WALDEN
UNIVERSITY

A higher degree. A higher purpose.

Walden University
ScholarWorks

Walden Dissertations and Doctoral Studies

Walden Dissertations and Doctoral Studies i
Collection

2015

How Nursing Educators Address the Differing
Learning Styles of Students

Kimmie Sue Gore
Walden University

Follow this and additional works at: https://scholarworks.waldenu.edu/dissertations

b Part of the Education Commons, and the Nursing Commons

This Dissertation is brought to you for free and open access by the Walden Dissertations and Doctoral Studies Collection at ScholarWorks. It has been
accepted for inclusion in Walden Dissertations and Doctoral Studies by an authorized administrator of ScholarWorks. For more information, please

contact ScholarWorks@waldenu.edu.


http://www.waldenu.edu/?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
http://www.waldenu.edu/?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.waldenu.edu?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.waldenu.edu/dissertations?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.waldenu.edu/dissanddoc?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.waldenu.edu/dissanddoc?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.waldenu.edu/dissertations?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/784?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/718?utm_source=scholarworks.waldenu.edu%2Fdissertations%2F183&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:ScholarWorks@waldenu.edu

Walden Universy

COLLEGE OF EDUCATION

This is to certify that the doctoral study by

Kimmie Gore

has been found to be complete and satisfactorly iespects,
and that any and all revisions required by
the review committee have been made.

Review Committee
Dr. Wendy Edson, Committee Chairperson, Educateuky
Dr. Stephen Brown, Committee Member, Education Facu
Dr. Tammy Hoffman, University Reviewer, Educaticachlty

Chief Academic Officer

Eric Riedel, Ph.D.

Walden University
2014



Abstract
How Nursing Educators Address the Differing Leagn8tyles of Students
by

Kimmie Sue Gore

MSN/Ed, University of Phoenix, 2010
BSN, University of Phoenix, 2008

ADN, Antelope Valley College, 1993

Doctoral Study Submitted in Partial Fulfillment
of the Requirements for the Degree of

Doctor of Education

Walden University

December 2014



Abstract
Educational research has shown that student lepstytes, and educators’ consideration
of learning styles, significantly influence the deaic success of adult learners. This
project study was designed to identify the percgstiand attitudes of nursing faculty
concerning student learning styles and consideratictudent learning styles in their
praxis. The study was guided by Malcolm Knowlé&dry of andragogy, and
investigated nursing educators’ knowledge abouhleg styles and course delivery with
regards to students with different learning styl#sised a descriptive multiple case
study approach and collected data among nursingagéohs using the Principles of Adult
Learning Survey (PALS)(= 9), teacher interviews € 9), and classroom observations
(n=6). The qualitative interview data were anatymsing the constant comparative
method, and the PALS and observational data weakyzed using descriptive
guantitative methods. The results indicated defficies in nursing instructors’
knowledge of student learning styles and in nurgistructors’ learning style-driven
course delivery. Respondents notably cited timétditions, class size, and student
resistance as barriers in implementing teachirajesgres to address learning style
differences. A notable study outcome was develtppiB-day seminar for nursing
educators focusing on the deficiencies and baridenstified in the study. Implementing
this program may promote positive social changé@ih nursing educators and nursing
students by addressing barriers to learning stgileed teaching methods and facilitating
student learning style consideration in planning delivering nursing education,

promoting improved academic performance by nurstngents.
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Section 1: The Problem
Introduction

The concept and importance of learning styles|ftérénces in personal
preferences concerning how to receive and assani&rmation, has been well
established in educational research. Significardunts of research have examined
teaching styles and methods, including the effectess (or lack thereof) of single-type
styles versus diversified teaching methods. Sthgte teaching is usually lecture
teaching, as opposed to diversified or studentreet@aching. Johnson and Mighten
(2005) opined that if the goal is for students tocess the material being presented, to
help transform information into knowledge teacharsst make a “...paradigm shift from
the lecture model to one that uses a variety ofagmghes focused on stimulating students
to think critically...” (p. 320). A research gapigts, however, with less study and
reporting on the degree to which adult educatoderstand student learning style
differences and whether they consider learningesglaptations in planning their
classroom teaching. This study addressed this gapdcifically investigating these
concerns with nursing instructors.

Nursing education in the United States, like muichdult education, involves
students who may possess widely varied learnirigsty preferences. One-dimensional
teaching such as instruction solely through lecttomn faculty or simply telling students
to read a textbook chapter is not likely to helgstaldents (NCSBN, 2008, p. 5).
Neuman et al. (2009) found that teaching and legrmethods must be designed and

implemented with an eye toward addressing the neestsidents with varied learning



styles in order to effectuate the most productefBcient, and effective nursing
education, and that with the greatest potentiatfodent success.

It is very difficult to design any type of learnistyle based education
enhancement or remediation program without knowlegcurrent state of nursing
faculty understanding of student learning styléedénces and what, if any, methods they
use to address them. The current level of thigrstdnding on the part of nursing
faculties is currently not well understood or doeunted.

Definition of the Problem

Nursing education faculty members in the UnitedeStdear a unique set of
responsibilities. They are tasked with providitgdent nurses with technical knowledge
and skill sets in the ever-changing arena of heatth They must also teach prospective
nurses more abstract skills such as critical timgland clinical reasoning (AACN, 2005;
Benner, Sutphen, Leonard, & Day, 2010; NCSBN, 20@8rombination of technical
knowledge and the ability to think critically isaessary for students to succeed in
nursing school, in post-graduation licensure exatons, and in nursing practice.

In order to satisfy these requirements to teach temthnical and thinking skills,
nursing faculty members must be knowledgeable th bourse content and the science
of adult education. The American Association ofl€yes of Nursing has stated that
nursing educators should understand adult leaaretsadult learning and make decisions
concerning both what to teach and how to teach (NAZD05). Teachers must make use
of varied teaching techniques to promote posittudent outcomes (AACN, 2005;

Benner, et al., 2010; NCSBN, 2008; Young & Pattey2007). The National Council



3
of State Boards of Nursing (NCBSN, 2008) has daad hurse educators must understand
the science of adult learning including learnindest and diverse learners.

Despite these NCBSN and AACN mandates and widecadieadlgement on the
part of educational theorists of the importancstatlent learning styles in adult
education, little is known concerning whether nogsnstructors do, in fact, understand
learning style differences in their students. ElMss is known about how, or if, nurse
educators incorporate varied methods in their tiegdo address learning style
differences. Inherent in this deficit is a lackusiderstanding of any factors that prevent
nursing teachers from using such varied methodss Study addresses this lack of
knowledge concerning nurse educators’ understarahdgconsideration of learning
styles. Knowing both what teachers know aboutiear styles and what they do to
address them is a necessary first step in desigmogyams to help teachers and students
be more effective through understanding and corsiid® of learning style differences.

Failure on the part of educators to adequatelyidenstudent learning style
differences, whether due to lack of understandngtioer impediments, contributes to
problems in academic performance. Despite rigida@ce requirements and testing
designed to identify students who exhibit the hgghpotential for success, a significant
number of undergraduate students experience acadificulty at nursing schools.
These difficulties are not limited to courseworlal@ado State Board of Nursing records
indicate that from 2008-2012 nearly 10% of liceapplicants who had graduated from
approved bachelor degree nursing courses failpdds their first attempt at the

registered nurse licensure examination (NCLEX FRegss, 2012). Additionally,



4
although it is only an indirect indicator of nurgischool performance, nearly half of all
students who begin Bachelor of Science in NursBfg) degree programs fail to
complete those degrees (Attrition, 2011). Somé gfahis attrition is likely due to a lack
of student success in academics.

Even though many nursing programs offer a studysstwurse, learning style
assessment and learning style-specific study arel®ften not included as part of the
course, as is the case for the school selectatistudy, a public university located in
Colorado. Through discussions with the NursinggPam | learned that the university
does administer a learning style inventory to stisléut the information from that
assessment is not disseminated to a student’scuudrsieteachers (J. Smith, personal
communication, 2014). The evaluation processdachers at this university does not
include an assessment of those teachers’ undensgaoidstudent learning styles (J.
Smith, personal communication, February 26, 2014).

Concerns about teaching methods were also voicpdrsonal communications
with nursing students at another campus concethigig classroom experiences. Many
of those students have voiced concerns about sléissewere presented solely through
the use of lecture and PowerPoint slides. In M&@t3, for example, several nursing
students told me that it was difficult for themassimilate large amounts of technical
information absent the use of additional learnitngtegies such as group projects, open
discussions, and hands-on tasks.

This project study explored the knowledge andwatés of nursing faculty

relating to student learning styles. It also galtee extent to which nurse educators at



the study site incorporated learning style consitien in their course planning and

delivery. The results identified a gap in praciitcéerms of teachers failing to adequately

address student learning styles. The resultsheg®d suggest avenues to pursue in
closing that gap.
Description of the Local Setting

The setting for this study was an accredited mtstih of higher education in
Colorado that offers several different graduate amdergraduate nursing degree
programs. The local study site has two nursingteel degree programs, the Associate
Degree in Nursing (ADN) and Bachelor of Sciencélursing (BSN); these tracks are
designed to prepare students to take and pastatlkeasiministered National Council
Licensure Examination (NCLEX). Successfully contipig the NCLEX leads to the
issuance of the Registered Nurse (RN) license eettkatial necessary for professional
practice as a nurse. The study site’s residecdiiapus provides nursing classes in
traditional brick and mortar classroom setting$ie Echool also offers nursing classes in
an online environment.

There were approximately 500 students enrolletiemiursing programs at the
study site in autumn of 2014. At the time of thedy, about 22 nursing faculty members
were engaged in teaching in the ADN and BSN progras both a traditional
classroom and online institution, the school ig@spntative of most nursing schools in

Colorado including both traditional and e-learnfagilities.



Rationale
Evidence of the Problem at the Local Level

Unlike many other adult educational fields, nursaagication includes teaching
students how to critically think and problem solviéhe National League for Nursing has
stated that “graduates of nursing programs arenegjto demonstrate critical thinking,
reflection, and problem solving skills” (as quotadstaib [2003], p. 498). Nursing
educators must therefore ensure that student#nadady to provide patient care and
are equipped with the critical thinking skills thiaey will need to be successful on the
National Council Licensure Examination (NCLEX) aekntually to function
professionally.

A failure on the part of faculty members to addyetiit teaching strategies to
address varied student learning styles and diteasaing needs can negatively impact
student readiness and contribute to academic dlifies (Benner, et al., 2010; Billings &
Halstead, 2005; Oermann & Gaberson, 2009; Young#&ron, 2007). Through
experience, individuals develop one or more pretelearning style or styles (Fleming &
Baume, 2006; Knowles, Holton, & Swanson, 2011eogte tend to use elements of all
learning styles; they tend to not confine theiriméag efforts to one style only. However,
people prefer to use one or perhaps two modesoiileg as opposed to others (Fleming
& Baume, 2006). All people learn actively but theyso in different ways. Different
learning styles call for different teaching appioes

To remediate any deficiencies in nursing schootlagac achievement, it is

necessary to identify the root cause or causdsosktdifficulties (Cowen & Moorhead,



2006; Oermann & Gaberson, 2009; Young & Paterso@7R While learning style
theory is well known and widely accepted in edwratircles, the extent to which
nursing school instructors, specifically thosehat $ubject school, are varying their
instructional methods to address those styles dfetahtiated learner needs is not
known. There is little available data to indicateether nursing instructors are using
pedagogies that are designed for, driven by, oieced on the individual needs of their
students or those that are designed consideringvamt the instructor feels is effective,
efficient or convenient. This is the key differerizetween a teacher-centric and a
learner-centric classroom.
Purpose of the Study

Knowing the degree to which each type of teachiglg $s being used in the
subject institution is a prerequisite to the desigimplementation of any type of
professional development course meant to help &gat¢bach and students learn more
successfully. More successful teaching and legrare necessary to help alleviate the
academic deficiencies noted. However, remediaftorts would be inappropriate prior
to knowing what specifically needs to be remedigiddrriam, Caffarella, &
Baumgartner, 2007; Palomba & Banta, 1999). Theeetbe determination of whether
instructors are leading teacher- or learner-cegtasses was central to this project. To
that end, | conducted interviews with teacherd@riursing education program to find
the degree to which they are familiar with learnstigle theory, whether they are aware
of the learning styles of students in their clagars, and what, if any, teaching

methodologies they are using to address thoseihgpstyles. | also used an established



and validated instrument to survey instructors eomag learning style issues, and
performed in-classroom observations to help in mgkine determinations referred to
above.

This purpose of this study was to find if nursiagudlty members who are familiar
with learning style theory and the differentiatexbds of their students are employing
varied means of teaching to address them. Alsthartase of nursing faculty members
who know about learning style differences but haseimplemented varied teaching
strategies, it was important to determine why thaye not chosen to do so. All of these
factors must be assessed before any substantioe aen be taken to correct
deficiencies. Therefore, the primary problem adskee by this study was that not
enough was known about nurse educators’ knowletigeident learning styles and
whether those nurse educators are using varieditepamethods. Determinations must
be made concerning both knowledge and utilizateliode any subsequent steps can be
taken toward improving the academic performanad@iursing education program.
Evidence of the Problem from the Professional Liteature

Many contemporary educational theorists have erpltine topic of learning
styles and differences in how various adult stusi&drn. Knowles (1980) proposed key
theories concerning adult education methods, redetis as andragogy, and the need to
adjust its delivery to appeal to learners with wagypersonal preferences for how to
receive and interpret information. Gardner (1988% not a proponent of the term
learning styles but did seminal work on differetyless of intelligence and developed the

theory of Multiple Intelligences, or Ml, which isosely related to theories of learning
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styles. Other researchers and theorists includolg (1984) and Fleming (1992) have
expanded on the learning style or multiple intellige ideas. Several have developed
learning style models and assessment tools. Fe(PO2) proposed a model, often
referred to as VARK, which categorizes learnerbeisg primarily oriented toward
visual, auditory, reading, or kinesthetic learniriRegardless of the specific learning style
model or even the use or non-use of the term legrstiyle, there has been wide spread
agreement among educational theorists concernagrthortance of addressing varied
types of learners among adult students (Bennat,,62010; Caffarella & Vella, 2010;
Gogus & Gunes, 2010; McClellan & Conti, 2008; Phag 2).

Learning style consideration and varied teachinthods are as important in
teaching nursing students as they are in the eidncat any other adult learner. In
Educating nurses: A call for radical transformatjdenner, Sutphen, Leonard, and Day
(2010) urged nurse educators to “...step out fromrizetine screen full of slides and
engage students...” (Benner, et al., 2010, p. 14)calidd for a more student-centric
approach in nursing education. Nurse educatorsWyamd Patterson (2007) also
advocated a more student oriented teaching stylemphasized that student learning
styles should be considered in planning teachlngwriting about evidence-based
practice in nursing and learning, Johns Hopkinsversity nursing educators Poe and
White (2010) cautioned against the use of a oned#wonal teaching strategy in nursing

education.
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Definitions

Andragogy

Malcolm Knowles was one of the more contemporaayriang theorists. His
works significantly impact adult learning method3uring his career, Knowles published
several books focusing on his theory of andragayydragogy means that educators of
adults should focus more on the process of edugagpecially methods of instruction
and course content delivery, than on the contsalfifKnowles, 1984). Andragogy
includes the precept that adult learning is mdstcéie when it involves performing
tasks and activities instead of simply passivefdneg or listening to lectures. Knowles’
andragogy also means that educators should teadbrgs by having them become
involved in tasks thus gaining their own insights.

Critical Thinking

Critical thinking is a term that has been useddualt education circles for some
time. It has particular significance in nursinglanursing education. Poe and White
(2010) refer to critical thinking as a “foundatidicagnitive skill” consisting of sub-skills
including interpretation, analysis, inference, emion, explanation and self-regulation.

Learning Styles

Learning styles refers to an individual's tendetayrefer to receive and process
information in one or more specific ways (Knowl&880; Kolb, 1984). Learning styles
most often means one’s preferred mode of informatseeption, such as the styles

described in Fleming's (1992) VARK model.
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Multiple Intelligences

Howard Gardner (1983) was the originator of thentenultiple intelligences. He
used it to refer to the multi-faceted nature otespn’s intellect. Gardner (1983)
advanced the idea that an individual’'s cognitiviéitglis made up of strengths in
differing areas and that intellectual acumen igrecfion of those strengths individually
and in combination.

NCLEX

The National Council of State Boards of Nursing@BN) is a body charged
with ensuring the quality and competence of nursia@ in the United States. One of
the ways in which they discharge that duty is tomeister the National Council
Licensure Examination (NCLEX) to new entry-levelses. The examination is
designed to ensure that the candidate meets thenmimstandards for nursing skill and
knowledge required to ensure the delivery of compefprofessional care (National
Council of State Boards of Nursing [NCSBN], 2013uccess on the examination is a
requirement for licensure as a nurse.

PALS

The Principles of Adult Learning Scale (PALS) isuavey instrument authored
by Gary Conti (1984). It is used to measure arcatiu’'s instructional style in terms of
teacher-centric or learner-centric orientations.

VARK

Neil Fleming (1992) developed the VARK model tsdgbe the different

preferences students have in how to receive infooma Those preferences, which
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constitute the elements of the VARK model, are "isAural, Reading/writing, and
Kinesthetic.

Significance of the Problem

It is well recognized in adult education that addieg student learning style
differences through varied teaching methods isrdeka and can be helpful to academic
performance. Not well known however is the dedoaehich nursing educators
understand student learning styles and whetherdésigin their course delivery methods
to address those style differences. If they afadhnot doing so, it could be due to a
number of factors. Nursing educators may not igcgantly aware of learning style
differences, they may not have the resources ma@&f time and materials needed to
implement diversified teaching, they might lack awistrative support for varied
teaching delivery, or some other unanticipatedaea&suld be to blame. It is also
possible that nursing faculty members are awararaf,addressing, learning style
differences.

It is not possible to answer questions concermatglty consideration of nursing
student learning styles without knowing the curr@titudes and practices of nursing
instructors. This study is intended to addressdhaititudes and practices and help make
a determination of whether learning styles are dpanhequately considered by nursing
educators. Determination of the degree to whiaemi@g styles are considered is
required before decisions can be made as to whatyj remediation programs are

necessary to increase learning style considerationrsing education.
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Guiding/Research Question

As detailed in the Review of Literature sectiosjgnificant amount of study has
been devoted to the subject of learning stylesth@dmportance of addressing them.
What has not been as thoroughly explored or regastéhe extent to which adult
educators, particularly nursing instructors, untéerd learning style theory and why it is
important. Few studies have addressed the defrag<ing instructors’ knowledge of
the learning styles of their students or even tbein styles. There is also a gap in the
literature concerning the degree to which learsityies have been considered in
developing nursing classroom delivery techniquakaher elements of nursing
instructors’ practices.

An understanding of nursing instructors’ familigntith learning style
differences and adaptations in teaching methodesoigi foundational to determinations
of the extent to which such strategies are, onatgbeing used. As discussed above,
that understanding is also critical to the effemtigss of any eventual programs designed
to encourage the use of diversified teaching sirasein efforts to address the academic
shortfalls detailed in the introduction of this pasal. The combination of the research
guestions which guided this study permit a deteatndm to be made concerning the
extent to which nursing instructors understandnieay style differences and teaching
methods to help address them, and any aids or ingeds those instructors have
encountered in implementing such methods.

In a descriptive case study, the research parathgtrthis project followed, the

structure of the research questions is importahey should help guide the study and
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maintain focus on the problem. With that in mihd¢gdressed the following research
guestions:

1. What do nursing instructors know about learningesty

2. How do nursing instructors design course deliveity wonsideration of the

needs of students with different learning styles?

3. Why do nursing instructors experience difficultiesmplementing teaching

strategies to address learning style differences?

Question 1 was answered through teacher intervaaggesponses on the PALS
survey. Question 3 was also answered throughtkeviews and PALS data. Question
2 was addressed via the interviews and classro@aroétions.

Review of the Literature

| conducted a literature review in which additioeeholarly writings were sought
concerning nursing education and the need to @daphing methods to more fully
engage adult learners with varied styles or prefss. | employed several different
means in the search. | used Nursing EducatiorLaeathing Styles, Teaching Strategies
in Nursing, Student Learning Styles and Academicc8ss, and Student Nurse Learning
Preferences as query terms to search the exteglsisteonic databases maintained by
ProQuest, EBSCOhost, and CINAHL. Additionallyoncucted a thorough review of
my own library of texts and scholarly volumes omlaeéducation in general and nursing
education in particular. The combination of dkdature searches yielded a relatively
large number of scholarly writings and researclorspconcerning differentiated adult

student learning styles and preferences and withiteg methods should adjust to meet
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them (Benner, et al., 2010; Evans & Waring, 20TanEoni & Assar, 2009; Lane, 2010;
McClellan & Conti, 2008; Pham, 2012). One commaentle which emerged from the
majority of the pieces reviewed was that studenfsyed a higher degree of success in
environments which were learner-centric and in Wheaching methods were adjusted to
them as opposed to settings where that was naiage
Theoretical Framework

| chose Malcolm Knowles’ theory of andragogy abkeotetical framework used
to inform this study. Knowles was a contempotagrning theorist whose works
significantly impact ideas concerning adult leaghmethods. According to Knowles
(1984), adult learning is a separate entity fromttiaditional pedagogy approach in
which children learn. Knowles’ andragogy is basadhe premise that adult education
should focus more on the process of learning timathe content being taught. In other
words, emphasis should be placed on how adults ladner than what they learn. As
people mature, they accumulate a wealth of infolonatklated to experience. That
internal library of information constitutes an eustreasing resource for learning. The
goal in adult education is to provide techniquexd thp into the experience of the learner.

According to the theory of andragogy, adult leagnsimost effective when it
involves performing tasks and activities insteagiofply passively reading or listening
to lectures. Knowles (1980) believed that the oflthe instructor was to be more of a
facilitator than a rote teacher. Knowles urgedoadiors to teach students by having them
become involved in tasks and gaining their ownghts. Knowles (1980) counseled that

teachers use varied approaches in order to preadese content in ways that are
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effective for learners with differing preferences how to integrate information into their
knowledge base. That is simply another way ofrggagiat educators should be
cognizant of, and adapt their teaching approaahebé varied learning styles of their
students.

Current Research Literature

Numerous volumes have been written and publishaderaing the recognition
of varied learning styles and the need to adaghieg strategies to accommodate
students’ diverse learning styles, particularlyigher education and in dealing with
adult learners. Learning styles in adult educaliave given rise to many contemporary
educational research projects. Some of that titezaand research is cited below to
provide a foundation used to inform this study.

Learning styles. Students exhibit differences in learning stylepr@ferences for
learning in different ways (Knowles, 1980). A nugnlof survey instruments have been
developed and used to assess individual learnytgsst Administration of those
instruments to students has established not oelgxistence of learning style differences
among students, but also the importance of learstiylg differences and the ability of
students to identify their own styles when measwisdg the VARK learning style
assessment instrument (Breckler, Teoh & Role, 2BEming, 1992; Gogus & Gunes,
2010; McClellan & Conti, 2008).

The existence of learning styles was demonstragdddLlellan and Conti (2008)
who built upon the work done by Howard Gardner Q)98 identifying and cataloging

what Gardner called multiple intelligences. Mc@Geland Conti (2008) developed a



17
valid and reliable survey instrument, the Multipiéelligences Survey (MIS), to assess
the multiple intelligences and learning styles aifege students concluding that learning
style preferences do exist in college studentsylddawWooldridge, and Lyles (2014)
used the Group Embedded Figures Test (GEFT) toureds#ferences in the cognitive
learning styles of graduate students.

In addition, the significance of student learnifges in adult education was also
established. Gogus and Gunes (2010) explorecethttanships between learning styles,
study habits, and academic performance and fowatchtbtudent’s knowledge of their
own learning style or styles can be an importactioflain academic achievement. Gogus
and Gunes (2010) concluded that students’ knowlefigfeeir own learning styles
enabled students to take “responsibility for tloeun learning” and that knowledge of
learning styles by both students and teachers eapOwer their learning experiences.”
Wichadee (2011) discovered that students of athlag styles significantly improved
their academic performance after having their liegystyles assessed and explained to
them.

Knowledge of their own learning styles appearsaweehan impact on students’
academic performance and their attitude toward &thrc Breckler, et al. (2011)
administered Fleming'’s (1992) VARK learning styBsassment to 288 university
students after having them self-predict their otytes. The researchers found that
students who are aware of learning style theorytheaategories of learning styles can
be reasonably accurate in predicting their owniegy styles, helping them to study in

ways that are most effective for them (Brecklemlet2011). Moreover, Tumkaya
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(2012) reported that learning styles appear to laaveffect on how students view
learning in general. Tumkaya (2012) studied thetemological beliefs of university
students and compared them to the subjects’ leastyles and a number of
demographic factors. Students who expressed arprefe for the diverging learning
style as determined by the Kolb (1984) learnindestyventory were more likely to agree
that learning depends on ability than were othedestts (Breckler, et al., 2011;
Tumkaya, 2012).

There has not been universal agreement in thatitex concerning whether
student learning style differences impact acadeacitevement. While learning styles
and academic achievement have been associatederakstudies, at least one study
(Suliman, 2010) indicated that academic performamd¢eaditional classrooms is not
solely dependent on a student’s preferred learstiylg. Suliman (2010) found that
nursing students’ academic performance did not sayificantly based on their learning
style preferences, as determined by administratiadhe Kolb (1984) learning styles
inventory, or social intelligence scores. Althbuguliman (2010) found no correlation
between learning styles, social intelligence aratlamic performance, the study
involved no evaluation or consideration of the g/péteaching that the students were
receiving. Other researchers have differed witlhn&n (2010) and found that learning
styles do have an impact on classroom achievenigamavandi, Mahyuddin, Elias,
Daud, and Shabani (2011) also used the Kolb (1@84hing styles inventory and found
statistically significant performance differencesstudents possessing different learning

styles. Komur (2011) discovered that universityaation students exhibited differing
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learning styles and that the students’ performamaome of their core curriculum courses
was influenced by personal learning style.

Individual student results on learning style inwer@s have been shown to be
predictive of the student’s academic performanc&udies that involved different
learning style assessment tools. Chen, et al0j2@Lnd that learners with converger
styles as measured using Kolb’s (1984) learninig styentory, did best at mathematics
and science and that students with assimilatoestgtored best in language courses.
Rakap (2010) discovered that online students whiz@ted a preference for the
reading/writing learning style on Fleming’s (1992)RK assessment inventory
performed significantly better than did other stutdan the online environment (Chen,
Yee, & Tsai, 2010; Rakap, 2010).

Researchers have studied the distribution of studaming styles looking for
differences in learning style preferences betwestdgrs and between cultural groups.
Nuzhat, Salem, Hamdan and Ashour (2013) used FEm{fh992) VARK assessment to
evaluate medical students and found that the bligtan of learning styles did not vary
significantly by gender. In contrast, Shabani 0dsed the Paragon Learning Style
Inventory (PLSI) to evaluate student learning stydad found a statistically significant
difference between males and females as to theihepstyle preferences they
demonstrated. Blevins (2014) discussed the effieagje groupings on learning style
preferences concluding that educators should cengieherational influences on

learning style when designing course delivery.
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Other demographic and cultural factors have beenddo impact learning style
preferences. Sywelem, Al-Harbi, Fathema, and W04 2) studied the learning styles
of education students in Egypt, Saudi Arabia, &edUnited States and found that
identifiable differences existed in student leagnstyle preference within each country
and across cultures. A factor that can complidaterminations of learning style
distribution by demographic criteria is that mahydents demonstrate a preference for
more than one particular learning style. Razawishin, Razali, Husin and Samad
(2011) found that students exhibited a varietyagjrative and learning styles and that
many of those students possessed more than oeendtidh they used in different
situations.

Student learning style considerations are as ilmpbrh nursing education as in
other adult education fields. Learning style difgces in health profession students,
including nursing students, have been demonstatddhose learning style differences
have been linked to academic performance. Nobkd, €008) sought to “identify the
cognitive style of nursing students and other heatbfession students” (p. 246) as a
possible aid to developing nursing school currioukand to help teachers who instruct
both nursing students and students in other hpattfession programs. Significant
differences in cognitive and learning styles wesealvered in the students studied in the
Noble, et al. (2008) research. Hallin (2014), gdime Productive Environmental
Preference Survey (PEPS), found measurable leastytegydifferences in nursing
students. Lockie, et al. (2013) studied, amongtoféctors, nursing students’ learning

styles as measured by Kolb’s (1976) Learning Stiylesntory (LSI) and NCLEX pass
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rates. Lockie, et al. (2013) found a statisticalynificant correlation between learning
styles and NCLEX pass rates (Arthurs, 2007; Hallibl 4; Lockie, Van Lannen, &
McGannon, 2013; Noble, Miller, & Heckman, 2008).

What teachers know about learning styles generatfighabout the styles of their
students particularly, is fundamental to theirigptlo adapt instructional methods to
address learning styles). Understanding of legratgle theory by teachers (Evans &
Waring, 2011) has been linked to the cognitiveestydf those teachers. Evans and
Waring (2011) found that student teachers’ cogaisityles played a part in the degree to
which they understood learning style differentiatideven researchers who questioned
the reliability of certain learning style assesstienls found evidence that teachers place
importance on learning style differences (Evans &wg, 2011; Martin, 2010; Naylor,
Wooldridge, & Lyles, 2014; Solvie & Sungar, 2012).

Learning style adaptations in teaching. Knowledge of student learning styles
and adjustments in teaching strategies to sugmfitiated learning styles of students
have been shown to be beneficial to those studan&lemic pursuits. Course content
delivered in ways designed to suit the identifiegrhing styles of students has resulted in
student academic performance that was better tiham whe delivery was not adapted to
learning styles. Moreover, it has been found batners possessing all types of personal
learning styles benefit from teaching methodologied are varied (Franzoni & Assar,
2009; Ugur, Akkayunhu, & Kurbanoglu, 2011).

Variations in teaching strategies have shown vaedurirsing education in

particular. Neuman, et al. (2009) found that tbademic performance of both graduate
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and undergraduate nursing students improved whanraaliversified teaching strategies
were employed. Neuman, et al. (2009) also dis@adrat the students overwhelmingly
favored and reacted positively to the teaching ghan Shillam, Ho, and Commodore-
Mensah (2014) found that due to learning style i in nursing students, it is very
important to deliver course content in varied fotsna

One of the approaches advocated by Knowles (1984 shift toward a more
student centric paradigm in adult education. Saushift has been shown to be beneficial
to student outcomes. After studying a class ofensity students in which learner
centric teaching methods, including small grouppawative activities, were employed
and pre- and post-class learning style evaluatisre conducted, Cheang (2009)
concluded that the learner centric approach had besiccess. However, not all
researchers agree with that assessment. Strupeehy, Janssens, and Gielen (2008)
sounded a cautionary note concerning changingaldéional teacher centric classroom.
Struyven, et al. (2008) found that students initi@ohl classrooms exhibited a more
positive feeling about their experience than diglents in more learner centric classes.
The degree to which that satisfaction may have bleerto comfort and familiarity with
the traditional methods was not reported. Struyeeal. (2008) did note that the degree
of satisfaction or dissatisfaction expressed bgetts concerning their classes was much
higher in learner centric classroom groups.

Nursing education in particular may have a tendeaaard traditional, teacher
centric methods of instruction. The majority ofseieducators (Patterson, 2009) do not

employ teaching strategies based on current eduedtiesearch. Nursing students have
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reported feeling disengaged, academically challénged that their classes were teacher
centric and not interactive at significantly highates than have students in other fields.
Brown, Greer, Matthias, and Swanson (2009) fouedtiedominate teaching approach
among nursing instructors to be a teacher centodain Marrocco (2014) wrote that
nursing educators often exhibit an over-dependendecture for course delivery and
should instead assess the needs of their studashtsiéor their teaching to address those
needs (Brown et al., 2009; Marrocco, 2014; PopkeSkDaniel, 2011) .

Despite the problems in nursing education citedrapBrown, et al. (2009)
discovered that nursing instructors are overwhelfgimterested in whether their
teaching is effective. Interest in nursing edwratmprovements extends beyond the
classroom. Phillips and Vinten (2010) found thastmursing clinical instructors are
open to implementing innovative teaching strategieant to create student centric
environments.

Study skills. Study skills training has shown its value in imgngvthe academic
performance of students. Gokalp (2013) foundstiaélly significant academic
performance improvement in students who had bepased to learning style driven
study skills training. More specifically, studyiléktraining focused on the individual
learning styles of nursing students has proveretbdneficial. Lockie, Van Lanen, and
McGannon (2013) found that academic difficultiefexed by learners in some learning
style categories could be alleviated through irdetions aimed at assisting them with
study skills and other instruction tailored to thepecific styles. Additionally, the

benefits of learning style driven study skills tviaig for nursing students (Mayfield,
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2012) do not appear to diminish with time. Maydi€2012) found that nursing students
previously assessed for learning style and prowvidiga study skill training suited to their
styles, retained the information for considerald#equs of time. The students involved
in the Mayfield (2012) study continued to be mirdftitheir learning styles and to use
the study skills they had learned as long ago asnssemesters prior to being surveyed
(Awang & Sinnadurai, 2011, Gokalp, 2013; LockienMaanen, & McGannon, 2013).

Summary. There is widespread agreement in the literatumedtudent learning
styles are an important aspect to be considerpthiming and executing teaching
methods, particularly in college classrooms. Nealllthe articles reviewed here
conclude with some kind of statement advocatinghees becoming aware of student
learning styles and planning their pedagogies leinning styles in mind. Even the
dissenting opinions reference the existence oédfitiated learning styles. For instance,
Martin (2010) criticized two learning style assessirtools as being inconsistent and in
conflict with one another but reported that teastasrhigh performing schools credited
learning style assessment and teaching methodséb learning styles as major factors
in the success of their schools.

Similar agreement exists in the literature regaydire difference between teacher
centric and student centric classrooms. Most reBees have found that a student
centered approach is more effective than teacheei strategies. As is the case with
the learning style literature, even the criticswfdent oriented classes acknowledge some
positive aspects of student centric approachesileV8truyven, et al. (2008) reported that

students generally preferred teacher centric adasss, they also related that students in
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the non-teacher centric classes reported muchgardaelings, both positive and
negative, concerning their classes than did stgdanmnore traditional settings. Such
strong feelings towards classes would seem toatelia greater degree of engagement on
the part of the students.

Both the idea of considering student learning stgled the concept of student
centric classrooms are in line with the teachingglalcolm Knowles and his construct
of andragogy. Knowles (1980) wrote that adultheas should be empowered to take on
much of the responsibility for their own learnirngperiences. He also advanced the
opinion that teachers of adult students shouldigeogurriculum in ways that allow
learners to assimilate information however it issineffective for them. The majority of
the studies cited here agree. In particular CH{20g9), Franzoni and Assar (2009), and
Neuman, et al. (2009) all found teaching post séapnlearners in a student centric way
to be effective.

Implications

In the context of instructor knowledge of learnstgles and application of that
knowledge in implementing varied teaching methdlgisie were essentially three
possible broad-scale findings which could arisenfiemalysis of the data collected in this
study. First, it may be that teachers are knowdatie concerning learning styles and are
using appropriate teaching methods to appeal ttests with different learning styles.
Second, it is possible that while teachers do wstded learning styles, they are not using
that knowledge to deliver course material in vameys. Third, teachers may not be

familiar with learning style theory and its implt@ans for their practice. The study
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findings helped determine the direction of remedraefforts that can be crafted to
address any deficits identified.

In the first case, teachers being aware of learsigigs and using pedagogies
designed to address them, improvement efforts dimeibimed at students. For instance,
learning style assessment and appropriate studyrskning could be implemented. At
the institution which is the setting for this studyrsing students are given a learning
style assessment as part of an orientation co8pecific study skill training tailored to
the individual student’s preferred learning stytestyles could be added to this course to
help equip students to adapt to their own styles.

In the second case, teachers knowing about leastyhgs but not sufficiently
incorporating consideration of them in their preetior the third, faculty members being
insufficiently aware of learning styles and thenpact, faculty professional development
training in learning styles, their import, and wagsaddress them would be indicated.
Learning style training could be delivered in omemmre sessions conducted in a live,
group setting such as being incorporated into sedakulty meetings. The training
could also be conducted as an online training eotlvat faculty members could
individually access and complete.

Summary

Nursing students are often not succeeding acad#éynatdhe rates that would be
expected given the rigorous entrance requiremdntsst nursing schools. One possible
contributor to that problem may be that course eoints not being delivered in ways

designed to appeal to students with varied learsiyigs. Learning style theory has been
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much studied and is widely accepted in educatibime importance of learning styles in
the adult learning process is well documented. Mot so well known is the degree
to which teachers, specifically nurse educatoes dasigning pedagogies with an eye
toward addressing varied student learning styles.

This study was designed to explore and help anquestions concerning how
much nursing instructors know about learning stgled the degree to which they use
that knowledge in conducting their classes. Tlogept was conducted at one nursing
school and followed a descriptive case study desigre following section details the

methodologies employed in the conduct of this nedea
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Section 2: The Methodology
Introduction

The primary purpose of this study was to exploeedktent to which nursing
faculty members are aware of learning style thetbwy,needs of adult learners with
differing preferred learning styles, and the dedce@hich those teachers incorporate
diverse teaching methods in their classroom practMany nursing education authorities
have written of the need for such knowledge anchods to help ensure positive student
outcomes (AACN, 2005; Benner, et al., 2010; NCSB008; Young & Patterson, 2007).
Understanding the current state of teacher knovaleadigl practices is a necessary first
step in designing programs meant to remediateidafites in those areas.

This study employed a combination of qualitative goantitative research
methods. |interviewed nurse educators who forthedample for the study. | also
observed those teachers in their classrooms, amdys&d them using an existing survey
instrument (PALS). The analysis of the resultimgadhelped produce an understanding
of how those teachers understand the learningsstfltheir students and how they plan
and deliver their teaching to suit those styles.

Research Design and Approach
Design

This descriptive qualitative research project wascsured as a case study using
the models for a multiple case study described ioy(2014) and a multiple instrumental
or collective case study described by Creswell 220Nursing instructors were used as

the subjects or cases. The case study desigmhdeomenology, permits a researcher to
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explore the experiences and perceptions of stublgsts to help gain insight into an
issue (Holloway & Wheeler, 2010). Unlike phenomlegy however, the case study
permits an investigator to supplement perceptudlexperiential data with observations,
review of documents, and other means which canlnglgd a more complete
understanding of the issue (Bogdan & Biklen, 200i&swell, 2012, Holloway &
Wheeler, 2010; Yin, 2014). The use of multipleadigpes and sources permits a case
study researcher to approach a phenomenon fromab@hlist (researcher’s) perspective
and a relativist (participant’s) perspective wlalso providing for triangulation which
can help the validity of a study (Yin, 2014). Tiesulting combination of data and data
analysis provided a variety of perspectives thatrdouted to an understanding of the
degree to which nursing instructors are using iegrstyle driven diverse teaching
methods and any factors that may impede or cagsstarce to the use of such methods.

The case study design is particularly well-suitegrojects that seek to gain an
understanding of complex social phenomena incluthoge in education (Yin, 2014).
Guiding Research Questions

The primary research questions posed in this stuete:

1. What do nursing instructors know about learningesty

2. How do nursing instructors design course deliveity wonsideration of the

needs of students with different learning styles?

3. Why do nursing instructors experience difficultiesmplementing teaching

strategies to address learning style differences?
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These questions presented queries that can bectdrarad by type as explained by Yin
(2014). Question 1 is a what question, Questiana2how question, and Question 3 is a
why question. Yin (2014) wrote that the use okaecstudy design is appropriate when a
researcher is attempting to answer how or why guestwhen there is no requirement
for control of behavioral events (as there is ipesmental research), and when the study
focuses on contemporary events (Yin, 2014). Whasing a what question under the
same conditions, Yin (2014) suggested using suresgarch. The use of a case study
design incorporating a survey (PALS) as a deswepiement satisfies Yin’s (2014)
requirements for addressing all three questiongevtieere is no requirement for control
of events and the focus is on contemporary evedtse of the other research methods
discussed by Yin (2014) - experiment, survey, aa@hanalysis, or history - fit all these
criteria, unlike the case study method.

Setting, Population, and Sample
Setting
The setting for this study was a university in Catio that offers several different

graduate and undergraduate nursing degree prograhesAssociate Degree in Nursing
(ADN) and Bachelor of Science in Nursing (BSN) ksprepare a student to take the
state administered National Council Licensure Exaation (NCLEX), the successful
completion of which leads to the issuance of thgiftered Nurse (RN) license and
credential. The school’s residential campus presidursing classes in traditional brick

and mortar classroom settings and in an onlinerenmient.
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Approximately 500 students are currently enrollethie nursing programs at the
study site university. About 22 nursing facultymigers teach undergraduate nursing
program courses. The school offers both classraatnonline courses, and is therefore
representative of most nursing schools in Colomatthelsewhere be they traditional or e-
learning facilities. The results of this study nisyapplicable to any nursing school,
regardless of the venue in which classes are affere
Population

The population which was the focus of this studyg warsing faculty members at
the subject school who taught in the undergraduaiteing education programs; some
strictly in the classroom, some just in the onlmeironment, and some who taught
classes in both regimes. There were approximaipstructors in the subject school
undergraduate nursing programs. The limited nurabpotential subjects meeting the
described criteria meets Creswell’'s (2012) requaehof boundedness for the case(s) in
case study research.
Sample

There were two primary criteria for including edtgra in the sample for this
study. The first was that all participants mushbesing faculty members at the subject
institution. The second was that participants nesth in nursing programs that lead
students to taking the NCLEX examination for iditieensure as registered nurses. Of
the total of approximately 44 nursing educators wdazh in all of the nursing programs
at the subject school, 50% met those requisitecase of the inclusion requirements,

the members of the sample are a homogenous gdegording to Holloway and
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Wheeler (2010), six to eight sample members arfecgrit in qualitative research when
those members are drawn from a homogenous group.

Nine nursing faculty members agreed to participatais study. The sample size
of nine nursing instructors provided a broad raoigepinion and experience while not
resulting in unmanageable amounts of data or unaiektime requirements for the
conduct of interviews and observations. The samigke was sufficient to gain insight
from teachers with divergent experiences and opsand to identify the impediments
teachers encounter in implementing diversified heag strategies. A smaller sample
would not have provided enough depth or breadthesfpoints to adequately address
the research questions while a significantly lasganple would have resulted in time and
administrative requirements beyond the scope sfgtudy (Creswell, 2012; Holloway &
Wheeler, 2010).

| sought the widest possible range of teaching mepee, measured in terms of
the number of years spent in nursing educationyveeéecting participants. Holloway
and Wheeler (2010) described this strategy as maxinvariation purposeful sampling.
Creswell (2012) advocated the use of maximum viangiurposeful sampling to help
develop a detailed understanding of a phenomeiiibe. nursing education experience of
the participants in this study ranged from a lov2 gfears to a high of 30 years. The
combination of the sample size and the sampliragexyy provided for a wide range of
opinions and thoughts but was not too unwieldy emage in terms of time requirements

and data volume (Creswell, 2012).
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Selection of Participants

All participants in the study were members of iuesing faculty at the study site
who taught undergraduate nursing students. lItedlidhe aid of the Dean of Nursing at
the institution in contacting potential study peigants. The dean provided me with a list
of potential study participants including contadbrmation for those persons. |
communicated with the prospective participantsmgiéng them an invitation letter
detailing that research was being conducted comgetheir experiences with teaching
styles in nursing education and that their parétigm would be very helpful but
completely voluntary (see Appendix C). The prosipeqgarticipants responded to me
via email.

Once potential study subjects volunteered, | caaththem individually to further
explain the research. As part of that initial @t | scheduled a preliminary meeting
with the prospective subject. The contact was maaemail. | spent a significant
amount of time with each participant. That timeliled the initial contact, the
interview, and the classroom observation. At theetof the study, six of the participants
taught exclusively in the classroom. Two instrustiaught both in the classroom and
online. One subject taught only in the online emviment.

Protection of Participants

All teachers who acted as study participants wegebers of the nursing faculty
at the subject institution. Participation in thedy was completely voluntary and was not
required by the institution or its administratiom.informed participant candidates that

taking a survey questionnaire, personal interviems, observations of their classrooms
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was included as part of the research, that theeguesponses, observation data, and
recordings and transcriptions of the interviewsdrarted would be secured and
maintained by me, and that all data would be reboirt such a way that no identification
of individual participants would be possible. kabed informed consent (see Appendix
D) from each interviewee and a copy of their exedwonsent form along with the
invitation letter referred to above was given toteparticipant.

| conducted interviews in each participant’s prevatfice with only myself and
the interviewee present. Subjects were told tonketknow if at any time they felt
anxious or uncomfortable. None of the subjectgcated any level of discomfort during
any of the interviews.

The confidentiality of the identities of study penpants was a primary concern. |
have and will continue to securely maintain phylsicestody of the survey responses, the
interview recordings, the transcripts of the intews, the checklist used in performing
classroom observations, and all other materiadgedlto the project. No actual teacher’s
names or any other data that could tend to idepafyicipants has been or will be used in
research reports meant for distribution. | assigaiphanumeric code identifiers to each
study participant and used those codes for allrtegppurposes. At the completion of
the project, | will archive and securely maintalistudy materials in a locked, fireproof
strongbox to be kept at my residence.

Additional elements to be considered as part digpant protection are
maintenance of appropriate researcher-participanking relationships and guarding

against potential researcher bias. The first, teaence of working relationships, was
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addressed by the fact that the potential studyestdbpand I, while colleagues in the sense
that we are all nursing educators, were engagedmpuses of separate schools in
different parts of the state. | had no supervisarthority over, or day-to-day contact
with, any of the potential subjects. | also usedeamber checking process in which study
participants reviewed the transcripts of their iviws for accuracy and completeness
and | solicited participant input on preliminarydy findings. The second element,
potential researcher bias, was guarded againsighra combination of my own
acknowledgement of the potential for bias and #eaf a nursing educator colleague
who acted as a peer reviewer to critically assksspects of the research and analysis.

Data Collection

Data Collection Methods

PALS. As the first step in data collection, a pre-arptand validated survey
instrument, the Principles of Adult Learning Sc@®ALS) by Gary Conti (1984) was
used to help evaluate the teaching styles of faecnémbers. As explained in Appendix
G, the PALS instrument was placed in the public dontby Dr. Conti in 2004. PALS
(see Appendix F) is a 44 item self rating questarendeveloped to assess the teaching
styles of adult educators. The survey takes abBuminutes to complete. The survey
was administered to all study participants. Hawagh participant's PALS survey
response allowed me to use that information toguigate with the interview and
observation data.

The items on PALS call for respondents to indi¢hgefrequency with which they

practice actions described in the item on an “AlgVap “Never” Liekert scale. Each
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possible response is assigned a numeric valueselVedues are summed and result in an
overall score. The score, which can range from 220, indicates the respondent’s
teaching style preference in terms of teacheramnkr centricity. The mean score on
PALS is 146 with a standard deviation of 20 (Sp&d®Bchell, 1998). A lower PALS
score indicates a preference for a teacher-cenggmesbach while a higher score
indicates a more learner-centric style. Scoréseahigh and low ends of the scale
indicate strong style preferences while those closéhe mean demonstrate a mixed
approach (Conti, 1984; Spoon & Schell, 1998). dditon to the overall score, PALS
measures seven factors that contribute to teadtyhgs Those factors are learner
centered activities, personalizing instructionatielg to experience, assessing student
needs, climate building, participation in the leagnprocess, and flexibility for personal
development.

PALS has been found to be a valid and reliableuns¢ént for measuring an adult
educator’s teaching style preferences. In estahljsvalidity, Spoon and Schell (1998)
reported that PALS scores were compared to scoréseoFlanders Interaction Analysis
Categories (FIAC) which measures the same constascPALS. Correlations ranging
fromr = .79 tor = .85 demonstrate positive congruence between RHIOSFIAC. PALS
reliability was established through the test-retesthod which yielded a reliability
coefficient of .92 (Spoon & Schell, 1998).

The PALS survey was emailed to each of the ningdysparticipants. The

instructions which are part of the PALS form explt the participant how to self-score
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the survey. Each participant completed and scthredurvey and returned the completed
form to me via email.

Participant Interviews. Next, | conducted interviews with the study scabge
Holloway and Wheeler (2010) raised concerns abaes@archer interviewing
colleagues. They cautioned that in such a sitndtleere is a danger of over-
involvement and identification with colleagues” (Wavay & Wheeler 2010, p. 98). In
this case however, | was a nursing educator dfereint school in another part of the
state and was therefore not closely associatedreptiofessionally or socially with the
faculty at the subject school. The separatioraofiguses also helps avoid the potential
for “reactivity” which was cautioned against by Meadl (2013, p. 124).

| conducted all of the interviews, one per subjaceach participant’s private
office at the subject institution. That settingswamfortable as well as familiar and non-
threatening to the subjects. | structured andg#oe interviews to not exceed 30
minutes in length. | scheduled interviews for epalticipant on one of their regular
work days during a time that they were not in claBse 30 minute schedule allowed
participants to complete their interview within tth@e frame that they were at the school
during the normal course of business and therefior@ot require any additional time
commitment from participants.

The audio from the interviews was digitally recatdesing a Sony ICD 5X1000
digital audio recorder for later transcriptionuded a prompting sheet or script (see
Appendix H) to ensure that the same questions ag&ted of each participant and that

they were asked in the same order. |took briéfewr notes of each session. As with all
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written materials involved in this study, thosee®tvere marked with date, time, and
coded subject information and have been secureiytanaed.

| stored the digital recordings using a file namaagivention that indicates the
date of the interview and the code used to refer¢ime interviewee. | also kept a written
log which cross references the notes from thevrgerwith the audio file name. Those
procedures along with the document indexing andguuation described above provide
for the chain of evidence called for by Yin (20B4)an element in establishing the
reliability of a case study project.

| transcribed the digital audio recordings of theerviews with the aid of Dragon
NaturallySpeaking® software, a speech recognitimhtaanscription package. |
reviewed the transcripts for accuracy. | also led interview transcripts to the
participants so that they could review them for pteteness and accuracy. Supplying
transcripts and soliciting feedback from intervies@rovided a method of member
checking the data (Holloway & Wheeler, 2010; Maxw2013).

Classroom Observations.The final method of evaluation was through the ofs
researcher observation of subject faculty memlzbcliess sessions. | conducted
observations of classroom sessions taught by dixeohine study participants. During
the study period, two participants taught solelthie online environment which afforded
no opportunity for classroom observation. Onesiasm teacher participant conducted
classes in association with another teacher whonata study participant. The non-
participant teacher was not comfortable havingcthes observed. Therefore, no

observation was conducted of that class. Observagia commonly used method of
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training and evaluation at the subject institutamal, as such, did not cause disruption or
change to any class. | conducted the observationsg one class period for each of the
six observed study subjects.

| performed the observations using the classroosemation tool which is an
element of the Community College Survey of Studamjagement (CCSSE), a project of
the University of Texas at Austin. The CCSSE isigiged to assess the degree to which
college students are engaged in good educatioaealipes (Marti, n.d.). As part of that
assessment, classroom observations are perfornmeglthbe CCSSE observation tool to
organize and focus those observations.

The CCSSE classroom observation tool is a comparfehe CCSSE evaluation
process, the validity and reliability of which Hasen established through extensive
testing. A study conducted by Mandarino and Mat{€010) for the Higher Education
Quality Council of Ontario, Canada tested five ¢ongs enumerated in the Model of
Effective Educational Practices (MEEP) againstréseilts obtained by administration of
the CCSSE at a large technical college in Ontdviandarino & Mattern, 2010). The
study found that the CCSSE results mapped welltmedive MEEP constructs; active
and collaborative learning, student effort, acadechallenge, student-faculty interaction,
and support for learners. Mandarino and Matte@1(2 reported consistency between
the MEEP constructs and the underlying construetasured by CCSSE in their sample
at statistically significant levels ranging from©hbach’s alphas of .38 for student effort
to .75 for academic challenge. They also foundetation between those constructs and

positive student outcomes.
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Reliability of the CCSSE has been established tjinabe length of time that it
has been in use, the number of assessments tleablan performed, and a method of
benchmarking that involves intra-year comparisomlmays using a three year sliding
window of data. In other words, as described raper produced by the Barstow
Community College (2011), CCSSE data analysis seth@n a three-year cohort at
participating colleges. For instance, the 2011 SE $ohort refers to data from 2009
through 2011. The paper reported that the cumathod of CCSSE benchmarking and
analysis had been in use since 2006 and that ih 2@LCCSSE was administered at 699
educational institutions to a cohort totaling 448 &tudents.

The CCSSE observation tool (see Appendix I) calisah observer to record a
number of classroom observations using a Liekgré-gcale supplemented by a
comment section for each observation. Two of trestructs that the CCSSE tool is
designed to measure are teaching style and inetmattechniques. The instrument also
calls for an observer to report the level of engaget of students in the observed class.
Specific permission for the use of the CCSSE oladem tool was obtained from the
University of Texas at Austin (see Appendix J).

Data analysis
PALS

PALS is a quantitative tool. As such, the PALSvsyrdata, including the total
score and the seven sub-factors, was summarizestisadly. It was not, however,
subjected to rigorous statistical analysis asiitisnded simply as a descriptive additive

to qualitative analysis and not as a quantitativaical tool. Individual PALS data for
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each participant was compared to their intervieta d@ad CCSSE observation tool data
for purposes of triangulation.

Participant Interviews

| reviewed the interview data using a constant camspn coding process to
identify themes and concepts (Holloway & Wheel&1@, Yin, 2014). Constant
comparison coding involves repeated re-readingseofranscripts to first identify and
then refine and consolidate those themes and ctsicépe resultant codes provided a
basis on which to compare the interviews with onetlaer.

| read each transcript in turn and used a larget gager on which to note ideas
and key words that the interviewees had used. oAsapts arose which had been
previously mentioned | made note of the commonalitthen reviewed the notes to
identify similar themes that could be consolidatédllowing that, | re-read each
transcript in the context of the identified conceahd looked for the expression of ideas
that were either consistent with, or contradictiarythe noted themes. | repeated this
process until | was satisfied that all significatedas and constructs had been identified. |
then performed a final analytical comparison ofittentified themes to further refine and
consolidate them and to determine which researeltopn or questions they addressed.
Classroom Observations

The primary purpose of the classroom observaticass tow determine the types of
teaching styles and approaches being employediby glarticipants. The use of the
CCSSE observation tool resulted in both quantiativekert scale) and qualitative

(comments) data. However, unlike PALS which isiargitative instrument, CCSSE
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Liekert scale responses result in numeric scoisatte indicative of whether an
instructor is teaching in a teacher or studentreentanner and the level of student
engagement observed in the class. CCSSE scorespamted along with an explanation
of what they imply in terms of teaching style. ®a¢sulting from the observations and
recorded in the comments sections of the CCSSHEwdiga tool was treated in much
the same way as the interview transcripts in they tvere reviewed and analyzed using
coding techniques similar to those described ab@&ignificant themes that emerged
from that process are noted.
Results

The data gathering for this study resulted in makd PALS survey responses,
nine interviews, and six classroom observationserd was one PALS response and one
interview for each study participant. There weawdr classroom observations due to the
fact that two study subjects taught solely in then@ environment and one subject team
taught in the classroom with another educator whe mot a study participant.
PALS

Administration of the PALS survey resulted in nuadid responses. Descriptive
statistical analysis was performed on the PALS daiag IBM SPSS software. The
overall PALS mean and standard deviation data tegdry Spoon and Schell (1998) and
Conti (2004) are expressed in whole integers. HAES sub-factor standard deviations
reported by Conti (2004) are rounded to one decptaale. The data resulting from the
analysis described here is reported at levelsafipion matching the data reported by

Spoon and Schell (1998) and Conti (2004) to hetpifate comparison.
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The PALS survey consists of 44 elements which dese@ctions that an educator
may take in the course of planning or conductiatpas or attitudes toward teaching
strategies that teachers may display. Subjeg®nesto each element by choosing the
degree to which they take each action or displah a¢titude. The responses are chosen
on a six point Liekert scale ranging from alwaysiéver. For scoring, each of the 44
items is designated as either positive or negatR@sitive items are assigned values
ranging from five for an always response to zeraafaever response. Negative items
are scored inversely. That is, negative itemsasggned values of zero for an always
response to five for a never response. Non-afgkaar unanswered items are assigned
an arbitrary neutral 2.5 value. The item respaadees are summed and result in the
PALS total score for each survey taker. PALS totain range from 0 to 220. The mean
PALS total score reported by Spoon and Schell (1928 146. PALS total scores
higher than 146 indicate more learner centric agghes to teaching while lower scores
indicate a more teacher centric approach.

Sub-factors. The PALS items are grouped into seven sub-factBesh of the 44
items, in addition to contributing to the total szas part of one of the sub-factors.
Those sub-factors are; Factor 1 - Learner Centkcgiglities, Factor 2 — Personalizing
Instruction, Factor 3 — Relating to Experience,tbiad — Assessing Student Needs,
Factor 5 — Climate Building, Factor 6 — Participatin the Learning Process, and Factor
7 — Flexibility for Personal Development.

Factor 1, Learner Centered Activities, scores iatiche degree to which a

teacher supports collaborative modes of teachirmgv Factor 1 scores indicate a reliance
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on formal testing versus informal evaluation andae teacher centered approach.
Higher Factor 1 scores show a more learner centexadng. Factor 2, Personalizing
Instruction, scores are indicative of the degreelicch an educator tailors presentation
of course material to address the needs of indalidiudents. Again, low scores indicate
a teacher centric approach while high scores shi@araer centered approach in which
teaching is personalized to individual learneractbr 3, Relating to Experience,
indicates the degree to which a teacher considedests’ prior experiences in planning
course delivery. Higher scores show more consieraf student experiences. Factor
4, Assessing Student Needs, scores indicate theriamze that educators attach to
determining individual student wants and needgghEli scores indicate a greater degree
of importance as viewed by the teacher. Fact@lisate Building, relates to the
classroom atmosphere favored by an instructor.h IR@gctor 5 scores show a tendency to
set a relaxed, informal climate. High Factor &tiegation in the Learning Process,
scores are indicative of teachers who encouragests to participate in planning the
direction of courses and the selection of mateoidde covered. Finally, Factor 7,
Flexibility for Personal Development, is a broadasiere of how an educator views their
own role. Low Factor 7 scores indicate a teacher sees their function as a provider of
knowledge while high scores suggest that subjemisider themselves more of a
facilitator and are more sensitive to student neddwe PALS scoring process includes
calculating totals for each sub-factor. Sub-fastmres equal to or higher than the Conti

(2004) mean show factors that are more indicatheerespondent’s teaching style.
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Table 1 (below) includes the PALS total and sulieiascores of the study sample

expressed as a mean with standard deviation. Ham @nd standard deviation of the

PALS scores reported by Conti (2004) and SpoonSatell (1998) are also displayed in

Table 1 for comparison purposes.

Table 1
PALS Scores
Study Sample — NF 1-9 Conti / Spoon & Schell
M SD M SD
Factor 1: Learner 38 7.7 38 8.3
Centered Activities
Factor 2: 22 3.9 31 6.8
Personalizing
Instruction
Factor 3: Relating to 22 2.7 21 4.9
Experience
Factor 4: Assessing 13 3.8 14 3.6
Student Needs
Factor 5: Climate 15 2.8 16 3.0
Building
Factor 6: 12 2.0 13 3.5

Participation in the
Learning Process

Factor 7: Flexibility 14 3.0 13 3.9
for Personal
Development

PALS Total Scores 136 16 146 20

Note. Study data are reported at the same levels ofgioe as the published Conti
(2004) / Spoon & Schell (1998) data.

The analysis revealed that the nine participand.$total scores, the measure
most relevant to this study, ranged from a mininafrhl3 to a maximum of 162 with a
mean of 136 and a standard deviation of 16 as cadpa the Spoon and Schell (1998)
mean of 146 and standard deviation of 20. Twoyspadticipant’s scores were in the

second standard deviation below the mean and ame s@s in the second standard
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deviation above the mean. The remaining six soesFs all within one standard
deviation of the mean. Complete PALS score datanftividual participants appears in
Appendix K.

The seven sub-factor scores were subjected tathe gescriptive statistic
analysis process. As shown in Table 1 above, &leSPsub-factor scores of the sample
were closely aligned with the Conti (2004) scoréh the exception of the Factor 2,
Personalizing Instruction, scores. The study sarmpbred significantly lower on Factor
2 than the larger sample scores reported by CHRALS Factor 2 is comprised of six
positive items and three negative items. Accordm@onti (2004), PALS Factor 2 is
meant to gauge the degree to which an educateing methods that “personalize
learning to meet the unique needs of each student”.

Participant Interviews

Each participant interview was digitally recorded dranscribed. Once the
transcripts were completed, | emailed each studycgaant a copy of the transcript of
their interview and asked to review it for accura@ach participant indicated that they
had reviewed the transcript of their interview &oand it be complete and accurate. |
then began the process of analyzing the intervigta dy reading each transcript in turn
while noting concepts and themes that had emergedmpared the notes from each
transcript to identify commonality in the ideastthad been expressed. | repeated this
process several times while refining and consahdathe concepts that had been

identified. At the completion of the coding prosekhad isolated nine themes which
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were common to most or all of the participantsemtews ancwhich related directly t

the research questions posed in this s

Not e Multiple
individual ways of
styles learning

Figure 1.A diagram of nterview themes addressing reseangésgjon 1

Research Questior is “What do nursing instructors know about learningest?’
Question lwas addressed by three distinct concepts which idergified in the
interview analysis.As showt in Figure 1 abovethe three concepts are that participi
are familiar with the VARK model of learning styléhat subjects are aware that stud
canhave more than one learning style, and that ppéits are generally not aware of
learning styles of individual stude.

VARK. Each of the nine interviewereferredto elements of the VAR, or
visual, auralreading, and kinesthei model of learning style differematiion. NF5 said
“So learning styles is read, write, or visual lea®s) or hanc-on kinetic learners” NF6

explained learning styles as being “auditory, kihesc, verbal, and visual ” NF1 said
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that learning style means “... whhing works best for the student” and that a stu
could be a “handsn learner”, a “visual learner”, or an “auditoryafaer”

Multiple styles. Many of the study participants indicated that thaye aware
that there are several different ways in wtpeople prefer to receive and assimi
information. NF1 in discussing learning styles said of studdms“... they're a little bif
of some of each, not just one” NFS5 said that while students each “... have a way
fits them best ... “, they also “... n learn in all manners ..

Knowledge of sudent styles. Nearly all he subjects indicated that although t|
understood that learning style differences exisheir students, they were not aware
the styles of their individual studer When discussmteacher awareness of individi
student learning styles, NF 1 sa... I'm not aware at all .”. NF 8 responded “I'm not

when asked about awareness of student s

Important to
consider
learning

styles

T,

Figure 2 A diagram of nterview themes addressing research quest



49

As shown in Figure 2 above, Research Questiorfl2as do nursing instructors
design course delivery with consideration of thedseof students with differing styles?”
As with Question 1, Question 2 was also addresgdlrbe themes which emerged from
analysis of the interviews. Those three themee Wwet the interviewees all felt it
important to consider the existence of differingrieng styles in their students, that they
addressed learning style differences by using sidaaching techniques in their
classrooms, and that they applied those teachaimigue variations across the board, or
to their entire classes as opposed to addressinigdinning styles of individual students.

Consideration of styles Most interviewees felt that consideration dfatient
student learning styles was important in planniogrse delivery. NF4 stated “I never
rely on just one learning style”. NF1 also felatlt is important to consider student
learning styles saying “... if they (students) daget it then what's the point”.

Varied teaching techniques.There was wide agreement among the subjects that
the use of varied teaching techniques is desiralle2 said that “... students can only
take about 20 minutes worth of information at agtiamd then you switch it up”. NF6
stated that “I think it's (varied delivery) importiaand | try to be cognizant of it”. NF9
felt that nursing educators generally are makingféort to vary their delivery to engage
students, more now than in the past. NF9 sailifiktteachers work much harder at
interacting and engaging with students”.

Across the board variation. The interviewees were nearly unanimous in saying
that they varied teaching techniques in their ca®®s in an across the board manner as

opposed to tailoring teaching to individual studetytes. NF3 stated “I try to kind of
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change my teaching style based on what the bulkeolearners are”. NF5 agreed w
the across the board approach saying “Becausedtiyl#s are so varied, | just try tory

it”.

N
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RQ3: Why do nursing
instructors experience
difficulties in
implementing teaching
strategies to address
learning style
differences?

Figure 3.A diagram of nterview themes addressing research quest

Research Question 3, “Why do nursing instructoggeernce difficulties ir
implementing teaching strategies to address legstiyle differences?”, was age
addressed bthree major them: that emerged during the coding arhlysis of the
interview data. Those themes were time constraifdss size, and student resistar
The relationship of those themes to Questiis depicted in Figure 3 abo

Time constraints. The time required for preparation and delivery a.
commonly cited impediment to implementing varieact@ng approaches. NF3 saic
think the hard part about implementing varied téagimethods is that it really increas

the amount of time that ychave to grade assignments on”. NF9 also talkedtahe
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extra time requirements to prepare course deliusinyg varied teaching methods saying
“... it makes me work a lot harder, which | don’t mibut | get tired”.

Class size Class sizes emerged as another factor that iespestied teaching.
Many of the participants spoke of having classesisbing of 30 to 40 students. NF1
said “... it's hard to have 30 students and you Hevdifferent learning styles ..

Student resistance A third factor identified as a difficulty in ingmenting
varied teaching strategies was that of studerstaasie. NF2 spoke of having some
students who are in their 40s and 50s and hownibeadifficult to integrate and get them
collaborating with groups of students in their 2082 said of the older students that
“They’re used to PowerPoints”.
Classroom Observations

| conducted observations of classroom sessionsitduygsix of the nine study
participants. Each observation was of one comgletes session. | performed the class
observations with the aid of the CCSSE Classroose®ation Tool discussed
previously. The CCSSE Observation Tool is dividded six sections; Section 1 -
Learning Organization and Management, Section 2evedge of Subject Matter,
Section 3 — Teaching Style, Section 4 — Instruetidrechniques, Section 5 —
Encouragement to Engage in Critical Thinking, aedt®n 6 which is a single element
overall score. Sections 1 through 5 are sub-di/ideo several specific sub-factors
relating to that section. See Appendix | for a ptate listing of the specific observations
called for by each sub-factor. It is those sulidaitems which require an observer to

provide a response on a Liekert-like scale. Tparse scales vary in construction
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between some sections of the CCSSE as shown innlppeand further discussed
below.

The minimum and maximum figures presented in Tadelow represent the
minimum and maximum of the participant scores iche@CSSE section. | derived those
values by summing each participant’s sub-factorescon each section. | subjected the
participant section sums to descriptive statistialygsis using SPSS software.

The scoring of Sections 2 and 5 resulted in idahscores for all the observed
subjects. The Sections 1 and 6 scores were nidarijical. The most relevant sections
to this study are Section 3, Teaching Style, aradi@® 4, Instructional Techniques. The
analysis of those two sections revealed the widagje of scores.

The grading scale for Sections 1, 2, and 3 callsdsponses d@ompletely(1),
Adequately2), Minimally (3), Not at all (4), orNot applicable(5) in rating how often
certain teaching behaviors were demonstrated dthegbservation. Not Applicable
responses, had there been any, would be deletedtir® analysis making the possible
ratings range one through four. Section 5 is gtaimilarly with a scale ofery much
(1), Somewha(2), Minimally (3), Not at all (4) andNot applicable(5). Again,Not
Applicableselections would be deleted making for a one tw fange. Section 6 uses a
four point scale o€ompletely(1), Adequately2), Minimally (3), andNot at all (4).

There was much consistency and generally good mmeaiace indicated in the
CCSSE scores of the observed educators. All jaaits scored the best possible marks
in Section 2, Knowledge of Subject Matter, and B&ch, Encouragement to Engage in

Critical Thinking. The widest variation seen wasSection 3, Teaching Style, where a
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standard deviation of 2.43 occurred. As discusstow and as illustrated in Table 2,
three participants scored more than one standafidtaa from the mean for Section 3.
Two of those teachers ranked in the second starmt#sidtion above the mean and one
was in the second standard deviation below. L&@ESE scores are considered

indicative of more desirable teaching behaviors.

Table 2

CCSSE Score Analysis

Section Range Minimum Maximum M SD
1 5-20 6 8 7.0 0.89
2 3-12 3 3 3.0 0.00
3 12-48 12 18 14.5 2.43
5 5-20 5 5 5.0 0.00
6 1-4 1 2 1.3 0.52

Note. Range denotes the smallest and largest scorsibjsom each section. Smaller
scores are considered better. Due to differenstcoction and scoring, Section 4 is
omitted here and reported separately in Table dvbelSection 6 is the single element
overall rating of whether an instructor createceagaging learning experience in the
classroom.

CCSSE Section 3.There are 12 elements that constitute Sectioht&refore,
the minimum possible score is 12 and the maximussipte is 48. Because the elements
that make up each section are all positive in teshtesired teaching behaviors, lower
scores in each section indicate better performaAseshown in Table 3 below, Section 3
scores of the study sample ranged from 12 to 18 avihean of 14.5 and a standard
deviation of 2.43. One subject scored in the sectandard deviation below the mean
and two scored in the second standard deviationeatie mean. The two highest scores

(indicating the least diversification in teachingtmods) were impacted by ratings of 4,

Not at all, on Factor 3H, Interacted with studemtsking in small groups during the
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class session. The other three participants wewathin one standard deviation of the

mean. The elements that make up CCSSE Sectiaa 3 ar

A.

B.

Spoke clearly and audibly

Showed enthusiasm for the subject matter and tegchi

. Treated all students in an equitable manner

Encouraged questions and student participation
Gave students an adequate amount of time to redpanekestions

Provided feedback that gave students directiomiprovement

. Interacted with individual students during the slasssion

. Interacted with students working in small groupsiryithe class session

Elicited feedback validation of student understagdf the material
Used techniques that reflect an awareness of diftdearning styles
Appropriately used web-based resources, PowerRwinother
technological tools

Encouraged or required students’ engagement ilofaclass activities

related to the course
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Table 3

CCSSE Section 3 Scores

ltem NF1 NF7 NF8

Z
T
w

NF5

3A
3B
3C
3D
3E
3F
3G
3H
3l
3J
3K
3L 1 1

1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 1
1 1
2 2

NPFRPOMRPRARPrRPRRRPRRPRE
PRPRpRrPRPRPRRRPRRPRRPRRPE
NNpoyRPPRRRRRPRERR
N"‘N'—‘HI—‘HI—‘I—‘HI—‘HE

Note Displayed teaching behaviors: 1 = Completely, Rdequately, 3 = Minimally, 4 =
Not at all

CCSSE Section 4.The 11 elements constituting Section 4 of the SE8se a
scale that requires responses of 0% (1), 1-1992®39% (3), 40-74% (4), or 75-100%
(5) to quantify the amount of class time that wasaded to particular teaching
techniques. The observation of more than one teg¢bchnique being used
simultaneously may result in time totals in exoafs$00%. Therefore, higher total
scores could be indicative of the use of more tegcmethods but it is important to
recognize that heavy emphasis on 2 or 3 methotlgetexclusion of all others could also
result in a high total score. Of particular noteswhe fact that all six participants scored
a five (75-100%) on item 4A, the percentage ofsriasm time devoted to lecture.
Because of the scale construction, the CCSSE $ettiminimum, maximum, mean, and
standard deviations would not provide useful infation. The CCSSE Section 4
Observed Teaching Techniques elements are:

A. Lecture
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B. Teacher led discussion
C. Teacher-student shared responsibility (seminacugdson)
D. Student computer use
E. Small group activities
F. Student presentations
G. Hands-on practice
H. In-class writing
I. Performance (in applied and fine arts, etc.)
J. Experiential learning (labs, fieldwork, internshipgsc.)

K. Assessment activities

Table 4

CCSSE Section 4 Scores

ltem NF1 NF3 NF5 NF6 NF7 NF8
4A 5 5 5 5 5 5
4B 2 2 2 2 2 2
4C 2 2 2 2 2 2
4D 1 1 2 1 1 1
4E 1 3 1 2 2 2
4F 1 1 1 1 1 1
4G 1 3 1 1 1 1
4H 1 2 1 1 2 2
4] 1 1 1 1 1 1
4] 1 1 1 1 1 1
4K 1 3 1 1 2 2

Note.Class time devoted to teaching techniques: 1 =20%1-19%, 3 = 20-39%, 4 = 40-
74%, 5 = 75-100%

Discussion
The scripted questions used to conduct the intervigsee Appendix H) were

specifically intended to guide the interviews itls@a way as to focus on the research
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guestions posed in this study. The responsesegliiom the participants provided much
insight into how these educators perceive learstglgs and how they address them in
their classrooms. The PALS survey data and tresadam observations provided
additive information that, when combined with amdnpared to the interviews, helped
develop an even clearer picture of how these ngstlucators perceive and address
student learning styles.

RQ1 — What do nursing instructors know about learnng styles?

There was remarkable consistency in the knowledi¢ggaoning style theory
expressed by all study participants. All nine imiwees acknowledged knowing
something about learning styles and that learniylgsvary from student to student. All
subjects explained their understanding of learsiiytes by referring to the VARK model
or variations of it. NF3 said:

“I know that every student comes to the learning
environment with a style of learning that worksteetor
them whether they are auditory learners, visuahkes,
kinesthetic learners. There’s some mode of defieer
some mode of taking in information that is moresefiive
for them than other modes.”

In addition to the VARK model, one subject, NF4&aindicated some
knowledge of constructs contained in Kolb’s (19Z6arning Styles Inventory (LSI).

NF4 said “I know there’s more sophisticated langutmgdescribe different approaches to
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learning. | think some people are real sequelga@hers and some are kind of whole
picture learners”.

Only three of the nine study participants indicateat they had any knowledge of
the specific learning styles of the students inrtblasses. Two of those teachers
administer a learning style assessment to studemésat the beginning of the semester
and one at mid-term. The third gauges studerashlag styles by observations of
student performance and reactions to material theecourse of the class. The
remainder of the sample all said that they werawére of individual student styles.
NF3 said that “It would be nice to have studentsake a learning style inventory ...”
but that “... there’s not really time in nursing sohto have them do that with all the
content that we have to teach them”.

Despite the majority of the sample’s lack of knasge of students’ specific
learning styles, the PALS scores indicate that mmb#te subjects are concerned with
determining what their students need. PALS Fagtdtssessing Student Needs, mean
scores for the sample were very near the Contesg@ee Table 1) although there was a
significantly wide range. Two subjects scored ntben one standard deviation below
the mean and two were more than one standard aevetove the mean.

Several subjects said that they were aware thdéesta may have more than one
preferred learning style. In discussing learnitygestypes, NF2 said of students that
“...some use some of each but everyone has theirsbyle that promotes their own
learning”. NF7 stated that “One (learning stylegynbe more predominant but there is

usually a combination of styles that a person Hol&9 offered that “One of the other
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things I've learned about learning styles is thatré¢’s a lot of mixed. People aren't just
one usually”.

It is clear that the educators constituting thimgke all have some knowledge and
appreciation of the existence of varied learniiyiestin students. Of note is the fact that
all subjects spoke of learning styles in the contéxhe VARK model with only one
making mention of other learning style differentas. Despite being aware of learning
styles and the potential for differences in stydesveen students, only three of the nine
teachers in the sample reported having any knowledighe learning styles of specific
students.

RQ2 — How do nursing instructors design course delery with consideration of the
needs of students with different learning styles?

The educators interviewed were nearly unanimowssaying that they felt that it is
important to consider learning style differences@tivering course content in varied
ways. NF3 conducts a “... pretty interactive claesna..” and said “I think the students
like it.” NF5 explained some of the techniquesdusevary teaching methods such as
physical items students can examine and maniptdappeal to kinesthetic learners, oral
presentations for audible learners, and the us@lebs for visual learners. NF7 said “I
love it (teaching variations), the more the better”

| asked the interviewees whether they varied tbaurse delivery to suit the
styles of specific students. Nearly all the sanmpémbers stated that rather than
individualizing instruction, they varied their peggations across the board in an effort to

reach as many students with differing learningestyds possible. NF1 said “| try to
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incorporate all styles so | hit somebody”. NF2esgt saying “You know, | would say
it's (teaching variations) across the board”. Nip6éke of varying teaching styles “Not
individually but as a group or a class”. NF7 vatieaching styles “... because | don’t
always know exactly how somebody might be”. NFH@8 $laat “I vary it (teaching
approach) across the board”.

There were two subjects who expressed a contragmg NF4 said that “...
students give me feedback about different things Itkie included and | take that into
account”. NF9 spoke of varying teaching approadghessponse to individual student
learning styles saying that “... addressing all tivaglividual needs | had to be much
more creative”. However, neither of those edusataas among those who said that they
had knowledge of their students’ specific learrshges.

The predominance of the responses indicating #aathing approach variations
are being made in a wholesale, as opposed to thdilized, manner is consistent with
the PALS Factor 2 (Individualizing Instruction) nmescore in Table 1 above. That mean
is decidedly lower than the PALS Factor 2 meardditg Conti. Only one subject scored
more than one standard deviation above the mean.

The CCSSE classroom observational data concermingtion of teaching
techniques indicated that all observed subjectd os@e than one method of delivering
courses. All observed participants were rated-@erhpletely or 2-Adaquately on item
3J, Used Techniques that Reflect an AwarenessftdrBnt Learning Styles. However,

the observational ratings of 5 (74-100%) for abjsats on item 4A (Percentage of Time
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Spent on Lecture) of the CCSSE (see Appendix Liratdd a strong reliance on lecture
technique in the classroom.
RQ3 — Why do nursing instructors experience difficlties in implementing teaching
strategies to address learning style differences?

Review and coding of the interviews revealed ctegrsensus among the subjects
concerning factors that complicate implementatibmamied teaching strategies to
address learning style differences. As with theeptwo research questions, three main
themes emerged on this topic. Time constraingésscéize, and student resistance were
the most often cited reasons that make varied te@difficult or impractical.

In speaking of time constraint problems NF6 saat tne difficulty is “Time; not
enough time to improvise, to work it in. Someludde strategies take a lot more time
than just going through a PowerPoint”. NF5 cit@té time that it takes to teach ...” as
a difficulty in implementing varied teaching metisod

Class size was frequently mentioned as a problemstituting varied teaching
methods. Most study participants indicated thay thad more than 30 students in a
typical class. In speaking of difficulty delivegmvaried teaching, NF3 said “It's really
hard to do with 40 students”..NF6 also cited class size as a problem in tearhi
variations saying “36 to 40 students is normdk dtlot”. In talking about the same
problem NF7 said “38, that's what I'm teaching, ahis huge”.

Student resistance to varied teaching strategissspaken of by many teachers.
NF4, in speaking of varied teaching methods, s8wminietimes the students don't like

them”. NF8 talked about problems in trying to ieplent student-directed classes saying
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“... I got a lot more frustration from the students .NF9 said that getting some students
to participate in interactive lessons is “... likdlmg teeth sometimes”.

PALS survey data revealed that the study partid¢gdisplay a largely teacher-
centric orientation. The classroom observatiorsrasulting CCSSE data indicated that
those participants are not varying their classro@hvery to a significant degree. The
interfering factors cited by the participants ieithinterviews could contribute to both of
those results.

Individual Case Analyses
NF3

In the interview, NF3 reported conducting a “... pyenteractive classroom ..
and said “I think that students enjoy it”. NF3acknowledged knowing that students
could have differing learning styles but said tivate and curriculum requirements
prevented assessment of individual styles. HowedVEB reported varying classroom
techniques in an attempt to engage students wifridig learning styles saying “I try to
kind of change my teaching style based on whabtiile of the learners are.” The
CCSSE data and classroom observation for NF3 géneamfirm the “... interactive
classroom ...” and “... change my teaching style ...” omgnts. As indicated in Table 4
above, NF3's CCSSE score in Section 4, the seatieasuring the diversity of teaching
methods used, was the highest of the sample. N#s3owe of the three participants who
scored the highest possible rating on CCSSE Se8titiem 3J, which gauges the use of
teaching techniques that indicate an awarenessaafihg styles. Complete CCSSE

Section 3 scores appear in Table 3 above. Duheglassroom observation, | found that
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NF3 used several teaching techniques simultanewithydifferent students. However,
like the rest of the sample and as indicated by’ NEESSE Item 4A score, overall, NF3
was largely reliant on lecture in the classroom.

NF3’s PALS survey scores contrasted somewhat wélother two data sources.
NF3 had a PALS overall score that was 2.5 poinlisvbéhe mean of 136 for the sample
and 12.5 below the Conti (2004) mean of 146. Nie8&rall PALS score, while
indicative of a teacher-centric bearing, was witihia first standard deviation below
either mean. NF3's PALS Factor 1 score, relatingreating learner centered activities,
was equal to the study sample mean as well as ¢am for Factor 1 reported by Spoon
and Schell (1998). Despite the interview commemicerning the inability to assess
student learning styles, NF3's PALS Factor 4, easagsstudent needs, score was 2.5
points above the sample mean and 1.5 points abev8goon and Schell (1998) mean.

However, NF3’'s PALS Factor 5 score was in the séctandard deviation below
both the study sample mean and the Spoon and ftB6éB) mean. That score indicates
a tendency to conduct classes with a more form@aiogeh (Conti, 2004) than the mean.
Although NF3’s PALS Factor 5 score is somewhatali$icmed by the classroom
observation and complete CCSSE data, CCSSE Itenidifhdicate a high degree of
reliance on lecture, a formal teaching technigg&LS mean and standard deviation data
appears in Table 1 above. Complete PALS scoreislatantained in Appendix K.
NF7

NF7 recorded an overall PALS survey score signifilgghigher than any of the

other study participants. NF7’s PALS total was ®6fich is in the first standard
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deviation above both the study mean and the C2664) mean. That score indicates a
relatively strong student-centric approach to teagfConti, 2004). Six of the seven
PALS factor scores of NF7 were also above bottSiaon and Schell (1998) and study
sample means. As is the case with the entire sg\ipl7 scored below the Spoon and
Schell (1998) mean on PALS Factor 2, related tsgaalizing instruction.

NF7’s interview results were consistent with thelLl®Ascores. NF7 indicated
knowledge of the existence of student learningestiyiferences but not of the styles of
individual students. NF7 spoke enthusiasticallyeaiching in varied ways saying “I love
it, the more the better” but also indicated thasslsizes impeded the ability to provide
course material using different techniques.

The classroom observation and resulting CCSSEwdata also consistent with
both the PALS survey and interview for NF7. Aswhon Tables 3 and 4 above, NF7
scored well in teaching style and relatively weltéaching methods used. However, as
is the case with the rest of the sample, NF7 dygglaconsiderable reliance on lecture as
a classroom delivery method. Both the PALS sudaty and the classroom data for
NF7 are consistent with the ideas expressed imteeview. NF7 appears to have an
appreciation of the importance of student learrsitytes and of the use of varied teaching
strategies but does not know the styles of indi@idtudents and has some difficulty
fully implementing varied teaching.

Evidence of Quality
The primary data that forms the foundation of #nalysis is the study participant

interviews. That data was gathered in a consistegtfrom each subject and was
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subjected to quality control review by each papteit. The interviews resulted in
identifiable themes that were expressed by moatl @f the participating educators.
Those themes addressed the three research qugstgetsin this study.

The use of an existing and validated instrumemrt RALS, and classroom
observations, again using a valid tool, the CCS8gplemented the interview data.
PALS and CCSSE data were highly consistent bot#rnially and with the data emerging
from the interviews. The triangulation of all tata sources for each study subject
provided for cross corroboration of the construlotg emerged. The analysis of the data
for each study participant showed general agreemeaatms of the themes identified by
each of the three methodologies. The inconsistertbiat exist are few and minor and are
addressed in the analytical discussion.

For further validity, another nursing educator siciged the study data from the
interviews, survey, observations, and my analysisiaterpretation of the gathered data.
The peer reviewer performed a critical analysithefdata and conclusions as an
additional quality control measure. The peer neelewas a highly qualified and
experienced instructor and researcher who waswotved in this study beyond
performing review functions.

The nature of the sample used in this study impsse® limitations on its
conclusions. Nursing education is a specializeldl fpopulated by teachers who are also
nurses themselves. Nursing is a technical vocatiimstudents and practitioners who
may not necessarily be representative of genemllptions. The same is true of nurse

educators. While findings of this study are valithin the nursing education



66
community, they may not be easily generalized tecatbrs in other fields. Additionally,
study findings are specific to the faculty at thejsct institution. While there is no
reason to believe that the study sample is noesgmtative of nursing faculty at large, no
specific means were employed to ensure that ivedid representation of all nursing
educators.

Conclusions

The subjects in this study clearly demonstratedesknowledge of learning style
theory. They recognized the existence of diffetesyning styles in students although
few participants knew the individual styles of th&iudents. Most subjects
acknowledged the importance of student learninigsignd that they can impact the
ability of students to absorb course material. yTédeo nearly unanimously agreed that it
is important to vary classroom presentation methoodsder to appeal to different
learning styles. Despite that, the majority of saenple tended to demonstrate a clear
bias toward conducting classes in a teacher-ceamidcmostly non-diversified manner as
shown by the PALS survey and CCSSE classroom oésenvresults. These findings
are similar to those reported previously by PoplkegsMcDaniel (2011), Brown et al.
(2009), Marrocco (2014), and Patterson (2009).

This teacher-centricity and limited classroom apploappears to be the result of
several factors. Participants cited time requinetsiencluding the volume and density of
required curricular material, large class sizes, stadent resistance as factors that
hindered the implementation of diversified teachifigme constraints and large class

sizes also interfered with the ability of teachtergetermine individual student’s learning
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styles. Time limitations, curriculum requiremeatsd class sizes are factors over which
neither teachers nor students have any control.

The analysis of the data in this study has estaddighat the nursing educators
who made up the sample study, while somewhat famailith learning style theory, are
not generally aware of the specific learning styletheir students. The teachers are also
highly dependent on lecture to deliver classroonrs® content and are not delivering
course material in varied ways to any significatteat. Therefore, the focus of this
project will be on enhancing nursing educators’Wisalge of learning styles and
teaching strategies to engage students with diffestyles.

The project will familiarize teachers with their nMearning styles, how to assess
the styles of their students, how to design clasardelivery to appeal to the differing
learning styles of students, how to overcome bart@the use of innovative teaching
strategies, and how to equip students with studls gk suit their individual styles. All
of those factors will contribute to greater studacademic success. Details of the

anticipated remediation project are more fully preed in the following section.
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Section 3: The Project
Introduction

This section describes a proposed project compaidhts study that is designed
to address deficiencies in how nursing studentlagrstyles are being addressed in the
classroom. Those deficiencies were identifiedofelhg analysis of the faculty
interview, PALS survey, and classroom observatiata dathered in the course of this
doctoral study. A significant finding was that sung educators were generally familiar
with learning style theory but study participantsresnot adequately varying their course
delivery methods to appeal to the varied learntglgs of their students. The nursing
instructors in the study were also largely unavedrhe individual learning styles of the
students in their classrooms. To address thesé&shangs, | developed a 3 day
professional development seminar for nursing edusat

Description and Goals

This project was developed to fulfill three primayyals related to nursing
education. The first of those goals is heightemugsing educators’ awareness of the
importance of the learning styles of their studé@sgus & Gunes, 2010; Hallin, 2014;
Lockie, et al., 2013; McClellan & Conti, 2008; Nebkt al., 2008). Secondly, this
project will help teachers in assessing the indigidearning styles of their students
(Breckler, et al, 2011; Tumkaya, 2012; Wichaded,®0 Finally, this project will
familiarize nursing educators with practical methdar adapting their teaching styles to

more fully engage all types of learners (Franzomssar, 2009; Neuman, et al., 2009).
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This project will be structured as a 3-day profesal development seminar for
nursing faculty members as suggested by LloydfféfeDominish, Heading, Schmidt,
and McCluskey (2014). The seminar will offer atteas the opportunity to learn more
about learning style theory and its applicatiomumsing education as well as ways to
vary classroom presentation to address differingesit styles. Seminar participants will
attend lectures and multimedia presentations, wotk independently and in groups,
participate in class exercises, teach a simuldtss session, and present findings of
group caucuses. These teaching and learning tpedsare consistent with the
suggestions of Morris (2010), Tate (2009), and Vitdaaind Motune (2010).

Completion of the course will enhance nursing undtors’ ability to assess the needs of
their students and to plan and deliver their teagim ways that appeal to the varied
learners in their classes.

Project Structure

The seminar will be delivered in three 1-day sessighich are intended to be
conducted on consecutive, or nearly consecutiwes.d@he seminar is appropriate for all
nursing education faculty at the study site. Towué of the sessions is different on each
day.

The first day of the program is designed to famit attendees with learning
style theory including its background, various mea# learning style differentiation,
and the importance of recognizing and addressumesit learning styles. The
participants will attend presentations on learrgtyde assessment and discover how to

determine the styles of their students using botimél tools and informal assessments.
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All seminar participants will take an assessmesetdaon the VARK learning style model
in order to discover their own learning style prefeees. The attendees will also discuss
and formulate ideas, from a student’s perspectorgdeaching methods that appeal to
specific types of learners.

On the second day of the seminar, participantspkéttice learning style-based
teaching methods and identify student study stallsuit individual learning styles.
Participant group presentations will center on diifeed teaching techniques that can be
used as alternatives to lecture and more fully gagaudents with varied learning styles.
Each group will concentrate on a different learrstde — visual, audible, reading, or
kinesthetic — in designing their teaching strategiAdditional presentations, and group
activities and discussions, will focus on studeuatlg skills appropriate to specific
learning styles.

The final day of the seminar is designed to agssttuctors in identifying and
overcoming factors that interfere with or prevérd tise of learning style driven teaching
techniques. Participants will attend presentatmmsand engage in discussions of, the
three primary inhibiting factors identified in teudy; time constraints, class size, and
student resistance. These discussions will foausays to minimize or eliminate the
impact of those factors. Attendees will engageola playing activities illustrating some
of the mitigating strategies identified.

Rationale
This professional development seminar is basedherindings of this doctoral

study. It is specifically designed to addressdbgciencies identified in the study and is
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structured to match the three research questiadsguhis project. Question 1, “What
do nursing instructors know about learning styleg?addressed in the presentations and
activities of the first day of the seminar. Theasd day employs participant
presentations, videos, discussions, and actiwiédscus on Question 2, “How do nursing
instructors design course delivery with considerabf the needs of students with
differing styles?” The last day of the seminadéslicated to Question 3, “Why do
nursing instructors experience difficulties in implenting teaching strategies to address
learning style differences?” Presentations, disicuns, and participant role playing
activities will be used to address Question 3 &weddifficulty factors identified in the
study.

Many adult education authorities have advocatednfiprovements in nursing
education (Patterson, 2009; Popkess & McDaniell20Changes in nursing faculty
development and additional student learning st@ming for teachers are two areas in
which improvement is needed (Benner et al., 201€viBs, 2014). In addition to
directly focusing the deficiencies identified indlstudy, this program will address those
more general concerns.

The seminar or workshop method of delivering preifasal development courses
has been extensively studied and has been endaysedny authorities in the education
and professional development field (Gribskov, 2Q1dyd et al., 2014; Tate, 2009). The
3-day structure of this program will allow suffioietime for thorough and in-depth
exploration of the issues. The time frame wilbdiacilitate the delivery of the program

material in varied, engaging ways (Poe & White, 20/ eadick & Motune, 2010). The
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delivery modalities of the seminar itself were sfeally chosen to help highlight and
amplify one of the primary messages of the progtampuse of diversified teaching
strategies.

Enhancing the knowledge of nursing educators caomogistudent learning styles,
encouraging the use of diverse teaching strategmespvercoming factors that hinder
innovative teaching are all actions that requirangfe on the part of both educators and
school administrations. Management theorist Le@#64) developed a model for
understanding and implementing change. Lewin’sehod/olves identifying the forces
that drive and resist change and understandingrhan change is not occurring, those
forces are in a state of equilibrium. Lewin’s miockn be applied to change in nursing
education as explained below.

Lewin (1964) proposed a 3-step process for unbaigrtbat equilibrium and
implementing change. First, existing organizati@ral individual resistance to change
must be overcome or, as Lewin puts it, “unfrozdréwjin, 1964). That unfreezing is
accomplished in this program through familiarizadministrators and faculty with the
results of the research informing the project dmdugh the seminar introduction.

The next step in Lewin’s (1964) model is to inceeti®e forces driving change
and reduce the change resisting forces. Whenrtbiatase and decrease are
accomplished, the equilibrium point will move irettirection of the desired change
(Lewin, 1964). This movement is accomplished mphogram through participant

engagement in presentation of the course materthtlee interactive activities.
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Lewin’s final step is to refreeze once the desaleange has been accomplished
and a new equilibrium point has been reached (Le¥®64). Refreezing in this case
occurs both formatively and summatively throughdiszussions following the
presentations and activities and the final summadiad feedback session. Lewin’s
model is helpful to this project as a reminderha tacro scale steps to take in
accomplishing the program’s goals. The initialgar@ations in the program will include
discussions of why understanding and addressimestuearning styles is important to
student academic achievement. Those presentatnmovide for Lewin’s (1964)
“unfreezing”. The program’s presentations, distuss and group activities focused on
varied teaching strategies and methods to overcesigtance factors interfering with the
delivery of those strategies will accomplish theded movement (Lewin, 1964). The
program-ending discussions and evaluation actsiti! constitute “refreezing” called
for by Lewin (1964).

This program will be directed specifically at nungifaculty members but could
be applicable to adult educators in many fieldbee Tearning style driven teaching
methods on which the program is founded have bdeocated by many education
authorities (Franzoni & Assar, 2009). The progmaitharm participants with enhanced
knowledge of learning styles and their importancéheir teaching, methods for
developing and employing diversified teaching teghas, and overcoming obstacles that
prevent or complicate the delivery of learning stgtiven teaching. Research has
established that improving teachers’ ability toivkl diversified teaching leads to

improved student academic outcomes (Ugur et alL1R0
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Review of the Literature

A literature review was conducted in order to cdmpcholarly writings that
address the concept of professional developmenisands inherent in designing a
project such as the one proposed in this studgviewed my own literature resources as
well as conducting searches of Internet sourcdadimgy ProQuest, ERIC, EBSCOhost
and CINAHL. | executed electronic queries using skarch termisculty development
professional development workshgpsofessional development and learning styéexd
seminar developmeniThe Internet search was focused on articlesaaiohgs with
publication dates on or after 2009. Those searahdsny review of my own literature
collection yielded a substantial number of schglgrirnal articles and book chapters
focused on staff development in education, devatppnd presenting workshops and
seminars, educating teachers about learning saessimilar topics. A selection of
those writings is presented below.

Professional Development.The need for professional development and
continuing education has generally, and in edunaecifically, been well established
(Baert & Govaerts, 2012; De Rijdt, Stes, van desn, & Dochy, 2013; Johnson,
2014; Lauria, 2010; Patti, Holzer, Stern, & Bratk2012; Wood, et al., 2011). Baert
and Govaerts (2012) wrote of the need for ongonedgssional development for
teachers. Johnson (2014) urged professional dewvelot in education as students cannot
achieve beyond the quality of the teaching thegixec Wood, et al. (2011) found a
need for professional development for educatorstdwentinual evolution of teaching

and learning at the university level. De Rijdt 13D offered that staff development is



75
necessary to help educators in translating thgiemeence and knowledge of education
into teaching. While all these authorities urgeaf@ssional development for teachers in
a general sense, other writers have been morefispamcerning the content of educator
professional development.

Professional development for educators can be deareoth providing teachers
with information and techniques for teaching aslaglgiving those teachers insights
into both teaching and assessing students (KatteIC8ishop, & Kravits, 2009; Suskie,
2009; Ulrich, 2012; White & O’Sullivan, 2012). Echtors must not only keep abreast of
the latest thinking in the area of learning stydas should also know their own styles
(Knowles, Holton, & Swanson, 2011; Lauria, 2010tdhard, 2014). Lauria (2010)
wrote that in order for teachers to help studesdsn, it is necessary for those teachers to
understand and consider their own teaching andilegastyles. Knowles, et al. (2011)
urged teachers to perform assessments to deteth@imgersonal learning and teaching
styles. In all pursuits, the provision of professl development can bolster motivation
and productivity (Dearstyne, 2010, van Rijn, Yafdsanders, 2013). The need for
professional development and continuing educationefachers has been established not
only generally, but also specifically for nursindueators.

Professional Development in Nursing Education Professional development is
no less a need in nursing education than in angr@tea of education (Benner, Sutphen,
Leonard, & Day, 2010, Dearholt & Dang, 2012, Fimkah & Kenner, 2012; Poe &
White, 2010; Yoder, 2011). Benner, et al. (2011@ed nursing organizations, graduate

schools, and schools of nursing to offer continwedgcation sessions for teacher
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development. In addressing the need for profeasievelopment in nursing and
nursing education, Dearholt and Dang (2012) opthatinurse educators should
participate in professional development as suclomiggtraining is necessary for those
educators to stay abreast of new development®irdhbcation field. Yoder (2011)
offered that nearly every aspect of nursing reguo@ntinuing professional development
and Finkelman and Kenner (2012) wrote that nurfeglty must continue their
education. All of these authorities urged some tgpprofessional development for
nursing educators. Other authors have focusetl@agecifics of how professional
development is delivered.

Seminars and Workshops for Professional DevelopmentThere are many
forums and formats in which professional developnmeaterial can be delivered.
Regardless of format, professional developmenti@aathing in the workplace should be
conducted in ways that provide dedicated, proteletaahing time (Lloyd, et al., 2014).
Gribskov (2013) wrote that professional developmemducation needs to be delivered
in a way that is a collaborative effort betweentipgrants and a facilitator. One way in
which to provide for both the protected time calledby Lloyd (2014) and the facilitated
format required by Gribskov (2013) is by use of $keninar or workshop design (Tate,
2009). While the seminar format is consistent i requirements of Lloyd, et al.
(2014), Gribskov (2013), and Tate (2009), the samsdesign and presentation can
impact the effectiveness of the program.

Depending on their design, seminars and workshap$e an engaging learning

experience or a tedious exercise in boredom (Mdz040; Tate, 2009; Weadick &
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Motune, 2010). Presenters should incorporate iatyasf methods for presentation
including video, student participation in role glay, and storytelling in designing a
seminar (Weadick & Motune, 2010). Students aresgaly not resistant (Walters, 2014)
to the delivery of course material in interactivays. Poe and White (2010) urged
nursing educators to provide content in multimogays. Tate (2009) agreed with the
mixing of delivery methods and offered specifiagtgies including making learning a
fun experience, arranging content in chunks arebnatting activity, and providing
attendees time to reflect on the content preseratris (2010) believed that workplace
learning is most effective when learners have grodpnity to engage in real workplace
activity. Weadick and Motune (2010), Tate (200@rris (2010), and Poe and White
(2010) all agreed that seminar material shouldreegnted in varied, engaging ways.
The project detailed in the following section isgmed and structured to provide that
diversified presentation.
Project Details

The project proposed will consist of a 3 day lieengnar attended by nursing
faculty members. The seminar will be led and fetéd by myself or another educator
who is trained in and familiar with the conceptiigadiscussed and the materials used to
conduct the sessions. The purpose of the sensrtarde-fold. First, the seminar will
familiarize attending faculty members with the cepicof learning styles and with
learning style theory. That familiarization willdlude attendees learning how to
recognize their students’ learning styles and gaiin appreciation of the importance of

student learning styles in adult education genggaaid in nursing education specifically.
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Next, seminar participants will gain an understagf specific teaching techniques they
can use to appeal to the varied learning stylékeof students and how to arm students
with study skills to suit their individual style&inally, educators attending the seminar
will discuss, help develop, and learn technique®i@rcoming impediments to
instituting diversified teaching in their classéhe presentations and activities which
make up the seminar are designed to not only asltkeashing in learning style driven
ways, but also to be engaging for participants witferent learning styles.
Implementation

This project is designed as a seminar or workshopursing educators and is
structured to address the weaknesses found in angwbe three guiding research
guestions of the study. The first step in impletmgnthe project’s program is to contact
the administration of the college or nursing schadoihich the seminar will be
presented. The findings of the study must be piexvito administrators to define the
problem which the project addresses. Once theosauministration commits to
presentation of the seminar, logistical concermmh s scheduling and facility provision
can be pursued.

The seminar is structured for delivery over threesecutive, or nearly
consecutive, 8 hour days. That time requiremesigisificant but is not unusual for
faculty professional development workshops. Nuy$aculty members, like most higher
education faculty, are often scheduled for mult-tdbocks of non-teaching time during

each school term. Those time blocks are frequelatiicated to professional
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development, curriculum development, planning, atier similar pursuits. This
seminar could be delivered during one of thoseksdoc

The seminar is based on a facilitator or facilitaieading the sessions which
consist of a mixture of lecture, video and audiesgntations, facilitator led discussions,
participant presentations, and participant acésitand learning games. It is centered on
a PowerPoint presentation and schedule which siregthe topics and the delivery of
course content and activities. The seminar caladktated by any adult educator who is
sufficiently well versed in learning style theonydathe other topics of the workshop.
The PowerPoint presentation, schedule, directionsdnducting the activities, lists of
needed resources, and links to web-based resanateding videos are all included in
Appendix A of this project thus providing a turnyikgackage for the delivery of the
seminar.

Roles and Responsibilities

There are three classes of stakeholders who h#s®im and responsibilities
relating to, the delivery of this workshop. Fiase the participants. The attendees at the
seminar are anticipated to be nursing faculty membBo distinction is made between
educators who teach in different parts of the mgrgducation program. The seminar
content is equally applicable to all nursing edioradivisions. The participants will be
expected to attend all of the seminar sessionsapdrticipate in the discussions,
attendee presentations, learning activities, atepiaying scenarios.

Next is the role of the administration of the sdhfoo which the workshop is

being presented. The administration must sup@yntirsing faculty members with the
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required 3 days of unencumbered time in which tenatthe seminar. The
administration will also need to provide appropiphysical space for the conduct of the
workshop, whether that space is on or off camguee equipment and supply
requirements for the seminar do not exceed whatrnsally found in any well equipped
classroom. However, an off campus space would tebd provided with audio/visual
equipment, flip chart easels, and other basicucstinal supplies.

The third stakeholder is the facilitator or faatirs. The facilitator is responsible
for presenting material, guiding discussions, exjhg and leading activities, and
ensuring that course content is delivered, paditip are engaged, and questions are
answered. The facilitator is expected to be vergvedgeable in learning style theory,
diverse teaching strategies, study skill technigaed ways to overcome barriers to
learning style driven teaching. The facilitatoosld use the seminar schedule, master
PowerPoint presentation, and additional resountes lio both ensure that all intended
workshop material is adequately covered and theatithetable is respected. The
facilitator is also responsible for soliciting agdthering participant feedback via the
evaluation strategy explained below and the ensleafinar open forum discussion.
Resource Requirements, Supports, and Batrriers

The resources required to present this seminanamenal. The primary need is
for the dedication of three 8 hour days on the phparticipants. The allocation of time
for faculty professional development is common astischools that offer nursing
education programs (Benner et al., 2010). The rezptirement is a suitable classroom

or other space that will comfortably accommodagegarticipants. The room must be



81
equipped with computer and projection devices $pldy the PowerPoint presentation
and videos and sufficiently powerful speakers typghe accompanying audio. The
room should also be equipped with easels and giypeharts. Individual computer
stations for each participant would be advantageotigare not required. In a large room,
a public address system would also be helpfulfywgain, not required. The other
required materials consist of colored markers,acbdall and whistle, colored Post-It
notes, colored construction paper, and printed batsdof the PowerPoint presentation,
the seminar schedule, and the VARK learning stggeasment tool. All of those articles
will be brought to the venue by the facilitatorfacilitators. Finally, it is anticipated that
a light breakfast consisting of coffee, juice, kemttwater, bagels, muffins, and fruit and
yogurt will be made available to the attendees @agming of the seminar.

Support for the seminar is expected to come fragspfonsoring nursing school.
That support will consist of provision of the phoaifacility and required audio/visual
equipment, and funds for purchase of the neededrialst Administrative support is
also needed in scheduling faculty to provide foe¢hday’s attendance at the workshop.

Potential barriers to successful presentation @stminar exist in a number of
areas. First, it is necessary for attendees &bleeto attend all three full day sessions.
The workshop is designed to be delivered on corisecdays but could be split across a
four or five day period without seriously impactitige integrity of the presentation. As
mentioned above, administrative support is requiogfdcilitate the availability of the

attending faculty members.
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Next, the facilitator or facilitators who presehétseminar must be thoroughly
familiar with learning style theory and the majbedrists in the field. They should also
be conversant with diverse teaching strategiedearding style adapted study skills for
students. The facilitators should be completefgifiar with the content of the seminar
presentations and activities. Gaining that famtlyawill require some pre-seminar time
commitment for facilitators unfamiliar with the gp@am.

Finally, successful and effective presentatiorhefseminar will require a
commitment from attendees in terms of staying eadamd participating in discussions
and activities. Many parts of the seminar calldtiendee participation and feedback.
All workshop elements are designed and intenddsktengaging and entertaining for all
participants but those participants have a respoitgito take an active part in all of the
sessions.

Project Evaluation Plan

The goals of this program are to enhance nursingatdr awareness of learning
styles generally and of the styles of their stuslepiecifically, to provide instructors with
tips and techniques for teaching using learnintgstyiven methods, and to give nursing
educators the means to overcome barriers to impiengediverse teaching. Key
stakeholders in the program include the semindrgyaants, the facilitator or facilitators,
and the school administration. Each of the stakigne will be either involved in the
evaluation of the program or will receive the résolff the evaluation. Evaluation of this

project rests primarily on feedback from semingratees. That feedback will be
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gathered in two ways; formatively and summativ&ygkie, 2009). Both the formative
and summative methods will constitute goal-baseduations.

The formative evaluation will come from an ongotlgss exercise in which
attendees express their hopes and fears for tHestwap. This is done by each
participant writing goals and doubts concerningwioekshop on individual Post-It notes
on the first morning of the seminar. The Posteltas are placed on one side wall of the
classroom. At the end of each day, participaregsaaked to move any goal or doubt
notes containing issues that have been adequateétgssed to the opposite wall. The
facilitator will photographically document the nsten the outstanding and addressed
walls every day. The facilitator will review thetstanding notes each day to identify
any unresolved issues. At the completion of timisar, the facilitator will collect the
remaining notes on each wall, keeping them sepgheateording to which wall they came
from. Analysis of those notes will provide an ication of the goals, both individual and
program goals, that were met or unmet by the wansind the doubts that were allayed
or remained.

The summative evaluation will be provided for iseaninar closing session. The
final class block is dedicated to a seminar summad/an open discussion in which the
participants are solicited to provide feedbacklmnresentations and activities. The
facilitator will keep notes of the feedback receiveom the seminar attendees. Those
feedback notes will later be analyzed to extraettles and concepts that contribute to a

determination of the degree to which the prograsigwere met.
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No quantitative methods will be used to gauge #greke to which program goals
were met. However, the combination of formatived anmmative evaluations facilitated
through program participant feedback will providkequate means with which to gauge
the effectiveness of the program. The resulthe$e evaluations will be reported to the
administration of the sponsoring institution.
Implications for Social Change
It has long been recognized that students possdssdual learning styles or
preferences. Even before the development of fokeaahing style models, educators
were aware that some students functioned bett@naerearning modality than another.
In nursing this is frequently evidenced by studevite excel in the classroom
environment, which is centered on auditory and /igaté teaching, but have difficulties
in clinical practice where visual and kinesthetiodas predominate. Other students
display the opposite phenomenon, doing well inicdits but struggling with didactics.
Given the diversity of student learning stylesome teaching method will ever
engage them all. However, it is unrealistic toentghat teaching can always be tailored
to each student individually. Doing so would reqla one to one ratio of teachers to
students. One solution to this dilemma is to medkecators aware of their students’
learning styles and the teaching strategies tlegt ¢n use to engage students of
differing styles. In addition to that diversifiéelaching, instructors can also help students
by providing them with study skill tips suited teefr individual styles.
Nursing education is an especially difficultdie It involves delivering much

course content which is very technical and extrgrdehse. It also requires teaching
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physical skills, didactic knowledge, and judgmenhe effectiveness of nursing
education is most often gauged by graduation aehdure examination pass rates. Both
of those rates have frequently underperformed mparison to many other adult
education pursuits. Research directed at nurgsingagion has established that increased
teacher awareness of student learning styles anilspon of teaching in diverse ways
can contribute to better student academic outcomes.

The study which formed the basis for this projeemnitified deficiencies in the
knowledge of nursing educators concerning thenlestts’ learning styles and the degree
to which nursing instructors were employing divefearning style driven teaching
strategies. This program is specifically desigttedddress those shortcomings and to
assist nursing instructors in delivering more dffeceducation. Doing so could lead to
enhanced student experiences and outcomes whitdeaedicial for not only the student,
but for faculty, the educational institution, ahe thursing profession.

Conclusion

Nursing is a profession in which practitioners ofteave a profound effect on the
people in their care. Itis demanding in term&mdwledge and skill requirements and
also requires the use of critical thinking andeiercise of sound judgment. Nursing
educators are tasked with teaching their studdihts hese things, often against the
background of a compressed, condensed curriclh@dsite. There is wide agreement
among nursing education authorities that the reitiogrand consideration of differing
student learning styles is vital to delivering teiag in the most effective, engaging way

possible. Unfortunately the demands of everydaging education often prevent faculty
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members from knowing their students’ styles orrnigkthose styles into consideration in
planning and delivering course content.

However, the problems posed by such demands aiaswimountable. The
study at the heart of this project identified speaeficiencies in nursing educators’
understanding of student learning styles. Theysalsb revealed barriers that instructors
perceive as preventing them from addressing thedesnts’ individual styles in their
teaching. The program proposed here was designeath correct the deficiencies in
faculty knowledge of student learning styles, amdwercome the barriers. Correcting
those problems will lead to more effective nursaalyication resulting in students who
are better able to succeed academically and h@#pared to function professionally. As
more fully discussed in the following section, firecess of designing, conducting and
analyzing this project’s research, and designiregémediation program informed by the
results of that research, both increased my dethawledge of research projects and

altered many of my perceptions of research, progtasign, and scholarship.
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Section 4: Reflections and Recommendations

This doctoral study-iow Nursing Educators Address the Differing Leagnin
Styles of Studentwas designed to focus on nursing educators angst learning
styles. | used this study to seek answers to {hwiegary questions. The first question
investigated what nursing instructors understarmiil@arning styles, particularly the
individual learning styles of their students. Tiext was what nursing faculty do to
adjust their classroom teaching to appeal to deverarning styles. The third question
investigated what factors interfere with nurse edois’ delivery of course content in
varied ways.

The results of the study show significant deficieadn nursing educators’
awareness of the learning styles of their studenkey also revealed a lack of sufficient
use of diverse teaching strategies to engage tfezidg learning styles of students.
Finally, the study also helped identify severatdas that impede nursing educators in
attempting to provide learning style driven divBesl teaching. | developed a proposal
for a 3-day seminar to be delivered to nurse edwsatThe seminar is designed to
address and help remediate the deficiencies descabove.

The program proposed in Section 3 is, | believe most focused and effective
way to remedy the deficits identified by the studyave pondered the strengths and
weaknesses of the seminar proposal as well as ptissible approaches to remediation.
Those thoughts as well as my reflections on thesal/project process and scholarship

in general are presented in this section.
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Project Strengths

This project’s remediation plan is based on andrmed by a research study that
| conducted using university nursing educatorse fidsearch resulted in answers to the
three guiding questions posed; “What do nursintruiesors know about learning
styles?”, “How do nursing instructors design coudskvery with consideration of the
needs of students with differing styles?”, and “Wdoynursing instructors experience
difficulties in implementing teaching strategiesatidress learning style differences?”
The answers to the research questions revealetaseediciencies in the way nursing
educators address learning style differences in shedents. The remediation program
was designed to address those deficiencies raiateach research question and was
structured to be delivered in a 3-day seminar forsasuggested by Tate (2009). The 3
days of the seminar follow the pattern of the redeguestions. That is, the first day is
focused on Question 1, its answers, and solutmitiset problems identified; the second
day on Question 2 and its answers and solutionsarmeh. Thus the program is not only
informed by, but also designed around, the researtlat design helps ensure that the
findings of the research are fully addressed byptiogram while preventing any
tendency toward program overreach. The programeiefore thorough yet focused and
compact.

Although the program is based on research condattede university using a
study sample of nine nursing educators, it is gmpate for wider application outside the
research setting. As described earlier, the ssuitdyuniversity offers a variety of both

undergraduate and graduate nursing education pnegraboth traditional classroom and
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online environments. It is therefore representatimany educational institutions
offering nursing education programs. Triangulatdihree data sources, member
checking, and peer review techniques were all tséelp establish the validity of the
research (Creswell, 2012; Yin, 2014). The findiogthe study, and therefore the
remediation program, may be generalizable to ngriginulties beyond the research
setting.

The program that | developed can be delivered yfaailitator or facilitators
with sufficient background in learning style thearyd nursing education.
Comprehensive, detailed instructions to facilitaf@chedules, audio/visual presentations,
links to additional resources, and lists of neeahaderials are all part of the program
package. The inclusion of all those resources sfikea complete turn-key solution for
delivering the seminar. Such a pre-packaged, kagnpresentation results in minimizing
the planning time requirement for delivering theise and helps ensure the consistency
of program content and delivery.

Project Limitations

Effective delivery of this program requires buyein the part of several
stakeholders. Endorsement and active participattermequired from the seminar
facilitator or facilitators, the host school adnsination, and the program attendees (Tate,
2009). Disengagement on the part of any of thtmments would make the program
presentation, and the educational improvementstgpdificult or impossible to

achieve. To help guard against the possibilitguafh disengagement, it is important to
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lay adaquate groundwork for presentation of theis@m Recommendations for
accomplishing such groundwork are laid out below.

School administrators should be informed of theiltef this study and other
research that establishes the significance of studarning styles and teaching methods
to address them as well as the deficiencies idedtih the delivery of learning style-
driven teaching. Administrators and seminar agesdhould understand that this
program is intended to remediate those deficiertydselping teachers design and
deliver varied teaching, ultimately helping imprastedent academic outcomes.

Engagement on the part of the seminar attendehe imost important required
element for successful application of the prograsrsing educators have been found to
be significantly invested in whether their teachisigffective (Brown, et al., 2009).
Teachers are also, despite the hindrances disaburethis project’s research, open to
varied teaching strategies (Phillips & Vinten, 210Nhile those facts are helpful in a
general sense, it is critically important to theass of the project that attendees
approach this program as an opportunity for impnaoset of their practice rather than
merely a requirement of their institution.

It is very important that the administration of g@hool offering this program and
the dean and administrative staff of its departnoémiursing education be completely on
board with the presentation of the program andots. An advantage of this program is
that its demands on the hosting school in ternspate provision and funding are
minimal. However, the demand for dedicated factiihe is significant. The three full

days required for this program is a considerablewarof time over which to lose the
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availability of teachers for regular duties. Inmga@mployment arenas such a
commitment would not be possible. Fortunatelygduncation generally, and in nursing
education specifically, the allocation of blockgiofie for faculty development,
continuing education, planning, curriculum devel@or) and similar pursuits is common
(Benner et al., 2010).

Finally, the facilitator or facilitators overseeittys program must be well-versed
in learning style theory and its application insing education. The facilitator should be
an experienced nurse educator or, at least, veryi&a with nursing education. As is the
case with any seminar or workshop, the facilitatoould be completely familiar with the
program structure, resources, and contents. leraocdmake the seminar as engaging and
entertaining as possible, as suggested by Weadatiatune (2010), the facilitator
should be personable and enthusiastic about thseand its content.

Alternative Approaches

The seminar or workshop format proposed in thiggotds one of several ways to
deliver the remediation course content. Seminatesd can, for example, be condensed
for presentation in faculty meetings or similartgatngs. With adaptation, the program
content could be presented as a computer basedtredlg module or in printed form.

Any of these methods would permit the basic condétite course to be delivered albeit
not as thoroughly. Elimination of the interactmseercises would likely reduce the level
of engagement of participants. This engagemeant important element in achieving the
full efficacy of the program because it servesit@ ghe nurse educators hands-on

practice and exposure to different teaching strateg
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Another alternative is to look at the remediatipp@ach from a different
perspective. The proposed program is aimed atngueslucators but is ultimately meant
to improve outcomes for nursing students. Fronudent’s viewpoint, some of the
benefits of the proposed program could be gainexlith a learning styles assessment
and study skills course. Students could be assessketermine their individual learning
styles and then provided with study skills and 8pscific to their style. While
significantly less demanding of time, a studentie®ay style assessment and study skills
session would not be as comprehensive as the pdgwegram and would not address
the deficiencies in teaching identified by the exsh.

Lessons Learned

Scholarship

One of the primary things | discovered about cosnpgpa scholarly work is the
degree to which all propositions must be supported not enough to think that a
proposal is a clearly self-evident good idea; isthe proven. Unsupported concepts
and constructs, no matter how valid an author rhanktthem to be, are of little value in
scholarly work. It is not sufficient for a reselaec to make statements expecting them to
be accepted simply because the researcher madsdésions.

Fortunately now, in the age of a maturing and widkdployed internet, a vast
amount of potentially supportive previous reseanctterial is readily available and
searchable. The sheer volume of the material envib can sometimes be frustrating

when trying to perform a focused search. Howelvean't help but wonder at the
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staggering task facing previous scholars who hambto over countless journals and
bound volumes in pursuit of relevant material.

| also discovered the value and necessity of tnginamrganization and
meticulous record keeping in conducting reseaidhis study sample consisted of only
nine members. Even so, the surveys, classroommatems, interview transcripts, and
other related documents created paperwork managessees that could easily have
gotten out of hand in the absence of an organizatiplan and filing system. Research
conducted with large scale samples has an enorlngdsn in terms of organization and
management.

| found that regardless of the research designtaddpr a project, it is necessary
to have knowledge of the other commonly acceptsdareh traditions and
methodologies. This project was constructed assargtive multiple case study
(Creswell, 2012; Yin 2014). Itis primarily a quative work but uses some quantitative
means descriptively to help explore the researdstipns. In formulating, conducting,
and analyzing this research, | drew upon referencaserning phenomenology,
ethnography, case studies, survey-based reseateh¢alling, statistical analysis, and
many other research and analytic methods. A rekeawith even exhaustive
knowledge of only one research method would beglipped to conduct thorough
research.

Finally, | discovered that research is only pastiabmplete when the data has
been collected and analyzed, the research questimwgered, and conclusions drawn.

What remains to be done is, at a minimum, a disons¥ the strengths and weaknesses
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of the work and recommendations for further stuttythe case of a complete project
such as this, the research findings only provitteuadation for a program to address and
remediate deficiencies that were discovered.

Project Development and Evaluation

The use of the research and its findings to infdrenproject greatly facilitated the
development of the project’s structure and contdiiite research questions suggested the
organization for the seminar and the conclusionsided a clear focus for the topics to
be presented. Once that organizational and cosbatitwas in place, the remainder of
the project development process progressed well.

Several evaluation methods are available for areamor workshop like the one
proposed in this project. Evaluation designs aaeither formative or summative and
can be goal or outcome based (Suskie, 2009). @deidonal method of evaluation for a
seminar or workshop is the use of a printed omendummative survey of the
participants. While that method is relatively esgswdminister, | elected not to use a
survey due to the fact that the time demands anltfamembers attending the seminar
are already significant. | instead chose to usembination of written notes concerning
participants’ goals and doubts about the semitiae assessment of those goals and
doubts being ongoing during the sessions - andavé&bdback following many of the
presentations and at the conclusion of the worksAdy e combination of those two
techniques provides for both formative and sumneagivaluation of the seminar and its

content.
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Leadership and Change

Through this project | have discovered that leduprand change go hand-in-
hand. In nursing education, as with many pursaitg, cannot be an effective leader
without being open to change. The most able nedseeator leaders and administrators |
have encountered in this process were those whe mvest receptive to discussions of
deficiencies in nursing education and ways to akltieose deficiencies. The most
knowledgeable and well-versed educators, if resigtaall change, are less effective than
they could otherwise be. | have been fortunatenduhis project to deal with many
nursing educator leaders who are experienced, laugehble, and receptive to
implementing change when it is indicated.

Self Reflections

This project has afforded me an opportunity to @vec several things about
myself as a student, researcher, and nurse edudatior to engaging in this project |
would not have considered conducting scholarlyaegehad it not been required. | have
found that despite that resistance to the ide@moflacting research at the outset of the
project, once | chose a topic of interest to me @daxkloped the research plan, | became
far more engaged in the process. As the projeatldped, | began to see tangible
possibilities for exploring and improving problethat | had long perceived in nursing
education. | would not consider a career path gbda being a full-time researcher, but |
now have a better appreciation of the value of lschyoresearch and view it with less

trepidation.
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As a practitioner of nursing education, | have gdimuch. | have been able to
validate concerns | had about insufficient efféotsiddress student learning styles. |
have learned how to seek out and apply existingares in developing my own praxis. |
have also gained significant and valuable insigitts nursing education provided during
the process of interviewing and observing the spalyicipants who were my peers.

In the course of project development, | found thgtpenchant for diverse
teaching methods helped in designing the semi@aer the course of my career, | have
attended many seminars and workshops. Some & gessions | have found to be
tedious and boring. Most involved simply lecturel @owerPoint slides. Conversely, |
have been engaged, entertained, and educated leywograms. Those were mainly
seminars that incorporated varied teaching methadisding many interactive activities.
It was those engaging programs that | sought tda@min designing this project.

In the course of this project | have seen whatdl loag perceived as a problem in
nursing education be verified by research as apleahomenon. | was by no means the
first researcher to recognize a deficiency in leaystyle adapted teaching in nursing
education. However, | had not previously been awsdany thorough examination of the
reasons for that deficiency. Some of the findiofythis research, or similar findings,
may well have been reported in other studies Iatvke been afforded the opportunity to
consolidate them. | believe that this study cami@oute to the advancement of nursing
education and improvement of nursing student ouésom

| have also had an opportunity to address the prablidentified by the research

with the design of a remedial program. While thegpam is based on a research sample
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of only nine nursing instructors at one universitygould easily be applied in nursing
education beyond that venue. The program itsefitended to be engaging, entertaining,
and enlightening. My hope is that applicationlef program results in nursing classes
that also display those attributes.

Implications, Applications, and Directions for Fuure Research

The problem discussed in the introductory sectifathie project is that nursing
students are frequently underachieving academic&lye possible reason for that lack
of achievement was identified as insufficiencyedcthing methods that are adapted to
suit the diverse learning styles of students. Mgreducation authorities have widely
agreed that such a lack can negatively impactnigagement of students and their
academic performance. Addressing deficienciesaming style driven teaching could
help alleviate those negative impacts, improveingreducation, and result in better
academic outcomes for nursing students.

This research, and the program informed by itdasgned to address the lack of
use of learning style driven teaching methods irsimg education. The research is in
agreement with several previous projects that éstedal the often unmet need for
diversified teaching in nursing. The finding o&tldeficiency is not new ground but little
previous research has focused on the reasonsdbraslack. The hindrances identified
in this research are addressed in the accompapyaggam proposal. They are all
common problems in nursing education but are retrimountable barriers to the use of
varied teaching strategies. Subsequent studidd egamine the same research

guestions using a much larger sample, using a nsaatple of both educators and
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students, or venturing outside the realm of nursithgcation and into other educational
fields. Another possible approach could be a coatpe study of student attitudes and
performance preceding and following applicatiorthef remediation program proposed in
this project.

Conclusion

Nursing education is similar to other higher ediorafields but it has some
important differences. As in many other pursuitg;sing curricula are technical and
dense and are often delivered in compact, accetbéaturses. Unlike most other fields
though, nursing schools must teach the technicghkaowledge portions of the
profession along with hands-on physical techniqrescognitive skills including critical
thinking and judgment. Government regulation dreldemands of this critically
important profession dictate that all these esaknéire taught in nursing school.

Previous research has shown that adult educatimoss effective when students
are engaged and their individual learning stylesaaldressed by varied teaching
methods. The research which is part of this ptdjas indicated deficiencies in those
areas due to a lack of teacher recognition of stuldarning styles, educator over-
reliance on lecture, time constraints, and studesistance. The project resulting from
this research was designed to help remedy thosaeatefies.

Nursing education is fundamental to the delivergudlity health care. It is clear
that nurse educators must recognize individualestutbarning styles and deliver
teaching in ways that address diverse styles. Htaignition and delivery is critical to

improving nursing education, student outcomes,dtichately the nursing profession.
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Professional Development Plan
Project

This project will consist of a three day professibtievelopment seminar to
enhance nursing educators’ awareness of the individarning styles of their students,
enhance teachers’ skills in providing learningesgtiven teaching, and provide nursing
educators with techniques for overcoming studesistance to innovative teaching
strategies.

Background

This project is based on a study that identifiefictencies in nursing educators’
knowledge of student learning styles.

The study also indicated that teachers were najuately varying their teaching
strategies in order to address the different learstyles of their students. Three primary
reasons, time, class size, and student resistarece,identified that inhibited the use of
varied teaching.

The study revealed that the knowledge and techrdgfieiencies identified were
displayed, although in varying degrees, by allhef faculty members who formed the
study sample. The seminar(s) will therefore bealed at all nursing faculty members.
Purpose

The professional development seminar is designéelmremediate the
deficiencies noted above by increasing nursing atus’ knowledge of learning styles

and why addressing those styles is important it @diwcation. It will also provide
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teachers with tips and techniques for both progdiourse content in varied ways and
for overcoming the factors which impede teachinthmse ways.

Target Audience

The seminar is designed to be delivered to facukynbers in any nursing
education program.
Goal

The goal of this professional development semisid improve nursing
education through enhancing both nurse educatpmkaiation of student learning styles
and those teachers’ ability to address differeatiimg styles by employing varied
teaching strategies.

Proposal for Implementation and Timetable

This seminar is designed to be delivered to grafipsachers in three eight hour
sessions on consecutive days. It is thereforedust&d for implementation during non-
teaching periods at the beginning of a semestsclowol year or during mid-term student
breaks. Both of those time periods are frequargbd for teacher planning, professional
development, and other related activities.

The design of the seminar makes it suitable favesl to groups of nursing
educators varying in size from 10 to 40 teach&maller or larger groups could also be
accommodated but would require adjustments to suitlee techniques and activities
used in delivering course content. The semindessgned to be conducted in Room 160,

a well equipped classroom, at the study site unsdih but could be delivered in any
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suitably sized class or meeting room provided #ghalio/visual projection equipment was

available.



117
Schedule, Methods, Learning Objectives, and Needddaterials
Schedule for Seminar Day One
Learning Objectives —Participants will:
¢ Identify the concepts of learning styles and timaportance
e Discuss how learning style knowledge can contrilboitgcademic success
e Discover their own learning style
08:30 — 09:00
Coffee, juice, bottled water and bagels
09:00 — 09:45
Introduction of facilitator; outline of course objeses; description of schedule;
goals and fears exerciséeach ball ice breaker activity
09:45 - 10:00
Break
10:00 — 10:45
Overview: Learning Style Theory - Kolb; Knowles; i@aer; Fleming
10:45 - 11:00
Break
11:00 — 11:45
Student Learning Styles and Academic Success: ldaming style knowledge
can help you and your students
11:45 -13:00

Lunch on your own
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13:00 - 13:45
Knowing Your Students Learning Styles - formal iniggies; informal
assessments and student feedback
VARK assessment: understanding the tool; learnowg Yearning style (Have
participants complete and score the VARK assesstoehto identify their dominant

learning style)

13:45 - 14:00
Break
14:00 — 14:45

Group Activity: Separate class into groups depemdin their identified learning
styles from the VARK assessment (visual learnardijtary learners; Read/write learners;
kinesthetic learners). Have each group brain steanhing method ideas, from the

student’s perspective, appropriate to the learstgig of their group.

14:45 — 15:00
Break
15:00 — 15:45

Group Reports: Have each learning style group sthaieideas for learning style

appropriate teaching methods in the classroom.

15:45 - 16:00
Break
16:00 — 16:30

Summary and Review
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Assignment: Varied teaching methods to addresswsiiearning stylés
Move goals and fears notes
Materials for Day One
e Room 160 fully equipped with instructional matesiaicluding audio/visual
devices
e The online VARK Questionnaire (www.vark-learn.com)
e Flip charts with easels
e Colored markers
e Beach ball and whistle for ice breaker activity
e Colored Post-It® notes
e Handouts: schedule, PowerPoint presentations,gariARK instrument
Schedule for Seminar Day Two
Learning Objectives —Participants will:
e Demonstrate learning style based teaching methods
e |dentify student study skills to suit individuabl®ing styles
08:30 — 09:00
Coffee, juice, bottled water and fruit and yogurt
09:00 — 09:45
Group Caucus- Groups meet and formulate their learning stgkiic class
presentations
09:45 - 10:00

Break
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10:00 — 10:45

Group Reports— Delivery of the learning style specific preséiotas; 25 minutes
per group (split across this block and the 11:00.:45 block as necessary)
10:45 - 11:00

Break
11:00 — 11:45

Group ReportsContinued
11:45 - 13:00

Lunch on your own
13:00 -13:45

Teaching and Study Skills

V: visual learners — video; “thinking cap” exercisdiscussion

13:45 - 14:00
Break
14:00 — 14:45

Teaching and Study Skills
A: aural learners — video; “thinking cap” exeréisgiscussion

R: read/write learners — video; “thinking cap” evis€"; discussion

14:45 — 15:00
Break
15:00 — 15:45

Teaching and Study Skills
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K: kinesthetic learners — video; “thinking cap” esis€'; discussion

15:45 - 16:00
Break
16:00 — 16:30

Summary and Review

Move goals and fears notes

Materials for Day Two

Room 160 fully equipped with instructional matesiaicluding audio/visual
devices

Flip charts with easels

Color markers

Colored construction paper for making “thinking sp

Handouts: PowerPoint presentations

Participant supplied materials as necessary fagmtations
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Schedule for Seminar Day Three
Learning Objectives —Participants will:
Explore the factors that hinder learning style eniteaching
Develop solutions to impediments to diverse teaghin
Practice techniques to overcome student resistano@ovative teaching strategies
08:30 — 09:00
Coffee, juice, bottled water and muffins
09:00 — 09:45
Time Constraints — Presentation, “idea storeXercise, Discussion
09:45 - 10:00
Break
10:00 — 10:45
Class Size Problems — Presentation, “idea stbaxércise, Discussion
10:45 - 11:00
Break
11:00 — 11:45
Student Resistance — Presentation,”idea stbexércise, Discussion
11:45-13:00
Lunch on your own
13:00 - 13:45

Can You Be Bullied? — Presentation and Discussion
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13:45 - 14:00
Break
14:00 — 14:45

Role Play Scenarios — Select concepts from thedtStuResistance” and “Can
You Be Bullied?” discussions and have pairs or sgralups of participants role play
student and teacher scenarios centering on thoeepts and incorporating coping
techniques that were presented or discussed. Adowrief discussion after each
scenario.
14:45 - 15:00

Break
15:00 — 15:45

Open discussion of factors complicating or intenfgmwith learning style driven
teaching
15:45 - 16:00

Break
16:00 — 16:30

Seminar Summary and Feedback

Move goals and fears notes
Materials for Day Three

Room 160 fully equipped with instructional matesiaicluding audio/visual devices

Handouts: PowerPoint presentations
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Instructions for conducting in-seminar exercises ad activities

1. Goals and fears evaluation exerciseHave participants think of several brief
goals for what they hope to get out of the semasawell as some negative issues
they have encountered in previous seminars anangasessions. Have the
participants write their goals and fears on PagtAbtes, one goal or fear per
note. Have the participants stick all their ndtesne of the side walls in the
room. At the end of each day, have participantsenwhatever goals or fears
they feel have been addressed to the opposite Wake a picture of each wall at
the end of each day to record the day’s progreasddnessing the posted goals
and fears. At the conclusion of the seminar, colllee notes from the fulfilled
and unfulfilled walls and place them in separatspt bags.

2. Beach ball ice breaker activity. Write 8-10 relevant questions (e.g. “As a
nursing student, how did you receive most courseenad?”, “What do you know
about your own learning style?”, “Why do studem¢sirning styles matter to an
educator?”, etc.) on the beach ball using a blaakker. Toss the ball around the
room and blow the whistle to signal a stop. Theigaant who ends up holding
the ball at the whistle should read aloud the qaeshost nearly facing him or
her and briefly answer the question. Blow the Wit signal the participants to
resume passing the ball around and then blow ih@gaagain signal a stop and
repeat the question and answer process. Contieugctivity for 10-15 minutes.

3. Teaching Methods Assignment.At the end of Day 1 assign each learning style

group to formulate a 20 minute classroom presaemtain Cardiovascular
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Function which will be presented on Day 2. Eaddspntation should make
extensive use of techniques to engage the leastyhg (visual, auditory,
read/write, kinesthetic) of the presenting groép45 minute block is provided at
the beginning of Day 2 for the groups to prepasgrtpresentations. Instruct the
groups to bring any materials they need for thespntation with them on Day 2.
Each group can decide for themselves whether td anemnference call during
off time for their preparation and can decide tloewn delegation of tasks.
. Thinking cap exercise. Use the colored construction paper to make frv&»o
hats of each color (white, black, yellow, red).st@bute the hats randomly to
participants. Each hat color corresponds to gpeets/e that the wearer will take
in discussion of learning style teaching technicaes student study skills. White
hats indicate a neutral, fact-based approach. Hatdare for an emotional,
impressionist approach with visceral reactionsacBlhats mean a negative,
pessimistic approach. Yellow hats are for a pesjtoptimistic approach.
Following each teaching technique and study skilleo, provide a few minutes
for participants to reflect on the material frone fherspective indicated by their
“thinking cap”. Then initiate a group discussidrtlze techniques presented and
encourage participants to express their thougbta their “hat perspective”.
Redistribute the hats at the beginning of each@esb that participants get the
opportunity to adopt different approaches.
Idea storm exercise -Have one or two participants stand in front of gheup

with markers and flip chart paper on easels. Atndees to call out short phrase



126
ideas (focused on the topic at hand) quickly anathibe scribes write them on
the flip charts. Do not filter the ideas or allovgcussion of individual ideas to
develop during the brain storming process. Onseflécient number of ideas

have been collected, use those ideas to prompistism.
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PowerPoint Presentation - Day 1

Kim Gore

2014

Sub-notes
09:00 — 09:45
Welcome; Introduction of facilitator; brief purpose of course (enhance teacher
awareness of student learning styles, provide teachers with ways to vary teaching

strategies, arm teachers with methods to overcome road blocks to varied teaching)

Facilitators back ground (academic qualifications, years of nursing & nursing education
experience)

Seminar structure; schedule; breakfast and lunch arrangements; phone use policy

Review day 1 objectives on slide 2
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Slide 2

e e

p

Day 1 Objectives

Identify the concepts of learning styles and their
importance

Discuss how learning style knowledge can contribute
to academic success

Discover your own learning style

Sub-notes
Review day 1 objectives

Distribute Post-I1t® note pads. Ask participants to complete and post their goal/fear
notes (see footnote 1 attached to schedule)

Move forward to slide 3 - ice breaker
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Slide 3
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Sub- notes
Ice breaker activity: 10-15 minutes (see footnote 2 attached to schedule)
Materials needed: beach ball with questions written on it, and a whistle
Facilitator will explain the exercise. Beach ball will be tossed around the room when the
whistle is blown, the participant with the beach ball will read and answer out loud a
guestion on the ball. The ball is then tossed around the room until the whistle is blown

again.

09:45 — 10:00 Break
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Slide 4
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Sub-notes
10:00 - 10:45

Review the following learning style theorists and their contributions.

David Kolb — learning style model, learning style inventory (LSI) Kolb:
www.infed.org

Malcolm Knowles — self directed learning, andragogy Knowles: www.infed.org
Howard Gardner — multiple intelligence theory Gardner:
www.howardgardner.com

Neil Fleming — VARK model Fleming: www.vark-learn.com

Discuss the existence of multiple learning styles in students

10:45 - 11:00 Break

Slide 5
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Academic success in the classroom ®iaheie viid
e

NCLEX pass rates = measure of the nursing program
quality

Sub-notes
11:00-11:45

The facilitator will discuss how diversified teaching methods can more fully engage all
learners in a classroom leading to greater academic performance.

Academic success in nursing education can be measured by NCLEX pass rates as well as
other criteria. NCLEX rates are often viewed as the measure of a nursing education’s
level of quality. Therefore, teaching that is adapted to appeal to learners of different
styles should result in both higher GPAs and higher NCLEX pass rates.

11:45 - 1300 Lunch

Slide 6
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Sub-notes
13:00-13:45

Discuss ways to determine student learning styles.

Formal inventories
(Gardner’s MlI, Kolb’s LSI, Fleming’s VARK, etc.)

Informal assessments
(classroom verbal vs. written tests performance, classroom vs. clinical performance,
student expressions of preferences)

Administer VARK assessment tool to participants. Score results to categorize
participants by dominant style

13:45 - 14:00 Break

Slide 7
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Group Activity

Sub-notes
14:00 — 14:45

Separate participants into groups according to their dominant learning styles as
determined by the VARK assessment. Instruct the groups to discuss, in light of their
preferred learning style and from a student’s point of view, the types of teaching that
would be most effective and engaging for them. The groups should use the provided flip
charts and markers to make a list of these teaching types and select a representative to
report their findings to the class at large.

14:45 —15:00 Break
15:00 - 15:45
Reconvene the entire session and have each group report their findings to the class.

15:45 - 16:00 Break
Slide 8
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T

Summary & Preview

Assignment for Day 2: Group Presentations
Work with your group to prepare a class presentation
on cardiovascular function

e Use teaching methods to suit your learning style

¢ Bring any needed teaching materials with you tomorrow

e Groups will meet for 45 minutes in the morning to
formulate their presentation

e Each group will have 25 minutes to present

Sub-notes
16:00 —16:30
Summarize the day’s presentations and findings using the objectives for day 1
“We have identified the concepts of learning styles and their importance.
We have discussed how learning style knowledge can contribute to academic success.
You have discovered your own learning style.”

Explain the exercise and topics for day 2

Provide participants time at the end of the session to meet with their groups and decide
on distribution of tasks to prepare for the assignment

Ask participants to move goals/fears notes (see footnote 1 attached to schedule)



Slide 1

PowerPoint Presentation — Day 2

DAY 2
NURS NG FAQLTY PROFESS ONAL
DEVELCPMENT: LEARN NG STYLES I N

‘ NURSI NG EDUCATI ON
o

. KimGore

® 2014
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Slide 2
Day 2 OBJECTIVES
+ Demonstrate leaming style based teaching
methods
< |dentify student study skills to site
individual leaming styles
Sub-notes
09:00 - 09:45

Review Day 2 objectives

Advance to next slide
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Slide 3

Sub-notes

09:00 — 09:45
Learning style groups will meet to formulate their cardiovascular function presentation

09:45-10:00 Break
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Slide 4

Sub-notes

10:00 - 10:45

Delivery of the sub group presentations: 25 minutes per group (split across this block
and the 11:00 — 11:45 block as necessary)

11:45 - 13:00 Lunch
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Sub-notes
13:00-13:45

Play visual learner video (embedded on PowerPoint slide)

Activity: “Thinking caps” for visual learners (see footnote 4 attached to schedule)

Discuss study tips for visual learners

13:45 - 14:00 Break
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Slide 6
TEACHING & STUDY SKILLS® A
http/Amwvyoutube.comivatchv=EG0J4PjcfiKo
Sub-notes
14:00 — 14:45

Play auditory learner video (embedded on PowerPoint slide)

Advance to next slide
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Sub-notes

Play read/write learner video (embedded on PowerPoint slide)

Activity: “Thinking caps” for auditory learners and read/write learners (see footnote 4

attached to schedule)
Discuss study tips for auditory learners
Discuss study tips for read/write learners

14:45 - 15:00 Break
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TEACHING & STUDY SKILLS*
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15:00 - 15:45

Sub-notes

Play kinesthetic learner video (embedded on PowerPoint slide)

Activity: “Thinking caps” for kinesthetic learners (see footnote 4 attached to schedule)

Discuss study tips for kinesthetic learners

15:45 - 16:00 Break
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Sub-notes
16:00 - 16:30

Summarize the day’s presentations and findings referencing the objectives for day 2

“Today you demonstrated learning style based teaching methods and we identified
student study skills to suit individual learning styles.”

Explain day 3 theme “Overcoming Obstacles”

Ask participants to move goals/fears notes (see footnote 1 attached to schedule)
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PowerPoint Presentation — Day 3

Slide 1

DAY 3
Nursing Faculty Professional

Development: Learning Styles in
Nursing Education

Kim Gore
2014

External resources for Day 3

Altmiller, G. (2012). Student perceptions of incivility in nursing education: Implications
for educators. Nursing Education Perspectives, 33, 15 -20. Retrieved from
www.ncbi.nlm.nih.gov/pubmed/22416538

DalPezzo, N. K., & Jett, K. T. (2010). Nursing faculty: A vulnerable population. Journal
of Nursing Education, 49, 132 -136. Retrieved from
http://search.proquest.com.ezproxy.apollolibrary.com

Shanta, L. L., & Eliason, A. R. (2014). Application of an empowerment model to improve
civility in nursing education. Nurse Education in Practice, 14, 82 - 86.
http://dx.doi.org/http://dx.doi.org/10.1016/j.nepr.2013.06.009

Sprunk, E. A., LaSala, K. B., & Wilson, V. L. (2014). Student incivility: Nursing faculty lived
experience. Journal of Nursing Education and Practice, 4, 1 - 12.
http://dx.doi.org/http://dx.doi.org/10.5430/jnep.v4n9p1l
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Stork, E., & Hartley, N. T. (2009). Classroom incivilities: Students’ perceptions about
professors’ behaviors. Contemporary Issues In Education Research, 2, 13 - 24. Retrieved
from http://search.proquest.com.ezproxy.apollolibrary.com
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Slide 2

Day 3 Objectives

« Explore the factors that hinder learning style
driven teaching

« Develop solutions to impediments to diverse
teaching

» Practice techniques to overcome student
resistance to innovative teaching strategies

Sub-notes
Review Day 3 objectives

Advance to the next slide
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Slide 3
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Sub-notes

09:00 — 09:45

Introduce topic of overcoming time constraint problems in delivering learning style

driven teaching
Conduct “idea storm” activity (see footnote 5 attached to schedule)

Facilitate discussion using the ideas generated by the exercise

09:45 — 10:00 Break



Slide 4

Class Size

10:00 - 10:45

Introduce topic of overcoming class size problems in delivering learning style driven

teaching

Conduct “idea storm” activity (see footnote 5 attached to schedule)

Facilitate discussion using the ideas generated by the exercise

10:45 - 11:00 Break

Sub-notes

148
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Slide 5
Student Resistance
Sub-notes
11:00 — 11:45

Introduce topic of overcoming student resistance problems in delivering learning style
driven teaching

Conduct “idea storm” activity (see footnote 5 attached to schedule)
Facilitate discussion using the ideas generated by the exercise

11:45-13:00 Lunch
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Slide 6

Sub-notes
13:00 - 13:45
Discuss how student behaviors can hinder learning style driven teaching
eStudent incivility in and out of class
*Threat of poor student evaluations of teachers
Facilitate discussion of ideas to address and curb bullying behaviors

13:45 - 14:00 Break

Slide 7
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Scenarios

Sub-notes

14:00 - 14:45

Role Play Scenarios — Select concepts from the “Student Resistance” and “Can You Be
Bullied?” discussions and have pairs or small groups of participants role play student and
teacher scenarios centering on those concepts and incorporating coping techniques that
were presented or discussed. Allow for brief discussion after each scenario.

14:45 - 15:00 Break



Slide 8

Discussion

15:00 - 15:45

Facilitate an open discussion of factors complicating or interfering with learning style
driven teaching and ways to counteract those factors

15:45 - 16:00 Break

Sub-notes

152
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Slide 9
Summary & Feedback
Sub- notes
16:00 — 16:30

Summarize the seminar and solicit feedback

Ask participants to move goals/fears notes (see footnote 1 attached to schedule)
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Approximate Costs for Expendable Materials

(All pricing is based on 40 attendees)

Breakfast Foods

e Bagels......cooiiiiii $52.00
o MuUffins....c.coooiiiiiii . $16.00
LI o T [0 P $ 20.00
o FrUit.. ... s $ 2D
@ JUICE. et e $21.00
o Bottled Water..........covceiiiiiii i, $20.00
POSE-It NOLES... .. e $ 15.00
MAIKEIS ... ..t e e $ 18.00
FIIPp Charts......cc.voe i e e e $22.00
CoNStruction Paper..........co.viiiuiis e e eeiee e $ 4.00

Inflatable Beach Ball............ccovvviiieiiie ... 2.00
WIS . .o e e e e $ 5.00
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Appendix B: Letter of Cooperation

February 14, 2014

Dear Kim Ruetz,

Based on my review of your research proposal, ¢ giermission for you to conduct the study entitled
Nursing Educators and Learning Styles: How Teackaldress the Differing Styles of Studenithin the

a University. As part of this studguthorize you to administer a written survey
instrument (the Principles of Adult Learning ScdlRALS") to nursing instructors, conduct intervieafs
nursing instructors, and observe nursing educati@sses. All of those activities will take placther
wholly or in part at thj | | | I sa Universianpus. The participation of individual instructors
will be voluntary and at their own discretion.

We understand that our organization's responsdslinclude: identification of nursing educationudty
members who are potential study participants, ifativn of the distribution of both study descrgstiand
participant invitation letters to nursing instructotemporary and occasional provision of a prisgiace
in which to conduct interviews, and authorizationyou as the researcher to observe nursing eduacati

class sessions.

| confirm that | am authorized to approve reseandhis setting.

| understand that the data collected will remaitirely confidential and may not be provided to amgo
outside of the research team without permissiomfiloe Walden University IRB.

Sincerely,

Dr. y, Program Director

a University
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Appendix C: Letter of Invitation

Date

Dear Fellow Nursing Educator,

As nursing instructors, we bear a unique setgpoasibilities. We teach our
students not just technical knowledge and skillsabgo how to critically think, assess,
make judgments, and interact with patients, fasijlend other health care professionals.
In order to do all that effectively, it is necegsHrat our students be as fully engaged as
possible in the learning process. Some of theoresipility for ensuring that engagement
rests with us and how we conduct our teaching. kidev that not all learners are alike.
Extensive educational research has establishegkibEnce of differing learning styles
in students. It is incumbent on us to do what ae to teach in ways that resonate with
the varied and diverse learners we have in ousiasns.

As part of my doctoral studies at Walden Univgrditam conducting a research
project titled “Nursing Educators and Learning 8sylHow teachers address the differing
styles of students.” The study will focus on nogseducator’s knowledge of learning
style theory and the degree to which teachersladeeta incorporate that knowledge into
their practice. | would like you to consider peigiating in this study. Data will be
collected from teacher interviews, a survey questaire, and classroom observations.
That data will be held in the strictest confideacel no study participant will be
identified in any study results, reports, or otiecumentation.

We are all concerned with the quality of nursidgeation. As nurses and
nursing educators, we understand the critical ingmm@e of nursing education to patient
safety, to the effectiveness of health care, aridgduture of the nursing profession. |
hope that this study will facilitate a more thorbugnderstanding of what nursing
educators do. | also hope that you will take pathis study and help contribute to that
understanding. If you would like to know more abbow the study will be conducted or
have any other questions, please contact (| .. Thank you for your
support of my project and for your contributionsitasing education. | look forward to
speaking with you soon.

Sincerely,
Kim Ruetz
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Appendix D: Consent
CONSENT FORM

You are invited to take part in a research studywsing educators and student learning
styles. The researcher is inviting undergraduatsing faculty to be in the study. This
form is part of a process called “informed conseatallow you to understand this study
before deciding whether to take part.

This study is being conducted by a researcher na¢imathie Ruetz, who is a doctoral
student at Walden University. You may already krbe/researcher as a nursing faculty
member at another campus, but this study is sephah that role.

Background Information:

The purpose of this study is to discover the pdroap and attitudes of nursing faculty
concerning student learning styles and to deterthiealegree to which consideration of
student learning styles affects those teachersigra

Procedures:
If you agree to be in this study, you will be asked

e Complete the Principles of Adult Learning Scale [IBAsurvey which should
take no more than 20 minutes.

e Be interviewed by the researcher. The interviewkhei recorded, are private,
confidential, and should take no longer than 30ut@s. The researcher may
provide you with a transcript of your interview aask you to review it for
accuracy. If necessary for clarification, a follayw interview may be conducted.
In such a case the follow up interview will not eged 30 minutes.

e Have one of your class sessions observed by teanaser.

Here are some sample questions:
e To what extent are you aware of leaning style diffiees in your students?

e What are your thoughts concerning varied teachirsgegies to address student
learning style differences?

e What types of teaching strategies do you employ?

Voluntary Nature of the Study:

This study is voluntary. Everyone will respect ydecision of whether or not you
choose to be in the study. No one at the uniwevgit treat you differently if you decide
not to be in the study. If you decide to join thedy now, you can still change your mind
later. You may stop at any time.



158

Risks and Benefits of Being in the Study:

Being in this type of study involves some risk loé iminor discomforts that can be
encountered in daily life, such as interview orepation anxiety. Being in this study
would not pose risk to your safety or wellbeing.

Payment:
In appreciation of your time in helping with thisigdy, participants will receive a $5
Starbucks gift card.

Privacy:

Any information you provide will be kept confideali The researcher will not use your
personal information for any purposes outside ©f thsearch project. Also, the
researcher will not include your name or anythitsg ¢hat could identify you in the
study reports. Data will be kept secure by theaesher who will maintain physical
custody of all project materials. Data will be k&g a period of at least 5 years, as
required by the university.

Contacts and Questions:
You may ask any questions you have now. Or iflyave questions later, you may

contact the researcher | | GBI '/ you want to talk

privately about your rights as a participant, yan call Dr. Leilani Endicott. She is the
Walden University representative who can discusswith you. Her phone number is
612-312-1210. Walden University's approval numioerthis study is 05-05-14-0289453
and it expires on May 4, 2015.

The researcher will give you a copy of this fornmkezp.

Statement of Consent:

| have read the above information and | feel | ustiémd the study well enough to make a
decision about my involvement. By signing belownterstand that | am agreeing to the

terms described above.

Printed Name of Participant

Date of Consent

Participant’s Signature

Researcher’s Signature




Appendix E: Peer Reviewer Confidentiality Agreement

Peer Reviewer

CONFIDENTIALITY AGREEMENT
Name of Signer:
Annerre ﬁ/w/vmv, Phb MA RN,MSN

During the course of my activity in reviewing data for this research: “Nursing

education and learning styles: How teachers address the differing styles of students”,
[ will have access to information which is confidential and should not be disclosed. I

acknowledge that the information must remain confidential, and that improper
disclosure of confidential information can be damaging to the participant.

By signing this Confidentiality Agreement I acknowledge and agree that:

1. I will not disclose or discuss any confidential information with others, including

friends or family.

2. 1 will not in any way divulge, copy. release, sell, loan, alter or destroy any

confidential information except as properly authorized.

3. 1 will not discuss confidential information where others can overhear the
conversation. I understand that it is not acceptable to discuss confidential information

even if the participant’s name is not used.

4. I will not make any unauthorized transmissions, inquiries, modification or purging of

confidential information.

w

the job that I will perform.
6. Iunderstand that violation of this agreement will have legal implications.

7. T will only access or use systems or devices ['m officially authorized to access and |
will not demonstrate the operation or function of systems or devices to unauthorized
individuals. Signing this document, I acknowledge that I have read the agreement and

[ agree to comply with all the terms and conditions stated above.

Signature:

it s AN P

I agree that my obligations under this agreement will continue after termination of
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Appendix F: PALS Instrument

Principles of Adult Learning Scale (PALS)
Developed by Gary J. Conti

Directions

160

The following survey contains several things thegacher of adults might do in a classroom. Yoy ma
personally find some of them desirable and finckerthundesirable. For each item please resporigto t

way youmost frequently practicethe action described in the item. Your choicesfdways Almost

Always Often SeldomAlmost NeverandNever If the itemdoes not applyto you, circle number 5 for

never.
Always Almost Always Often Seldom Almost Never Never
A AA @) S AN N
| Question/Item | Response Category| Valug
1. | allow students to participate in developihg triteria for evaluating /A AA O S
their performance in class. AN N
2. |l use disciplinary action when it is needed. A AA O S
AN N
3. | allow older students more time to complet®gsments whenthey |A AA O S
need it. AN N
4. | encourage students to adopt middle class salue ﬁN Aﬁl 0 S
5. | help students diagnose the gaps betweengdbels and their presentA AA O S
level of performance. AN N
6. | provide knowledge rather than serve as a resgoerson. ﬁN Aﬁ 0 S
7. | stick to the instructional objectives thatiite at the beginning ofa |[A AA O S
program. AN N
8. | participate in the informal counseling of studk. ﬁN Aﬁ o S
9. | use lecturing as the best method for presgmtiy subject material tc/ A AA O S
adult students. AN N
10. | arrange the classroom so that it is easgtiatents to interact. ﬁN Aﬁ o S
11. | determine the educational objectives for ezamy students. ﬁN Aﬁl o S
12. | plan units which differ widely as possiblerft my students' socio- A AA O S
economic backgrounds. AN N
13. | get a student to motivate himself/herseltbgfronting him/herin |[A AA O S
the presence of classmates during group discussions AN N
14. | plan learning episodes to take into accounstadents' prior A AA O S
experiences. AN N
15. | allow students to participate in making diesis about the topicsth)A AA O S

will be covered in class. AN N
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Question/ltem

| Response Category| Valu:

16. | use one basic teaching method because Ifbavd that most adultsA AA O S
have a similar style of learning. AN N
17. | use different techniques depending on théestts being taught. ﬁN Aﬁ o S
18. | encourage dialogue among my students. ﬁN Aﬁl o S
19. | use written tests to assess the degree deata growth rather thanA AA O S
to indicate new directions for learning. AN N
20. | utilize the many competencies that most adalteady possessto |[A AA O S
achieve educational objectives. AN N
21. I use what history has proven that adults nedelarn as my chief |A AA O S
criteria for planning learning episodes. AN N
22. 1 accept errors as a natural part of the legrprocess. ﬁN Aﬁl o S
23. I have individual conferences to help studéatgstify their A AA O S
educational needs. AN N
24. | let each student work at his/her own ratardigss of the amountofA AA O S
time it takes him/her to learn a new concept. AN N
25. I help my students develop short-range asaglbng-range A AA O S
objectives. AN N
26. I maintain a well disciplined classroom to reglinterference to A AA O S
learning. AN N
27. | avoid discussion of controversial subjectt thvolve value A AA O S
judgments AN N
28. | allow my students to take periodic breaksrdyclass. ﬁN Aﬁ o S
29. | use methods that foster quiet, productivek cesrk. ﬁN Aﬁl o S
30. | use tests as my chief method of evaluatingesits. ﬁN AQ 0 S
31. | plan activities that will encourage each stutts growth from A AA O S
dependence on others to greater independence. AN N
32. | gear my instructional objectives to matchitigividual abilitesand|/A AA O S
needs of the students. AN N
33. l avoid issues that relate to the student'seoinof himself/herself. ﬁN Aﬁ o S
34. | encourage my students to ask questions aheutature of their A AA O S
society. AN N
35. | allow a student's motives for participatingcontinuing educationtcA AA O S
be a major determinant in the planning of learribggctives. AN N

A AA O S

36. | have my students identify their own problehet need to be solveq

AN N
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Question/ltem

| Response Category| Valu:

37. 1 give all my students in my class the saméeyasgent on a given A AA O S

topic. AN N

38. | use materials that were originally designadstudents in elementath AA O S

and secondary schools. AN N

39. | organize adult learning episodes accordirthéoproblems thatmy /A AA O S

students encounter in everyday life. AN N

40. | measure a student's long term educationalthrby comparing A AA O S

his/her total achievement in class to his/her etqueperformance as AN N

measured by national norms from standardized tests.

41. | encourage competition among my students. ﬁN Aﬁl o S

42. | use different materials with different stutken ﬁN Aﬁ o S

43. | help students relate new learning to thdorpexperiences. ﬁN Aﬁl 0 S

44. | teach units about problems of everyday living ﬁN Aﬁ o S

Always Almost Always Often Seldom Almost Never Never
A AA @) S AN N

Scoring the Principles of Adult Learning Scale

Positive Questions

Question numbers 1, 3, 5, 8, 10, 14, 15, 17, 1822023, 24, 25, 28, 31, 32, 34, 35, 36, 39, &2ahd 44

are positive items. For positive questions, astigrfollowing values: Always=5, Almost Always=4,

Often=3, Seldom=2, Almost Never=1, and Never=0.

Negative Questions

Question numbers 2, 4, 6,7, 9, 11, 12, 13, 1621926, 27, 29, 30, 33, 37, 38, 40, and 41 aratnay
items. For negative questions, assign the follgwialues: Always=0, Almost Always=1, Often=2,

Seldom=3, Almost Never=4, and Never=5.

Missing Questions
Omitted questions are assigned a neutral valuesof 2

Factor 1: Learner-Centered Activities

Question | 2 | 4 11 | 12 | 13 16| 19, 21 29 34

#

0

Total Sci

Score
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Factor 2: Personalizing Instruction
Question# | 3 9 17 24 32 35 37 41 4p  Total Score
Score
Factor 3: Relating to Experience
Question # 14| 31| 34 39 43 44 Total Sccre
Score
Factor 4: Assessing Student Needs
Question # 5 3 25| Total Score
Score
Factor 5: Climate Building
Question # 18 20| 22 28| Total Score
Score
Factor 6: Participation in the Learning Process
Question # 1 10 15| 36 Total Scorg
Score
Factor 7: Flexibility for Personal Development
Question # 6 7 26| 27 33 Total Score
Score
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Computing and Interpreting Your Scores

Factor scores are calculated by summing the vdltleeaesponses for each item/question in the facto
Compare your factor score values to their respectieans (see table below). If your score is eiguai
greater than each respective mean, then this sisgipas such factors are indicative of your teagtsityle.
From such factors, you will then begin to identifiiat strategies you use to be consistent with your
philosophy (from the Philosophy of Adult Educatiowentory, PAEI). Those scores that are less than
mean indicate possible areas for improving a meaenler-centered approach to teaching.

An individual's total score on the instrument ikatated by summing the value of each of the seven
factors (see table below). Scores between 0-1dibdte your style is “teacher-centered.” Scoresvbeh
146-220 indicate your style as being “learner-ceutg

For a complete description of PALS and each oftheen factors, see Conti, G.J. (1998). Identifyfiogr
Teaching Style (Ch. 4). In M.W. Galbraith (Edddult Learning Method&™ ed., pp. 73-84). Malabar,
FL: Krieger Publishing Company.

| Factor | ean St (O
| 1 |38 | 83 |
| 2 |31 68 |
| 3 |21 | 49 |
| 4 | 14| 36 |
| 5 |16 | 30 |
| 6 | 13| 35 |
|7 | 13| 39 |
| TOTAL |146 | |
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Appendix G: PALS Permission Statement

Identifying Your Teaching Style 91

Factor 3 Relating to Experience

Factor 3 contains items 14, 31, 34, 39, 43, and 44.

Factor 4 Assessing Student Needs

Factor 4 contains items 5, 8, 23, and 25.

Factor 5 Climate Building

Factor 5 contains items 18, 20, 22, and 28.

Factor 6 Participation in the Learning Process

Factor 6 contains items 1, 10, 15, and 36.

Factor 7 Flexibility for Personal Development
Factor 7 contains items 6, 7, 26, 27, and 33.
Computing Scores

An individual’s total score on the instrument is calculated by
summing the value of the responses to all items. Factor scores are
calculated by summing the value of the responses for each item in
the factor.

Factor Score Values

Factor Mean Standard Deviation
1 38 8.3
2 31 6.8
3 21 4.9
-4 14 3.6
5 16 3.0
6 13 3.5
7 13 3.9

Note: Dr. Gary J. Conti hereby grants permission for practioners
and researchers to reproduce and use the Principles of Adulr Learn-
ing Scale in their work.

In an effort to secure specific consent to use®AkS survey | have attempted to
communicate with Dr. Gary Conti via email but hdneen unsuccessful in establishing

contact. | have also made multiple, unsuccesaftémpts to contact Krieger Publishing,
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the publisher of Adultearning methods: A guide for effective instrust{@rd ed.) edited
by M. W. Galbraith (2004). The above release statd was extracted from page 91 of
that volume. The chapter containing this page avakored by Dr. Conti and contains
the complete PALS survey along with the statemetiteabottom of the page granting
permission for practitioners and researchers tahes®ALS. This statement written by
Dr. Conti, and published by Krieger in Galbraitf2904) book, clearly places the PALS
instrument in the public domain and obviates argessity for obtaining further specific
permission to use PALS in any research projetiave included here copies of the email

communications that | have sent to both Dr. Comti Krieger Publishing.



Permission to use PALS Page 1 of 1

From: Kim Ruetz, Ed.D(c), MSN/Ed, RN <cokimrn@aol.com>
To: GJConti <GJConti@conti-creations.com>
Subject: Permission to use PALS
Date: Wed, Dec 11,2013 1:12 pm

Dr. Gary J. Conti
13 Wheatland Meadows Drive
Three Forks, MT 59752

December 11, 2013

Dear Dr. Conti,

l am a nursing educator and an EdD candidate at the Walden University Richard W. Riley College of
Education. | am in the final stages of completion of my research proposal. My research project uses
your Principles of Adult Learning Scale (PALS) survey instrument, with attribution, as a means of
gathering some of the data that | will collect from nursing education faculty members. | am using
the PALS version included in your article titled /dentifying Your Teaching Style which appeared in
Adult Learning Methods: A Guide for Effective Instruction (3" ed., pp. 75-91) edited by M. W.
Galbraith.

Although the article contains a statement permitting the use of PALS, the Chair of my review
committee has requested that | contact you to confirm your authorization to do so. | would very
much appreciate an e-mail reply verifying your consent for my use of PALS in my research. Thank
you for your time and help in this matter. Thank you also for PALS and your other contributions to
the science of adult education.

Sincerely,

Kim Ruetz, RN, MSN/Ed, EdD(c)

http://mail.aol.com/38252-111/a0l-6/en-us/mail/PrintMessage.aspx 1/10/2014
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Permission to use PALS survey Page 1 of |

From: Kim Ruetz, Ed.D(c), MSN/Ed, RN <cokimrn@aol.com>
To: info <info@krieger-publishing.com>
Subject: Permission to use PALS survey
Date: Thu, Jan 2, 2014 8:10 am

Krieger Publishing Company
1725 Krieger Drive
Malabar, FL 32950

info@krieger-publishing.com
January 2, 2014
Dear Sirs,

I am an education doctoral candidate at the Walden University Richard W. Riley College of Education. My doctoral
research proposal includes the use of the Principles of Adult Learning Scale (PALS) survey instrument which was
developed by Dr. Gary Conti. The survey was included as part of a chapter authored by Dr. Conti in Adult Learning
Methods: A Guide for Effective Instruction (3 ed.), edited by Michael W. Galbraith and published by your firm in 2004
The chapter concludes with a statement authorizing the unrestricted use of the PALS instrument by practitioners and
researchers. Despite that statement, I haye attempted to contact Dr. Conti via e-mail to obtain specific permission to use
the PALS in my research.

I have been unsuccessful in establishing contact with Dr. Conti. The chair of my faculty review committee at Walden has
suggested that | pursue obtaining a statement from you, the publisher, authorizing my use of the PALS survey as contained
in your book. In accordance with that, I am requesting that you respond to this communication with a brief statement
confirming your assent for my use of the PALS in my research. Thank you very much for your help in this matter.

Sincerely,

Kim Ruetz, EdD(c)
cokimrn@aol.com
303-680-3721

http://mail.aol.com/38252-111/a0l-6/en-us/mail/PrintMessage.aspx 1/4/2014
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Appendix H: Interview Questions
Interview Questions

1. What graduate degrees do you hold?

2. For how long have you been engaged in nursing ¢idnCa

3. What educational certifications do you hold?

4. Can you briefly explain your understanding of teent learning styles?

5. To what extent are you aware of leaning style déffiees in your students?

6. What are your thoughts concerning varied teachiragegies to address student
learning style differences?

7. What types of teaching strategies do you employ?

8. Have you varied your teaching approaches acrodsahl or in response to your
knowledge of your students’ specific learning st¢le

9. What difficulties have you encountered in implenmegtvaried teaching methods
in your practice?

10.Do you have any additional thoughts concerningnlie@r styles and teaching that
we have not covered?



Appendix I: CCSSE Observation Form

Classroom Ob

CourseTith

servation Form

Instructor

Length of Course:

Length of Dbservation

Observer:

Date:

Subject Matter Treated in Lesson:

Learning Or

1. During the ebserved class session(s), e what extant did the instrustor

a, Started and ended class on time

Gomments:

b, Was prepared to conduct class

Comments:

©. Ensured that students we
class session

Comments:

engaged in the leaning activities planned for the

d. Noticed when a student or students were not engaged and took action to
involve the student(s) in the class activity
Comments:

. Clearly explained the leamning objectives for the class session

Comments:

1. Summarzed the major points atthe end of the lessan

Gomments:

Knowledge of

ion and

demenstrate the follawing behavars?

Completely  Adeguately Binimalky Not at all

Subject Matter

2. During the cbserved class session(s), to what extent did the instructor demonstrate the follawing behavars?

2. Explained concepts clearly

Comments:

b. Gave “reabworld” examples to illustrate concepts

Gomments:

(3 » 1o student

omments:

sroem ©

Completely  Adeguately Minimalhy Notatall

com vaton farm
B 2006 CammLri ¥ Calege Suausy of SLEEn| Ergagen
P a

Not applicable

Not applicable
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Teaching Style

3, During the cbserved class session{s), to what extent did the instructor demonstrate the following behaviors?
Completaly  Adequately  Minimally

a, Spoke clearly and audibly

Comments:

b. Showed enthusiasm for the subject matter and teaching

Comments:

c. Treated all students in an equitable manner

Comments:

d. Encouraged questions and student participation

Comments;

e. Gave students an adequate amount of time to respond to
questions
Comments;

f. Provided feedback that pave students directian far
improvement
Comments:

@, Interacted with individual students during the class session

Comments:

h. Interacted with students working in small groups during the
class session
Comments:

i Eligited feedback validation of student understanding of the
material
Comments:

|. Usedtechniques that reflect an awareness of differant learming
styles
Comments:

k. Appropriately used Web-based resources, PowerPoint, o1
ather technologleal tools
Comments;

Encouraged of requited students’' engagement In out of-
class activities refated to the course (&g, work with other
students, participation in campus events, service learning,
email ication with | ther students, ete.)

Comments:

Camsroom Qnsereadon Fom
8 2006 Communl i Callege Savey of Skeen! Engagemeni
- clislon

Mot at all

Not applicable
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Instructional Techniques

4. During the observed class session(s), what percantage of time was spent on each of the following instructional techniques?

0% 1-18% 20-38% 40-T% T5-100%
a, Lecture

Comments:

b, Teacher-led discussion

Comments:

o Taarherstuduntshared ihility (s eminar, discussion)

Comments:

d, Student computer use
Comments:
e, Smali group activities

Comments:

f. Student presentations

Comments:

g Hands-on practice

Coamments:

h. In-class wiiting

Comments:

i Perfarmance [in applied and fine arts, ete]

Comments:

I Experiential learning (labs, fieldwork, interns hips, ete.)

Comments:

k. Assessment activities

Comments:

Camsroom Qnsereadon Fom
B 2006 Cammurl Ealege Suavey of Skien] Engageman
- clislon




Encouragement to Engage in Critical Thinking

5, During the observed class session(s), to what extent did the learning process designed by the instructor encourage students ta engage in the

following cognitive processes?

Very much Somewhat Minimally Not at all

a, Memorizing facts, ideas, metheds so that they can b
much the same form
Comments:

epeated in pretty

b. Analyzing the basic el ts of an idea. I . or theary

Comments:

©. Synthesizing and arganizing of ideas, information, and experiences in new
ways
Comments:

d. Judging value o of ion, . or methods

Comments:

&, Applying thearies or concepts to practical prablems in new stuations

Comments:

6. Overall, did the instrustor create an engaging learning experience during the cbserved class session?

Completely  Adequately  Minimally

Comments:

Additional Observer Commants

Observer Signature: Date:

Not applicable

Mot at all

Cimssroom Qhisreaton Fam
B 2006 Cammurly Ealege Sy of Skien] Engagel
-
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Appendix J: CCSSE Observation Form Permission Sité

Classroom Observabon Form
= 2006 Community College Survey of Student Engagement
Permission granted for unlimited copying with appropnate citation

In addition to citing the above release, | havetacied the Center for Community
College Student Engagement at the University ofafeat Austin. The Center is the
copyright holder of the Classroom Observation TasWwell as all other elements of the
Community College Survey of Student Engagement E)S The Center has granted
specific permission for my use of the tool as desti@ted in the correspondence

included on the following pages.



Permission to use CCSSE Page 1 of 1

From: Kim Ruetz, Ed.D(c), MSN/Ed, RN <cokimrn@aol.com>
To: kmcclenney <kmcclenney@cccse.org>
Subject: Permission to use CCSSE
Date: Sun, Dec 8, 2013 8:43 am

Kay M. McClenney, Director

Center for Community College Student Engagement
3316 Grandview Street

Austin, TX 78705

December 8, 2013
Dear Ms. McClenney,

[ am a nursing educator and an EdD candidate at the Walden University Richard W. Riley College of
Education. I am in the final stages of completion of my research proposal. One facet of my data
gathering process involves my performing classroom observations. I have proposed using the
classroom observation tool element of the Community College Survey of Student Engagement
(CCSSE), with appropriate attribution, as an aid in organizing and directing my observations. I intend
to use the version of the classroom observation form which carries a 2006 copyright date.

Although the form includes a statement at the bottom of each page authorizing unlimited copying
with appropriate citation, the Chair of my review committee has requested that I contact you to
confirm your authorization to use the form. Again, the form would only be used by me in performing
the classroom observations which are part of my study and appropriate attributions and citations will
be included in the research proposal and reports. I would very much appreciate an e-mail reply
verifying your consent for my use of the classroom observation form in this manner. Thank you for
your time and assistance in this matter.

Sincerely,

Kim Ruetz, RN, MSN/Ed, EdD(c)

http://mail.aol.com/38252-111/aol-6/en-us/mail/PrintMessage.aspx 1/10/2014
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RE: Permission to use CCSSE

From: Mike Bohlig <bohlig@cccse.org>

To: Kim Ruetz, EdD(ABD), MSN/Ed, RN (cokimrn@aol.com) <cokimrn@aol.com>

Subject: RE: Permission to use CCSSE
Date: Tue, Dec 10, 2013 8:24 am

Hi Kim,

Page 1 of 2

Dr. McClenney forwarded your request to me to respond to. Based on this request, we give you permission to use the
Classroom Observation form. In granting this request, we ask that you send an electronic copy of your final dissertation.

Good luck with your research. We look forward to seeing your results.

Mike.

E. Michael Bohlig, Ph.D. | Senior Research Associate

Center for Community College Student Engagement

Community College [eadership Program | College of Education

The University of Texas at Austin
3316 Grandview Street

Austin, Texas 78705

(512) 232-6456

(512) 471-4209 (fax)
bohligi@ecese.org

WWW.CCLse.0rg

From: McClenney, Kay M

Sent: Sunday, December 08,2013 11:47 AM
To: Mike Bohlig

Subject: Fwd: Permission to use CCSSE

Please respond.

Kay McClenney

http://mail.aol.com/38252-111/aol-6/en-us/mail/PrintMessage.aspx

1/10/2014
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Appendix K: PALS Scores

PALS Scores

Factor 1 Factor2 Factor3 Factor4 Factor5 KFa&ctoFactor7 Total

NF 1 21 20 23 15 14 12 8 113
NF 2 47 24 25 6 14 11 17 144
NF 3 38 20 23 16 12 13 12 134
NF 4 38 15 18 9 17 10 15 122
NF 5 37 22 23 17 16 10 13 138
NF 6 35 20 18 12 11 9 13 118
NF 7 42 29 25 15 19 15 17 162
NF 8 47 23 20 12 13 14 17 146

NF 9 36 24 23 17 18 14 13 145
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Appendix L: CCSSE Scores

Classroom Observation Results

NF1 NF3 NF5 NF6 NF7 NF8
Section 1 - Learning Organization and Management
1A 1 1 1 1 1 1
1B 1 1 1 1 1 1
1C 1 1 1 1 1 1
1D
1E 3 2 3 2 1 2
1F 2 2 2 2 2 1
Section 2 — Knowledge of Subject Matter
2A 1 1 1 1 1 1
2B 1 1 1 1 1 1
2C 1 1 1 1 1 1
Section 3 - Teaching Style
3A 1 1 1 1 1 1
3B 1 1 1 1 1 1
3C 1 1 1 1 1 1
3D 1 1 1 1 1 1
3E 1 1 1 1 1 1
3F 1 1 1 1 1 1
3G 1 1 1 1 1 1
3H 4 1 4 1 1 1
3l 1 1 1 1 1 1
3J 2 1 2 2 1 1
3K 1 1 2 1 2 2
3L 2 1 2 2 1 1

(table continued on next page)
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Classroom Observation Results (continued)

NF1 NF3 NF5 NF6 NF7 NF8

Section 4 — Instructional Techniques

4A 5 5 5 5 5 5
4B 2 2 2 2 2 2
4C 2 2 2 2 2 2
4D 1 1 2 1 1 1
4E 1 3 1 2 2 2
4F 1 1 1 1 1 1
4G 1 3 1 1 1 1
4H 1 2 1 1 2 2
4] 1 1 1 1 1 1
4] 1 1 1 1 1 1
4K 1 3 1 1 2 2
Section 5 - Encouragement to Engage in CriticahKinig

5A 1 1 1 1 1 1
5B 1 1 1 1 1 1
5C 1 1 1 1 1 1
5D 1 1 1 1 1 1
5E 1 1 1 1 1 1
Overall

6A 2 1 2 1 1 1

Note. Blank values indicate observations which werteapplicable or not made.
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