod nursing. Theory-
based nursing is a new approach to nursing practice and represents a change from tradi-
tional more task-oriented approaches. As hypothesized, subjects with abstract learning
styles and those who perceived nursing environments to be more abstract than concrete
had r;;orc positive attitudes towards thcory—bascd nursing than those with concrete learn-
ing styles and those who perceived nursing environments to be more concrete than
abstract. These results are consistent with theoretical predictions and suggest some support

for the underlying theory.
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Additional support for the theory was obtained when, as hypothesized, Post-RN stu-
dents were found to perceive nursing environments to be more concrete than did the gen-
eric nursing students when the EPQ was used to measure environmental press. This is
supportive of theoretical expectations that as experienced practioners of nursing, Post-RN
students would rate concrete, people-oriented competencies higher than would the less
experienced undergraduates. However, Post-RN students also perceived nursing environ-
ments to héve a more abstract press than did the undergraduate students. This finding
may be related to the Post-RN students’ greater understanding of the need for abstract
skills in pursing based on their extensive experiences in nursing situations. Finally, all
subjects in this study rated nursing environments higher in concrete press than abstract

press which is supportive of Kolb's contention of disciplinary differences in learning press.

Contrary to predictions, no relationship was established between learning style and
preferred theory for practice or preferred method of learning nursing theory. Possible
design problems which may have resulted in inadequate tests of thu.’;c hypotheses were dis- '
cussed and suggations for future research recommended. It is possible that the lack of
support for the hypothesis that Post-RN students have a less positive attitude towards
theory-based nursihg than undergraduates may have been related to methodological prob-
lems. Data from a large group of Post-RN students could not be obtained due to schedul-
ing difficulties. This hypothesis should be explored in a study with a more representative

sample before conclusions are drawn.

Finally, the hypothesis of a relationship bct;vccn degree of person-environment fit and
satisfaction with nursing was not supported. Design problems were suggistcd and an aiter-
pate explanation of the notion of person-environment fit and its relationship to satisfac-
tion offered. Subjocts who were underqualified in their personal learning competencies as

compared to their perceptions of environmental demands were more satisfied with nursing
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than those whose perceived competencies exceeded environmental demands. These findings
are consistent_with those of others who concluded that w"hcn personal competencies are
rated lower than perceptions of environmental d.cmands. individuals are motivated to
improve and learn. When competencies exceed environmental demands, individuals are

bored and thus, less satisfied. It scems logical to ,concluc? from the results of this study

that person-environment fit is.not a necessary condition for satisfaction with nursing.

The patterns of relationships among ACP measures of the four learning styles were
different for the two groups of nurses in this study. The four ACP style variables of
Post-RN students were intercorrelated to a higher degree than those of the generic students
possibly suggesting a higher level of development in the older, more experienced Post-RN

students.

In summary, the results of this study are suggestive of moderate support for Experien-
tial Learning Theory. Possiblc‘ problems with the measurement properties of the instru-l
mentis used in the study were discussed and caution was advised in the interpretation and
generalization .of these results. However, it can be concluded that there i.s sufficient evi-
dence of support for theorctical predictions to warrant further rescarch from the Experien-

tial Learning Theory perspective. Recommendations for further research were advanced.

Given the possible design problems encountered in this study, the interpretation and
generalization of the results must be treated cautiously. However, taking these cautions
into consideration, it ‘appca.rs that some support for Kolb's Experiential Learning Theory
was obtained. It appears that learning style is related to, attitude towards thcory.—based
nursing as is environmental press perception. Individuals with abstract stj,rlé a.nd those
Wh6 pc-rccivc nursmgdfnvironmcnts to be more abstract than concrete have a more positive
attitude towards theory-based nursing than those who perceive nursing environments to be

more concrete than abstract. Nursing environments are perceived to be more concrete than

- 102 -



SUMMARY AND CONCLUSIONS = 103

abstract by subjects in this study and thq more experienced nurses perceived nursing envi-
rom—n_cnts to be more concrete and more abstract than did‘thc less experienced gcncrié stu-
deinits. There appears to be no rcl‘ationship' between learning style and preferred theory for
practice and preferred method for learning _numing theory aithough measurement of the
latter two v.a.riabllllgs may have been a probllcm in testing these 'hypothmcs. Finally, the
relationship betwécn person-environment fit and satisfaction with nursing appears to have
more to do with whether individuals are under-qualified in terms of their iacrsonal learn-
ing competencies as compared to pcﬂ:’tivcd learning demands than with whether or not
their personal competencies exceed perceived learning demands. Finally,. post hoc findings
are suggestive of some evidence of support for the theoretical notion of increasing integra-
tion of learning style with maturity. Further investigation of this construct was recom-
mended. It is also suggested, however, that more work is needed to improve the ACP and

the EPQ and to more cffectively operationalize variables measuring preferred method for
learning nursing theory and preferred theory for practice. In addition, replication of this

study with a larger and more representative samplc of the nursing population would be

desirable.
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Stﬁdent Number:
- LEARNING STYLE INVENTORY

lgstructions:

There are nine sets of four words listed below. Rank-ordeg the words in each set by
assigning a 4 to the word that best characterizes your learning style, a 3 to the word
that next best characterizes your learning style, a 2" to the next most characteristie
word, and 2 1 to the word that is least characteristic of you as a learner.

You may find it hard to choose the words that best characterize your learning style.
Nevertheless, keep in mind that there are no right or Wrong answers g all the choices are
equally acceptable. The aim of the inventory is to describe how you learm, not to
evaluate your learning ability.

Be sure to assign a different rank number to each of the Four words in each sety do
not make ties.

[F= - -IEL VIR BE7 UEE AECE

discrisminating _____‘tentative __ involved practical
receptive relevant ____analytical impartial
feeling ° ___ watching ____thinking doing
accepting ____risk-taker - __evaluative auare

. intuitive ____productive __ logical guestioning

_____ abstract ___observing ____concrete active

_____pﬁesent-uriented reflecting ____future-oriented pragmatic

__ experience ___ observation _ conceptualization Fq—_‘experiﬂcntation
intense ____reserved _r"ational responsible
e
Scoring: ‘ )

The four columns of words above correspond to the four learning style scales: ce,
RO, AC, and AE. To compute your scale scores, write your rank numbers in the boxes below
only for the designated items. For exaople, in the third coluan (AC), you would 311 in
the rank number you have assigned to iteas 2, 3, 4, 5, 8, and 9. Compute your scale
scores by adding the rank nuzbers for each set of boxes.

Score itenms: Score’items: Score -items: Score jtems:

234578 , 136789 234588 1357388
N O O A SRR O O O I RN
CE RO AC AE -

To conpute the two coabination sceres, subtract CE from AC and subtract RO from AE.
Preserve negative sighs if they appear.

Ac - cE L
aece: | |-1T ) - AE-RO: |__|-]_f -

Kolb 1978
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 ADAPTIVE COMPETENCE PROFILE (ACP) ¢ -
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ADAPTIVE COMPETENCY SCALE

.

Personal learning competencies: (Circle the appéopriate nuaber for each item). -

How would you rate your level of skill on each competency?

‘ highly
. unskilled average skilled
1. Listening with an open aind 1 2 3 405 § 7
2. Developiné coaprehensive plans 1 2 3 4 5 .6 7
3. Building conceptual models 1 2 3 4 5 6 7
4. Committing yourself to objectives ‘ 1 2 3 4 5 6 7
5. Influencing and leading others 12 S I A 6 7
6. Haking decisions i 2 3 4 5 8 7
7. Designing experiments . ) 3 4 5 8 7
8. Being sensitive to values 1 2 ? 4 5 . 6 7
9. Balﬁg able to adapt to changing circunstances 1 2 3 4 5 6§ 7
10. Genersting alternative ways to doing things 1 2 3 & 5 & 7
11. Organizing information 1 2 3 4 5 6 7
12. Setting goazls | 1 2 3 4 5 & 7
13. Experiaenting with new ideas and approaches 1 2 3 45 6 7
14. Tnagining implications of (ambigquous) situations 1 2 3 & 5 6§ 7
15. Identifying and defining probleas 1 2 I 4 5 I
16. Dealing with people 1 2 3 & 5 6 7
17. Gathering information ) 1 2 3 &4 5 6§ 7
18, Seeking and exploiting opportunities A : 1 2 3 & & 6 7
19. Comnunicating with others 1 2 3 4 5 6 7
20. Analyzing quantitative data 1 2 3 45 § 7
: Zlg‘ Being sensitive to peqplc's feelings 1 2 3 4 5 6 7
22, Bfing personally involved 1 2 3 4 5 6 7
23. Yestiqg theories and i1deas 1 2 3 & 5 6 7
ZLl Keasuring and evaluating effective perFormance 1 2 L4 5 5 7
25. Working in groups 1 2 3 &4 5 6 7
26. Sceing how things fit in the big picture 1 2 3 4 5 6 7
27. Choosing the best solutien to a defined problen 12 I 45 6 7



APPENDIX C

ENVIRONMENTAL PRESS Q\}ESKIONNAIRE (EPQ)

- 120 -



ENVIRONMENTAL PRESS QUEST TQNIATRE
Hork abilities: (Circle the appropriate number For each item).

To what extent do you need these competencies or work abilities to do well in nursing?

not at all ’ - high level
. important ' - needed
1. Listening with an Jpen aind ‘ . , 1 2 3 4 5 6 7
2. Developing comprehensive plans | . 1 2 3 4 5 6 7
kS fuilding conceptual nodels . 12 3 &4 5 6 7
4. Connitting yourselF to ubjectives 1 2 3 4 5 6 7
3. Influencing and leading others 12 3- 4 5 6 7
6. Haking decisions A ' S 2 ‘3 4 5 6 7
7. Designing experinments ' ' ' i 2z 3 4 5 _ 8 7
-~ 8. Being sensitive to values . 1 2 3 4 5 6 7
9. Being able to adapt to changing circumstances 1 2 3 4 5 6 7
10. Generating alternative ways to doing things 1 2 3 4 05 6 7
}1. Organizing information 1 2 3 &4 5 6 7
12. Setting goals . 1 2 3 4 5 6 7
13. Experimenting with new ideas and approaches 12 3 4 5 5 7
14, 'llaéinihg inplications of {ambiguous)
situvations ‘ . 1 2 3 4 5 6 7
15. TIdentifying and defining problems 12 I 4 5 6 7 -
16. Dealing with pcoglc 1 2 3 4 5 6 7
17. Gathering {nFormation - 1 2 3 4 s 6§ 7
18. Seeking ;nd\cxploiting opportunities . 1 2 3 4 5 8 7
19. Comrmunicating with others 1 2 3 4 l5 6 7
20, Analyzing quantitative data 1 3 .4 5 6 7
21. Being sensitive to people's feelings 1 -2 -— 3 4 5 6 5
22. Being peréonally involved ’ . _ 1 2 3 4 5 6 7
23. Testin§ thearies andlideas 12 3 4 5 58 7
24. Measuring an& evaluating effective performance 1 2 3 4 5 6 7
25. Working in groups _ 1 2 3 4 5 6 7
2b. Seeing how things Fit in the big picture o2 I 4 .5 6 7
27. Choosing ths best solution to a defincd problen 1 2 3 4 5 5 7
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" NURSING THEORIES OP{NICNNAIRE

DIRECI'IONS This is not a test and there are no right or wrong answers. It is important that
your responses accurately reflect your own feelings. Below the concept is a series of eleven
descriptive—adjective scales. Here is how you use the scales. An (X) placed toward the left of
the scale indicates that you judge the concept to be more ‘like the adjective on the left of the
scale than the adjective on the right side of the scale. )

Do rot spend too much ere deliberating on any one ltem, but try to give your first
impression and work as quickly as p/ainblc It would be appreciated if you would place your (X)
in the middle of the spaces ( ), and not on the boundaries ( : _X 8.

CONCEPT: NURSING PRACTICE BASED ON EXPLICIT NURSING THECRY

GooD :__':.___:_:;:___:.__:__: BaD
UNPLEASANT :___:__:_____ :___:__:___:_: PLEASANT
DEEP : = % ___ %z : SHALLW
.-‘VALUABLE P ___ v __ o+ _ % __ 't 't VWORTHLESS
* CLEAR @ : S S S S S . -VA ¢
MEANINGLESS = @ Y.t ____ % __%___: MEANINGFUL
NICE N I N R D R D AWth_ ;
NEGATIVE : _ = _ ¢ __ = __ % __ 't __ :__ 1 POSITIVE k
PASSIVE : ': ¢ ___:___:___:ACI’IVE.
SWEE'I‘:___:_.:_.__-_:l__.___:__:___: SOUR
WEAK : : : : : : : STRONG

1. If given an 6pportunity to choose between 2 theories as your basis for nursing practice, vhich
of the following would - w choose? Circle one only.

1. Orem's Self care theory
2. Betty Neuman's health care systems model

2. 'For each method of learning listed below indicate how helpful it would be to you as a method

for learning nursing gheory by placing the appropriate nutber in the blark preceeding each
method.

NOT HELFPFUI, AT ALL SOMEWHAT HELPFUL HELPFUL VERY HELPFUL
1 2 3 4

@_ Formal lectures from an expert

Textbook readings using a study guide
Smull group discussion of a case study
"Hands on" experience in the clinical area

1]
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NURSTHG CAREER CHOICE QUESTIODNMALRE

fach of the statements below is sonsthing that a perzon uibht say about nquing. You are to
indicate your awn, personal frelings about nursing by msarking how zuch you agree with each of the

statenents,

Mrite 3 nuaber in the blank for each stateaent’ based on this scale:

S -
HOW MUCH DO YOU AGRTE WITH THAS STATEMCH[?

i

DISAGREE STROMGIY DISAGRET DISAGSEE SLIGHTLY NEUTEAL  AGREE SULIQUILY AGREE AGREE STROHGLY
’ H Z 3 4 5 : 6" 7

l. My opinion of oyself goes up when 1 do this job well

2. Generally speaking 1 23 zatisfied with nursing

3.1 feel a great sense of personal satisfaction when I do this job well

. I frequently think of quitting nursing

5. 1 feel bad and unhappy uhenigsﬁiscover that I have perforaed poorly on this job

6. I am generally satisfied with lhesgipd of work [ do in nursing,

7. My oun Feelings generally are not affected ouch one way or the other by how well I do
this job : : .

hpart froa your nursing educztion prograa{s), uhat experiences have you had in nursing?

’

e

How many years experience in nursing have you had?

¥hat iz your curreat age?

e

What is your current student status?

full tine
____ part tice
year in progran

o
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\
Research Subject Consent far Rescarch Study

1 _ consent to participate in this study on student learning

styles directed by Heather Laschinger at the University of Ottawa Schoel of Nursing.

My participation involves:
1) cospletion of the Learning Style Inventery, Environaental Press Questionnaire,
Adaptive Competence *Scale, Hursing Theories Questionnaire and the Nursing Career Choice

Questionnaire in the winter of 1986,

I understand that ay participation is voluntary and ! nay withdraw froo this study at any
time without consequences. I understand that this data will be used for research purposes only
with the resesrcher—raving exclusive access to the data whichilel-remain in 2 locked File for
four yéars.

I understand that the study findings may be published but that any informatien that would

b

identify se will not be revealed in any publication about the study.

I understand thgt any questions I may have relating to the study =ay be answered by

contacting Heather Laschinger, at University of Ottawa School of Nursing. .

Date: Signature:
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UNIVERSITE DOTTAWA | UNIVERSITYOFOTTAWA

OTTAWA ONTARIQ
CANADA

-

January 14, 1986

Mrs. Heather Laschinger . ' .
School of Nursing
University of Ottawa
451 Smyth Road
Ottawa, Ontario

K1H 8M5

Dear Mrs. Laschinger: . é

Following a serious ethical review, the research committee at the
University of Ottawa has approved your project entitled: Learning Styles and
Atcitudes towards Theory-based Nursing of Nurse Clinicians and Nursing
Students.

We hope that you will be successful in the completion of this most
interesting and needed study.

Sincerely,

%/&gz _///7/,,.

Marie A. Loyer, PhD
Chairperson Pro—tem
Nursing Research Committee

MAL/gg
Ecule des scicnces infimidres 451 Smyth Rd. School of Nursing

_ Faculté des sciences de la santé KIH 8M5 Faculty of Health Scicnces
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ABSTRACT

APPENDIX I
LEARNING STYLES OF BACCALAUREATE NURSING STUDENTS

AND ATTITUDES TOWARDS THEORY-BASED NURSING

o PRACTICE\Itn‘ )

The purpose of this study is to investigate personal and environmental factors which could
impact on attitudes towards theory-based nursing from the experiential learning perspec-
tive. Kolb hag suggested that the structure of knowledge of a discipline is a major force
which shapes learning stvles of members of the discipline. Nurses and nursing students
have been found _to,have predominantly concrete learning styles suggesting a practical,
people-oriented manner of .dcal‘mg with the world (Laschinger & Boss, 1983; Huch, 1981).

Kolb reports that concrete learners find theoretical approaches Jnhelpful and prefer to treat

each situation as an unique case.

In the past decade, nurse educators have emphasized the need to base nursing practice
on explicit nursing theory (Fawcett, 1984; Meleis, 1985). A theory-based approach will

require the further development of abstract competencies in nurses and nursing students.

In view of the past research findings in which nursing students were found to be predom-

inantly concrete learners, it would seem important for nurse educators to develop strat-
¢gies to supplement nursing students’ concrete learning competencies with these of an
abstract type. Experiential Learning Theory may ;)rovide a means of assessing an individ-
val's level of gkill .on these competencies and a means for determining the -degree of

emphasis on different competencies in nursing environments.



ABSTRACT

One bundred and twcntj}—onc tl;ird. and fourth year generic baccalaureate nursing stu-
dents and 76 Post-RN students enrolled in a theory-based nursing curriculum were invited
to participate in the study. Subjects completed two measures of personal learning style
(the LSI and the ACP) and a measure of environmental press, the (EPQ) { Kolb et al,
1981). In addition, subjects cc;mpleted an instrument constructed by the researcher, e
Nursing Theories Opinionaire (NTQ). Correlational analyses as well as t-tests for differ-

ences between means were used in the analysis of data.

The results of this study suggest that.as hypqthcsizcd. learning style and perceptions
of environmental press of nursing learning environments are significantly related to atti-
tudes towards theory-based nursing. Subjects with comcrete learning styles and subjects
who perceived nursing environments to be predominantly concrete were less positive

towards the concept of theory-based nursing than those with abstract learning styles.’
Contrary to expectations, learning style was not found to be significantly related t.o pre- )

ferred method of learning nursing theories nor to nursing theory preferred as a basis for

practice. \
— T T~

The results of this study have potential usefuh(ncss for nurse educators in déveloping \ -
strategies for te;aching theory-based nursing to both incoming members to the profession /‘

and to experienced nursing professionals.





