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ABSTRACT

The purpose of this thesis is to explore the experiences of a group of mid-career
professionals enrolled in a non-traditional Master’s program at a Canadian University.
The study focused on two key non-traditional components of the program: problem-based
learning. and selt-assessment techniques. The study explored the experiences of non-
traditional teaching techniques, as well as the long term influences on individuals®
learning and workplace practice.

The research for this thesis was done in two parts. First, a questionnaire was sent
to all the students (graduate and present) of the program since 1996. Following the
questionnaire. eight telephone interviews were conducted to obtain further information
regarding students” experiences in the program.

Many students reported great satisfaction with their experience of the non-
traditional teaching techniques. Generally, the most valuable long term outcomes
indicated by the majority of questionnaire and interview respondents were: (1)

understanding and managing group process: and (2) increased self-knowledge.



ACKNOWLEDGMENTS

[ would like to begin my thank-yous with acknowledging those who completed
the questionnaire and participated in the telephone interviews. Without them none of this
would be possible. I also need to acknowledge the grant and support from the academic
institute that allowed and encouraged this research. As well, a thank-you to Tara
Fenwick. my supervisor, who gave incredible time, energy and insight to me.

Next | need to acknowledge those whose lives I impacted: Rosalie, Sundari.
Debbie and Sharon.

I also need to acknowledge the people who had expertise beyond mine that
participated in this thesis: Malcolm, Carmen. Anna, Michelle. Tanya. Kevin. Nadia.
Andrea.

I need to acknowledge my colleagues who shared my joy. my sorrow and allowed
me to be a worker bee: Tom, Helen. Randeen, Judy.

My community of friends needs to be acknowledged they kept in touch with me
even when [ was a wall flower: Alison, Mary. Kate, Heidi, Val. Gail. Anna, Phil. Marc.
Mama Toni. Sherry. Marie. Kim. Nancy, Graham. John, Doug, Karen. Joe. Elizabeth.

My family needs acknowledgement because through this all they supported me. in
body. mind. and spirit: Alan, Elisabeth. Grant, Daria, Douglas, Kelley.

And. my love. needs to be acknowledged, Gerry Royer. who supported my
decision to begin my Master’s degree. and who loved me through all of the work and
died before I finished.

[ raise this glass of celebration with you, my love, and with all of you.

Thank you. Caroline



TABLE OF CONTENTS

CHAPTER ONE ...ttt e et st seseee e e e e s e esss e ae st e s e saa s sesraassennns 1
Overview of the Problem........coo v e sv s e e ne e 1
Overview of the MAL Program ...t 3
Statement of the PUIPOSE........c..u it eae 3
Statement of the Problem ..........c.oo et 4
SUD QUESTIONS ...t eeeeeeeereereeeeeeereesesses s s e e eeeensesassasssasaessessssssmanssnsnne 4
LIMIALONS ..ottt eree e e e neeare e e stesenesessseesnaesneesssasssassssasssassnssanesseessaenses 5
DelIMILALIONS ...ttt ceere e ceeete et et e eeee e e ae s e s ease s ssesteseasnssmssesaaaensnennsansasneen 5
SIEMIEICANCE ..ottt e ee e s s e s e e e s s seeesee st e s s e m e e ne e e e nsas 6
ASSUITIPUONS «...coeinneeieereeceieeeteeemeeteatesesaeeeseessntasesssasessasasssssessrsteasssaasassenesesesssesssesenes 6
Definition Of TeIMS ... .ci ittt eete e ea e eesenea e e ae e essseee e neeessennee e 7
Traditional Programi........ccccooeiueiiiiiieeeeeeeeetee e eeeeee e e steerae e e e e e reesneeseeas 7
Non-Traditional Program............ccoooiernciicieeeeeeereeceeeeeee e eeeneeeeeees 8
Problem-Based Learning ...........ccuuvemreireeieeeeceeeeeeeeeetee e er e ens 8
Self-ASSESSIMENL .......ooeiemiieeeeeeece ettt e et st n et s s e e e sea e e eses e sennas 8
The MAL Program.......c...oo ettt tee e et eseneeeseessa s ae e es s asenneas 8
The Staff within the Program............cc.ocoieeeeeeeereeet e 9
Mid- Career Professionals...........ccoo oo eeeeeeee e crnreenaes 9
Overview 0f the TRESIS ..ot eer v e ra e e enes 10
CHAPTER 2 e e etetete e e e e e ee e e e e seae s sassbe e ss e nseen s seesenseennrasnntennns 11
REVIEW Of LIETAUIE ...t ee et ane e e saceeneear e e s e sereseessasesreennees 11
1. Mid-Career Professionals Returning to Higher Education ................................... Il
ROIE Of WOMEN ...ttt ese et e e e e e nae s 13
Choices in Education ..... eteeteee et e st st e ae st e ent e s e aee e e aeesneaen 14
Summary of the Higher Education Section ..............ocoeeeeiiecinciiecceeeeee, 16

2. Problem-Based Leaming.............ccoooiiimiiiieeececreeeee e 17
Background of Problem-Based Leaming...........cccooooivoiiiiinieieieeeeeeeeeee 17
Advantages of Problem-Based Leaming ..........cccoooioiiiiioinininiiniieieeeeneane 19
Disadvantages with Problem-Based Learning...............c.ccoooeriiiriiiieiieeeeene 21
Summary of the Problem-Based Learning Section...........ccoccoevviiiininincceniininne, 23

3. Self-Assessment in Higher Education...............ccocooiiiiiiieecceeeeeeeeeeeaene 25
Self-Assessment in Higher EQuCation ..............ccoooomiiiiiiiiiiiiieeeeeeeae 23
Competency-Based Self-AssessSment..........c.coooueeemiiieoeeeieeeeeecieeeeeee e 26
Transformative Learning Within Self-Assessment.............ccccecvieereveiceeeieeeennen. 27
Advantages of Self-ASSESSMENL.......c.oonnieeeeeiiieeeeeeeetee et et nennens 29
Disadvantages of Self-Assessment Techniques............ccocoeeiioieiieiiciieecieieees 30
Summary of the Self-Assessment S€CtON ........cc.oeemieieiiieeieeieeeeeeeceee e 32
SUMIMATY .ottt e cae e e eseseeeseees s be e e ssaesemsesessnaeenssesessemssessssssesarens 33
CHAPTER THREE ...ttt e et tecaas e e s e sme e es e eas e e ean 34
MEhO ...ttt e e e te e e e e e se e ss e ass s ses s sasssnnsnnes 34
TVPE OF STUAY ...t eme e ea e e en s s ersse e s seenseernes 34
Selecting Participants .......cccccoooereeiiieniiceeene 34
Phase One: The Questionnaire.............cccocoeeue........ eeeeeermeeeeeeennasenennnes .33

Designing the Questionnaire




Pilot of the QUESHIONNAITE ......c.eveiirriiiicerirrieececceterererese s eeeneresneeesessnesnennn 38

1L F 11 0T U 38
VaIAIUY ..ottt ettt st e e s e e s e sanseesoe s s e e s e mee e s me s nee e e 39
Ethics Procedures............ooooiiiieecccrcrtrtetetr ettt eetteersees et eese e e 40
ANALYSIS.c.neeieeieceierenecerceeeecee et et et st s e cs s e e s s e e s e s s e s s e s e e bae s st e s sesrnanaeene 40
Phase Two: Telephone INerVIEWS .......cccccouiieiiiiiiiiiciecrnerenteeceseceeeeeceneseenns 41
Development of the Telephone Interview...........ooociiiiniciiiiiiniininiiereceenens 42
Telephone Interview QUESHIONS .........cocociiniiiiiiiniect e s 43
PHOE SHUAY ...t e reesae et e e e seaes s sense s e e e nn et ee s aees s mnn e s s sesas 45
Selection of the Participants...........c..ccccouievecrrenminiirineee e 44
Conducting the Telephone INterview............ccccoiiiiriiniiecccetecieecneeceeeeeeee e 44
Ethics for the Telephone Interview............ccocviiiiinniic e 45
Analysis of Data from the Telephone Interview...........cccoocoiriiiiniiinnee. 45
TrUSIWOTTRINESS ... cneeeeeeeeeee ettt e v e e e st e 46
CHAPTER FOUR ...ttt ettt et s mats s st s s 47
Presentation of Questionnaire Results...............vemeeniierceicee e eeceeee e e e e 47
Profile of the MAL Program PartiCipants ...........cccocceeumeinnerirnectrenvctenenceeeeeceneee 47
Profile of Questionnaire Respondents .............ccocooeiniiinnccciiininiecceeeeeen 47
Education and Occupation Profile.............ccoooiriiiiiicirrieecieeeceee s 50
Profile of Telephone INterviewees .............ccocccciiiirruiiminciireiiinernrenee s senees 52
SUMMATY <ottt tct e s s s s e s s s et s san e s sasm e e sea s 53
Findings of the QUESHONNAITE .......c.ccoeviiiriiiieieieee et e e e e e es e e s e e e e eeaeae 53
Problem-Based Learning...........cocooiiiiieioiiee ettt niteee e e 56
Summary of Problem-Based Learning Section........ccccooioniiiiiniiniiinceieeeeee 64
Self-Assessment Using the Program’s Competencies ...........ccceeeeerecencrenrcnececnneenne 72
Summary of Self-Assessment Using Competencies .........ccooeeeeeecencnrcerernenenccenuen. 80
Self-Assessment and the Learning Agreement in the MAL Program........................ 88
Summary of Self-Assessment and the Learning Agreement Section ..........cc..cc.cco.. 96
Patterns of Long-Term Learning.............oooiimieoiiiioniiiiieetieeeeeeeeenneceneceeeeeenees 103
Summary of Questions Relating to Long-Term Learning ..........cccccoeiiviinecinccnnes 121
Discussion of FINAINES ......oooeoee et ettt 131
CHAPTER FIVE .ottt ettt et e se et ae s s e s e st st s s o 135
Telephone INEIVIEWS ......ooi i et ee e e e e s seasae e s sae s e 135
Background Information ...ttt 135
Problem-Based Leaming..........c.ooouieoiiiioiieiiieeceeeneeeceeee et ceeeseeseesesaesneees 13
The Experience of the Problem-Based Learning Group Method .................c...... 140
Learning through team development..........c.coiiiinininiiirieccineccccreeae 140
Leaming from intra-team diVerSity............cccouviieeeirerreeecericaeereaeeereeeenserenseeesnsanes 141
Leaning by ObSErving Peers..........cooiimeiieeeiierrceeeeeeceeneceeeec e ctesae e eaee e seas 143
Exploring different group roles ....... ..ot 144
EXPeriencCing SYNEIZY oo ecieeee et e eeee s ce e sne e e e eese e eoee s e cae s eae s 145
Skills and Self Knowledge lncreased through Problem-Based Leamning............. 146
Putting theory INt0 PraCliCe...... .o oeeieeciieinceeiereecreseseceneseeesaeesesessessenenns 146
Learning StYLE ... e et e s cee s st e e e 147
Developing self-knowledge..............o i 148
EXPloring Creativity ..o ecccee e e ceee e e sseeeseeessee e anenesaaaaen 149



Experiencing transformation ..............ccoooviiiniinieincrcntenseereeneneessssrnecsessnseneens 149

Life-Long Learning within Problem-Based Learning ..........ccccccooccevvcvinnnnnnnnn.n. 151
Enhancing life long learning skills ...l 151
Looking at the big PICHUIe.........coociiiiiiecr e e 151
Transferring leaming to the workplace ... 153

Summary of Problem-based Learning Section ...........ccccoocceeeiioniiiinnnnnennen. 155

Self-Assessment TeChNIQUES .........cooorieciiiiiiniiieiereeenre e 155

Learning Through Self-Assessment...........oue e 156
Reflecting on the learning ProcCess.......c...ccovveemrvncennrereseeensnnenineineneesceesesneens 156
Learning to pause and reflect........ ..o 157

Self-Assessment Within the Group Environment............cocovvevcimniiinininninciannnns 159
Peer and faculty @SSESSMENT .........ooviviriiiiiiiiiiiieirreenree et 159
ROIE Of fACUILY ..ottt e 160

Learning by Doing Self-ASSesSment ...t 161
Struggling to learn how toreflect ..., 161
Developing comfort with self-assessment.............coooeiineininciniinnnennn. 162
Reflecting is different for each individual ... 163
Transferring reflection 10 WOrK..........cooo e cee e 163

Summary of Self-Assessment SECON .......coccviviiecmniiciirienctrcter e ceneenee 164

Y111 1102 1 TN 165
CHAPTER SIX oottt st sceetesta e e e at s e e smas s e sase e saessaseeseennes 168
Final RefleCUONS. ... .cc.evieeieceeceeeeieee et e st e ee s srere st e s oeesemeee s e s e e ee e s aene s s smneete s nneeas 168
Statement of Problemi..........coo ittt 168
Participants™ Demographics ........cccoiivieiiiriniriieierccceeeeieere s 169
Problem-Based Learning ...ttt 171
Self-ASSESSIMENT ..o e 172
Recommendations for Further Study ... ceee e caerneeees 174
RecoOmMMENdAtiONS..........cooieercieiiree e ettestecene s e tessesenses s see soseesessansssnacseranes 174
Researchers” RefleCtiONS .....ccocooeiiiiiiiiriciiritccetie ettt rrseecssesses s saneees 175
SUIMMANY ..ottt e s sr e seers e s e e b s eeenses 179
REFERENCES ...t teettteenesees oo s seessasesae e n e saesesaeesneessnees 180
APPENDIX A oottt ss e s s e s s b e e s es 184
APPENDIX B .ttt e e st s e e 190
APPENDIX € oottt ere e et teesee e st s e se s asss e sesensessnesas e e mne e een 193
APPENDIX D ettt ssss s sessessse s sess s ssass st s asenssessss sese s eacenen 195
APPENDIX E oottt et sttt es e s oo s as e s st e e e se e e et a s e sme s 197




Table

4.1

4.6

4.7

4.8

4.9

4.10

4.11

4.12

4.13

4.14

4.16

4.17

4.18

LIST OF TABLES Page

Frequency and Percentage Distributions of Personal Characteristics of

RESPONAENLS......oeeeieeeeeceeeee et srreere e e e rneesessnerse s e s e sesse s seessneansessensnnee 49
Frequency and Percentage Distributions of Education and Employment of

ReESPONAENLS........oooiiiieeeeeecceeeereeeneeceece e ere s nnasessesssessesesnmeesssseasaeessassnens 51
Means and Standard Deviations for Problem-Based Learning Responses by Year
of Beginning Pro@ram ...........coovvcimeeiercerecrertreeeesecreesscnreceassesserescressesensesssens 66

Means and Standard Deviations for Problem-Based Leamning Responses by
Gender

Means and Standard Deviations for Problem-Based Learning Responses by Age

at Beginning Program....... ... oceiereceerccccre e reeseeiat s 68
Means and Standard Deviations for Problem-Based Learning Responses by
EdUCAHION ...ttt e ee st se s eesan e e s e s aea s s e tennesnsssanssnnnsenn 69
Means and Standard Deviations for Problem-Based Learning Responses by
EMPIOYMENL ...t recteesree e eeesesneesseesssananesessnsseneessseessssassessssnsnnes 70
Means and Standard Deviations for Problem-Based Learning Responses by
PLOVINCE ..ottt et es e et s mase s s eaeesnesrstsssnns s sasasses 71
Means and Standard Deviations for Self-Assessment Using Competencies
Responses by Year of Beginning Program.............ccoooeireeiiiiincrircnnnncnerinenene 82

Means and Standard Deviations for Self-Assessment Using Competencies

Responses bY GENAET .....c..coiieerieericereceeeee e cnceeece s s eae e s renesme e e s e sesnanes 83
Means and Standard Deviations for Self-Assessment Using Competencies
Responses by Age at Beginning Program .........cccccoovivviiiiiiiiiiiiiiinnncecnennniennnn. 84
Means and Standard Deviations for Self-Assessment Using Competencies
Responses by EUCAtION ........c..eoeiieniiieicieerceeeeceeereeesece e seeee e cee e ceeaes 85
Means and Standard Deviations for Self-Assessment Using Competencies
Responses by Employment........ ..o 86
Means and Standard Deviations for Self-Assessment Using Competencies
Responses by PrOVINCE .......cccouuiiriiririiiiirieteitnnieeseeeseceenteeasseeses e cnsenens 87
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by Year of Beginning Program................o.coooii. 97
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by Gender..........ooeorciiinnierciieereceeecencereeeceeeeeeenaas 98
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by Age at Beginning Program ... 99
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by EQUCAtION .........cooonnniiiiiiiieceeeieeeceeecceceinee 100
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by Employment...........ooooiiiiiiriene 101
Means and Standard Deviations for Self-Assessment and the Learning
Agreement Responses by Province ......ccooceooocomiciireeeecccenceecceeeeeeeccceennns 102
Means and Standard Deviations for Long-term Learning by Year of Beginning
PTOGIAIM coccoiiniii et eeeenereeeaeseensaeesnesaesassaae st eessneseesmmaneeameaanars 106

Means and Standard Deviations for Long-term Leamning by Gender............... 107



Means and Standard Deviations for Long-term Learning by Age at Beginning

PrOQIAIM ... et et e e aeees e e eenseses s s msesesensmmraans e nnseennes 108
Means and Standard Deviations for Long-term Learning by Education........... 109
Means and Standard Deviations for Long-term Learning by Employment...... 110
Means and Standard Deviations for Long-term Learning by Province ............ 11
Frequency and Percentage of Long-term Changes Related to Self-Assessment

DY YA ...ttt rrceeree e e e e aeeessneness st as s seas e snstes e e s sse s esessnaannes 114
Frequency and Percentage of Long-term Changes Related to Self-Assessment

DY GONAET ...t ee et et eeaeessssesenesansssaassssnseeeessmnesesssrensesases i3
Frequency and Percentage of Long-term Changes Related to Self-Assessment

DY AR ettt ettt ce et e s st et e s e a s a e et e s e e saa e saenne 116
Frequency and Percentage of Long-term Changes Related to Self-Assessment

DY EdUCAUION ......coiiieeeeeeeeeeete et rtecreeesae st et e e sae s sarasssne e s sesnasennesees 117
Frequency and Percentage of Long-term Changes Related to Self-Assessment

by EMPIOYMENL ....cooneinieeeeeceeeeeteeeccetenreeneeree s saesesnn e s seee s eaesssensennas 118
Frequency and Percentage of Long-term Changes Related to Self-Assessment

DY PIOVINCE ...ttt ceetee e e e e e eeassesessessasess s e ssns e ssesasensseses 119
Frequency and Percentage of Long-term Changes Related to Problem-Based
Learning BY YEar ...t teeeee e eree e e resr e s sresesennneese e s 123
Frequency and Percentage of Long-term Changes Related to Problem-Based
Learning by Gender.... ...ttt s cre e e e e s aaees e naenaas 124
Frequency and Percentage of Long-term Changes Related to Problem-Based
Leaming DY Ae ...ttt ee s e s e e e e e e e e eeraean 125
Frequency and Percentage of Long-term Changes Related to Problem-Based
Leamning by EQUCAtION ...ttt ectee e e ere e eaeeeeene 126
Frequency and Percentage of Long-term Changes Related to Problem-Based
Learning by Employment ..........cooooiieeeeee e 127
Frequency and Percentage of Long-term Changes Related to Problem-Based

Learning by ProvinCe....... ..o ioeiriiiiiteceeeeeeecee e ceeeste e eae e esecas s 128



CHAPTER ONE
Overview of the Problem

I began my work in my Master’s program with an interest in professionals’
learning and continuing education. I made this decision as a reaction to being a high
school teacher. I had reached a plateau in my career as a classroom teacher, a cycle of
preparing for classes, marking, doing report cards, dealing with parents and attempting to
cope with increasing administrative duties. | was frustrated that [ had so little energy after
all my other duties to indulge my love of learning, and to share leaming with the people
in my classroom. | decided to enroll in a graduate degree in adult education to learn and
grow. to change the cycle my work-life had become and to learn how to help others in
their continued growth.

I did not look at the program very closely in terms of my career needs. I did not
fully explore all my options in providers of graduate education, and I assumed that all
programs were pretty much the same. In retrospect. I chose a path of least resistance.
staying within my home province to obtain my graduate degree with minimal expense.
However. | have found through the course of my studies that there are more innovative
alternatives available. Mid-career professionals are demanding graduate programs that
meet their desires in terms of time flexibility, practical relevance, rigor, status in the
workplace. and personal interest. They search for a program that will offer them the
learning they demand and that will improve their professional practice and advancement
opportunities.

Higher education providers are incorporating a variety of non-traditional
approaches to increase accessibility, attract students willing to pay higher tuition, appear

to be catering to the needs of the "field’, reduce delivery costs, and improve program
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quality. On-line leamning, problem-based learning, field-based “service leaming™.
industry-driven curricula, and self-assessment have become increasingly common in the
past decade of higher education programs specifically targeting professionals. There is
literature arguing the need for more flexible delivery and alternative pedagogical
approaches in higher education, (Pratt, Hillier & Mace, 1999), and research about how
institutions can develop and implement non-traditional programs (Boud, 1995 ; Cheren.
1998). There is not as much research on how non-traditional programs impact the lives
and long-term learning of students (Savin-Baden, 2000). The research for this thesis
focused on the experiences of learners who are mid-career professionals in a non-
traditional graduate program. In particular, I chose to focus on a graduate professional
program that is characterized by a problem-based leaming (PBL) approach closely
integrated with systematic self-assessment. This study examined the nature of students’
experiences and perceived long-term learning related to the problem-based leaming and
self-assessment approaches that formed the foundation of their graduate program.

This chapter continues now with an explanation of the program that the study
participants were registered in. This study was not about the actual program in which the
students are registered, instead it was about the experience of those students encountering
the non-traditional teaching approaches used in the program. The program is a Master of’
Arts in Leadership and Training. [ will refer to it throughout the study as the MAL
program. The publicly funded institution is in Canada and it has delivered this Masters”
program continuously since 1996. For ease of reading I will refer to the University as the

Glendale University (a pseudonym).
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Overview of the MAL Program

Glendale University designed the MAL program to meet the needs of people
employed in full-time work by requiring two five-week summer residencies and the rest
of the course work being completed through distance learning. The first summer
residency is based upon group work. The University introduces problem-based learning.
which involves a group of students working together to come to some solution. The
University also teaches students how to assess their progress using a variety of self-
assessment techniques including journaling, learning agreements, peer response and
dialogue with faculty. Once the five weeks are completed students return to their homes
and continue to take courses using distance learning. The next summer students return to
the campus for their second summer residency. This second residency teaches research
principles so that by the end of the five weeks students have completed a proposal for a
Major Project and are ready to begin their research. Again students return to their homes
and using their workplaces as a backdrop to their major project they work to complete the
requirements for their Master of Arts degree.

This study was focused on the first summer residency. Specifically. | wanted to

know the tmpact of problem-based learning and seif-assessment on participants” long-

term learning.

Statement of the Purpose
The purpose of this study was to explore the experiences of a group of mid-career
professionals enrolled in a non-traditional Master’s program at a Canadian University.
The research focused on two key non-traditional components of the program: problem-

based learning. and self-assessment techniques. The research tried to elicit an



understanding the long-term effectiveness, perceived by learners, of the program’s
problem-based learning and self-assessment activities in terms of their subsequent growth
and practice of leadership in their own workplace. The research identified the range of
learners’ responses to specific aspects of these learning methods and described the
specific short-term and long-term growth and observable outcomes which difterent
learners in different contexts attributed to their experiences within the MAL program.

Statement of the Problem

What is the experience and perceived long-term learning of mid-career
professionals participating in a non-traditional Master’s program that employed problem-
based learning and selt-assessment techniques?

Sub Questions

What were students’ prior experiences with problem-based learning and selt-

assessment?

What was the nature of students’ experiences with problem-based learning and

self-assessment in the MAL program?

What were students” experiences in applying their MAL learning in their

professional practices?

What did students’ perceive to be the most valuable long-term learning derived

from their MAL program?

What evidence in their personal and professional lives demonstrated this learning?

These questions formed the basis of the questionnaire and interviews for this study.
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Limitations

Limitations are (1) those things that occurred during the study for which the
researcher did not have control, and (2) consequences of the researcher’s choices that
limit the study’s generalizability. Obtaining access to such a project can pose a limitation.
I could not have considered a study of this magnitude without the support of a grant from
the Glendale University. Choosing to do a mail questionnaire is a limitation in that I had
no control over how many participants would choose to respond. and | had to rely on
Canada Post to deliver and return the questionnaire. The format of the questionnaire led
to some limitations as a few respondents chose to reinterpret some of the questions.
making tabulation of results difficult. As an example people chose to respond on the scale
of I - 10 by adding in qualifiers and half numbers. I chose to do telephone interviews as
a way of gaining in-depth expressions of experience. A limitation with telephone
interviews is that | was not able to meet with people in person. Telephones can be
difficult tools to use when trying to elicit experiential information. I was also limited in
my own personal understanding of the MAL program because I did not have personal
experience in the overall program, or with the specific approaches of problem-based
learning and self-assessment. [ approached this research as a student enrolled in a
traditional graduate degree program, attempting to understand a very different graduate
student experience.

Delimitations

Delimitations are those things I chose to limit for my research. [ chose to mail a

questionnaire to all 361 current students and graduates of the MAL program. rather than

sending it electronically. As part of the questionnaire I asked for participants to consider



being interviewed by telephone and 107 agreed. [ chose to limit the telephone interviews
to eight. to represent equal numbers of females and males from each of the four vears. |
chose the telephone interview format because geographic distance prohibited a personal
interview and because 1 have had much experience interviewing people over the
telephone.

Significance

The overall significance of the research is to understand the MAL program
participants” experiences and perceptions of problem-based learning and self-assessment
techniques.

The MAL program has adapted problem-based learning and self-assessment
techniques in an innovative way. This research presents findings. from the students’
perspective. about the efficacy of problem-based learning and self-assessment. It explores
the learning they experienced in the problem-based leaming and self-assessment
activities as well as its application to their lives and work. This research will contribute to
knowledge regarding mid-career professionals’ experience of graduate education. The
study shows a valuable range of perspectives from immediate experiences to long term
learning.

Assumptions

[ assume that a learner actively constructs learning. In designing this study. |
assumed that learning experiences in a post-secondary program have potential to
influence personal development, knowledge, and work behaviour over the long term. My
assumnptions about graduate education in approaching this study are somewhat shaped by

my own experiences in a more traditional graduate program. The learning methods [



experienced at University, in both my undergraduate and graduate education, were
course-based. dominated by reading assigned texts, writing papers, being evaluated by an
instructor on class participation and assignments. | have not had direct experience with
non-traditional learning methods such as problem-based learning and selt-assessment
techniques other than reading about them in academic literature. [ assumed that people
who were participating in the Glendale University MAL program would have had a
similar experience as | have had at the University of Alberta — an assumption which was
challenged in this study. [ am a white, middle class professional, female. and my protile
is similar to the majority of students graduated from the MAL program. my assumptions
about people and their experiences are somewhat shaped by my social position.

In practical terms | assume that students who chose to complete the questionnaire
and return it to me had a sincere desire to provide feedback and to create an examined
environment. | assumed that students who agreed to a telephone interview wanted to
further explore the issues raised in the questionnaire. I also assumed that [ had enough in
common with the students [ interviewed to facilitate conversation and create an
atmosphere of trust.

Definition of Terms
Traditional Program

What | am calling a traditional program is course based, often dominated by
reading, writing and presentation activities. Individual instructors plan and deliver
separate courses. The focus of the learning tends to be on theory and research. Students

are evaluated according to their performance on written and oral assignments.



Non-Traditional Program

In this study. the term non-traditional program refers to a program where
experiential leamning is the primary focus. The program of study is facilitated as an
integrated whole by a team of instructors. The focus is on students’ personal development

as well as skill development for professional practice. Students are evaluated according to

competencies.

Problem-Based Learning

Problem-based learning is described by Bligh (1995) as an approach which helps
the learner frame experience as a series of problems to be solved, where the process of
learning unfolds through the application of knowledge and skills to the solution of “real™
problems in the contexts of “real ™ practice.

Self-Assessment

Self-assessment is a term that refers to the process of individual students
evaluating their own skills. attitudes, and knowledge.

The MAL Program

In 1996. Glendale University launched a Master of Arts program on
organizational leadership for mid-career professionals. It is centred on four practices
which have continued to characterize its uniqueness: (1) a competency-based curriculum
focusing on competencies in five areas: leadership, leaming, communication, systems
thinking, and research; (2) a residential component of two five-week summer residencies:
(3) problem-based learning; and (4) an emphasis on self-assessment using various tools.
such as the Myers-Briggs personality type indicator, reflective activities including

journaling. and electronic learning agreements. The program takes two vears to complete



and students should be able to continue to work while involved in the program. Students
are required to submit a Major Project, an applied action research project based in a
sponsoring organization, at the end of their second year. Since its inception, the MAL
program was designed specifically to student’s needs. Each year faculty review student
evaluations and pre-fesidency need surveys. Based on careful considerations of student
feedback. program changes have been made and often implemented the following year.
Accessibility is stressed. Applicants without a Bachelor’s degree are accepted into this
MAL program through a process of prior learning assessment endorsed by the Glendale
University. From one class in 1996, the program has grown quickly with four new groups
of 55 students beginning their Master's degree in the summer of 2001.

The Staft within the Program

Aside from the program director and administrative staff, all instructors are
adjunct faculty hired on a contract basis to plan and conduct summer residencies and
distance learning courses, and to supervise students in their research projects. The MAL
program can recruit short-term faculty to fill emerging content needs, and make changes
quickly without the constraints of departmental structures and unionized or tenured
faculty. The MAL program avoids costly benefit packages, faculty insurance. support of
research programs. and other infrastructures that more traditional universities contend
with.

Mid- Career Professionals

Mid-career professionals is a term used to represent those who are active in their
chosen career path and are mid-way in their career. People are often in the 35 to 50 age

group. Higher education for mid-career professionals is based on several assumptions: (a)



professionals want practical education that they can immediately transfer to their
workplace practice; (b) professionals need programs which address their individual
needs; (c¢) professionals want to complete degrees without having to quit their present
employment: (d) professionals often are motivated to complete graduate degrees to
advance their careers and improve their practice.

Overview of the Thesis

This thesis is divided into six chapters. The first chapter has presented an
overview of the research question and an introduction to the study. The second chapter is
a review of the literature concerning mid-career education, problem-based learning. selt-
assessment techniques. the use of these techniques in professional education settings. The
third chapter is an explanation of the research methods design and the methods used to
conduct the research. The fourth chapter presents the data collected from the
questionnaire and findings produced from analysis of the data. The fifth chapter presents
the data collected from the telephone interviews. The sixth chapter revisits the research
questions. summarizes and discusses the findings, and poses conclusions and

recommendations for further study.



CHAPTER 2
Review of Literature

My research explored the experience of mid-career professionals participating in a
non-traditional graduate program using problem-based learning and self-assessment
techniques. This literature review begins by exploring the general trend of mid-career
professionals returning to higher education to undertake graduate degrees. This area
includes the changes that have occurred such as increased technology. the demand ot the
corporate sector to have more skilled workers and the role women have had as they have
decided to participate in higher education. I then discuss literature describing problem-
based learning. and self-assessment techniques in professional education.

1. Mid-Career Professionals Returning to Higher Education

The literature review begins by exploring the general trend of adults returning to
higher education in the midst of their careers. Mid-career professionals often decide to
enroll in higher education to enhance their work. to obtain the job of their choice
(Hesketh. & Knight. 1999). As students. this group apparently can be demanding. Watts
(2000) states that “faced with the increasing cost of participation in higher education and
the subsequent personal sacrifices that need to be made to sustain their studies. it is
hardly surprising that many students see themselves as empowered customers operating
in a market culture™ (p. 17). The market is increasingly accepting the clients’ right to
choose and co-create their educational experience as traditional routes of study have
become more flexible on the part of higher education (Watts, 2000). Adults are returning
to higher education at an increasing rate and institutions are responding to the needs of’
their consumers. According to the Survey of Trends in Adult Education and Training in

Canada, 1985 — 1995. institutions are offering programs in partnership with industry.



theyv are using innovative teaching and learning methods, and they are creating flexibility
in their entry requirements. In the last ten years, according to the Canadian Survey of
Trends (1997). the number of adults participating in an educational experience has
increased and educational institutions have adapted their programs to meet this rising
need. More and more higher education providers are incorporating a variety of non-
traditional approaches to increase accessibility, attract students willing to pay higher
tuition. cater to the needs of the “field™, reduce delivery costs, and improve program
quality (Fenwick. 2000).

[n Canada the trend in educating adults has tended towards employability and the
new economy of information and knowledge (STAETC, 1997). Both public and private
sector organizations demand skilled leaders who can seize and capitalize on new
opportunities by creating working environments that foster organizational learning.
initiative and high performance (STAETC. 1997). Furthermore, the demand from
business to have employees fully trained using the latest computer equipment and
programs as well as being up to date with current trends and ideas has created a close tie
between institutions of learning and corporations (STAETC. 1997). The need for workers
to participate fully in the new economy has adults taking part in education with the full
support of their emplover or for their own advancement and personal satisfaction (Pratt.
Hillier. & Mace. 1999). Adults who register in higher educational institutions do so for
their own personal satisfaction, to gain theoretical perspective. to obtain a better job and
to change their current work situation (Pratt. et al. 1999). In the United Kingdom. United
States and Canada there has been a marked increase in adults participating in higher

education (Hesketh. & Knight. 1999).
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The increasing general emphasis on continuing adult education for vocational
purpose is reflected in the “noticeable increase in Canada in adult participation in
education and training™ (STAETC, 1997). In 1983, 19 percent of adults took part in a
training activity during the year and by 1993 there were 28 per cent. In 1994 there were
over 20 million Canadian adults registered in full or part time adult education and
training (STAETC, 1997). The trend in Canada is mirrored throughout the developed
nations. the United Kingdom and the United States. In the UK. the figures show an
increase of 161 percent between 1993/1994 and 1996/1997 of aduits undertaking a
Master’s level of study (Hesketh, & Knight, 1999). A striking example of the institutions’
response to the increase of adult participation in higher education is seen in the United
States. where Master’s degree titles have increased from 65 in 1945 to over 800 types of
programs today. Hesketh and Knight (1999) explain that - new Master’s degrees have
been formulated in order to respond to advances and developments in the field. as with
nursing. library and information studies. business. and journalism and mass
communication™ (p. 152). In the past nineteen years. in Canada. there has been a marked
increase in adults participating in higher education. The next section speaks to the impact
that women have had in higher education.

Role of Women

The Survey of Trends points out that the change of the role of women in the work
force and society has brought about significant change in higher educational practices.
According to Hayes and Flannery (2000), changing social and economic factors have led
to tremendous growth in the number of women participating in formal and informal

learning activities. Work-related training attracts 29 percent of employed women and 27



percent of employed men (STAETC, 1997). Women's effort to achieve greater financial
and occupational autonomy has given rise to specific needs for training and retraining.
Women’s demands have helped generate new educational approaches that recognize and
validate general qualifications arising from work and life experience, in order to promote
women'’s access to education and work (STAETC. 1997). New educational approaches
include collaborative learning, distance learning and group work situations that mirror the
work (STAETC, 1997). The Survey of Trends (1997) states that increasing numbers of’
women entering into higher education institutions has also added a new dimension to
education within traditional programs, forcing them to be more flexible. Women
accounted for 51.9 per cent of the applicants to higher education in 1996 in the United
Kingdom (Becher. 1999). In Canada. 14 per cent of working women participate in self-
training, without employer support, which is a greater rate than men who participate at
nine per cent (STAETC. 1997). The flexibility comes in offering distance learning and
evening courses. as examples of less rigid leaming environments. Women and men are
entering higher learning institutions at an increasing rate. Institutions are meeting the
increased interest by providing a variety of options for participating adults.

Choices in Education

Adult education is being challenged in a fundamental way and is moving away
from prevailing models of training towards non-traditional models (STAETC, 1997).
Professional development is viewed as a person’s personal investment (Pratt, Hillier. &
Mace. 1999). Mid-career professionals are the consumers and their choices are driving
the market. Adults choose a higher education institution based on its prestige, the

teaching methods used and its methods of assessment (Pratt. et al, 1999). Adults choose



programs that have “real world focus™, and that address their personal happiness
(Hesketh, & Knight, 1999, p 160 - 161). There is an increasing understanding that adult
learners are demanding that their needs be recognized and provided for in the society at
large. As Savin-Baden (2000) points out, there needs * to be not just a different view of
learning and professional education but also a different view about relationships between
industry and education, between learning and society and between government and
universities™ (p.4).

In the UK a market model of higher education has been adapted to be responsive
to market demands and forces in the wider society. There are links between industry and
higher education that have prompted changes in curricula. These changes have been in
the development of personal qualities for life and work exemplified through the growth
of key skill programs in higher education (Savin-Baden, 2000). According to Savin-
Baden. key skills are working with others, problem-solving and improving personal
learning and performance (p.15). The development of key skills has become increasingly
important as higher education institutions are being encouraged to produce graduates who
have market-related abilities and skills. “There has been a demand for flexibility in
learning as students come from such different backgrounds. Learning needs to offer
students opportunities to learn how to learn. and to develop key skills. independence in
inquiry and the ability to contest and debate™ (Savin-Baden. 2000, p. 26). Typically. this
learning is placed in the context of a greater society. as Bines and Watson (1992) point
out:

This nexus of sponsors, providers and clients is also located in a context

of rapid change in both higher education and the professions. requiring



major innovations in professional education which are simultaneously

constrained by traditional assumptions and pressures of resources. (p. 6).

Institutions of higher education face not only a dynamic world but also challenges
placed on them by the demands of lifelong learning. Watson (2000) states that the
lifelong learning agenda places demands on the institutions’ marketing, partnerships and
curriculum. Institutions need to engage new markets while at the same time maintain
their traditional strengths and reputation within the industry. Higher education institutions
have entered into partnerships with industry, which raises questions of boundaries that
higher education institutions have traditionally had difficulty dealing with. The heart ot
the matter. for Watson, lies in the content and delivery of curriculum (p.10). Who
controls the curriculum? Will it be built around the interests and needs of industry for
value added economy or will it be separate and the issues that arise from exploring who
creates and controls knowledge?

Summary of the Higher Education Section

As summary. the past fifteen years has seen an increase in employed adults
deciding to return to higher education either with the support of their employer or not.
The increased demand for lifelong learning has created a demand on higher education
institutions. The institutions have responded to the needs of their registrants. They have
increased flexibility to allow for distance learning and less rigid entrance requirements.
The increased number of women entering the workforce and entering universities have
also challenged institutions to incorporate cooperative learning styles and to rely less on
traditional methods of teaching. The corporate world’s ability to change and follow

trends with ease has challenged institutions of higher learning to do the same so that they



can participate in what appears to be a booming market of lifelong learning. Glendale
University featured in this study claims to have done just that, responding to the market
and developing a non-traditional program that is competing for the dollars of mid-carcer
professional. The two non-traditional aspects of the MAL program examined in this study
were problem-based learning and self-assessment techniques that include the use of
learning journals and competencies.
2. Problem-Based Learning

“The workplace of the 21" century requires professionals who not only have an
extensive store of knowledge, but who also know how to keep that knowledge up-to-date.
apply it to solve problems, and function as part of a team” (Evenson, & Hmelo, 2000. p.
1). The changing view of the workplace compels educators to rethink and reinvent the
ways in which professionals are educated. Problem-based learning is one of several
pedagogical innovations that has resulted.

This section of the literature review explores the history and technique of
problem-based leamning within higher education. as well as the advantages and
disadvantages of problem-based learning.

Background of Problem-Based Leaming

Problem-based learning (PBL) was developed at McMaster University in Canada
where Barrows set out to design a medical school curriculum based solely on smali
group. student centered learning (Jordan, Porath, & Jamison, 2000). Problem-based
learning has been associated with medical education since the late 1960’s.

Problem-based learning is an extension of Bruner’s (1960) theories that

people learn when challenged to discover, to stretch ideas beyond



memorizing mere facts or heuristics, and to actually apply thinking skills

and knowledge to solve everyday problems. In daily situations people

manipulate information; they translate concepts into their own works,

critically analyze ideas, discuss and debate among colleagues, integrate

concepts across disciplines, acquire new insights, explore variations, and

finally give the best idea a try. In other words, people actively grow and

learn in an environment that encourages interaction and communication

with colleagues in a real situation. (Jordon, et al, 2000, p. 1)

Evenson and Hmelo (2000) describe the advantages of a problem-based approach
as developing an understanding of one’s own knowledge needs, applying knowledge to
novel problem situations. collaborating, and lifelong learning. Problem-based learning is
not just a ditferent method of teaching. claims Savin-Baden (2000), rather it is a truly
different philosophical approach to the notion of teaching and learning. Problem-based
learning is predicated on a constructivist perspective where learners construct knowledge
based on experience (Jordan, et al, 2000). When learners encounter a new problem they
retrieve relevant information, seek more knowledge about the situation, expand their
content and conceptual background. and eventually find a solution (p. 2). What students
learn through real world™ problem solving is the ability to identify, analyze and build
solutions to organizational problems.

Problem-based learning can also be called “solution-oriented learning” (Cheren.
1998. p. 275). Problem-based learning is a process where a group works through a
problem together. each contributing ideas and researching solutions. This method allows

learners to work on developing their competencies in team work, leadership, problem-



solving and conflict management as well as providing a vehicle for instructors to view the
learners’ competencies. Ryan (1993) outlines the features of problem-based learning as
developing: (1) developing analytical and problem-solving skills, (2) fostering self-
directed learning abilities, (3) mirroring the workplace, and (4) motivating learning.
Although these features of problem-based learning are shared with * many other forms of’
learning, it is the way in which they are applied within problem-based learning which
provides a certain uniqueness (Ryan, 1993, p. 56). If this method of teaching is so
effective. what is the impact on those who participate and the institutions that run these
programs? Problem-based learning will make a difference in learners’ lives, but often this
change is not articulated (Savin-Baden, 2000). This is key to my thesis. What is the
learning experience of mid-career professional in non-traditional higher education
programs? Savin-Baden argues that consideration of personal experience is “noticeably
lacking™ in research on problem-based learning, and that “there is little research to date
that has explored the impact of problem-based leaming upon staff and students" lives or
examined the impact of implementing problem-based learning upon the institution™
(Savin-Baden. 2000. p.5).

Advantages of Problem-Based L eaming

How do students experience problem-based learning? What is the impact of this
paradigm of learning on learners’ personality? Can learning through a problem-based
format translate to the learners’ work environment? Advocates of problem-based learning
believe that the dynamic structure of problem solutions allows for new information to
always have a place within the curriculum. Research on medical education indicates that

problem-based learning encourages deep strategies of learning. Norman and Schmidt’s



(1992) research on problem-based learning by medical students indicates that they may
be more highly motivated, better at problem solving and self-directed learning, better ablc
to learn and recall information, and better able to integrate basic science into the solutions
of clinical problems than traditionally educated students. Veron (1995) also compares
problem-based learning with lecture-based education and states that * the evidence is
clear that medical students evaluate problem-based learning very positively” (p.216).
Reynolds (1997) shows that “Problem-based students typically make use of libraries.
original sources. and have more confidence in information seeking skills™ (p. 267).
Reynolds also points out that students’ knowledge assessed at the end of problem-based
courses does not appear to be significantly better than that of students taking traditional
courses (p.267). However, Reynolds (1997) cites Kantrowitz et al (1987) who claim that
learning skills. which problem-based learning methods emphasize, are more important
than formal disciplinary knowledge: ** the explosion of scientific information makes
traditional curriculum increasingly irrelevant, because they are based on what is known
today. to the exclusion of how to learn what will be known tomorrow™ (p.272).
According to Cheren (1998) problem-based learning does challenge reasoning
skills. develops creative solution gathering skills. facilitates increased group dynamic
skills, and fosters essential communication skills that are needed within workplaces.
Savin-Baden (2000) writes that problem-based learning can help students learn with
complexity by experiencing that there are no straightforward answers to problem
scenarios but that learning and life takes place in context, and it is context that affects the

kinds of solutions that are available and possible.



Woods (1985) argues that in problem-based leaming courses, the student is in
control of the pacing, sequencing and often their own evaluation in the learning situation
in problem-based learning. The problem is presented before the knowledge is given.
Students must select the knowledge needed to solve the problem, learn the knowledge
and then apply it to the problem. Thus, problem-based learning is a powerful tool and
enables students to challenge their thinking which is a ** primary tenet of transformative
learning™ (p-19).

Learning in teams and learning collaboratively mirrors the work environment. As
a technique of learning problem-based learning anchors new knowledge and skill in the
context of a work environment.

Disadvantages with Problem-Based Leaming

The difficulty with problem-based learning is that this approach views the world
as a set of problems that needs to be solved and that the solutions are limited to the
learners” experience of that real world. As Prawat (1993) states, there is a tendency to
equate constructivist thinking with practical problem solving views the world as a series
of obstacles to be overcome. The learner must strive to overcome the obstacles and
achieve some practical solution (p. 5). Prawat (1993) feels that education should cultivate
imagination and wonder, and what problem-based learning cultivates is assimilation.
~This approach <problem-based learning> also emphasizes the role of assimilation — the
use of existing schemata to interpret problematic situations and the reliance on available
routines to construct an insirumental response” (p.5). Problems are presented as being
isolated without the mynad of potential complexities that impact human beings. In real

life situations problems are not isolated they have human beings interacting with them
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with all our foibles and complexities. As Michelson (1996) states, “experience is

immediate but messy; it comes with all the human fraiity still attached — subjectivity.

interestedness, bias. materiality” (p. 439). Michelson (1996) argues that we need to

understand our experience and then reconfigure it so that it is not interpreted in the usual

order of power relations and hierarchies. If our belief systems are not challenged then the

messy bits of life continue whether they are framed nicely in a problem-based learning

session or not. Fenwick and Parsons (1998) encourage students and practitioners to

challenge problem-based learning with the following questions:

Who develops the question?

How do pre-shaped problems help student professionals learn how to form
experience for themselves?

To what extent can a problem case authentically represent human experience”?
Where is the mess of human life when the problem’s context is necessarily
relegated to the shadow of the background?

A person in the problem situation may act completely differently in a real

context — what does this mean for the in-class context? (pp. 5 — 7).

Fenwick and Parsons (1998) conclude that in problem-based learning the learner

becomes disembodied from the action and dynamics of the situation and the learning

becomes a rational exercise.

What is missing from problem-based thinking is recognition of a world

and diverse selves that are fluid, dynamic and knowable only through

particular. provisional knowledge that must be allowed to emerge and

shift and ultimately accept mystery.(p. 9)



Summary of the Problem-Based Learning Section

Problem-based learning is a teaching technique that has been used in higher
education institutions since the 1970’s. It has been shown to increase skills of students in
collaborative learning, research abilities and lifelong learning skills. As a teaching
technique it has also raised questions regarding its overall usefulness as it limits the
discussion to the created problem, and to student’s knowledge. Problem-based learning is
being increasingly incorporated into professional education and is central in the graduate
curriculum that examined in this study. In that context, problem-based learning was used
in connection with self-assessment techniques in the hopes of creating a well-rounded
MAL program.

3. Self-Assessment in Higher Education

Self-assessment has had a similar genesis to that of problem-based learning in that
adult leamners and educators desire to make education relevant. In this section I discuss
why self-assessment has become an evaluation tool and how this tool relates to problem-
based learning. This section is divided into six parts. First is the exploration of changes in
higher education that have lead to an increase in self-assessment being used. The second
and third sections present an exploration of competencies and transformative critical
retlection. In the fourth section I discuss the advantages and in the fifth the disadvantages
of self-assessment. Section six is a summary of self-assessment.

Self-Assessment in Higher Education

Boud (1995) contends that * the greatest conceptual shift which has occurred in
recent times in higher education has been from a perspective which focused on the

teacher and what he or she does, to a perspective in which student learning is central™ (p.



24). This relates directly to the changes being seen in the area of higher education and
adult learning. Adults now have the choice of which program to attend and to determine.
by being consumers. which programs they will support and those they will not support.
Mid-career professionals are very much aware of this trend and are increasingly availing
themselves of programs that place them and their learning at the centre.

Self-assessment is about students developing their learning skills. It is not

just another assessment technique to be set alongside others. It is about

engaging learners with criteria for good practice in any given area and

making complex judgements. It is not primarily about individuals giving

themselves marks and grades. (Boud. 1995, p. 17)

Professionals are increasingly being asked to evaluate themselves within their
employment structure; consequently, self-assessment techniques are becoming
commonplace within organizations. Self-assessment supposedly teaches the ability to
become a reflective practitioner. Self-assessment tools such as learning journals. personal
growth plans. reflective dialogue, peer assessment, and questionnaire instruments for
self-assessment are appearing in private and public sector workplaces as well as
educational institutions (Fenwick, & Parsons, 2000).

According to Boud (1995), there is currently a high level of acceptance of selt-
assessment in higher education, whereas it was unusual only ten years ago. There is a
context in which self-assessment places itself within the development apparent in higher
education. Boud’s ideas highlight many of the concepts mentioned in the previous

section of educating mid-career professional. So for Boud (1995) the macro factors

include:
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e ashift to individualism and market forces in education;
e changes towards some democratic elements within organizations;
¢ a flattening of organizational structures which gives those lower in the
hierarchy much greater levels of responsibility and thus greater need
for skills to handle the responsibility; and
e areduction of resources, strategies which require less staff time and
effort (p. 20).
Boud (1995) describes a number of micro factors. I include two that speak directly to
mid-career professional:
e an increasing number and diversity of students entering higher
education. It is no longer possible to assume that students will have a
common range of often context-specific skills required to be able to
judge their own work; and
e the trend linked with this is that courses are less likely now to be
covering well-trodden knowledge in the traditional disciplines. There
are now combined degrees, modular structures and increasing options
mean the different paths are followed by different students (p. 21).
Society and organizations have shifted in ways that require evervone to be
responsible for their work and their learning. This may not be a new idea as much as a
more forcefully realized ideal. As Fenwick and Parsons (2000) discuss, a traditional
approach to evaluation is rational and sequential, objectives are determined. material is
taught. tests are prepared by the teacher and administered to the learner. Fenwick and

Parsons (2000) list a number of other evaluation techniques such as reflective journals.



learning agreements, peer evaluation and competency building as alternative strategies.
As Boud (1995) indicates, there is now a working assumption that learners bring a great
deal of experience to any new situation and teaching must start with what the learner
already knows. Critical reflection using competencies as a form of self-assessment is a
tool being used by workplaces and is a tool used in the program that was studied for this
thesis.
Competency-Based Self-Assessment

In the Glendale University program that is the focus of this study. learners” selt-
assessment is tied closely to the competencies which form the basis of the MAL program.
Competencies were incorporated into the curriculum of the program not only because
they are being used extensively in the corporate world but also because they have
increased currency within the education system as a method of evaluation. According to
Wolf (1995) from the 1970s and continuing until today. the idea of competencies has
become prevalent in educational institutions and workplace staff development. The
general trend has been for professionals to demonstrate on a regular basis that they are
keeping up to date and maintaining a proper level of competence (Becher. 1999).

Competence-based learning describes a specific learning that takes place in
relation to a learner’s role, task or duty (Peruniak. 1998). Parry (1999) states that
competencies are:

a cluster of related knowledge, attributes and skills that affects a major

part of one’s job (i.e.. one or more key roles or responsibilities); that

correlates with performance on the job: that can be measured against well-



accepted standards; and that can be improved via training and

development. (p. 60)

Parry’s definition takes iato account the need for competencies to relate to a job
that can be measured and improved upon. It is the most widely held definition in the
workplace environment today. Similarly, the MAL program studied in this project
defines competencies as, “‘the demonstrable behaviors which combine skills, knowledge
and attitudes for a specific purpose™ (Glendale University Publication. 1999, p. 1). As
Cheren (1998) points out, a number of key competencies can be addressed using the
problem-based learning method. Problem-based learning approaches often aim to develop
competencies such as listening and oral communication, team building, creative thinking.
goal setting and motivation. and interpersonal competencies such as being supportive.
providing help. accepting encouragement and criticism (Cheren, 1998).

Transformative Learning Within Self-Assessment

Teaching self-assessment within the educational environment opens the door to
transformative learning and increased leadership skills (Marienau, 1999). There is
currently a great deal of interest in transformative learning, leadership skills and self-
assessment promoted by the concern that much practice in the area of traditional
assessment is not consistent with such goals of education as developing independent
learners and critical thinkers (Boud, 1992). When people’s values are incorporated into
their problem-solving skills there is a reported increase in personal self-acceptance and
self-esteem. This is the shift in internal perception. as Mezirow encourages, allowing
workers to express awareness of their own meaning schemes, thereby transforming their

meaning schemes and perspectives (Mezirow, 1990). Self-assessment is regarded as an



accepted goal of university education because it enables students to become effective and
responsible learners who can continue their education without being reliant on teachers or
courses. As Boud (1995) argues, "It is important for all learners to develop the ability to
be realistic judges of their own performance and to effectively monitor their own
learning™ (p. 13). To effectively bridge the gap between job performance and learning.
self-assessment encourages people to reflect on their work habits and the learning they
are accomplishing. Reflection on practice, personal beliefs. and relationships is an
ongoing process throughout adulthood and yet so few of these skills are actually taught or
encouraged either in workplaces or educational institutions. Reflection is more than
writing down in a journal what has gone on during the day, but also involves
interpretation and critical analyses to make sense of our lives and roles. It is not an
isolated act. but often takes place during a conversation with a colleague or partner
(Collay. Dunlap. Enloe. & Gagnon, 1998). Retlection occurs within the context of’
learning: it is about exploring both the context and the learning to incorporate the new
experience. As Brookfield (1995) states.

Critical reflection is a hopeful activity. Seeing how we think and work

through different lenses is the core process of reflective practice. What

turns this into critical reflection is a consistent focus on unearthing and

scrutinizing two kinds of assumptions: (1) those that mask the ways in

which the variable of power affects and often distorts educational

interactions; (2) those that seem congenial but that actually work against

our best interests. (p. xiii)



Reflection can lead learners to new understandings of their habits. Critical reflection can
encourage learners to explore where their habits originate. It also can encourage a level of’
questioning of the role of power within the creation of habits and worldviews. As Boud.
Keogh and Walker (1985) state, reflection is where individuals explore their experiences
in order to lead to new understandings and appreciation. Critical reflection might be
hopeful but it can also lead to unpleasant realizations of how we work against other
people and sabotage ourselves: “reflection can cause anxiety = (Boud, 1992, p. 192).

This in turn can lead to dislocation of the understanding of our own person. Group
dialogue can help support medicate. and make sense of this dislocation (Boud. 1992).

Advantages of Self-Assessment

Thus. self-assessment yields most benefit when integrated with social learning
approaches. such as problem-based learning:
We understand that most leaming takes place within an individual but
occurs through a process of social interaction that creates conditions for
personal transformation. Such change usually happens when a leamner is
building a community with other learners who are constructing
knowledge through their own experience and supporting learners
involved with them in documenting reflection on their experiences and
assessing expectations agreed on as they are changing cultures in their
classrooms. institutions. workplaces or organizations through their own
actions. (Collay. Dunlap. Enloe, & Gagnon. 1998, p. xiii)
Learners work together to improve individually and corporately the competencies and

ability to self-evaluate. Teaching self-assessment assists learners in developing deeper



levels of competencies. Self-assessment training increases the desire of leamners to
consciously desire feedback from co-learners and reciprocally to offer feedback.
Increased self-assessment contributes to a learner’s intellectual competencies such as
problem-solving skills, decision-making skills, and critical reflection skills, thus
heightening their awareness of their values. These skills are required for proficient life
long learning: ...it is important to develop self-assessment skills because they are central
to effective learning now and for future learning and an essential feature of professional
practice or for anyone who undertakes a responsible role in society” (Boud, 1995. p. 13).
Disadvantages of Self-Assessment Techniques

Reynolds and Trehan (2000) outline self-assessment difficulties that should be
taken into account in three ways: (1) the social process between instructors and students.
(2) the institutional context and potential contradictions from the assessments, and finally
(3) power relationships that develop between students (p. 275). Incorporating self-
assessment needs to be accurately understood to prevent difficulties arising from power
differentiation. institutional requirements and student-teacher relationships. Reynolds and
Trehan (2000) found that their students demonstrated all sorts of differences between
beliefs and values. gender. and educational backgrounds that affected the dynamics of’
learning relationships. Some students were competitive, others had a sense of intellectual
superiority and did not value other students” opinions. These beliefs and values led to
judgements that did not facilitate straightforward assessment. The realities of introducing
self-assessment is that there needs to be substantial buy-in from instructors, institutions.
and students. So introducing self-assessment needs to be a slow, straightforward process

that is taught and positively reinforced each step of the process. According to Bines and



Watson (1992). it is important to have criteria for assessment of projects and a set criteria
of how an individuals™ contribution will be assessed. Overall, involving students in
assessment either as individuals or in groups is time-consuming.

Other difficulties with self-assessment is that training has to be provided at all
stages of assessment. For instance, learners have to be taught how to provide constructive
peer feedback. Sluijsmans, Moekerke, van Merrienboer and Dochy (2001) state that to
eliminate rating errors, peer assessment has to be taught. Peer assessment strategies need
to include a clear definition of the criteria used to assess, and this criteria has to be
discussed during the course period. A second difficulty is that self-assessment can set up
an unequal relationship between the students. Leamers can become competitive and an
environment of distrust evolves. According to Magin (2001), however. findings are
encouraging for teachers involved in or intending to use peer assessment methods. It is
possible to conduct peer assessment procedures in which integrity and fairness of peer
marking are not compromised by relationships between students. A third difficulty
involves issues around bias. Magin (2001) contends that bias is an outcome of a
breakdown in a relationship, commitment or trust by students engaged in rating their
peers. Again. this bias is not inevitable if there is a commitment to and a full
understanding of the educational purpose that students are involved in.

A difficulty with competency-based assessment is that it brings industry and the
business world directly into the classroom. As Field (1993) states. “competency based
assessment. in its present from, threatens to become the new Fordism of the education
system™ (p. 48). There is such a proliferation of competencies in academia that they begin

to make a university look like the work force. Competencies become a trend, according to



Becher (1999). a trend towards requiring and demonstrating appropriate levels of
competence.

A difficulty with critical reflection is that not all reflection leads to learning. and
some reflection can lead to false expectations of learning outcomes (Boud, 1992).
Reflection can lead to serious questioning and critical thinking, causing learners to
challenge assumptions of teachers and the learning context (Boud, 1992). It is imperative
to build trust in the process of reflection. Trust can be built by making sure that the whole
perspective is incorporated and that there are boundaries on the reflection.  If boundaries
of reflection are defined by ideas and concepts in the discipline being studied, this should
be explicit and attention given to developing a shared vocabulary and understanding of
central concepts™ (Boud. & Walker, 1998. p. 200 - 201).
Summary of the Self-Assessment Section

Self-assessment is a teaching technique that has gained currency during the last
thirty years in higher education institutions. It increases the relevance of learning and
encourages students to make complex judgements using criteria of good practice when
evaluating their iearning (Boud, 1995). Self-assessment uses techniques such as
competency development and reflective journals to increase self-awareness and self-
knowledge on which to base evaluation. Students increase their critical reflection skills
and become aware of assumptions and habits. The skill of being self-aware and
responsible for actions is apparently valued in both higher education and the workplace.
The disadvantage is that teaching techniques of good reflective practice is time
consuming and may not attract the full commitment of the academic staff. students and

the institution.
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Summary

This study examines the learning experiences of mid-career professionals
graduating from a non-traditional Master’s program in Canada. The literature on adults
partaking in higher education indicates that increasing numbers enter programs to
enhance their careers. Adults have entered into higher education programs in ever
increasing numbers and they have demanded flexibility and workplace relevance from
the institutions. The need for relevance to the work environment has introduced different
methods of teaching and leaming. The MAL program being studied uses problem-based
learning and self-assessment tools in an attempt to better meet the needs of their adult
learners. This literature review has explored problem-based learning and self-assessment
techniques. examining the negative and positive aspects of these pedagogical approaches.
There needs to be further research on the impacts of this learning and the use of the
techniques in the larger marketplace. Savin-Baden (2001) points out that there is little
research done on how participants experience these non-traditional learning activities.
This study intends to contribute to our understanding not only of learners’ experiences in
problem-based learning and competency-based self-assessment in a graduate program.

but also their perception of the long-term learning that they attribute to the program.



CHAPTER THREE
Method

This chapter describes the methods I used to conduct the study. First I outline the
type of study. and selection of participants. The study is divided into two sections
reflecting the two key methods: (a) the questionnaire and (b) the telephone interview. In
both of these sections [ discuss the selection of the participants, the development and
design of the instruments, the pilot studies, the procedures of data collection and analysis.
and ethical procedures.

Type of Study

The research design is interpretive, using both quantitative and qualitative
methods. Interpretive research is the “study of the immediate and local meanings of
social actions tor the actors involved in them™ (Gall, Borg & Gall, 1996. p. 29). This
study explores the experience of one group of people. asking them to describe their
experiences and their perceptions of the effectiveness of their educational program.
through a questionnaire and then follow-up telephone interviews. Questionnaires are
descriptive in nature; they allow for all the participants to respond to the same questions
(Gall. et al. 1996). Telephone interviews allowed me to probe. extend. and clarify the
meanings behind the responses to the questionnaire. The purpose of both questionnaires
and interviews were to collect data from participants, in a sample, about their
~characteristics. experiences. and opinions in order to generalize the findings to a
population that the sample is intended to represent™ (Gall, et al, 1996, p. 289).

Selecting Participants

The target population were all participants registered in the MAL program.

Glendale University granted access to the registrants. providing a mailing list and



"7
'h

allowing access to the student listserv to promote the study, to alert students of the
questionnaire as well as to remind them to complete it, and to send a thank you message.
It was hoped that students would respond to the questionnaire because it provided an
opportunity for them to reflect on their learning and their work experience, and to
contribute information that would be shared with the University to improve the program.
Glendale University provided a student contact list of all registrants and graduates from
the MAL program and everyone on that list was sent a questionnaire. Of the 361
participants who were sent a questionnaire, 168 responded with a complete questionnaire.
giving a response rate of 48.5 percent.

Each questionnaire mail out included a consent form where volunteers could
indicate their willingness to participate in a telephone interview. Of the 107 people who
agreed to the telephone interview, eight were selected. I will discuss how I picked the
eight people in a later section of this chapter. I also included a separate entry form. as an
incentive. so that people could put their names into a draw for one of four gift certificates.
There were 143 who placed their names in the draw. [ placed the entry forms into a draw
tub and had my coworkers pull out four names. These people were sent the gift

certificates in the mail.

Phase One: The Questionnaire

Using a questionnaire made the most sense for this study since I could not
personally access all the participants. All the participants of this study had already
completed their first summer residency and so the most practical way to access them was
to send them a questionnaire through the mail. I considered sending out the questionnaire

electronically. but came to the realization that there was no way to guarantee that the



format in which [ sent the questionnaire out would be the same format in which the
questionnaire was received. Since not everyone uses the same software, the format can
change. It is important to maintain the same format when using a questionnaire as it
maintains the rigor of the study and it presents a professional image. In addition. [ was
concerned that an electronic survey may not have garnered a satisfactory a response rate
as a paper-based questionnaire. Finally, it is difficult to keep electronic correspondence
completely private. So to honour people’s anonymity [ realized that mailing the

questionnaire made the most sense.

Designing the Questionnaire

A questionnaire collects information that is not directly observable. As a properly
designed tool it is able to inquire about the feelings, motivations, attitudes,
accomplishments. and experiences of an individual (Gall. Borg, & Gall. 1996). It is an
instrument that asks the same questions to all participants in the study. As a low-cost tool
it requires relatively little time and money to administer. The two most prominent
disadvantages of using a questionnaire are that it elicits relatively superficial information.
and that once the instrument has been sent out it can not be recalled (Gall. et al, 1996).
Also [ found the questionnaire format limiting; a written survey does not provide for
different interpretations of terms, and it restricts the way respondents are asked to think
about their experience.

The questionnaire was designed with six different sections. It began with an
Introduction to who [ was and what the study was about. This is also the section where it
was made clear to people that their participation was voluntary and that [ was interested

in their learning experiences within the MAL program.



The next section was the demographic information that [ wanted to obtain: the
year participants began the MAL program, their gender and age range. how much
schooling they had achieved before they began the program, what sector of employment
were they employed and what province they had lived in when they began their MAL
program. I chose these demographic details to see how people from different years.
genders or ages experienced higher education. [ also was interested in a comparative
analysis of responses according to occupational and educational experiences.

The body of the questionnaire was divided into three sections: questions about
problem-based learning, self-assessment using competencies, and self-assessment with
the learning agreement. Each section probed respondents’ experiences prior to, during.
and after the graduate program. A Likert scale of | (most negative) to 10 (most positive)
was used. | also asked a ranking question and two yes/ no questions. At the end of each
section [ asked people to respond in open-ended question whether they had something
else to add to the sections™ questions.

The final section was used to try and obtain some overall rating of the non-
traditional pedagogical methods used within the MAL program. These questions were
directed at the long-term learning and changes that participants had noticed within
themselves. They were asked to use a ranking method to show overall satisfaction within
a variety of areas. There was a space here as well for people to write their comments on
the ranking or anything else they felt still needed to be said.

Overall. the questionnaire format combined closed questions and open-ended
questions. thus making this type of questionnaire both quantitative and qualitative in

nature. The closed-ended questions gathered statistical data and participants’ ratings
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indicating how they experienced the non-traditional leaming, while open-ended questions
allowed me to obtain more detailed information on the attitudes and perceptions of the
respondents. (Please see Appendix A for Questionnaire)

Pilot of the Questionnaire

After drafting the questionnaire, | gave the questionnaire to four of my colleagues
in the Master’s program at the University of Alberta. These people provided input as to
the format. grammar, and asked critical questions that allowed me to further clarify the
questionnaire. At this point [ sent out three e-mails to ask participants of the MAL
program to pilot the questionnaire. All three agreed and so I faxed to them the
questionnaire and received back excellent advice that I included and used to improve the
tool.

Mail out

I then hired a printer and had the questionnaire formatted and printed on two
double-sided pages and had the consent form printed on a green coloured page. |
included two envelopes: one stamped addressed envelope to return the questionnaire to
the University of Alberta, and one for respondents to send back their telephone consent
and draw entry form. if they chose to do so. Because the consent form contained their
name and phone number. that information was kept separate from the questionnaire to
maintain anonymity. In February 2000 | mailed out the questionnaires. Prior to mail out. |
sent a message to all program registrants and graduates using Glendale University’s
student listserve explaining the purpose of the study and inviting them to participate.

Following the mail out a reminder was sent asking those interested to complete and mail



in the questionnaire. A thank you message to all was sent electronically at the study’s
conclusion.
Validit

In terms of external validity this study of the MAL program can be generalised to
that same group. The people who completed the questionnaire were participants of the
MAL program. They were commenting on their experience. The questionnaire was
straightforward. it was specific in terminology and content to the participants’
experiences. There can be generalisability to other higher education institutions that run
similar programs for mid-career professionals, because the people who completed this
questionnaire are likely similar in age, general educational and occupational experience
to those in other Master’s programs. This study can be seen as being reliable, in that
another researcher could produce much the same results using the same questionnaire
(Gall. Borg & Gall. 1996). This is because the participants would still be answering
questions that were directly related to their experience. The difficulty with the reliability
of questionnaires is semantics. Each question can be subjectively interpreted. especially
open-ended questions (Gall et al., 1996).

Construct validity is always a concern when doing a quantitative questionnaire.
Being careful of construct validity requires a well-defined research objective, careful
writing and pre-test of the questionnaire (Gall et al., 1996). In this questionnaire I worked
from a focused research question. I pilot tested the questionnaire with participants and
incorporated their feedback before sending out the complete run. An inherent weakness
in questionnaires is that the researcher cannot verify her interpretations of what

respondents write in open-ended questions. It is purely subjective as to whether
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respondents interpret that their lives have changed because of a specific training (Gall et
al.. 1996). To increase reliability. the questionnaire used a Likert scale and an adequate
amount of questions to determine whether graduates recognize a change in their learning
as a result of their MAL program. Triangulation with follow-up interviews was intended
to increase validity of the study.
Ethics Procedures

This study followed the University of Alberta Ethical Guidelines for Research
Involving Human Participants. To protect the identity of respondents, questionnaires
were mailed in anonymously, and were kept confidential by the researcher. No electronic
messages were linked to specific respondents. Participation was completely voluntary. It
was anticipated that no harm could come to individuals through their participation in the
questionnaire.
Analvsis

The questionnaires were returned to the University and began appearing in my
mailbox at the end of February, through June 2000. Of 361 mailed, 168 questionnaires
were returned completed. and seven envelopes returned with address unknown. Thus a
rather high response rate of 48% was achieved. All the returned completed questionnaires
were used in the analysis. | coded all the demographic questions, the open-ended
questions and the ranking questions. For the demographic questions I used numbers to
represent categories. except when it was obvious. So for example, the year was coded
using the year's last digit. female was indicated as F, male as M, age was already grouped
so each group was coded with a number. For instance a female beginning in 1996 at age

45 was coded 6. F. 2. The educational level and occupation sector were also numbered
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and the province was given the two letter postal code. So if the respondent had a bachelor
degree. worked in the business sector and was from British Columbia she was coded 5. 3.
BC. The demographic details were fairly straightforward.

The open-ended questions were more complicated. | read through the
questionnaires a number of times and saw a pattern developing. Respondents indicated
positive or negative feelings or comments on the program. | found the comments
appeared to speak to fourteen distinct categories. For instance, if a person made a
negative comment about the group dynamics they experienced then [ coded their open-
ended comment as 4 neg. A data entry specialist entered the coded data into the Statistical
Program for the Social Sciences, than a staff person helped produce the statistical data
that | used for subsequent analysis. The data were analyzed to test for group difference in
all six demographic categories. Group differences were analyzed by means of
independent samples t-tests and one-way analysis of variance (ANOVA). T-tests were
used for demographic variables with two levels and ANOVAS were employed for
demographic variables with three or more categories. Significant ANOVA results were
followed up with Scheffe post-hoc tests to identify specific pairwise group differences.
Data for each of the questions along with the results of statistical tests are presented in

tables in Chapter Four.

Phase Two: Telephone Interviews
One of the weaknesses in a questionnaire is that most of the questions are closed
and there is limited room in which respondents can express their specific experiences. It
seemed important in deciding to send out a questionnaire that there also be a follow up of

interested respondents to allow for further discussion using a telephone interview. ~ The



telephone is commonly used for interviewing because it is much less expensive that face-
to face interviews. especially when the sample is geographically dispersed” (Gall et al..
1996. p. 311). A telephone interview consists of oral questions given by the interviewer
and oral responses given by the participant (Gall et al., 1996). I decided to use a
semistructured interview method. This type of interview involves asking a series of
structured questions and then probing deeper using open-ended questions (Gall et al..
1996).

I based the questions for the telephone interview on the same structure used for
the questionnaire. | divided the interview into two sections - one exploring problem-
based learning and the other exploring self-assessment techniques used by the MAL
program. Within each section I asked for stories and examples of the participants’
experience at the tirst summer residency, and then specific examples illustrative of how
they had used the learning within their workplace and their personal life.

Development of the Telephone Interview

The focus of the telephone interviews was to enhance the questionnaires' data. To
this end the questionnaires were evaluated and themes were identified which were
explored in the telephone interviews. [ also reviewed the data obtained from the
questionnaires to identify ambiguous questions, discrepancies in responses. and themes
that could be expanded upon.

The telephone interview focused on the problem-based learning and self-
assessment techniques used in the first summer residency during the MAL program. to
explore the research questions: What is the experience and perceived long-term learning

of mid-career professionals participating in a non-traditional Master’s program that



employed problem-based learning and self-assessment? The telephone interview lasted
anywhere trom 40 to 100 minutes.

[ determined that the telephone interview should explore in a deeper way than the
questionnaire was able to, the nature of participants’ unique experience in the MAL
program, and the evidences of their perceived long-term learning.

Telephone Interview Questions

I began the telephone interview by asking if people had comments on the
questionnaire. | then asked each telephone interviewee to describe critical incidents in
their MAL experiences explaining what for them had been the most outstanding learning
and development from the problem-based learning and self-assessment activities of their
graduate program. | then asked individuals to tell me how they were using their new
skills in their workplace or personal life. Throughout the interview I asked participants to
clarify what they were sharing by asking for stories or examples of their experience.
(Please see Interview Guide in Appendix C for actual interview questions).

Pilot Study

I decided for this pilot study to interview a women and a man from the same vear
of operation. 1996. 1997. 1998, and 1999, of the MAL program up to the time of the
interviews. [ decided to do this because I felt there would be better comparison between
two people within the same year. I e-mailed two questionnaire respondents who had
indicated willingness to be interviewed and they agreed to a time for an interview. We
completed the telephone interview as agreed. | received helpful feedback from these

interviewees. One concern was that interviewees could no longer recall the questionnaire



44

very clearly. and | realized that people needed to be retold the purpose and nature of the

research.

Selection of the Participants

Of the 168 questionnaires 107 respondents indicated willingness to be
interviewed. To choose who was going to be called I decided to arbitrarily pick out eight
names from my list of people who had responded. I kept a list of names of people who
had responded. [ did not keep the questionnaire number attached to them so it is not
possible to know which questionnaire belonged to whom. After [ picked the eight names
I checked the interview consent forms to see if the names I had matched those who had
agreed to be interviewed. | made the mistake of not putting demographic details on to the
consent form when | first received it. So | hoped that I was choosing somewhat equal
distribution between gender. the year people attended the program, and their home
province. A better procedure would have been to place demographic detail directly on the
consent form when [ receive it. Eventually through trail and error in my own manual
selection process. | was successful in obtaining equal numbers of female and male. five
people from each year and distribution around Canada.

Conducting the Telephone Interview

I began the telephone interviews in March 2000. I e-mailed the chosen telephone
interviewees to remind them of the study, and to arrange a time which took longer than |
expected. Most interviews lasted one hour or more. [ was tired after lengthy concentrated
listening and so [ only did one interview in a day. I used a telephone tape recorder. and [
also took notes during the interview. Before I made the call I made sure my equipment

worked properly. [ practiced going over the questions, I took deep breaths, and tried to



relax. I had a quiet. private place in my home in which to make the phone calls. To be
respectful | checked with interviewees to make sure that this was still a convenient time
to speak. I reviewed the ethics procedures by asking their permission to tape-record the
interview and obtaining their verbal consent to participate in this phase of the research.
Next I checked personal information, name, address, e-mail and telephone numbers. their
year of beginning the MAL program, the province they lived in, and their occupation at
the beginning of the program.
Ethics for the Telephone Interview

In keeping with the University of Alberta’s Code of Ethics I had signed consent
forms from each interviewee. | also began each telephone interview with a verbal consent
allowing for the interview to take place, to be taped and to be transcribed. | restated that
the telephone interviews were confidential, that no harm would come to them by
participating in the study and that they could withdraw at any time. All participants
indicated that they understood the nature and the purpose of the research. I kept the
questionnaires. transcripts, tapes and my own notes secure which is also in accordance of’
the Ethics for the University of Alberta. (Please see Appendix B for Telephone Interview
Questions)
Analysis of Data from the Telephone Interview

| hired an experienced transcriber to fully transcribe the interview tapes. I read
through the transcripts and listened to the tapes many times and traced themes. I looked
specifically for concrete experiences with the problem-based learning and the seif-
assessment learning during the MAL program and also in the workplace. | looked also tor

examples of long-term learning. I listened to the tapes, I created charts. and traced themes
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from the transcripts. | matched these themes with the statistics and themes already
identified from the questionnaire analysis. Respondents were candid in revealing their
learning experiences and how they continued to learn because of their participation with
problem-based learning and self-assessment activities.

Trustworthiness

The telephone interviews were a follow-up to the questionnaires. The sub-set ot’
the same people who completed the questionnaire were asked to respond to similar
questions in the telephone interview. After the pilot study I had two of my classmates
review the transcripts to provide feedback on the interview protocol. I completed the
eight telephone interviews. Dr. Fenwick and I then discussed the statistical data and noted
the response people indicated having experienced with their learning. We reviewed the
open-ended questions and categorized responses into themes and sub-themes. My
supervisor and | independently listened to the tapes and read the transcripts of the
telephone interviews. We discussed the interviewees’ responses to the broader categories
of problem-based learning and self-assessment techniques. This discussion elicited the
broad categories. Then we interpreted these carefully to identify themes embedded in the
categories. These themes and then sub-themes are each coded then the portions of
transcripts containing the themes are then pulled together for final interpretive analysis.
These procedures of peer audit, multiple data source and extemnal review helped to create

trustworthiness in qualitative research (Denzin, & Lincoln, 1998).
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CHAPTER FOUR
Presentation of Questionnaire Results

The purpose of this chapter is to present the findings, a summary of data and its
analysis obtained from both the questionnaire responses and the telephone interviews.
The chapter has been divided into four sections. First, [ will outline the demographic
characteristics of the questionnaire respondents and the interview respondents. Then. in
the second section, I will provide the findings of the questionnaire. In the third section |
will present the findings of the telephone interviews. Finally, the fourth section will otter
a broad discussion of all findings.

Profile of the MAL Program Participants

This section provides a summary profile of the 168 participants who responded to
the questionnaire. First, the demographic characteristics reported by the respondents are
described including age, gender, year of entry into the MAL program. level of education.
occupation at the time of response and geographic location. The second scction provides
a similar profile of the telephone interviewees.

Profile of Questionnaire Respondents

Information about the personal characteristics of the 168 MAL participants who
responded to the questionnaire is provided according to the demographic details asked in
the questionnaire. The following demographic information was asked: (a) year the
participant began their graduate studies, (b) gender, (c) age of the participant when they
began the program. (d) province participant lived in when they began their MAL
program.

The frequency and percentage frequency distributions of year, gender. age and

province are summarized in Table 4.1. The MAL program has been in existence since
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1996 and each year there has been an increase in the number of participants. In fact. from
an enrolment of 535 in its inaugural year, the MAL program reportedly has quadrupled.
enrolling 220 to begin graduate study in summer 2001 (Doug Hamilton. MAL program
Director. 2000). The questionnaire frequency reflects that reality. The majority of
respondents in this study had started their program in 1998 and 1999 (30.4% and 29.2%).
The questionnaire reflects the reality of the gender breakdown. The average program
enrolment is two-thirds women and one-third men (Doug Hamilton, MAL program
Director. 2000). The demographic information for the questionnaires indicated that the
largest group of participants were women (63.1%) and most participants were aged 40 —
50 (60.7%). These statistics also reflect the general demographics of the MAL program
(Doug Hamilton. MAL program Director, 2000). The participants ages are between 40
and 50 (60.7%). The majority of respondents (78.6%) lived in the western Canadian
province where the University is located. This also reflects the overall MAL program
since 227 of the 368 questionnaires were sent to British Columbia. the province in which

the MAL program is offered.



Table 4.1

Frequency and Percentage Distributions of Personal Characteristics of Respondents

Frequency Percent
Year (n = 166) 1996 23 13.7
1997 43 25.6
1998 51 30.4
1999 49 29.2
Gender (n = 168) Female 106 63.1
Male 55 32.7
Age (n=168) 18-28 7 4.2
29-39 39 23.2
40-50 102 60.7
51-61 18 10.7
62-72 2 1.2
Province (n=168) Alberta 10 6.0
British Columbia 132 78.6
Manitoba 2 1.2
New Brunswick 1 0.6
Newfoundland 1 0.6
Nova Scotia 1 0.6
Northwest Territories 3 1.8
Ontario 11 6.5
Prince Edward Island 1 0.6
Quebec 2 1.2
Saskatchewan 3 1.8
Yukon Territory 1 0.6
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Education and Occupation Profile

The levels of education and occupational sectors where respondents reported
being employed before beginning their MAL program are summarized in Table 4.2. The
majority of respondents had obtained a Bachelor’s degree (53.6%) before they began the
MAL program. To meet the needs of the diverse group of people who apply at this
University the program has allowed for prior learning assessment to permit people. who
have not completed a Bachelor’s degree, to begin the program. One person (.5%) had
responded to the questionnaire who had not completed a high school diploma and nine
people (5.4%%) had completed their high school diploma but had not obtained an
undergraduate degree. Respondents who had completed high school and some post
secondary training (13.7%). those with professional certificates (11.9%). and those with
trade certificates were (.6%). Seven respondents (4.2%) had already completed a
Master’s degree in another area before beginning the MAL program.

The two largest occupational sectors were education (26.8%) and health care
(23.2%). The problem-based learning segment relies heavily on peoples’ past experience
and how participants respond in groups. I wondered if it made a difference which
occupational area people came from when they began the program. The problem that
occurred with this demographic question was that if individuals could not find a specitic
category in the choices I provided. they added it. Thus although I tried to present broad
employment sectors such as Social/Civic Services individuals added more specific
categories to describe their occupation, such as Religion. I combined the categories
presented in the questionnaire and the self-selected categories into four general

employment sectors: Business. Education, Government and Social Services.



Table 4.2

Frequency and Percentage Distributions of Education and Employment of Respondents

Highest level of education (n = 168) Frequency Percent
High School 9 54
Post Secondary 23 13.7
Trade Certificate 1 0.6
Professional Certificate 20 11.9
Bachelor’s Degree 90 53.6
Master’s Degree 7 4.2
Area of employment (n = 168)

Health Care 39 23.2
Financial Services 1 0.6
Business Services 1 0.6
Social/Civic Services 12 7.1
Human Resources 6 3.6
Self-employment 16 9.5
Education 45 26.8
Retail 1 0.6
Government 18 10.7
Industry 2 1.2
Other 27 16.1
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Profile of Telephone Interviewees

The telephone interviewees were chosen from the subgroup of questionnaire
respondents who indicated their willingness to volunteer to be interviewed. These peopie
were chosen to represent women and men, an equal number of participants from each
year’s program cohort (1996. 1997, 1998, 1999), and different geographic locations
across Canada. A total of eight people were interviewed between March and May 2000.
Findings of the telephone interviews are presented in Chapter 5. Here, the general
demographics of these participants are presented briefly for purposes of comparison with
the demographic profiles of the questionnaire respondents.

The interviewees were not chosen in terms of their level of education. age. or area
of employment. They were chosen because of their gender, province and year they began
the MAL program. For the initial MAL program year of 1996 one man from British
Columbia and one woman from Alberta were interviewed. The woman worked in the
Business sector while the man worked in the Social/Civic occupation sector. For the
MAL program year beginning in 1997, the man worked in the Education sector in British
Columbia and the woman worked in Human Resources in Ontario. From the MAL
program year of 1998 [ interviewed one woman from the North West Territories who
worked in Health Care Administration and one man from British Columbia who was
employed in Education. The two people who began the MAL program in 1999 were a

woman from Alberta working in Human Resources and a man from Ontario working in

Education.
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Summary

Over the four vears of the MAL program the number of respondents increased. as
did the number of participants in the MAL program. The majority of questionnaire
respondents were female: 106 females and 55 males. A total of 102 of all questionnaire
respondents were between the ages of 40 to 50 years old. The single largest majority of
132 respondents came from British Columbia. Most respondents indicated the highest
level of education they had obtained was a Bachelor’s degree (53.6%) and very few
indicated a high school diploma to be their highest level of formal education (5.4%).
The two largest sectors in which respondents were employed were either Education
(26.8%) or Health Care (23.2%,).

In brief. the majority of respondents were women. from British Columbia. and
between the ages of 40 to 50. The majority held Bachelor’s degrees and were employved
either in Health Care or Education.

The eight telephone interviewees were distributed amongst provinces. gender and
year of their program. representing varyving sectors of employment.

Findings of the Questionnaire

Aside from demographic information, the questions asked respondents to indicate
their greatest learning, the extent of its long-term influence on their work practice. and
their personal satisfaction with various aspects of the problem-based learning and self-
assessment components. The purpose of this section is to present the results of analysis of’
the questionnaire responses exploring participants’ experience of the non—traditional

aspects of their MAL program in leadership.
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The questionnaire was divided into five sections. The first section asked questions
regarding demographics. and the fifth section asked summary questions. The second.
third. and fourth sections explored the participant’s experience of particular aspects of’
their MAL program: Problem-Based Learning, Competency-Based Assessment. and Selt-
Assessment.

The respondents answered most questions using a | — 10 Likert scale. Most
questions elicited responses varying from | to 10, showing a relatively wide range of
opinions. Each section of the questionnaire was followed by a space allowing for written
comments. | include some of these comments at the end of each question to help clarifv
the responses. I have not included all the comments, only those that relate directly to the
question and help clarify respondents’ thinking. Each comment has been coded and based
on a thematic understanding of its relevance.

The data were analyzed to test for group difference in all six demographic
categories. Group difterences were tested by means of one-way Analysis of Variance
(ANOVA) or independent samples T-tests. Data for each of the questions along with the
results of statistical tests are presented in tables at the end of each section.

I am presenting analysis for each question and on each of the six demographic
categories. To gain statistical feedback I had to code the demographic categories. |
learned that people who complete questionnaires will add categories that suit their
particular situations and researchers have to wade through the extra material to find a way
to represent the data. So category of year and gender stayed the same as no one picked a
new category with which to represent her or himself. Both year and gender represent the

program as the registrants have increased with each vear and the majority of registrants
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are female. In the age category I decided to combine groups as the mid-career
professional age group of 40 — 50 was highly represented. | combined the ages into three
categories — under the age of 40 (n = 46), age 40 to 50 (n = 102), and over the age of 51
(n = 20). 1 did this to accurately reflect the age spread and to obtain numbers that could
be more accurately compared for statistical purposes.

In the area of education [ wanted to know if there was a difference in learning
experiences between registrants who did not have a four-year degree and those who had
completed a full four-year degree. [ combined the respondents who indicated that their
highest level of education did not include a completed 4 year Bachelor’s degree (n = 65)
and the respondents who indicated that their highest level of education included a
completed four year degree (n = 102). Again this demographic represents the overall
education experience of the registrants in the program.

| combined all the presented employment categories and self selected categories
into four general groupings: Business (n = 21), Education (n = 50), Government (n = 38).
Social Services (n = 57).

Most respondents lived in British Columbia when they began the MAL program.
Given the low numbers of respondents from other provinces I grouped them into regions:
British Columbia (n = 132). prairie provinces of Alberta, Saskatchewan. and Manitoba (n
= 15). central provinces of Ontario and Quebec (n = 13), and eastern/northern areas of
Prince Edward Island. Nova Scotia. New Brunswick. NewFoundLand. Northwest
Territories and the Yukon (n = 7).

After each question [ placed a selection of written comments that correspond to

the questions. The written responses are from the open-ended questions that come at the
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end of each section. Respondents often provided more detail on how and why they had
answered a question in a specific way or they expressed a strong opinion in the written
comments. [ decided to include this qualitative data to highlight the range of experience.
Some comments have been altered slightly, without distorting their meaning, in order to
make them more readable. As well, [ have deleted all specific references that would be
considered identifiers in the questions and responses.
Problem-Based Learning

The first eight questions in this section of the questionnaire, questions numbered
seven through fourteen, explored participants’ experience of the non-traditional aspect of’
problem-based learning. Mean, standard deviation, and significance group differences for
each demographic category (year, gender, age, education, employment and province) are
listed in tables 4.3 to 4.6, respectively. at the end of this section.

Question Seven

Question 7 asked: Overall, how useful were the problem-based leamning activities
for your own long-term learning? The overall mean was 7.87 and the range was | — 10.
There were no significant differences within any demographic categories.

Qualitative comments associated with question seven

Some representative comments that represent the positive comments regarding
problem-based learning and long-term learning were as follows:

Expanded opportunity for learning immensely.

In my view problem-based learning puts the walk in the talk.

Real life application results in true learning.
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Typical comments from those who were dissatisfied with problem-based learning
were as follows:

Too much emphasis placed on problem-based learning activities with irrelevant
focus.

More frequent and specific faculty feedback tied into specific group managemeni
strategies and roles would further improve my ability to successfully incorporate
problem-based learning in my long term learning and teaching.

Question Eight

Question 8 asked: How useful were the actual problems to your long-term
learning? The overall mean was 6.71, and the range was | to 10. There were no
significant differences within any demographic categories.

Qualitative responses associated with question eight

Positive comments about problem-based leamning tended to emphasize its
connection to participants’ long-term learning:

The ability to solidify theoretical concepts through the use of problem-based
learning activities is essential to my learning process and is an extension to my everydayv
work life activities.

The retention of seminar information, principles and problem solving tools is
incredible — better than any or all other approaches I have ever experienced.

Helps to connect learning with application.

Examples of negative comments are as follows:



More explanation regarding the purpose of problem-based learning and more¢
Jfollow up after the problem-based activities regarding the learning activities. Emotional

experiences need to be dealt with.

1 feel that the nature of the problem study should relate to social responsibility as
much as or more that to corporate success.

I had a fair amount of experience in problem-based learning activities so [ may
have had less learning than others in this activity.
Question Nine
Question 9 asked: What long-term personal learning for you was the most important
result of your participation in the problem-based learning activities? Please rank order
your top three (3) responses from a list of ten responses.
In descending order of endorsement, the choices were:

I. Managing group response - 60.1%

9

System thinking — 50.0%

(F9

Understanding different perspectives ~ 38.1%
4. Problem analysis — 32.7%

5. Self knowledge - 32.1%

6. Confidence — 19.6%

7. Leading - 18.5%

8. Communicating Your Ideas — 13.7%

9. Decision Making Skills — 13.1%

10. Creating New Vision — 8.9%
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Prior to examining sub group differences in the importance ratings in question 9.
the ranking data were reverse coded so that a higher score represented a greater rating of
importance. In addition a value of zero was assigned for responses not ranked.

Of the ten response choices, only managing group process varied across education
level. 1(165) = - 2.02, p <.05. Students with less than a four year degree (M = 1.00)
reported managing group process as being less important than students with a four year
degree or greater (M = 1.37). There were no differences in any of the other demographic

categories.

Qualitative responses associated with question nine
The comments from participants who were positive about their personal learning

through problem-based learning made the following statements:

Problem-based learning provided me with a great deal of insight into group
behaviours and in one of the most useful aspects of the program as I apply it in my
workplace.

This process helped me to clearly be able to identify my trigger points that way
useful because the environment was a safe one in which to explore such things.

The negative comments were mostly about the personal experience of dealing
with private time to reflect or the need to have emotional support throughout the process
of participating in problem-based learning.

The time factor was an issue in reflecting on process.

The intensity of the program requires a greater level of “debriefing ~ after the

experience.
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Question Ten

Question 10 asked: How useful to your long-term learning was the process of
working with a group to generate solutions? The overall mean was 8.17 and the range
was | to 10.

There were no significant differences within any demographic categories.

Qualitative responses associated with question ten

Typical comments that appear to report positive long-term learning through group

process were as follows:

The knowledge and expertise of other group members was a powerful part of the
learning experience.

Involvement was tremendous. To see how teams can function and feel
comfortable with self-evaluation.

Problem-based learning provided me with a great deal of insight into group
behaviours and is one of the most useful aspects of the program as [ apply it in my
workplace.

Participants who apparently were dissatisfied with the process of group work
made comments such as the following:

There was a considerable amount of fracture in the various groups due to
personality clashes. Some of us were better at resolving these disputes than others.
Perhaps some instruction in conflict resolution would be helpful.

Somewhat unrealistic at times, too " feely touchy” for real workplace

environment.
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The University was unprepared for the effects of the psychological by producis of
this approach.

Question Eleven

Question 11 asked: How useful to your long-term learning were the faculty
observations and feedback during the problem-based leamning activities? The overall
mean was 7.09 and the range was | to 10.

There were no significant differences in any of the demographic categories.

Qualitative responses associated with question eleven

The participants who commented on faculty’s role within the learning activity of
problem-based learning tended towards negative or critical comments. There was only
one positive comment in the questionnaire regarding faculty’s observations and feedback
and it is a general statement.

The success of PBL is in the group design, critical observation and feedback. und
creating the pressure (timeline) to perform.

Examples of negative comments directed at faculty are as follows:

The current term needs to be maodified to include sustained faculty involvement
and feedback. Sporadic visits, spot checks or audits, can not provide adequate justice (o
feedback on process issues.

Faculty observations were virtually non-existent or fallacious. The process waus
boring and lacked clarity from an academic process.

My faculty advisor was not available to monitor my group. They were too busy
with other commitments and groups. We progressed quickly and they missed it. [ would

appreciate their observations.



Question Twelve

Question 12 asked: By the end of the MAL Residency I, how comfortable were
you with the problem-based leaming process? The overall mean was 8.13 and the range
was | to 10. except number 4 was not chosen.

There were no significant differences within any demographic categories.

Qualitative responses associated with question twelve

The following comments speak to the general comfort level that people
experienced. both positive and negative.

The problem-based learning model meant I learned on a number of levels at the
same time- learned about leadership competencies while really enjoying applying them -
there is no room for being only theoretical.

Overall the program changed me for the better — ['m not easily changed - the
process was painful — but ultimately rewarding.

The five-week residency program is a life altering experience. I can never go back
to what/who I was prior to the residency owning to the amount of personal growth.

Involvement was tremendous — to see how teams can function and feeling
comfortable with self-evaluation.

Question Thirteen

Question 13 asked: Would you recommend the continued use of problem-based
learning in its current form for the MAL program? The overall mean was 8.44 and the

range was | to 10 except number 2 was not chosen.

There were no significant differences within any demographic categories.



Qualitative responses associated with question thirteen

Comments representing positive statements about continued use of PBL in the
program are as follows:

Although I recommend problem-based learning I would also encourage the
Glendale University to experiment with new methods, ie. Don't get trapped in tradition.
The part of tradition that should be kept is challenging students and faculty.

Very useful. Critical to learn systems thinking and to learn how to effectively
work through a problem in a group setting. Organizations are all about working with
other people. PBL forced the development of effective group problem-based solving it
was very life like!!!

Real life application results in true learning.

Those participants who expressed dissatisfaction with the problem-based learning
made these comments:

I felt like the Glendale University was still going through some growing pains
while adjusting to PBL — only something that will get better in time.

I would much rather emphasis be place on “opportunities to learn”, peer support
and inclusive group processes and practices. PBL is too close to the medical model of
diagnosis. The program needs a social and cultural approach.

The University should try to have problems that are more relevant, as example a
real mix of corporate and public sector perspectives — would help both sectors

understand the complexities of the other sector.
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Question Fourteen

Question 14 asked participants for additional comments regarding the usefulness
of MAL problem-based learning. Most responses fell into two categories — the approach
itself of problem-based learning and self- knowledge. Twenty-three (23) respondents
made positive comments regarding the model of problem-based leaming. They spoke
highly of the methods used and the learning they achieved through the implementation of’
problem-based learning. Seventeen (17) people spoke negatively of their experience of
aspects of the problem-based learning model. The next most frequent group of responses
was in the category of self-knowledge. Twenty-two (22) people indicated believing they
had grown in self-knowledge. Only one response was negative in the group. There were
19 negative comments directed at faculty, usually indicated respondents” perception ot a
lack of training and compassion. The next highest categories were six people presented
new ideas and six people spoke positively of using problem-based learning in their work
environment. The telephone interviews followed the same patterns in that the two
categories receiving most attention were the approach itself of problem-based learning.
and a perception of increasing self-knowledge through the problem-based leaming

process.

Summary of Problem-Based Learning Section

The respondents were very positive regarding their response to problem-based
learning. The lowest score of this section appeared in question eight, which asked how
people found the actual problems, and they responded that the problems were useful. The
highest score occurred in question 13 in which people responded that they recommended

the continued use of problem-based learning at the Glendale University. Overall, the



responses were very positive in the problem-based section. There was only one
demographic difference and that occurred in question nine where people who had a four
year degree or more education found the managing group process aspect of learning was
important to them. People wrote confidently that problem-based learning “expanded
them™, “changed them (me) for the better”. Some spoke of how problem-based learning
“helped connect learning with application”, and “provided them (me) with a great deal of
insight into group behaviour”. People offered analysis as well, they found they needed
“more relevant problems™, there “needs to be more debriefing™ and that “the faculty
needs to more available™. One person commented that he or she had had a fair amount of’
experience with problem-based learning and did not find the learning very helpful. Yet.
another wrote that problem-based learning was a life altering experience™. Overall. the
responses were generally expressed in very strong terms. and the majority pointed to the

problem-based learning experience as intense and valuable.
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Means and Standard Deviations for Problem-Based Leaming Responses by Year of

Beginning Program

Year
1996 1997 1998 1999 Group
(n =23) (n=43) (n=51) (n=49) differences

Q7 M 7.57 7.72 7.69 8.29 n.s.
sD 2.46 232 1.88 1.51

Qs M 6.48 6.67 641 7.08 n.s.
SD 264 242 222 1.96

Q9 Confidence M 0.57 0.33 031 0.41 n.s
SD 0.99 0.81 0.81 091

Understanding different M 0.70 0.70 .10 0.65 n.s
perspectives SD 1.06 1.12 1.27 0.99

Managing group process M 1.30 1.25 1.10 n.s.
SD 1.21 1.25

Self-knowledge M 0.65 0.88 0.78 0.53 n.s
SD L1 1.26 1.15 1.04

Communicating vour ideas M 0.35 0.37 0.20 0.14 n.s
SD 0.78 095 0.60 0.41

Problem analysis M 0.57 0.70 0.53 0.69 n.s
SD 0.99 1.06 0.92 1.06

Decision making process M 0.17 0.12 0.25 0.24 n.s
sD 0.49 0.39 0.69 0.63

System thinking M 0.83 0.93 0.84 1.43 n.s.
SD 1.23 1.12 1.08 1.24

Creating new vision M 0.13 0.16 0.22 0.14 n.s.
SD 0.46 0.57 0.70 0.50

Leading M 0.26 0.35 0.33 0.47 n.s.
SD 0.86 0.81 0.74 1.00

Qlo M 8453 8.14 7.96 827 n.s.
SD 1.27 1.7 1.93 1.45

Qtl M 6.74 6.98 6.78 7.57 n.s.
sSD 228 264 212 224

Q12 M 835 8.17 7.75 837 n.s.
SD 1.43 1.71 1.93 .18

Q13 M 8.67 835 7.90 8.94 n.s.
SD 1.71 2.07 224 1.43
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Table 4.4

Means and Standard Deviations for Problem-Based Leaming Responses bv Gender

Gender
Female Male Group
(n = 106) (n = 55) differences

Q7 M 7.90 8.00 n.s.
SO 2.05 1.54

Q8 M 6.55 7.13 n.s.
Sb 231 1.95

Q9 Confidence M 0.44 0.24 n.s.
SD 0.96 0.67

Understanding different M 0.77 0.95 n.s.
perspectives SD 117 1.13

Managing group process M 1.21 1.36 n.s.
SD 1.14 1.30

Self-knowledge M 0.78 0.51 n.s.
SD 1.16 1.00

Communicating vour ideas M 0.26 0.24 n.s.
SD 0.72 0.67

Problem analysis M 0.60 0.62 n.s.
SD 1.04 0.93

Decision making process M 0.14 0.27 n.s.
SD 047 0.65

System thinking M 094 1.15 n.s.
sD 1.13 1.22

Creating new vision M 0.1l 0.24 n.s.
SD 0.46 0.72

Leading M 0.42 031 n.s.
SD 0.38 0.84

Qlo M 825 8.11 ns.
SD 1.67 1.45

Qil M 7.25 6.93 n.s.
SD 226 2.43

Ql2 M 8.06 8.27 n.s.
SD 1.79 127

Qi3 M 8.48 8.60 n.s.
SD 1.98 1.70




Table 4.5

Means and Standard Deviations for Problem-Based L eaming Responses by Age at

Beginning Program
Age
18-39 40- 50 Slor Group
(n=46) (n=102) older differences
(n=20)
Q7 M 8.09 7.79 7.75 n.s.
Sb 2.13 1.80 2.59
Q8 M 6.76 6.67 6.80 ns.
SD 24 214 2.63
Q9  Confidence M 0.35 0.37 0.45 n.s.
SD 0.82 0.83 1.10
Understanding different M 0.59 091 0.85 n.s.
perspectives SD 0.98 1.16 1.35
Managing group process M 1.43 1.253 0.75 n.s.
SD 1.29 1.18 0.85
Self-knowledge M 0.52 0.81 0.63 n.s.
SD 1.05 1.19 1.04
Communicating vour ideas M 0.20 0.27 0.20 n.s.
SD 0.65 0.73 0.52
Problem analysis M 0.59 0.62 0.70 n.s.
SD 0.98 0.98 1.22
Decision making process M 0.15 0.24 0.15 n.s.
SD 0.42 0.65 0.49
System thinking M 1.41 0.86 1.05 n.s.
SD 1.24 1.12 1.19
Creating new vision M 0.20 0.19 0.00 n.s.
SD 0.58 0.63 0.00
Leading M 0.33 0.36 0.45 n.s.
SD 0.73 0.90 0.89
Qio M 8.59 7.99 8.15 n.s.
SD 1.68 1.53 2.03
Qll M 7.48 6.86 735 n.s.
SD 2.47 2.19 264
Qi2 M 8.49 7.96 8.15 ns.
SD 132 1.60 213
Qi3 M 8.85 821 8.68 ns.
SD 1.49 2.05 2.16
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Table 4.6

Means and Standard Deviations for Problem-Based [earning Responses by Education

Education
Less than 4 years 4 year degree Group
(n =69%) or more differences
(n=102)
Q7 M 7.86 7.87 n.s.
SD 1.87 2.09
Q8 M 7.05 6.53 n.s.
SD 2.20 2.27
Q9 Confidence M 0.37 0.38 n.s.
SD 0.82 0.89
Understanding different M 0.88 0.76 n.s.
perspectives SD 1.14 1.14
Managing group process M 1.00 1.37 *
SD 1.12 1.23
Self-knowledge M 0.68 0.72 n.s.
SD 1.09 t.16
Communicating your ideas M 0.25 0.25 n.s.
SD 0.69 0.70
Problem analysis M 0.60 0.64 n.s.
SD 0.93 1.05
Decision making process M 0.26 0.17 n.s.
SD 0.69 0.49
System thinking M 1.17 0.96 n.s.
SD 1.31 1.09
Creating new vision M 0.18 0.16 n.s.
SD 0.66 0.52
Leading M 042 0.33 n.s.
SD 098 0.76
Qio M 8.14 8.19 n.s.
SD 1.72 1.61
Qtil M 6.98 7.14 n.s.
SD 2.36 232
Ql2 M 8.00 820 n.s.
SD 1.74 1.53
Q13 M 8.54 8.37 ns.
SD 2.02 1.90

*p <.05.
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Table 4.7

Means and Standard Deviations for Problem-Based Learning Responses by Emplovment

Emplovment
Business  Education Government  Social Group
(n=21) (n = 50) (n=38) Services  differences
(n =57)

Q7 M 7.48 7.86 7.89 8.11 n.s.
sD 232 1.82 2.20 1.69

Q8 M 5.62 6.72 6.84 7.1 n.s.
sD 296 2.11 235 1.88

Q9  Confidence M 0.24 0.40 0.37 0.42 n.s.
SD 0.77 0.83 0.79 0.98

Understanding different M 0.95 0.68 0.82 091 n.s.
perspectives SD 1.32 1.08 L1l 1.17

Managing group M 1.52 1.38 0.93 1.19 n.s
process SD 1 1.24 1.1 1.23

Self-knowledge M 07 0.76 0.68 0.72 n.s.
sD .15 (.20 1.16 1.10

Communicating your M 0.43 0.28 0.24 0.16 n.s.
ideas SD 0.98 0.73 0.68 0.53

Problem analysis M 0.48 0.70 0.58 0.54 n.s.
SD 0.87 1.04 1.00 0.95

Decision making M 0.05 0.28 0.29 0.14 n.s.
process 10 0.22 0.64 0.73 0.48

System thinking M 0.86 0.94 1.16 L1 n.s.
sD .11 117 1.26 .18

Creating new vision M 0.14 0.12 0.29 0.14 n.s.
sSD 0.48 0.52 0.73 0.55

Leading M 0.33 0.22 0.47 0.44 n.s.
SD 0.80 0.71 1.01 0.89

Qlo M 7.81 8.40 8.16 825 n.s.
SD .81 1.39 1.73 .56

Qlli M 6.43 6.76 7.26 7.63 ns.
SD 277 2.51 2.40 1.72

Ql2 M 8.00 8.10 792 832 n.s.
SD 202 1.57 .62 1.50

QI3 M 8.50 827 8.34 8.63 n.s.
SD 1.73 2.03 2.06 1.91
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Means and Standard Deviations for Problem-Based Learning Responses by Province

Province
BC AB+SK+MB  ON+PQ Rest Group
(n=132) (n=195) (n=13) (n=7) differences

Q7 M . 873 8.08 7.86 n.s.
SD 1.89 0.96 3.01 1.57

Q8 M 6.64 1.73 6.62 6.71 n.s.
sSD 2.15 231 3.10 1.80

Q9  Confidence M 0.40 0.13 0.23 0.71 n.s.
SD 0.89 035 0.83 111

Understanding M 0.85 0.95 0.62 0.43 n.s.
different perspectives SD 1.16 1.16 1.19 0.79

Managing group M 1.22 1.00 1.54 1.43 n.s.
process sD 1.17 1.25 1.3 113

Self-knowledge M 0.70 0.40 1.08 1.00 n.s.
SD 1.13 0.91 1.32 1.41

Communicating vour M 0.27 0.20 0.08 0.29 n.s.
ideas SD 0.73 0.56 0.28 0.76

Problem analysis M 0.62 0.60 0.38 0.71 n.s.
sD 1.02 0.91 0.87 095

Decision making M 0.24 0.00 0.15 0.00 n.s.
process SD 0.62 0.00 0.55 0.00

System thinking M 97 1.67 0.85 1.43 n.s.
sD 1.13 1.29 1.07 1.51

Creating new vision M 0.18 0.13 0.15 0.00 n.s.
sD 0.62 0.52 0.38 0.00

Leading M 0.36 0.67 0.31 0.00 ns.
SD 0.84 .23 0.63 0.00

Qlo M 8.1l 8.80 838 8.43 n.s.
SD 1.56 1.15 2.10 1.62

Qi1 M 6.96 833 7.46 6.86 n.s.
sSD 2325 1.88 3.02 227

Q12 M 8.09 8.40 8.08 8.29 n.s.
SD 161 0.63 2.56 0.76

Qi3 M 8.52 8.935 892 8.86 n.s.
SD 2.00 1.33 2.1 1.21




Self-Assessment Using the Program’s Competencies

Questions 15 to 23 explored participants’ experience in using self-assessment
tools throughout the first summer residency of their program. The Glendale University
designed its MAL program in leadership to be one in which participants took
responsibility in defining their skill level and determining their necessary learning. Mean.
standard deviation. and significant group differences for each demographic category
(year, gender, age. education, employment and province) are listed in tables 4.9 10 4.15.
respectively. at the end of this section.

Question Fifteen

Question 15 asked: Do MAL competencies capture what you consider the most
important leadership competencies? The overall mean was 7.61and the range was | to 10
except number 2 was not chosen.

There were no significant differences within any demographic categories.

Qualitative responses associated with question fifteen

Typical comments that represent positive statements regarding the MAL program
competencies are as follows:

The competencies are a guideline of what are perceived to be attributes to good
leadership.

Understanding the concept of “learning” has helped me with accepting change
and communicating this to others. | have learned to identify the expertise in others so
that shared leadership is not threatening.

Sample negative comments are as follows:



For me the biggest downfall of the Program was the lack of practical leadership
in competencies, practical exercises + in the program. As for “Training " it was
practically non-existent.

Many students tried and felt that they were required to meet all competencies.
They struggled and often failed to achieve. [ chose a set of competencies applicable 1o
my personul areas of weakness — it worked better. I grew with problems.

Question Sixteen

Question 16 asked: Was it easy to assess yourself using the MAL competencies?
The overall mean was 6.55. and the range was | to 10 except number 2 was not chosen.
There were no significant differences within any demographic categories.

Qualitative responses associated with question sixteen

Typical comments made by participants who considered the MAL program’s
competencies useful in developing leadership characteristics are as follows:

The self-evaluation has helped me 1o accept both my strengths and weaknesses
equally and has increased my confidence in seeking feedback on a more regular basis.

As someone who does not reflect a great deal, the reflection on clearly defined
competencies was very useful for me, I constantly reiterated the objectives of the
program.

Competency based learning is a new approach, students must be at a “readiness ™
stage of change in order to gain from competency assessment.

Sample comments reflecting dissatisfaction with the Programs™ competencies are

as follows:
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Even though it is near the end of the program [ can honestly say I am not totally
comfortable with assessment by competency. It is not something most of us are familiar
with, it may take another time through a singular experience to feel totally at ease.

The depth of learning is reflective of individual engagement. The program design
does not, in my opinion, require enough from learner.

It is important 1o decide initially what a competency is, than how it behaves (or
manifests itself) than how measurement applies. It is too easy to adapt a term such as

competency, give it a life force of its own and in effect isolate it from who we are — and

all of who we are.

Question Seventeen

Question 17 asked: Was your own self-assessment consistent with the faculty
assessment of your competencies? The overall mean was 7.78, and the range was 3 to
10.

There were no significant differences within any demographic categories.

Qualitative responses associated with question seventeen

The following are two comments directed at competencies and faculty which are:

No (competency evaluation) targets set at outset of the program.

For me the biggest downfall of the MAL program was the lack of practical

leadership in competencies. and practical exercises in the program. As for “training " it

was practically non-existent.



Question Eighteen

Question |8 asked: Was self-assessment important in improving your overall
leadership competencies? The overall mean was 7.90, the range was 1 to 10, and this
represents the highest single mean in the competency group of questions.

There were no significant differences within any demographic categories.

Qualitative responses associated with question eighteen

Comments that represent positive outcomes from competencies are as follows:

The competencies provide learning direction while providing the flexibility
required for individual learning needs.

The process is excellent for developing awareness and isolating areas for growih.

The competencies are a guideline of what are perceived to be attributed to good
leadership.

Comments that represent dissatisfaction with the Program’s competencies are as
follows:

It takes a while to understand exactly how the competencies are assessed. Pcer
assessment is the hardest to grasp.

Year 2 competencies were difficult to access due to the independent nature of the
residency.

It would be helpful to develop standards or performance indications of levels of

competencies.
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Question Nineteen

Question 19 asked: Was self-assessment important in improving your research
competencies? Responses ranged from 1 to 10. The overall mean was 6.23, which
represents the lowest overall mean for the group of competency questions.

The main effect of program year was significant (F (3,157) = 2.73. p < .05).
Scheffe Post-hoc tests indicated that students who began the program in 1998 (M =5.63)
reported marginally less satisfaction (p = .051) than those beginning the program in 1999
(M =6.91).

Qualitative responses associated with question nineteen

Comments that represent a positive outlook on assessment are as follows:

The published list of competencies meant that all course work had to be aligned
with the competencies. This ensured consistency, relevancy, and cross disciplinary iics
benveen subjects through the common competencies. Really promoted the integration of
course modules.

I found that [ linked the Program's competencies with those in my organization.
I'm not sure which research competencies were covered in summer residence. My self-
assess has bheen informal and not recorded, but [ am much more aware of my actions and
activities.

Negative comments were as follows:

Research. as a competency was a joke. Invented to be a T.A. for the research
course ... [t was completely lacking. [ am now in a PhD program and it was very difficuli

to show competency in research and sure as hell did not come from the Program.



Competency structure still remains a subjective process if everyone doesn't agree
on the process or misinterprets it. [ would like to see an additive to it that can be more

practical.
The competencies themselves are good, solid and make sense. The challenge was
to find ways to assess them thoroughly.

Question Twenty

Question 20 asked: Was self-assessment important in improving your
communication competencies? The overall mean was 7.41, and responses ranged from |
to 10 excluding number 2.

There were no significant differences within any demographic categories.

Qualitative responses associated with question twenty

Positive comments regarding communication competencies and self-assessment
are as follows:

I must confess that I am still synthesizing my experiences and learning from the
Program and hope to be doing so for sometime. There is a lot to ???

Self-assessment coupled with peer and 360 degree assessments was the key 1o
triangulating the Program’s competencies.

The University environment is a safe environment. Everyone is there with the
same focus. Therefore a student can practice because in the real world people are
motivated differently. The University is a place to make mistakes that are forgiven.

Negative comments were as follows:

There was no faculty advisement in the first year and it was sketchy in the second.

Competencies were not ever clarified. There were no baseline indicators of faculty
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competence — wide variation in ability and credentials a lot of polarisation. There was
much posturing and the process was in disarray.

The competencies were not clearly laid out for students and created a great deal
of confusion. especially as different faculty members interpreted how to achieve the
competencies by what time frame.

Question Twentv One

Question 21 asked: Have you made use of the MAL competencies at work? The
overall mean was 7.87, and the range was 1 to 10 except number 2 was not chosen.

There was a significant difference between the category of year. The effect of
program year was significant (F (3, 159) = 3.34, p < .05). Scheffe Post hoc tests indicated
that students beginning the program in 1996 (M=8.87) reported greater use of
competencies at work than students beginning in 1998 (M=7.60).

Qualitative responses associated with question twenty one

Comments that represent a positive view of using the MAL program’s
competencies at work are as follows:

I am chair of my company and do not work full time. If I was fully active my
answers would be much higher on the scale.

Competency based-learning was immediately transferable to my role in
workplace - consciously and unconsciously.

The Program's competencies assessment allowed me to truly acknowledge my
skill set and recognize my skills were applicable in more than one sector.

A dissatisfied comment is as follows:
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#21. and #22 are not applicable to me at the moment because I am not in a paid
position at the moment. Because faculty only saw us “in site” sporadically. they had u

difficult time assessing some of my competencies based on those observations.

Question Twenty Two

Question 22 asked: Have you continued to self-assess your MAL competencies in
your workplace? The overall mean was 6.68 and the range was 1 to 10.

There is a significant difference within the year category. The effect of program
year was significant (F (3, 159) = 3.83, p < .05). Scheffe Post-hoc tests indicated that
students beginning in 1996 (M=7.65) reported greater continued self-assessment than
students beginning in 1997 (M=5.91).

Qualitative responses associated with question twentv two

Typical comments that represent positive statements are as folldws:

I have moved organisational performance appraisal system towards a competitive
base.

I need to spend more time making the Program’s competencies a bigger part of
my workplace, so they become more intentional.

I was fortunate to have been part of a group, a group that reinforced the
Programs ' competencies in the workplace with instant. honest feedback.

Some negative comments are as follows:

I haven 't done 360 degree feedback yet 1o reflect on this question.

1 have created a consulting practice so I am assessing different competencies

(marketing. etc) and experimenting with many new things. The market response is my

assessment now.
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It is difficult to remember all the competencies per se. The value is in defining
one s own learning goals rather than the categories themselves.

Question Twentv Three

Question 23 offered a place where respondents could write details in relation to
the questions regarding competencies in their Master’s program. The written responses
mostly fall into the two categories about the model of self-assessment and how selt
assessment using competencies impacted respondents. People wrote 17 positive
comments on how the model of self-assessment worked for them. There were 20
negative comments in relation to competencies and self-assessment. Respondents wrote
16 positive comments on their personal growth and learning using competencies as self-

assessment. There were four people who wrote negative comments.

Summary of Self-Assessment Using Competencies

This section of the questionnaire was not nearly as high or low in averages as the
problem-based learning section. The most positive learning occurred in the leadership
competencies and in using competencies at work. Research competencies and self-
assessment in the workplace were the lowest scores indicated. Different vears indicated
that they held differences from each other, particularly 1996. Those who began the
program in 1996 held strong opinions and this may be because they have had more time
to reflect on their learning and incorporate it. People wrote that competencies™ helped
them (me) accept both strengths and weaknesses™. They felt the “process was excellent
for developing awareness and isolating areas of growth™. In terms of their long term
learning they found that competencies could be “immediately transferable to their (my)

role in the workplace™. As criticism people “struggled with meeting all the
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competencies’”. and they needed clearer “performance indicators™. In general there was
indication of not being “totally comfortable with competencies. There is awareness that
learning how to assess by using competencies was an important skill however. it was

difficult to grasp the intricacies. People appeared to flounder with competencies and

became frustrated with the process.



Table 4.9

Means and Standard Deviations for Self-Assessment Us

Year of Beginning Program

ing Competencies Res

g pe ponses by

Year
1996 1997 1998 1999 Group
(n =23) (n =43) (n=351) (n = 49) differences
Qls M 7.09 7.79 7.24 8.06 n.s.
SD 213 1.46 1.52 1.33
Qleé M 6.57 6.43 6.33 6.84 ns.
SD 205 1.95 1.90 1.90
Q17 M 7.96 7.79 7.88 7.57 ns.
SD 1.19 1.44 1.42 1.46
Qis M 7.83 8.26 7.31 8.24 n.s.
SD 2.41 1.90 2.16 1.85
Ql9 M 6.04 6.33 5.65 691 1998 < 1999
SD 2.64 2.29 2.11 1.94
Q20 M 7.35 7.48 7.06 7.74 n.s.
SD 217 1.97 1.84 1.71
Q21 M 8.87 8.12 7.46 7.60 1996 > 1998
SD 32 1.89 2.22 1.88
22 M 7.65 5.91 6.55 7.13 1996 > 1997
SD 2.08 2.54 2.34 1.87

Note. Pairwise group differences were evaluated using the Scheffe post-hoc test.




Table 4.10

Means and Standard Deviations for Self-Assessment Using Competencies Responses by

Gender
Gender
Female Male Group
(n = 106) {(n =55) differences
Qls M 7.70 7.62 n.s.
SD 1.49 1.53
Qleé M 6.67 6.49 n.s.
SD 1.88 1.89
Ql7 M 7.76 7.82 n.s.
SD 1.42 1.33
Q18 M 8.08 7.76 n.s.
SD 2.0t 2.03
Ql9 M 6.28 6.25 n.s.
SD 222 2.20
Q20 M 7.57 7.27 n.s.
SD 1.79 1.93
Q21 M 7.84 8.02 n.s.
SD 1.94 2.03
22 M 6.69 6.65 n.s.
SD 2.33 2.26
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Table 4.11

Means and Standard Deviations for Self-Assessment Using Competencies Responses by

Age at Beginning Program
Age
I8 -39 40 - 50 51or Group
(n=46) (n=102) older differences
(n =20)

Ql3 M 7.63 7.60 7.60 n.s.
SD 1.68 1.54 1.60

Q16 M 6.27 6.61 6.90 n.s.
sSD 2.07 1.96 1.33

Q17 M 7.89 7.69 8.00 n.s.
SD 1.20 1.48 1.41

Qis M 7.89 7.80 8.45 n.s.
SD 2.44 1.93 1.67

Q19 M 5.95 6.35 6.20 n.s.
sD 228 2.20 224

Q20 M 7.60 7.28 7.65 n.s.
SD 1.94 1.83 2.0l

Q21 M 7.50 8.03 7.90 n.s.
SD 2.18 1.83 2.15

Q22 M 6.04 6.92 6.95 n.s.
SD 242 2.22 2.16




Table 4.12

Means and Standard Deviations for Self-Assessment Using Competencies Responses by

Education
Education
Less than 4 vears 4 year degree Group
(n = 65) of more differences
(n = 102)

Qls M 7.74 7.52 n.s.
SD 1.54 1.60

Qlé6 M 6.39 6.63 n.s.
SD 1.95 1.92

Q17 M 7.78 7.76 n.s.
SD 1.33 1.44

Q18 M 791 7.88 ns.
SD 1.94 2.14

Ql9 M 6.61 5.97 n.s.
SD 1.99 2.32

Q20 M 7.54 7.33 n.s.
SD 1.87 1.89

Q21 M 7.89 7.83 n.s.
SD 1.76 2.10

22 6.56 6.75 n.s.
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Table 4.13

Means and Standard Deviations for Self-Assessment Using Competencies Responses by

Emplovment

Employment
Business Education  Government Social Group
(n=21 (n =50) (n =38) Services differences
(n=57)

Qis M 7.10 7.98 7.45 7.63 n.s.
SD 1.97 1.03 1.95 1.47

Qleé M 6.10 6.65 6.03 6.96 ns.
SD 234 .77 2.20 1.62

Qi7 M 7.86 7.72 7.87 7.74 n.s.
SD 1.46 1.29 1.40 1.49

Q18 M 7.86 7.94 7.50 8.25 n.s.
SD 215 203 2.47 1.47

QI9 M 5.58 6.04 6.57 6.43 n.s.
SD 2.57 205 253 1.94

Q20 M 7.26 7.40 7.18 7.70 n.s.
sD 1.48 1.83 235 1.64

Q21 M 7.19 7.88 835 7.84 n.s.
SD 252 1.67 1.67 2.13

Q2 M 6.05 6.44 7.14 6.82 n.s.
SD 2.82 221 2.16 2.21
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Table 4.14

Means and Standard Deviations for Self-Assessment Using Competencies Responses by

Province
Province
BC AB+SK+MB ON+PQ Rest Group
(n=132) (n=13%) n=13) n=7) differences

Qis M 7.56 8.33 7.46 7.71 n.s.
SD 1.64 1.29 1.33 0.49

Qlé M 6.55 6.80 6.46 6.29 n.s.
SD 1.92 1.78 2.33 2.06

Qi7 M 7.72 8.00 8.00 8.14 n.s.
SD 1.42 1.07 1.68 1.21

QIS8 M 7.85 8.13 8.69 8.00 n.s.
SD 2.04 1.96 1.75 1.53

Ql9 M 6.19 7.00 5.75 6.71 n.s.
SD 227 1.71 2.26 1.50

Q20 M 7.37 7.79 7.67 7.714 n.s.
SD 1.85 1.63 2.15 1.50

Q1 M 7.83 8.53 731 8.57 n.s.
SD 1.94 1.36 2.87 1.13

Q22 M 6.67 7.07 6.62 6.29 n.s.
SD 2.32 1.22 2.63 3.15
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Self-Assessment and the Learning Agreement in the MAL Program

The next nine questions explored participants’ experience using the self-
assessment techniques of journal writing and learning agreements, which play a
significant role in this graduate program. Mean, standard deviation, and significance
group differences for each demographic category (year, gender, age, education.
employment and province) are listed in tables 4.15 to 4.20, respectively. at the end of this
section.

Question Twentv Four and Twentv Five

Question 24 and 25 ask yes and no questions.

Question 24 asked: Had you ever done systematic self-assessment prior to the
MAL program? There were 89 respondents who answered No while 78 answered Yes.
There were no significant differences within any demographic categories. Question 23
asked: Had yvou ever kept a learning journal prior to beginning the MAL program? There
were 113 respondents who answered No while 51 answered Yes. There were no
significant differences within any demographic categories.

Qualitative responses associated with questions twenty four and twenty five

Two comments that were made by respondents that represent experience with
journal keeping are as follows:

I was well experienced at keeping personal journals which helped.

The learning journal was a pleasant surprise, continues to be a useful tool for me

in learning in my life.
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Question Twentyv Six

Question 26 asked: What was your attitude towards writing in a personal learning
journal before the MAL program? The overall mean was 5.85, and the range was 1 10 10.
There were no significant differences within any demographic categories.

Qualitative responses associated with question twenty six

Interestingly. there were no positive comments when people discussed their
attitude towards writing in a personal learning journal before their graduate experience.

The learning journal and self-assessment was an overall negative experience for
me however [ do see the intention of this tool.

As an ENFP (Myers Briggs) I cannot stick to my commitment of writing in a

learning log - diaries hold no value for me — experiences have more value, than

recording them.

Question Twentv Seven

Question 27 asked: How much did you use the learning agreement throughout the
MAL program? The overall mean was 5.97, the range was 1 to 10.
There were no significant differences within any demographic categories.

Qualitative responses associated with question twenty seven

Comments that represent respondents’ use of the learning agreement while in the
graduate program are as follows:

Learning agreement forced me to examine what I was doing. It was added work
but I could see the benefit. “But!" It was not consistently applied or understood by the

Sfaculty (or so it seemed).

The structure was important for me, [ wouldn 't have done it otherwise.
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Assessment through the learning agreement forced me to see goals then to

achieve them.

There were a number of negative comments as well:

Did not take the time to do it. Frequent LS. problems were a nuisance.

I thought the learning agreement was minimal in value. It attempted to imposc
one useful tool which some find valuable as the standard for everyone. And then it was
almost completely ignored by my advisor.

Frankly. the learning agreement part of the program was applied inconsistently
among the faculty. It started strong and then just faded out.

Question Twenty Eight

Question 28 asked: To what extent did you feel you could be completely honest in
the self-assessment you posted in your learning agreement? The overall mean was 8.48.

the range was 2 to 10.

There were no significant differences within any demographic categories.

Qualitative response associated with question twenty eight

Positive comments were as follows:

I really appreciated the discipline of this process. it really encouraged me to go
bevond the surface in a systematic and accountable manner. reinforced learning and
commitment to change and to learn.

I found it very validating acknowledgement of my talents, honouring my wisdom
and voice. Made me think about my strengths by being less self-critical.

The negative comments are as follows:

It is difficult to find time to do this well with thoughtful reflection.



Learning agreements do not respect different learning styles of individual
learners — also became redundant, a time sink and not terribly heipful to me.

With the learning agreement comes the expectation that the student make
themselves vulnerable to faculty and I have difficulty with that expectation. As an
individual I have difficulty with that expectation. As an individual, I confess my “inncr

life " 1o few people; [ feel that a bond of trust with faculty is necessary for the learning

agreement 1o have much value.

Question Twenty Nine

Question 29 asked: Did you feel that your leaming agreement comments were

treated with respect by faculty? The overall mean was 8.56. This represents the single
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highest mean in the self-assessment section and the highest overall mean within the entire

questionnaire. The range was 1 to 10 except no one chose number 3.
There were no significant differences within any demographic categories.

Qualitative responses associated with question twenty nine

Positive comments were as follows:

The learning agreement was of most value during my second residency. My
faculty advisor read it regularly and responded with helpful comments.

I was fortunate enough to have a faculty advisor that gave me a great deal of
leeway in the sense that this was my learning journey and assessment.

It would have been more helpful if faculty consistently provided comments in u

timely manner — | had two faculty who were excellent and four who were at best

inconsistent (sporadic, minimal)

Negative comments were as follows:



I didn 't use the learning agreement very much. There wasn’t a commitment from
Jaculty in the first year.

The journal was very infrequently monitored by faculty the process of self-
directed learning. [ believe that I made it through the first year and had only one or two
comments from faculty.

[ am not impressed with my advisor absolutely NO communication still no
communication or guidance to date.

Question Thirty

Question 30 asked: To what extent were faculty comments in the learning
agreement helpful to your long-term learning? The overall mean was 7.11. the range was
1to10.

There was a significant main effect of year, F(3, 161) = 5.23. p < .0l. Scheffe
post-hoc tests indicated differences between students beginning the program in 1996 (M
=6.39) and 1999 (M = 8.06) as well as between students beginning the program in 1998
(M =6.53) versus 1999 (M = 8.06).

Qualitative reponses associated with question thirty

Comments that represent positive long-term leaming outcomes are as follows:

As an educator I appreciate the principles of a learning agreement — [ use a
similar “tool ” frequently with my students.

I am constantly in positions of leadership to initiate educational change. By
reading over my notes learning assessments and thesis, [ continue to be focused on my

strengths and the necessary process to take.



I have heard (but not seen) research that indicated formal education and job
experience are the two least successful predictors of job performance (the most
[frequently used screening tools) I suspect learning agreements are much closer 1o
effective tools and tools of the future.

Comments that represent negative long-term learning outcomes are as follows:

As the first group in the Program, we had the paper based version difficulty in
accessing it etc. | believe the learning agreement should be a module, rather than a
peripheral additional project and or task to be managed.

I have heard (but not seen) research that indicated formal education and job
experience are the two least successful predictors of job performance (the most
frequently used screening tools) I suspect learning agreements are much closer to
effective tools and tools of the future.

The learning agreement was useful for my own tracking, but found I would have
appreciated more feedback from my advisor during distance learning. If it is intended
solely for self-assessment than it should have been stated so up front. It turned out to he
somewhat of a waste of time.

Question Thirty One

Question 31 asked: Would you consider the learning agreement as important
aspect of your learning in the MAL program? The overall mean was 6.57. the range was
1 to 10.

There was a significant main effect of year, F(3, 160) = 5.43, p < .01. Scheffe
post-hoc tests indicated differences between students beginning the program in 1998 (M

= 5.38) and those beginning the program in either 1996 (M = 7.30) or 1999 (M = 7.40).
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Qualitative responses associated with question thirty one

Positive comments that state that learning agreements were important to
respondents learning are as follows:

Learning agreement was enhanced when shared with trusted peers.

Encourages reflection, which I ofien do not make enough time for.

Learning agreement forced me to examine what [ was doing. It did add work hut
I could see the benefit.

Some of the negative comments were as follows:

In the second year. I didn't use the learning agreement except for the summer
session. Great idea but didn't work out in practice.

1 did not find the learning agreement that useful in year | although | know others
found it very useful (I'm not the journal writing type!).

Learning agreement would have been helpful to have some pre-reading
introduction to the concept of the learning agreement.

Question Thirty Two

Question 32 asked: Do you continue to maintain a learning journal of some kind?
The overall mean was 4.97, this represents the lowest mean in the self-assessment section
and the lowest overall mean for the entire questionnaire. The range was 1 to 10.

There were no significant differences within any demographic categories.

Qualitative responses associated with question thirty two

Comments from those that are somewhat positive about their journal during and

after their Program are as follows:



L
)

I found the learning agreement useful and effective journal during residency bui
found the process a little artificial. As over the years I have learned to reflect and act
without externalizing it.

Although the learning journal was very useful (more reflection than learning) und
although I intended 1o continue it, I find I am too busy.

Comments from those that are negative regarding their journal during and after
their Program are as follows:

I did not find the learning journal as helpful in residency 2. ! received adequate
time to reflect and receive feedback in other forums. | have not kept a journal since
residency 2 except in the course of my research.

It does not respect different learning styles of individual learners — also became
redundant, a time sink and not terribly helpful for me. Not a process | would continue 10
use.

Question Thirty Three

Question 33 allowed people to write comments regarding their experience with
self-assessment and journaling. There were 23 people who wrote positive comments
regarding the use of a journal for self-assessment and 30 people who wrote negative
comments about journaling. There were 22 people who criticized the faculty of the
program. two others wrote positive comments regarding faculty in this section. People
also spoke of their own general learning through self-assessment: sixteen (16) people

spoke positively and twelve (12) people spoke negatively.
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Summary of Self-Assessment and the Learning Agreement Section

This section contained the highest and lowest scores from the questionnaire. The
highest score was for the question that asked if people were respected by the faculty
advisors. The lowest score occurred when people indicated that they did not continue to
keep a learning journal. There were statistical differences between years in questions 30
and 31. People beginning their program in 1996 and in 1998 found their advisors
comments more useful than those beginning the program in 1997 and in 1999. Those
beginning the program in 1998 found the learning agreement more useful than those
beginning the program in either 1996 or 1999.

People “appreciated the discipline of the process”, and they found it “encourages
reflection”. Others stated that the “learning agreement forced them (me) to examine what
they were (I was) doing”. On the other hand people “did not take the time to do it". and
found that there was “minimal value” in the process. Some found that “faculty comments
were vague and minimal”. Some stated that self-assessment using a learning agreement
was “"time consuming” and * too difficult™, while others said it was “worthwhile™ and - a
tool of the future™. Overall respondents expressed a positive attitude towards doing the

work in their learning journal and in assessing their own learning.



Table 4.15

Means and Standard Deviations for Self-Assessment and the Learning Agreement

Responses by Year of Beginning Program

Year
1996 1997 1998 1999 Group
(n =23) (n=43) (n=151) (n=49) Differences
Q26 M 5.91 5.63 6.25 5.69 n.s.
SD 2.76 2.87 2.36 2.44
Q27 M 6.55 5.83 5.35 6.48 n.s.
SD 2.09 2.30 2.08 1.84
Q28 M 8.22 8.39 8.33 8.83 n.s.
SD 1.57 1.76 1.37 1.24
Q29 M 8.64 8.33 8.43 8.83 n.s.
SD 2.04 1.87 1.76 1.46
Q30 M 6.39 7.00 6.53 8.06 1996 < 1999
SD 2.86 2.41 2.06 1.55 1998 < 1999
Qs M 7.30 6.62 5.38 7.40 1996 > 1998
SD 3.15 2.88 2.65 2.20 1998 < 1999
Q32 M 4.43 5.02 4.84 5.33 n.s.
SD 3.30 3.26 2.39 2.38

Note. Pairwise group differences were evaluated using the Scheffe post-hoc test.



Table 4.16

Means and Standard Deviations for Self-Assessment and the Learning Agreement

Responses by Gender

Gender
Female Male Group
(n = 106) (n =55) differences

Q26 M 6.14 5.41 n.s.
SD 2.49 2.63

Q27 M 6.11 5.84 n.s.
SD 2.15 1.96

Q28 M 8.43 8.60 n.s.
SD 1.59 1.29

Q29 M 8.59 8.45 n.s.
SD 1.63 2.02

Q30 M 7.20 7.13 n.s.
SD 2,17 2.21

Q3! M 6.78 6.45 n.s.
SD 2.70 2.74

Q32

5.28 4.55 n.s.
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Table 4.17

Means and Standard Deviations for Self-Assessment and the Learning Agreement

Responses by Age at Beginning Program

Age
18 -39 40-50 Slor Group
(n=46) (n=102) older differences
(n =20)

Q26 M 6.41 5.54 6.11 n.s.
SD 2.43 2.52 3.00

Q27 M 5.84 5.90 6.60 n.s.
SD 1.95 2.20 1.88

Q28 M 8.52 8.43 8.65 n.s.
SD 1.66 1.42 1.27

Q29 M 8.80 8.38 8.95 n.s.
SD 1.62 1.88 1.05

Q30 M 7.09 7.01 7.65 n.s.
SD 2.34 2.21 2.23

Q3! M 6.85 6.33 7.13 n.s.
SD 2.90 2.77 2.29

Q32 M 4.70 5.14 4.75 n.s.
SD 2.97 2.68 2.67
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Table 4.18

Means and Standard Deviations for Self-Assessment and the Learning Agreement

Responses by Education

Education
Less than 4 years 4 year degree Group
(n=65) or more differences
{n =102)

Q26 M 56 6.01 n.s.
SD 241 2.66

Q27 M 5.98 5.93 n.s.
SD 1.95 220

Q28 M 5 8.42 n.s.
SD 1.36 1.55

Q29 M 8.66 8.48 n.s.
SD 1.37 1.94

Q30 M 7.40 6.89 n.s.
sD 2.04 2.34

Q3! M 6.81 6.38 n.s.
SD 2.49 291

Q32 M 4.75 5.06 n.s.
SD 2.59 2.83
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Table 4.19

Means and Standard Deviations for Self-Assessment and the Leamning Agreement

Responses by Emplovment

Employment
Business Education Government Social Group
(n=21) (n = 50) (n =38) Services Differences
(n=57)
Q26 M 6.20 6.10 6.11 5.24 n.s.
SD 2.55 2.58 2.60 2.52
Q27 M 6.00 5.68 5.71 6.39 n.s.
sD 2.36 2.19 2.09 1.93
Q28 M 8.38 8.66 8.38 8.43 ns.
SD 1.91 1.12 1.36 1.65
Q29 M 8.75 872 8.21 8.57 n.s.
SD 1.80 1.47 2.20 1.59
Q30 M 6.90 6.74 7.18 7.46 n.s.
SD 2.66 252 2.33 1.68
Q31 M 5.86 6.56 6.37 7.10 n.s.
SD 3.20 2.89 283 230
Q32 M 4.95 4.64 5.24 5.13 n.s.
SD 2.85 3.12 2.66 2.51
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Table 4.20

Means and Standard Deviations for Self-Assessment and the Learning Agreement

Responses by Province

Province
BC AB+SK+MB  ON+PQ Rest Group
(n =132) (n=15) (n=13) (n=7) Differences

Q26 M 5.87 6.13 5.46 5.43 n.s.
SD 2.54 2.56 3.07 2.76

Q27 M 5.88 6.80 6.25 543 n.s.
SD 2.16 1.61 2.14 1.72

Q28 M 8.50 8.47 8.83 7.57 n.s.
SD 1.40 1.36 1.53 2.57

Q29 M 8.52 8.80 9.33 7.57 n.s.
SD 1.60 2.34 1.30 2.88

Q50 M 7.01 8.135 7.08 7.14 n.s.
SD 211 2.20 3.38 2.12

Q31 M 6.33 7.73 8.15 6.43 n.s.
SD 2.76 2.49 2.44 2.07

Q32 M 4.95 3.33 4.54 543 n.s.
SD 2.74 3.09 2.63 3.26




Patterns of Long-Term Learning

The next three questions that appeared in the questionnaire elicited information
that represented overall changes perceived by respondents in their long term leaming.
related to their experiences in the program. Mean, standard deviation. and significance
group differences for each demographic category (year, gender, age. education.
employment and province) are listed in tables 4.21 to 4.38, respectively. at the end of
each question.

Question Thirty Four

Question 34 asked: What areas of the MAL program did you find contributed
most to your long-term learning? Please rank order your top three (3) responses.
In descending order of endorsement the choices are:

1. Problem-Based Learning in Residency 1 -54.8%

[N

Major Project - 54.2%

(V9]

. Dialogue with Peers - 35.7%

4. Presentations by Faculty, Learners, and Guest Speakers in Residency 1.11 - 34.5%

'Ul

Distance Learning Courses - 32.7%

6. Ongoing Self-Assessment —21.4%

7. Faculty Response to your work — 18.5%
8. Observing Peers in Action — 17.9%

9. Computer Learning Opportunities — 9.5%

10. Leamning Agreement — 6.5%



Prior to examining sub group differences in the importance ratings in question 9.
the ranking data were reverse coded so that a higher score represented a greater rating ot
importance. In addition a value of zero was assigned for responses not ranked.

There were significant differences in the response to item 4 (Presentation by
Faculty. Learner’s and Guest Speakers in Residency [,11) between women and men.
t(159) =-2.30. p < .05. Women (M=.63) were less influenced by Presentations than men
(M=1.09).

For item two (Major Project). the effect of program year was significant (F (3.
162) = 19.99. p <.001). Scheffe Post-hoc tests indicated that students beginning their
program in 1999 (M=.20) reported that the Major Project made a less important
contribution to their long-term learning than those who began their program between
1996 — 1998 (M=1.30. 1.84, 1.39, respectively).

It must be noted here that those beginning the program in 1999 had not yet
attended the second summer residency where they began work on their major project. So
these significant differences represent the fact that participants of the 1999 cohort had not

vet even begun the significant learning often associated with a major project.

Qualitative responses associated with question thirtv four

The use of problem-based learning was a powerful experience.

Problem-based learning with the experiential learning aspect of pre-designed
groups were very valuable. The learning agreement/journal is a very valuable tool. hut
the importance of it. examples of how to use it. and initial follow up to encourages the

use or new patterns of behaviour is needed.



Re: #34 — it was very difficult to rank the top 3 choices, as many aspects were
very important to my learning — they impact each other - self-assessment & faculty
Sfeedback were essential in the mix. PBL — Fantastic Approach Loved It!!

Being an INFJ and a very strong visual learner [ benefited most by the
presentations and distance learning opportunities. Philosophically the PBL model did not
fit well with my own views & values about learning. I found the whole underpinning of
PBL too medically oriented. ie: focusing intensely on the ‘problem’ and diagnosis. which

has negative connotations for me.
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Table 4.21

Means and Standard Deviations for Long-term Learning by Year of Beginning Program

Year
1996 1997 1998 1999 Group
(n=23) (n =43) {n=351) (n = 49) differences
Q34
Ongoing self- M 0.22 037 0.49 0.63 n.s.
assessment SD 0.67 0.85 1.03 L1
Learning M 0.13 0.14 0.06 0.12 n.s.
agreement SD 0.46 0.56 031 0.44
Presentations M 1.00 091 0.67 0.67 n.s.
SD 1.51 1.19 1.13 1.1
Major project M 1.30 1.84 1.39 0.20 1996 > 1999
sD 1.22 1.23 1.20 0.54 1997 > 1999
1998 > 1999
Computer learning M 0.17 0.14 0.06 0.18 n.s.
opportunities sD 0.58 041 0.24 0.57
Problem-based M 1.30 0.98 1.27 1.45 n.s.
learning SD 1.18 1.22 1.31 1.42
Faculty responses M 0.17 042 0.35 0.22 n.s.
to vour work SD 0.49 0.82 0.77 0.69
Dialogue with M 1.04 0.65 0.57 0.69 n.s.
peers sD 1.22 0.95 0.98 1.00
Distance learning M 0.30 0.35 0.61 0.82 n.s.
courses SD 0.63 0.72 0.92 1.08
Observing peers M 0.22 0.26 0.20 0.37 n.s.
in action sSD 0.67 0.73 0.49 0.67

Note. Pairwise group differences were evaluated using the Scheffe post-hoc test.



Table 4.22

Means and Standard Deviations for Long-term Learning by Gender

Gender
Female Male Group
(n=106) (n=55) differences
Q34

Ongoing self- M 0.44 045 n.s.
assessment SD 0.92 1.053
Leaming M 0.13 0.07 n.s.
agreement SD 0.50 0.33
Presentations M 0.63 1.09 F<M

SD 1.10 1.25
Major project M 1.20 .00 n.s.

SD 1.26 1.15
Computer learning M 0.14 0.09 n.s.
opportunities SD 0.47 0.35
Problem-based M 1.25 1.3 n.s.
leaming SD 1.33 1.2
Faculty responses M 0.29 0.29 n.s.
to yvour work SD 0.68 0.76
Dialogue with M 0.62 0.85 n.s.
peers SD 0.97 1.1l
Distance learmning M 0.62 0.44 ns.
courses SD 0.93 0.86
Observing peers M 0.23 0.33 n.s.
in action SD 0.62 0.67
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Table 4.23

Means and Standard Deviations for Long-term Learning by Age at Beginning Program

Age
18 -39 40 - 50 51 or older Group
(n=46) (n=102) (n =20) Differences
Qs34

Ongoing self- M 0.26 0.55 0.45 n.s.
assessment SD 0.71 1.07 0.89
Learning M 0.13 0.09 0.15 n.s.
agreement SD 0.40 0.45 0.49
Presentations M 0.74 0.86 0.50 n.s.

SD 1.14 1.20 1.05
Major project M 1.00 1.16 1.55 n.s.

SD 1.21 1.22 1.36
Computer learning M 0.11 0.15 0.20 ns.
opportunities SD 0.38 0.46 0.52
Problem-based M 1.48 1.22 0.95 n.s.
learning SD 1.35 1.29 1.23
Faculty responses M 0.26 0.31 0.35 n.s.
to vour work SD 0.65 0.76 0.75
Dialogue with M 0.91 0.60 0.60 n.s.
peers SD 1.19 0.93 0.99
Distance learning M 0.35 0.65 0.60 n.s.
courses SD 0.67 0.94 1.05
Observing peers M 0.24 0.27 0.25 n.s.
in action SD 0.64 0.63 0.64

Note. Pairwise group differences were evaluated using the Scheffe post-hoc test.

108



Table 4.24

Means and Standard Deviations for Long-term Leaming by Education

Education
Less than 4 years 4 year degree Group
(n = 65) or more differences
(n = 102)
Q34

Ongoing self- M 0.38 049 n.s.
assessment s 0.90 1.00
Leaming M 0.08 0.13 ns.
agreement SD 0.32 0.50
Presentations M 0.74 0.81 n.s.

SD 1.16 1.18
Major project M 0.98 1.25 n.s.

SD 1.23 1.22
Computer learning M 0.12 0.14 n.s.
opportunities SD 0.41 047
Probiem-based M .45 1.13 n.s.
learning SD .29 1.30
Faculty responses M 0.38 0.25 n.s.
to vour work SD 0.88 0.61
Dialogue with M 0.66 0.71 ns.
peers SD 1.00 1.05
Distance leaming M 0.65 0.51 ns.
courses SD 0.94 0.86
Observing peers M 0.22 0.29 n.s.
in action SD 0.52 0.70




Table 4.25

Means and Standard Deviations for Long-term [ earning by Employment
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Employment
Business Education Government Social Group
(n=21) (n =50) (n =38) Services differences
(n =357)
Q34

Ongoing self- M 0.52 0.42 0.34 0.56 n.s.
assessment SD 0.95 0.91 0.94 1.07
Leaming M 0.00 0.12 0.08 0.16 ns.
agreement sSD 0.00 0.52 0.36 0.49
Presentations M 0.86 0.72 .89 0.77 n.s.

SD 1.24 1.18 .13 1.20
Major project M 1.52 1.16 1.07 n.s.

SD 1.44 2 1.17 1.22
Computer learning M 0.14 0.12 0.08 0.18 n.s.
opportunities SD 0.48 0.44 0.36 0.50
Problem-based M 1.33 1.32 1.45 1.09 n.s.
learing SD 1.1l 1.32 1.37 1.31
Faculty responses M 0.10 0.30 047 0.26 n.s.
to vour work Sb 0.44 0.65 0.95 0.70
Dialogue with M 0.67 0.78 0.50 0.72 n.s.
peers SD L1l 1.02 0.89 1.06
Distance learning M 0.52 0.36 0.47 0.75 n.s.
courses SD 0.93 0.80 0.76 0.97
Observing peers M 0.33 0.20 0.34 0.16 n.s.
in action SD 0.66 0.49 0.78 045

Note. Pairwise group differences were evaluated using the Schefte post-hoc test.



Table 4.26

Means and Standard Deviations for Long-term Learning by Province

Province
BC AB+SK+MB  ON+PQ Rest Group
(n=132) (n=15) (n=13) n=7 differences
Q34

Ongoing self- M 0.48 0.60 0.38 0.00 n.s.
assessment SD 0.98 112 0.96 0.00
Learning M 0.11 0.13 0.15 0.00 ns.
agreement SD 04 0.35 0.55 0.00
Presentations M 0.83 0.53 0.62 0.86 n.s.

SD 1.21 0.99 1.04 1.21
Major project M 1.17 0.67 .15 2.14 n.s.

SD 1.22 1.1l 34 1.21
Computer learning M 0.14 0.20 0.08 0.00 n.s.
opportunities SD 047 041 0.28 0.00
Problem-based M 1.19 1.53 77 1.1 ns.
learning SD 1.30 1.36 1.24 1.
Faculty responses M 0.27 0.47 0.23 0.86 n.s.
to your work SD 0.64 0.99 0.83 1.21
Dialogue with M 0.60 1.0 1.00 0.71 n.s.
peers SD 0.97 1.2 1.08 0.95
Distance learning M 061 0.47 0.38 0.14 n.s.
courses SD 0.93 0.92 0.65 38
Observing peers M 0.27 0.20 0.08 0.14 n.s.
in action SD 0.64 041 0.28 0.38

Note. Pairwise group differences were evaluated using the Scheffe post-hoc test.
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Question Thirty Five
Question 35 asked: What long-term changes within yourself have you observed
are directly related to the self-assessment portion of your MAL program? Please circle
all the responses that apply to you.
In descending order of endorsement the choices are:
1. Self-knowledge - 82.7%
2. Values related to leadership - 71.4%
3. Work relationships - 64.3%
4. Patterns of work behaviour - 59.5%
5. Patterns of personal behaviour - 57.7%
6. Personal relationships - 50.6%
7. Attitudes towards your work - 44.0%
There were no significant differences within any demographic categories.
Qualitative comments associated with question thirty five
Leadership competencies can be easy enough to describe, and quite another thing
to apply. PBL creates an environment where demonstration of skills is essential. The
opportunities to learn from others & to apply the competencies personally is a rich and
rewarding experience. The learning I experienced was depthful, passionate &
memorable. [ refer in particular to the final & most complex PBL frequency ( it was also

in the same filed was where I work).

It has definitely been worth all the personal & professional sacrifice over the past

2 years —



One of the best experiences that I took away and apply DAILY in my work &
personal life is the ability to see different preferences & approaches to problems, in
conversation etc. My “preference” for “process” was validated through the problem-
based learning experiences: previously I had been criticized for it. | know am able to

maximize my contribution to my organization without feeling guilty for not being “all

things to all people ".
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Table 4.27

Frequency and Percentage of Long-term Changes Related to Self-Assessment by Year

Year
1996 1997 1998 1999 Group
(n=123) (n=43) n=151) (n =49) Total frequency

Q35 differences
Patterns of Y 11(47.8) 28(61.5) 30(58.8) 28(57.1) 97 (58.4) n.s.
personal N  12(522) 15(349) 21(412) 21429 69 (41.6)
behaviour
Patterns of work Y 15(65.2) 29(674) 29(569) 27(55.1) 100 (60.2) n.s.
behaviour N 8§(G4.8) 14(32.6) 22(@43.1) 22(449) 66 (39.8)
Values related to Y 17(739) 353(76.7) 36(70.6) 33(67.3) 19 (7170 n.s.
leadership N 6(26.1) 10(23.3) 15(29.49) 16 (32.7) 47 (28.3)
Self-knowledge Y 20(87.0) 34(79.1) 42(824) 41 (83.7) 137 (82.5) n.s.

N 3(13.0) 9(209) 9(17.6) 8 (16.3) 29 (17.9)
Personal Y 11(47.8) 23(53.5) 26(51.0) 24 (49.0) 84 (50.6) n.s.
relationships N 12(52.2) 20(46.5) 25(49.0) 25(51.0) 82 (49.4)
Work Y 18(78.3) 30(69.8) 31 (60.8) 29 (59.2) 108 (65.1) n.s.
relationships N SQL7Y 13(30.2) 20(39.2) 20 (40.8) 38 (34.9)
Attitudes toward Y 11{47.8) 21(48.8) 18(35.3) 23 (46.9) 73 (44.0) n.s.
vour work N 12(52.2) 22(512) 3364.7) 26(53.1) 93 (56.0)

Note. Values in parentheses represent the percentage of respondents endorsing the
response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of freedom.



Table 4.28

Frequency and Percentage of Long-term Changes Related to Self-Assessment_by Gender

Gender
Female Male Group
(m=106) (n=255) Total frequency

Q35 differences
Patterns of personal Y 57(53.8) 35(63.6) 92 (57.1) n.s.
behaviour N 49 (46.2) 20 (364) 69 (42.9%)
Patterns of work Y 61(57.5) 36(65.5) 97 (60.2) n.s.
behaviour N  45(42.5) 19(34.5) 64 (39.8)
Values related to Y 73(68.9) 43 (78.2) 116 (72.0) n.s.
leadership N 3561 1218 45 (28.0)
Self-knowledge Y 90(849) 43(78.2) 133 (82.6) n.s.

N 16(15.1) 12(21.8) 28 (17.4)
Personal Y 49(46.2) 32(38.2) 81 (50.3) n.s.
relationships N 357(55.8) 23 (41.8) 80 (49.7)
Work relationships Y 67(63.2) 38(69.1) 105 (65.2) n.s.

N 39(36.8) 17(30.9) 56 (34.8)
Attitudes toward Y 46(434) 25 5.5) 71 (44.1) n.s.
your work N 60 (56.6) 30 (54.5) 90 (55.9)

Note. Values in parentheses represent the percentage of respondents endorsing the
response within each group. Group differences were evaluated using the chi-square test

with 1 degree of freedom.



Table 4.29
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Frequency and Percentage of Long-term Changes Related to Self-Assessment by Age

Age
18 -39 40 - 50 Slor Group
(n=46) (=102 older Total frequency
Q35 (n =20) differences
Patterns of personal Y 29(63.0) 59(57.8) 9 (45.0) 97 (57.7) n.s.
behaviour N 17(G7.0) 4342.2) 11(55.0) 71 (42.3)
Patterns of work Y 31(67.4) 58(569) 11(55.0) 100 (59.5) n.s.
behaviour N 15(32.6) 44 (435.1) 9 (45.0) 68 (40.5)
Values related to Y 33(71.7) 73(71.6) 14(70.0) 120 (71.4) n.s.
leadership N 13(28.3) 29(284) 6 (30.0) 48 (28.6)
Seif-knowledge Y 37(804) 84(824) 18(90.0) 139 (82.7) n.s.
N 9(19.6) 18(17.6) 2(10.0) 29 (17.3)
Personal Y 27(58.7) 51(50.0) 7 (35.0) 85 (50.6) n.s.
relationships N 19(4i.3) S51(50.0) 13(65.0) 83 (49.4)
Work relationships Y 30(65.2) 68(66.7) 10(50.0) 108 (64.3) n.s.
N 16(34.8) 34(33.3) 10(50.0) 60 (35.7)
Attitudes toward Y 21(45.7) 42(41.2) 11(55.0) 74 (44.0) n.s.
vour work N 25(54.3) 60(58.8) 9 (45.0) 94 (56.0)

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 2 degrees of freedom.



Table 4.30

17

Frequency and Percentage of Long-term Changes Related to Self-Assessment by

Education
Education
Less than 4 years 4 year degree Group
(n =65) or more Total frequency

Q35 (n =102) differences
Patterns of personal Y 37 (56.9) 59 (57.8) 96 (57.5) n.s.
behaviour N 28 (43.1) 43 (42.2) 71 (42.5)
Patterns of work Y 38 (58.5) 61 (59.8) 99 (59.3) n.s.
behaviour N 27 (41.5) 41 (40.2) 68 (40.7)
Values related to Y 43 (66.2) 76 (74.5) 119 (71.3) n.s.
leadership N 22 (35.8) 26 (25.5) 48 (28.7)
Self-knowiedge Y 52 (80.0) 86 (84.3) 138 (82.6) n.s.

N 13 (20.0) 16 (15.7) 29 (17.4)
Personat Y 33 (50.8) 51(50.0) 84 (50.3) n.s.
relationships N 32(49.2) 51(50.0) 83 (49.7)
Work relationships Y 40 (61.5) 67 (65.7) 107 (64.1) n.s.

N 25 (38.5) 35(34.3) 60 (35.9)
Attitudes toward Y 28 (43.1) 45 (44.1) 73 (43.7) n.s.
vour work N 37 (56.9) 57 (55.9) 94 (56.3)

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with | degree of freedom.
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Table 4.31

Frequency and Percentage of Long-term Changes Related to Self-Assessment by

Employment

Employment
Business Education Govemment  Social Group
(n=21) (n = 50) (n =38) Services Total frequency

Q35 (n = 57) differences
Patterns of Y 12(57.1) 31(62.0) 24 (63.2) 29(50.9) 96 (57.8) ns.
personal N 9(429) 19(38.0) 14 (36.8) 28 (49.1) 70 (42.2)
behaviour
Patterns of Y 9(429) 34(68.0) 23 (60.5) 33(57.9) 99 (59.6) n.s.
work behaviour N 12(57.1) 16(32.0) 15(39.5) 24(42.1) 67 (40.4)
Values refated Y 13(61.9) 35(70.0) 27(71.1) 44(77.2) 119(71.7) ns.
to leadership N 8(81) 15(30.0) 11 (28.9) 13 (22.8) 47 (28.3)
Self-knowledge Y 17(81.0) 42(84.0) 31 (81.6) 48(84.2) 138 (83.1) n.s.

N  4(19.0) 8 (16.0) 7(18.9) 9(15.8) 28 (16.9)
Personal Y 10(476) 25(50.0) 22(579) 28(49.1) 85 (51.2) n.s.
relationships N {1(52.4) 25(50.0) 16 (42.1) 29 (50.9) 81 (48.8)
Work Y 9(429) 30(60.0) 27.(71.1) 41 (71.9) 107 (64.5) n.s.
relationships N 12(57.1) 20(40.0) 11 (28.9) 16 (28.1) 59 (35.5)
Attitudes Y 9(429) 25(50.0) 19 (50.0) 20(35.1) 73 (44.0) n.s.
toward your N 12(37.1) 25(50.0) 19 (50.0) 37(64.9) 93 (56.0)
work

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of freedom.



Table 4.32
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Frequency and Percentage of Long-term Changes Related to Self-Assessment by

Province
Province
BC AB+SK+MB ON+PQ Rest Group
(n=132) n=15) @m=13) @=7N Total frequency

Q35 differences
Patterns of Y 75(56.8) 10 (66.7) 8(61.5) 4(57.1) 97 (58.1) ns.
personal N 57(43.2) 5(33.3) 5(G85) 3429 70 (41.9)
behaviour
Patterns of work Y 76(57.6) 12 (80.0) 7(55.8) 5(71.4) 100(59.9) n.s.
behaviour N 56 (42.4) 3 (20.0) 6(46.2) 2(28.6) 67 (40.1)
Values related Y 95 (72.0) 12 (80.0) 9(69.2) 4(57.1) 120 (71.9) n.s.
to leadership N 37(28.0) 3 (20.0) 4(30.8) 3(42.9) 47 (28.1)
Self-knowledge Y 110(83.3) 12 (80.0) 11(84.6) 6(85.7) 139(85.2) n.s.

N 22(16.7) 3 (20.0) 2(154) 1(14.3) 28 (16.8)
Personal Y 61(46.2) 11(73.3) 9(69.2) 4(57.1) 85 (50.9) n.s.
relationships N 71 (53.8) 4(26.7) 4(30.8) 3(429) 82 (49.1)
Work Y 84(63.6) 12 (80.0) 7(53.8) 35(71.4) 108 (64.7) n.s.
relationships N 48 (364) 3 (20.0) 6(46.2) 2(28.6) 59 (35.3)
Attitudes Y 34 (40.9) 10 (66.7) 7(53.8) 3(429) 74 (44.3) n.s.
toward your N 78 (59.1) 5(33.3) 6(46.2) 4(57.1) 93 (55.7)
work

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of freedom.
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Question Thirty Six

Question 36 asked: What long-term changes within yourself have you observed
that directly related to the problem-based learning portion of your MAL program? Please
circle all the responses that apply to you.

In descending order of endorsement the choices are:

1. Self-knowledge - 64.3%

o

Work relationships - 63.7%

Patterns of work behaviour - 60.1%

(9%

4. Values related to leadership - 53.6%

5. Patterns of personal behaviour - 39.9%
6. Personal relationships - 33.3%

7. Attitudes towards your work - 31.5%

Rates of endorsement varied by year of beginning the program for both work
relationships. v’ 3)=9.17. p < .05, and attitudes toward work. ¥*(3) = 8.45. p < .05.
Adjusted standardized residuals were examined to identify the years in which
endorsement rates differed. For work relationships, fewer students from 1998 than
expected endorsed this item (47.1%). For attitudes to work, more students from 1999 than
expected endorsed this item (44.9%).

Rates of endorsement varied by level of education for increased self-knowledge.
¥*(1) = 4.42. p < .05. Examination of adjusted standardized residuals indicated that a
greater number of students with less than a four-year degree endorsed this item (73.8%)

than students with a four-yvear degree or greater (57.8%).
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Rates of endorsement for work relationships also varied by age. ¥7(2) = 6.67. p <
.05. Examination of adjusted standardized residuals indicated that a greater number of
older students (51 years and above) endorsed this item (85.0%) than students who were in
the middle (40-50 years) age grouping (56.9%).

Qualitative responses associated with question thirty six

The MAL program was an exceptional program. which required that [ stretch my
mind, opinions & work behaviours. As a health care professional for> 30 years I had
become funnel visioned”. The interaction with adult professionals from severul diffcrent
venues ( i.e. education, business, non-profit, self-employment) & with a wide age spun
taught me new processes & new thought directives & new methods of “seeing " the
world.

! find I approach organizational issues with a more “global ™ mindset. asking
‘new " tvpes of questions to help understand complex or nebulous situations; e.g. looking
at systems theory: force field analysis; asking more probing questions to get to the root
cause of a situation.

I believe that the self-ussessment & problem-based learning approaches werc
effective for me to the extent that they supported my preferred way of learning. As a
visual learner who gains tremendously from interactions with fellow learners & faculty.
much of my learning came from the participation with others for receiving insights,
feedback. & challenges to divergent points of view.

Summary of Questions Relating to Long-Term Learning

Problem-based learning, the major project and peers are the three top items that

contributed most to the MAL participant’s long-term learning. The item that ranked



122

fourth on this list was presentations by faculty, leamners, and guest speakers and this item
provided the only gender difference in the questionnaire. Women were less influenced by
the presentations than men were. There was also a difference between years and the value
the major project presented. All years who had at least begun the major project or
completed it found that it was a substantial contributor to their long-term learning. The
cohort beginning their program in 1999 had not yet begun their major project and as such
did not state its significance. Overall this question provided the information that problem-
based learning and the major project were powerful experiences.

The long-term changes through participating in self-assessment occurred in the
areas of self-knowledge. values related to leadership and work relationships according to
question 335. People expressed that they were able to see “different perspective™ and that
their work lives were enhanced.

The long-term changes indicated by experiencing problem-based learning were
self-knowledge. work relationships and patterns of work behaviour. Those who had less
than a four-vear degree endorsed self-knowledge to a greater extent than those who had a
four-year degree or more. The demographics of age and year also presented statistical
differences in terms of work relationships and attitudes towards work. Older students
(51+) endorsed increased long-term learning in their work relationships than those
students in the middle age group (40 — 50). Those people beginning the MAL program in
1998 did not endorse work relationships as having changed due to problem-based
learning. Those beginning their program in 1999 endorsed their change in their attitude
towards work through problem-based learning. Overall, = this program has been a

wonderful learning experience”.



Table 4.33

Frequency and Percentage of Long-term Changes Related to Problem-Based Leaming bv

Year
Year
1996 1997 1998 1999 Group
(n=23) (n = 43) (n=31) (n = 49) Total frequency
Q36 differences
Patterns of 8(34.8) 17(39.5) 24@47.1) 17 (34.7) 66 (39.8) n.s.

personal behaviour 15(65.2) 26(60.5) 27(529) 32(65.3) 100(60.2)

Patterns of work
behaviour

16 (69.6) 27(62.8) 51(60.8) 26(53.1) 100 (60.2) n.s.
7(04) 16(37.2) 20(39.2) 23(46.9) 66 (39.8)

Values related to
leadership

12(52.2) 22(51.2) 27(529) 28(57.1) 89 (53.6) n.s.

11 (47.8) 21(48.8) 24 (47.1) 21(429) 77 (46.4)

Self-knowledge 17(73.9) 26(60.5) 353(64.7) 30(61.2) 106 (63.9) n.s.
6(26.1) 17(39.5) 18(35.3) 19 (38.8) 60 (36.1)

Personal
refationships

7(04) 13(0.2) 20(39.2) 15 (30.6) 55(33.1) n.s.
16 (69.6) 30(69.8) 31 (60.8) 34 (69.4) 111 (66.9)
Work relationships 16 (69.6) 30(69.8) 24(47.1) 36 (73.5) 106 (63.9) 1998
7(3G04) 13(30.2) 27(52.9) 13 (26.5) 60 (36.1)

Attitudes toward
your work

9(39.1) 9(209) 12(23.5) 22(449) 52(31.3) 1999
14 (60.9) 34(79.1) 39(76.5) 27(55.1) 114 (68.7)

Z< Z< Z< Z=< Z< Z< Z<

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of freedom.
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Table 4.34

Frequency and Percentage of Long-term Changes Related to Problem-Based Leaming by

relationships 70 (66.0) 36 (65.5) 106 (65.8)

Work relationships 66 (62.3) 38 (69.1) 104 (64.6) n.s.

40 (37.7)y 17 (30.9) 57(35.4)

Attitudes toward
your work

36 (34.0) 17 (30.9) 53 (32.9) n.s.
70 (66.0) 38 (69.1) 108 (67.1)

Gender
Gender
Female Male Group
(n=106) (n=353) Total frequency

Q36 differences
Patterns of personal Y 42(39.6) 22(40.0) 64 (39.8) n.s.
behaviour N 64(60.4) 33 (60.0) 97 (60.2)
Patterns of work Y 67(63.2) 3i(56.4) 98 (60.9) n.s.
behaviour N 39(36.8) 24(43.6) 63 (39.1)
Values related to Y 55(519) 32(58.2) 87 (54.0) n.s.
leadership N 351 (48.1) 25@41.8) 74 (46.0)
Self-knowledge Y 71(67.0) 352(58.2) 103 (64.0) n.s.

N  35(33.0) 25(4L.8) 58 (36.0)
Personal Y 36(34.0) 19(34.5) 55(34.2) n.s.

N

Y

N

Y

N

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 1 degree of freedom.



Table 4.35

Frequency and Percentage of L ong-term Changes Related to Problem-Based Learning by

Age
Age
18-39 40 - 350 51 orolder Group
(n=46) (n=102) (n =20) Total frequency
Q36 differences
Patterns of personal Y 21457 42@41.2) 4 (20.0) 67 (39.9) n.s.
behaviour N  25(54.3) 60(58.8) 16 (80.0) 101 (60.1)
Patterns of work Y 30(65.2) 39(37.8) 12 (60.0) 101 (60.1) n.s.
behaviour N 16(34.8) 4342 8 (40.0) 67 (39.9)
Values refated to Y 28(60.9) 3553(52.0) 9 (45.0) 90 (53.6) n.s.
leadership N 18(39.1) 49(48.0) 11 (55.0) 78 (46.4)
Self-knowledge Y 28(60.9) 67(65.7) 13 (65.0) 108 (64.3) n.s.
N 18(39.1) 35(34.3) 7 (35.0) 60 (35.7)
Personal Y 19@4L3) 31(304) 6 (30.0) 56 (33.3) n.s.
relationships N 27(58.7) 71(69.6) 14 (70.0) 112 (66.7)
Work relationships Y 32(69.6) 38(56.9) 17 (85.0) 107 (63.7) >S50+
N  14(30.4) 44 (45.1) 3(15.0) 61 (36.3)
Attitudes toward Y 18(39.1) 26(25.5) 9 (45.0) 53(1.5) n.s.
vour work N 28(60.9) 76(74.5) 11 (55.0) 115 (68.5)

Note. Values in parentheses represent the percentage of respondents endorsing the
response within each group. Group differences were evaluated using the chi-square test

with 2 degrees of freedom.
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Table 4.36

Frequency and Percentage of Long-term Changes Related to Problem-Based Leamning bv

Education
Education
Less than 4 years 4 year degree Group
(n =635) or more Total frequency
Q36 (n = 102) differences
Parterns of personal Y 27 (41.5) 40 (39.2) 67 (40.1) n.s.
behaviour N 38 (58.5) 62 (60.8) 100 (59.9)
Patterns of work Y 41 (63.1) 59 (57.8) 100 (59.9) n.s.
behaviour N 24 (36.9) 43 (42.2) 67 (40.1)
Values refated to Y 38 (58.5) 52 (51.0) 90 (53.9) n.s.
leadership N 27 (41.9) 50 (49.0) 77 (46.1)
Self-knowledge Y 48 (73.8) 59 (57.8) 107 (64.1) ><4 vrs
N 17 (26.2) 43 (42.2) 60 (35.9)
Personal Y 22 (33.8) 34 (33.3) 56 (33.5) n.s.
relationships N 43 (66.2) 68 (66.7) 111 (66.5)
Work relationships Y 38 (58.5) 68 (66.7) 106 (63.5) n.s.
N 27 (41.5) 34 (33.3) 61 (36.5)
Attitudes toward Y 23 (3549 30 (29.4) S3GLD n.s.
vour work N 42 (64.6) 72 (70.6) 114 (68.3)

Note. Values in parentheses represent the percentage of respondents endorsing the
response within each group. Group differences were evaluated using the chi-square test

with 1 degree of freedom.
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Table 4.37

Frequency and Percentage of Long-term Changes Related to Problem-Based Leaming by

Emplovment

Employment

Business Education Government Social Group

n=21) (n = 50) (n=138) Services Total frequency
Q56 (n=57) differences
Patterns of Y 7(33.3) 19(38.0) 20(52.6) 21 (36.8) 67 (40.4) n.s.
personal N 14 (66.7) 31(62.0) 18 (47.4) 36(63.2) 99 (59.7)
behaviour
Patterns of work Y 12 (57.1) 31(62.0) 20(52.6) 38(66.7) 101 (60.8) n.s.
behaviour N 9(429) 19(38.0) 18(47.4) 19 (33.3) 65 (39.2)
Values related Y 11(52.4) 29(58.0) 18(47.4) 31(54.4) 89 (53.6) n.s.
to leadership N 10(47.6) 21(42.0) 20(52.6) 26(45.6) 77 (46.4)
Self-knowledge Y 13(61.9) 33 (66.0) 28(73.7) 34(59.6) 108 (65.1) n.s.

N 8 (38.1) 17(34.0) 10(26.3) 23 (404) 58 (34.9)

Personal Y 7(33.3) 18(36.0) 12(31.6) 19(33.3) 56 (33.7) n.s.
relationships N 14 (66.7) 32(64.0) 26(68.4) 38(66.7) 110 (66.3)
Work Y 12(37.1) 30(60.0) 25(65.8) 39(68.4) 106 (63.9) n.s.
relationships N 9(429) 20(40.0) 13(34.2) 18(51.6) 60 (36.1)
Attitudes toward Y 6(28.6) 12(24.0) 11(28.9) 23(404) 52(31.3) n.s.
your work N iI5(71.4) 38(76.0) 27(71.1) 34 (59.6) 114 (68.7)

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of freedom.



Table 4.38

Frequency and Percentage of Long-term Changes Related to Problem-Based Leaming bv

Province
Province
BC AB+SK+MB ON+PQ Rest Group
(n=132) (n=15) (n=13) n=7) Total frequency

Q36 differences
Patterns of Y 3523949 5(33.3) 7 (53.8) 3429 67 (40.1) n.s.
personal N 80(60.6) 10(66.7) 6 (46.2) 4 (57.1° 100 (59.9)
behaviour
Patterns of work Y 80(606) 10(66.7) 6 (46.2) 5(71.4 101 (60.5) n.s.
behaviour N 352(394) 5(33.3) 7(53.8) 2(28.6 66(39.5)
Values related Y 70(53.0) 10(66.7) 8 (61.5) 2(28.6 90(53.9) n.s.
to leadership N 62(47.0) 5(33.3) 5(38.5) 5(71.4 77(46.1)
Self-knowledge Y 80(60.6) 12(80.0) 10 (76.9) 6(85.7 108 (64.7) n.s.

N 52@(G94) 3(20.0) 3(23.1) 1 (14.3 59 (35.3)
Personal Y 41 5(33.3) 7 (53.8) 3(429 56 (33.5) n.s.
relationships N 91(689) 10(66.7) 6 (46.2) 4(57.1° 111 (66.5)
Work Y 82(62.1) 12(80.0) 7(53.8) 6(85.7 107 (64.1) n.s.
relationships N 50(37.9) 3(20.0) 6 (46.2) 1 (143  60(35.9)
Attitudes Y 37(28.0) 8(53.3) 6 (46.2) 2(286 53(51L.7) ns.
toward vour N 95(72.0) 7 (46.7) 7(53.8) 5(71.4 114 (68.3)
work

Note. Values in parentheses represent the percentage of respondents endorsing the

response within each group. Group differences were evaluated using the chi-square test

with 3 degrees of tfreedom.
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Question Thirty Seven

Question 37 asked for any additional comments. Many respondents wrote about
their self-learning, and twenty-nine (29) people had positive comments to make overall in
their personal learning. People again spoke of the methods used to facilitate learning they
experienced during the program, eight people spoke positively of the model and eight
people spoke negatively. People also made use of this section to make general comments
regarding the program, seventeen (17) people made positive comments.

Qualitative responses associated with question thirty seven

For the qualitative section of question 37 | have divided the comments into two
categories: self-knowledge, and the methods used to facilitate learning.

Self knowledge

The MAL program made a real difference in my understanding of how to solve
problems and understanding more about organizational development. | finally was uble
to understand that “approval " isn 't necessary to be effective in leadership. I am no
longer subordinate and am more demanding of effective leadership from others.

The MAL program for me has not been like any other academic exposure
(Engineering & Economics). Most other experiences were isolated from actual life
experiences. the issues lessons and learning in the MAL program invade how one enjoys
life. Aside from the may hours one applies to the conducting of the courses (reading.
writing, discussions. assignments. reports), The MAL program fives one a new set of
lenses to view life and therefore interact with life. The MAL program exposure gets

embodied in one and facilitates positive change either in an evolutionary or radical or



both fashion. I would like to think other courses could effect one in a similar fashion.
Perhaps aspects of an MBA could.

One of the best experiences that I took away and apply daily in my work &
personal life is the ability to see different preferences & approaches to problems. in
conversations elc.

Problem-based learning was not a marvelous experience; it was okay & did
provide valuable learning opportunities for me. At times, working with a group did
become tedious. Mainly, because I prefer to work on my own. I can be a team player
when necessary, but there were times when the group meetings seemed to be these long
boring burcaucratic events where we went around in circles. People trying to make
points or talking just to talk. Overall an excellent way to learn about group process &
interpersonal skills.

Facilitating [ earning

These comments refer to the specific techniques of problem-based learning and
self-assessment techniques.

Through I valued the faculty & peer feedback throughout the program. I did not
find it particularly useful to put it into my Learning Agreement. | rarely referred to this
agreement after the first residency. It was not a useful tool other than serving as a place
to store information.

At the half~-way point of the MAL program [ would have to say that all the
components of the MAL program fit together like an intricate tapestry which allows for

competency development and assessment.



Problem-based learning must have mature learners (eg graduate Level) to be
most effective. It also needs careful planning. There must be discussion on the process on
how to handle process issues within a group (eg. Conflict, interpersonal skills) beforc
commencing with PBL.

The PBL process was useful but seemed confusing to learners & faculty alike.
Assessment is valuable & essential.

Like most college/university programs that [ 've experienced, the power and
potential for learning was directly liked to the leadership, expertise and passion of
faculty members. For me, at times, this was a weak link.

Discussion of Findings
The questionnaire was answered by 48%. Each question had a wide range of

responses this shows that people were not just in agreement or unhappy with the program

they were both and showed that in their responses

There are two demographic areas that did not present significant outcomes —
employment and province. People came from different employment sectors and
provinces but that did not seem to have any bearing on how they experienced the MAL
program. This may indicate that the long-term learning from the program is transferable
by the participants to their places of employment. So that those teaching or working in a
hospital could relate their learning directly to their diverse work situations. People who
live in different regions in Canada also find that the program speaks to them and so there
are no differences in terms of geographic location.

Analysis by gender yielded only one significant outcome. Women and men

differsd on how they related to the presentations given during the summer residencies.



Women were less impressed by the presentations than men. This maybe an indication of
preferred leaming methods. What is interesting is that there are not more gender
differences. Men and women found that problem-based learning and self-assessment
techniques were of value.

Analysis by age range also yielded only one significant difference. Those who
were 51 years old or older reported greater long-term learning through their work
relationships than those who were 40 to 50 years in age or younger. People beginning this
Master's program at whatever age found it valuable.

In terms of education, those with less than a four-year post secondary degree
placed less importance on learning how to manage group process, and they reported
greater degree of increased self-knowledge than those with a four-year degree or more.
Overall. people entering the program with their individual level of education found the
experience impacting their long-term learning.

Year of program cohort was the only demographic category that produced several
statistically significant outcomes. Participants who began the MAL program in 1996
reported greater use of competencies at work than those who began in 1998. The 1996
cohort of participants reported greater continued self-assessment than the 1997 group.
Those in 1998 reported marginally less satisfaction with their research competencies than
those in 1999. Those in 1998 considered the learning agreement to be of less importance
than those in years 1996. and 1999. Those in 1998 did not give a high endorsement to
long term changes directly related to problem-based leaming in their work relationships.
Those in 1999 found the faculty comments more useful to their long term learning than

those in either 1996 or 1998. Those in 1999 did not find the major project something that



added to their long term learning in comparison with the other three years. Those in 1999
did not give a high endorsement to long term changes directly related to problem-based
learning in their attitudes towards work. As a summary, the most significant difterences
were evident between different student cohorts, divided by year of beginning the
program. This suggests that people’s evaluations of the core concepts of the program are
influenced by their progress through the program and their time since completion. It is
possible that it makes a difference that each cohort experienced a different faculty team.
who developed a unique curriculum (within the general program guidelines). As well.
that each cohort developed a unique community identity. In chapter five I heard people
speak of how the program was reviewed and changed each year. Nevertheless. given the
focus on the program's application of skills to employment situation and long-term
learning we would expect that people post-program would demonstrate different
reflections of their learning.

It was interesting to me that there were so few statistically significant differences.
[ had assumed that there would be differences. For future study it would be important to
distinguish cohorts since there was difference in that demographic. The fact that each
year is different from the previous makes it difficult to compare but important to study
how a particular year impacts people.

A curious pattern that presented itself in the written comments was that people
sometimes wrote specific negative comments and yet chose a high number rating.
indicating a positive response, about the same item. Perhaps, people feel that they can
offer a criticism in the written section yet overall they are satisfied so they mark an above

average score on the scale. As an example, respondents indicated that they were pleased
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with the faculty and yet there were a number of negative written comments regarding
faculty.

The written comments provided an expansion of the questions. The comments
sometimes spoke directly to a person’s own feelings and at other times they provided
constructive feedback.

As conclusion it is my reading of the statistics and written comments that people
in the MAL program were highly satisfied with their leaming through problem-based and
self-assessment tools. They appeared to understand their personalities and behaviours in a
new way as a result of their learning experiences in the MAL program. They have
experienced an increased knowledge of how groups function. They have been challenged
to complete competencies and maintain learning journals. These tools have caused people
frustration but there is recognition of the learning value. Long-term learning has
increased specifically in self-knowledge, group management and this learning has

transferred to the work environment.
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CHAPTER FIVE
Telephone Interviews

This chapter reports findings from the telephone interviews, which were intended
to solicit further stories, reflections, and insights into the experiences of problem-based
learning and self-assessment techniques. The eight interviewees seemed very pleased to
participate: they spoke with enthusiasm and expressed both praise and disappointments
about their MAL program learning experience. The chapter is divided into five sections.
The first presents some background information on each interviewee so that the reader
becomes familiar with the students whose comments they will be reading. The second
section explores participant’s experiences reported in problem-based learning and the
third section explores participant's experiences of self-assessment. The fourth section
examines comments specifically directed at the Master’s degree’s administration and the
decisions made that impact student lives. The final section is a summary of the feedback

from the telephone interviews.
Background Information

As per the ethics agreement, pseudonyms have been used and all identifying
information has been changed to maintain the students’ confidentiality. Interviewees’
comments have been summarized and reported, and some of the quotes were altered
slightly. without distorting their meaning, in order to make them more readable.

I conducted the telephone interviews in the Spring of 2000. The interviewees
were very open and straightforward in their evaluation of the program. I found them all to
be articulate as they gave me stories and examples of their learning. Those who had
completed the MAL program two years or more before the interview had had a longer

time to reflect and process their learning. Those who had finished the program in 1996
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appeared reasoned in their praise and criticism. Those from the 1999 cohort had only just
completed the first summer residency, and appeared to be overwhelmed with the research
work that lay before them. They were very much still in the program and may not have
had sufficient time yet to really process the experience. Those who began the program in
1997 and 1998 were in various stages of processing their learning related to their
Master’s degree. I enjoyed the difference the years had produced and I think it is an
important part of the evaluation of the program. | was amazed by the transformations in
personality and career that many participants reported this program had wrought in their
lives.

Karen began the MAL program in 1996. She appeared very exuberant because.
she said. she had changed her whole life as a result of her learning through this program.
Karen had worked in the computer industry and the idea of incorporating values into
ones’ choice of work captivated her. So when she completed her Master's program she
found work that honored her values. She continues to explore the ideas of servant
leadership and describes her thinking as going from linear to open-ended.

Thomas began the MAL program in 1996. He expressed enthusiasm about his
learning during the MAL program because, he said, he had struggled throughout his life
with schooling and never pictured himself a scholar. He felt that the Master’s program
had allowed him to explore his love of learning, challenged his creativity, and rewarded
his efforts. He said he still incorporates the habits of reflection and writing that he found
freeing in the MAL program. He uses his learning in his public service workplace and has

found that he is a spokesperson for workplace training programs.



Judy began the MAL program in 1997, so by the time [ spoke with her she had
completed her Master’s degree. She described how she had had time to reflect on her
skills and she realized she had more skills than she had given herself credit for. As a
result, she chose to move out of her administrative position in the private sector and onto
a completely different career path. She gained confidence and a true sense of herselt’
throughout the MAL program. Since graduation she has opened her own consulting
company and brings her learning to her different work situations.

Andy also began the program in 1997 and he had completed the work associated
with the MAL program. Andy found that the program stretched him at times but he was
already very familiar with the techniques of problem-based learning. Overall. he felt that
the MAL program did not teach him anything new. Most of the techniques used and
concepts taught in the MAL program were already familiar to Andy as he used them in
his teaching. Andy did not express much enthusiasm about the problem-based learning
aspect of the program. He did find value in the relationships he built with his peers and
the support and encouragement he received from the faculty.

The two interviewed participants who began the MAL program in 1998 were Liz
and Joseph. Liz was in the middle of trying to complete her major project and was busy
in her life. Her conversation centered on her workplace and changes she had seen in
herself as an administrator. She reported gaining confidence during the first summer
residency. She seemed very pleased with her ability to reflect on her actions without
being critical of herself. She felt her learning had transferred to her personal life as well.

Joseph was in a similar situation as he was also working on his final project. He

was secure in the learning he had gained during the first summer residency. He found the



program both positive and negative. He was guarded in his praise of the program. He
knew that he had been stretched by doing self-assessment through his learning joumal.
however, he said he had found it did not fit his learning style. He felt that the MAL
program forced him into an experience that was difficult for him.

Gordon began the MAL program in 1999 and so he was completing the distance
learning courses and he was getting ready for the second summer residency. He had been
impressed with the first summer residency and he was looking forward to the second
residency. He said he had been able to incorporate some of his learning into his teaching
work, but the concepts were still fresh and he had limited time to fully incorporate his
learning into his practice.

Shannon also had begun the MAL program in 1999 and she was very busy
completing her distance leaming courses. She was impressed with the first year residency
and she found that her administrative work in a long-term care centre workplace had
encouraged her to explore her new learning. She had discovered new skills and had
improved on old ones. She also said she was looking forward to her next summer
residency.

The next two sections follow the general outline of the telephone interview
questions. [ asked people to tell me stories about their experiences in the first summer
residency in terms of problem-based leaming. To present those stories | have chosen
quotes to present to the reader. I have categorized the quotes into themes and presented
like statements together. I did the same with the section on self-assessment techniques

and how people had responded to those experiences. The last section presents some

concluding remarks.



Problem-Based Learning

This section on problem-based learning is divided into two major areas: (1) the
experience of problem-based learning method and (2) long-term learning on a personal
level and within the work environment. Within each theme are other categories to help
elicit an understanding of people’s experiences.

Themes became clear as I reviewed the interview tapes. and transcripts. As |
listened and read [ drew up charts of the common threads and themes that began to
emerge. Everyone articulated how they incorporated their graduate program learning into
their self-awareness. as well as into their workplaces. One of the reasons why most
seemed to find that their learning could be incorporated into their personal and
professional lives was that the group work was so powerful. Problem-based learning was
organized so that people were educated about their own skills and areas that needed
improvement. Then together with a diverse group of people they worked their way
through problems. In this process they experienced their strengths and worked on their
weaknesses and observed others doing the same. Because the theory and practice were so
intertwined most described their learning as powerful.

The first question of the telephone interview was.” What. for you. has been the
most outstanding learning and development from problem-based learning?” All eight
interviewees tended to respond by describing how they had experienced the workings of
problem-based learning. Then they would go on to explain the learning that they gleaned
on a personal level. As well they described their long-term learning personally and within

their workplace.
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The Experience of the Problem-Based Learning Group Method

Most interviewees had not experienced problem-based learning before beginning
the MAL program. Many of their comments were directed at this method of teaching and
the learning they accomplished.

Learning through team development

One of the goals of problem-based learning as a teaching tool is to develop group
work skills. Thomas spoke very highly of the group aspect of the problem-based learning
model. His most outstanding learning happened when contlict occurred and the group
had to manage the conflict to accomplish their task. ** The group dynamics sense of it all
{was my most significant learning] ... how the groups sort of come together and flounder
for a little bit and even get into some kind of conflict., | suppose and then gradually work
through everything. hopefully and end up being quite productive.” Gordon mentioned
how being in a group brought out all sorts of behaviour both constructive and destructive.
Problem-based Iearning helped people learn to identify behaviours and leam how to deal
with how the group functions. ** We were understanding ourselves better and
understanding how other people process information and deal with information better. by
having to deal with the people in our work groups™. Cynthia commented that the MAL
program’s first summer residency was her first experience of problem-based learning as a
concept. “What | found most fascinating was the whole team development process-
oriented aspect of problem-based learning”. Karen stated = but the purpose of the course
was for us to learn in a problem-based format, learn to interact with other team members
and experience the synergy”. Andy came to the nub of the experience for him by

outlining that the problem-based learning was more about the process of the group than
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the actual problem. “So the thinking and developing, and to try and say now can | get the
problem. get us to the end, or help the team get to the end, was the fact that | wasn’t even
thinking about the problem, I was thinking about where people were coming from™.

Team development is the process of bringing individuals together to collectively
work together towards a common end. Five of the participants described team
development as being an important element of learning. They learned from the conflict.
from the dvnamics that caused friction and insight. and from the success within the group
environment.

Learning from intra-team diversity

Several participants’ raised the subject of how the people were placed into groups.
Andy experienced disappointment in his groups because he had an expectation of his
peers: ™ A great majority of the students who were admitted in 1997, did not have
outstanding problem solving abilities.” Andy had expected that the MAL program
participants would have had extensive management experience and a post secondary
degree and vet some of them did not. Andy found this reality difficult: “Which is part of
problem solving but in fact it detracted considerably from the learning experience in the
first residency.” The Glendale University chooses which people are going to be in which
problem-based learning group. They carefully * arranged us so we had representation of’
different types of learning”. Gordon described it this way: ** We had provided the
administration with background information on ourselves, by filling out questionnaires
on our learning styles™. He realized that the groups “they had arranged us so we had
representation of different types of leamning”. He recognized the issues involved in

creating groups that would mirror the work environment and he found he had to learn
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how to express himself: © I mean you’re always working with people who don’t
necessarily get along or see things exactly the same way™.

Shannon commented that the diversity of groups was an important part of her
learning. She saw different skills being demonstrated and learned from watching. Other
interviewees commented that this aspect of the program created difficulties and that the
Glendale University administration was too controlling in their approach to the creation
of the groups. Thomas gave an example of the experience of working in a group where
people reacted to his occupation in a negative way while they were in the first problem-
solving group. He found the experience to be “'scary ™ and even though by the end of the
residency the group relationships were healthy. Thomas told his story this way: “this
woman immediately attacked me. And just sort of had a little bit of a rant and rave at me.
that you're not the boss.” Thomas was stunned by the reaction and since no one
responded to her he sat down. He told than of how. towards the end of the residency. the
two of them were able to speak about what had happened. —...1 said well in week one vou
pretty well hated me and wanted me shot and she said well. | was kind of afraid of what
was going on and | was really terrified.” Thomas and his peers were able to listen to each
other’s experience of the same situation and come to a deeper acceptance of each other.
Judy discussed how some groups worked perfectly together and that this created an
opportunity to really explore her own working skills. “I mean we were just such an
effective team. we had no conflict - we just worked beautifully.”

Working with people in groups is how the MAL program structures its program.

Interviewees experienced deep learning within their groups. Some of the learning did not



meet their expectations. some experiences were terrifying and still others were very
highly rewarding.

Learning by observing peers

Participants were encouraged to use their skills and experience from their work
environments within the problem-based leaming session. Interviewees commented on the
significant impact that interchange had on their learning while they watched people
demonstrate skills. Liz referred to her significant learning this way: “One of the
members” jobs was to do conflict resolution for large groups of people. So there was
some outstanding learning for me in watching him mediate what could have been a
conflict that may have gone down the wrong path.” Karen described one of her
professors who demonstrated to her what mentoring was all about by being a mentor:
“One of my professors...mentored me without probably even knowing that. And so
through that experience it changed me and I'm able to pass that on”.

Gordon spoke about how “on a weekly basis there were several (times) in which
difficulties arose within the group situation™. He said that on a weekly basis the people
within groups needed to “understand where other people were coming from and trying to
be fair and honest...and that was I guess one of the more eye opening things™.

Joseph spoke about someone in his group throwing a temper tantrum much like a
four-year-old and how the group did not ever resolve that situation. “*She was so mifted
that she didn’t get a chance to actually play centre stage in her particular role. It was quite
amazing!™

Participants observed their peers and faculty closely and leaned from what thev

saw. They were struck watching people demonstrate skills and then tried these skills on



for themselves. They were dumbstruck when people demonstrated behaviour that was not

appropriate. Valuable learning occurred in each case and participants recognized that

fact.

Exploring different group roles

Problem-based groups are organized so that each person must take on a role. The
roles that were most often spoken about were observer, leader, and recorder. Exploring
roles are part of participating in a group was a learning that four people discussed. They
often explained that they had one role that they were most comfortable in and that they
had to challenge themselves to participate in different roles. Shannon stated that her
major learning was the personal development of her role within groups. ...a personal
development perspective as to what roles you’re most comfortable in and to what roles
vou can improve in". Liz spoke of trying on different roles as being important to her
learning since most people in the program are in leadership roles and tend to lead teams
within the workplace: ** It meant that if [ watched somebody be particularly effective at
something one day. when it was my turn to be the facilitator. I could try to use some of
these skills™. Cynthia said, *I think what [ liked about it was the actual normalization of
looking at the roles. like having the observer and receiving feedback on the roles...it
increased process and we all had equal ownership™. Gordon learned about his strength of
being an observer in a group. = Actually that was one of my strengths that came out early
in that [ have good observer skills and when necessary to give feedback to someone on
what has happened™.

Interviewees found it valuable to experience the different leadership activities

within their groups. They watched people take on different roles and they learned from



observing their peers. They took on different roles, practiced their skills and improved in
areas where they needed to develop skills.

Experiencing synergy

Synergy is a word that describes a cooperative interaction within a group that
enhances the combined effort. Three people spoke of the feeling of “synergy”: the whole
group coming together without individual agendas and working towards a common goal.
Most participants had worked in team environments before but often this was the first
time that everyone worked together in a concrete way towards the same goal. Three
people spoke ot the experience of synergy, Karen exclaimed that:* Experiencing true
synergy between team members after a certain amount of time” was her statement of’
most significant learning. For her synergy was “ leveraging the strengths of the individual
to achieve the common goal.” Gordon spoke of synergy as a combination of course
material and working closely with people: ** A level of bonding was taking place.
especially when vou have to work that closely with someone in a short period of time. it
was beneficial to the leamning process”. Thomas spoke of this idea of synergy as being a
magic experience. ~ The people, they just came together and helped me (with a
project)...So it was just a magic experience for me”.

Working with a group towards the same goal and accomplishing the task in a
spirit of camaraderie was a valuable leamning experience for three of the interviewees. A
shared experience. a bond that is created, a group coming together without individual

agenda and completing a common project is the experience of synergy that participants

articulated.
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Skills and Self Knowledge Increased through Problem-Based [ eaming

Interviewees said they articulated their increased self-knowledge and learning
skills through participating in the problem-based learning.

Putting theorv into practice

Putting theory into practice for participants appeared to be an important learning
for five of the interviewees. They claimed that they were able to incorporate their
learning into practice because the dynamic of problem-based learning was so intense.
They described being able to use their readings and theoretical discussions immediately
into the next days problem-solving group. As Gordon stated: “You take the theory and in
a very short time vou're applying it to the problem the group has been given.” He
continued. =~ We were given the information and right away we were applying it to the
information in our groups. I could even see how it would apply to a real life situation.™
Liz stated. "I learn best when I can apply something. I read about systems thinking and
we applied it in the problem-based leaming group. that integrated it for me™. Judy
expressed that she read about the importance of courage in leadership and then in her
problem-solving group she had to have the courage to state her convictions. For Judy it
was the activity of problem-based leaming that “really sinks some of these lessons in. in
a way that nothing else does™. Shannon spoke of the dynamic of putting theory into
practice this way. = [ think that it took things off the textbook page and really put it into
action. so that people had a true experience of it”. Karen stated that the combination of
being given a challenging problem and specific coaching on the variety of ways to solve

a problem were enlightening. “We were also coached through different examples of how
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problem solving can go awry if you advance individual agendas, and it’s extremely
enlightening™.

Five interviewees stressed the importance of applying new ideas right away. They
found they would read about a problem-solving method or a theory and then the next day
be able to put forward their ideas. They came to new understandings about leadership.

having the courage of their convictions and learning how to apply theory to a real life

situation.

Learning stvle

Learning styles is a phrase used to describe the ways in which people learn. The
web-site. 7-12educators.about.com (2001) describes learning styles as: * This approach to
learning emphasizes the fact that individuals perceive and process information in very
different ways.” Each person has a style that is most comfortable such as learning by
doing “concrete perceivers” or learning by reading an “analysis and thinking™ perceiver.
Interviewees often stated that they found the process of working with the group context
really mirrored their learning styles. Gordon liked to see how information could be
applied to a situation ™ it [that] had a greater effect on my leaming. For me, that’s much
better reading something and maybe writing about it”. Gordon stated that his personal
learning stvle was significantly impacted. ~ | know my learning style is one in which I
learn best if [ do. and problem-based learning allows me to do that much better.” Others
also described the impact of learning through experiencing the techniques of identifying
problems. managing time and working through group dynamic issues. Andy stated that =
being able to tormulate and structure the problem solving method. That would probably

be the number one learning for me. The thinking process. rather than the doing process.™
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Learning styles are as varied as the people learning. Some learn by reading
material and discussing it. Others learn best by experiencing the learning, practicing or
doing the work. Others learn by thinking about what they have seen, heard or
experienced. Problem-based learning provided an opportunity for participants to work
from what they believed to be their preferred learning style.

Developing self-knowledge

Three people referred to Myers-Briggs personality testing as being very helpful to
their learning during summer residency 1. The web-site, aptcentral.org describes Myers-
Briggs Type Indicator this way: “MBIT is a self-report personality inventory designed to
give people information about their Jungian psychological type preferences.” The
personality testing was enlightening to individuals and they used the information to help

make their group work flow.

Shannon described how the team discussed their personalities and discovered that
they all had a tendency to not finish projects: “Our group had very low finishers so we
knew that that was going to be a weak point for us™. Shannon’s group had to “Put
structures in place to make sure that we weren’t there until three o’clock in the morning.
every night”. Thomas said he now encourages people in his organization to take a Myvers
Briggs like personality test. Gordon speaks about incorporating the personality tests into
how he relates to people since it gives him control in his life. * I'm behaving this way
because of my natural way to behave, but that person is different ... ['ve got to make sure
[ don’t push the wrong buttons™.

Using a tool such as the Myers Briggs personality gave participants an

understanding of themselves and others in their groups. Groups knew if they were going
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to have difficulty finishing a task, individuals leamed to control their own impulses and
still others have used Myers Briggs like tests in their work environment.

Exploring Creativity

Three participants referred to the importance of freedom and encouragement to be
creative in their academic work. * I think [the program] was quite a significant challenge
to me...it made me explore my creativity and my human interaction skills, and my ability
to play different roles in the different situations,” stated, Joseph, when asked for his most
significant learning. For Andy., significant learning was discovering his voice when he
tried writing in personal and imaginative forms for the first time. Thomas also discovered
his creativity through self-reflective writing assignments in the program: ** I had an
absolute delight ... the epiphany of when I realized [ could write in the first person™.

Being encouraged to be creative is a treat in the academic world and the
participants of this Master’s program took full advantage of the opportunity.

Experiencing transformation

The experience of being placed in problem solving groups for four days to create
a solution was described by five of the telephone interviewees as a powerful and
transformative experience.

Thomas said three times in his interview that the program was powerful for him.
I was totally sold on the program. It was magic.” Judys primary learning was. she
explained, developing courage to state her convictions, which she integrated with the
importance of personal leadership.

I think the number one lesson for me. was the importance of individual

leadership in creating and improving change. In other words, if you don’t



have the courage to state your convictions and to hold what you believe

in. in a way that other people can hear that, then you really aren’t doing

your job in terms of leadership.
Judy felt she had become stronger by following her convictions. Gordon felt * The
program was exciting and it has brought me in contact with people outside the teaching
profession.” Shannon could not imagine “going back to her old ways of thinking and
being”. especially since she has an “expanded view on how things can be™ through
problem-based learning. Karen said she would do it all again. “ My learning was such a
wonderful experience for me”. For Joseph the first residency [based on problem-based
learning] was intense and even frightening: ** I think it [PBL] terrified me .... The whole
idea of having a kind of brief period of time to work with people that I don’t really know
very well.™

Judy stated. “The action of one person can really be tremendously influential. And
if you don’t realize that. if you don’t realize that you have that power, then you are much
less effective in your own leadership or in leading others.” While Judy was learning in
the MAL program. she decided that her work environment played to her strengths and
she was making assumptions about the work environment that she was helping to create.
I was part of the group who created corporate culture”. Judy came to understand that she
was participating in value-laden activities within her work environment and that these
activities did not reflect her values. Judy evaluated her job in the personnel department: -
Actually. I came back [from summer residency 1] knowing that [ had been in denial

about [the values underlying workplace practices] a lot of things.” Judy feit she was able



to leave her job in a constructive way: “But | knew I was planning to leave, which gave
me a lot more effectiveness in what I was doing.”

This Master’s program was perceived by most participants as being powerful
transforming their lives. Learning was experienced in an intense way and on a concrete
level. Participants evaluated their lives and places of employment and decided to make
changes. The program was so intense that it was frightening to some participants.
Life-Long Learning within Problem-Based Learning

The interviewees expressed increased awareness of their life-long learning skills
because of their participation in the problem-based leaming activities.

Enhancing life long leaming skills

Thomas found that he was more aware of the need within his organization for life
long learning. He encouraged his staff to take whatever courses they would like to. I
the concept with the PBL and life long learning has done anything, I guess maybe it has
sharpened my sense of life long learning.” Thomas’s sharpened sense of long-term
learning has cross the boarder from personal to organizational. He now creates a place for
learning to happen within his workplace.

Looking at the big picture

Many interviewees explained that, since completing the MAL program, they now
felt that they looked at the *big picture” when working on issues in their workplaces and
lives. Gordon discussed how he has learned to look at the big picture in his work
environment when managing his staff. He acknowledged that each person had his or her

own life issues that impacted how they carried out their responsibilities.



By looking at the bigger picture and trying to get them to see that. | guess

that’s where I’'m using my leaming styles too and also understanding how

the people react and what’s important to them, and my strengths and some

of the ways [ look at things, I do look at things more holistically and I"ve

got to try and get that across to people, that in certain situations there

maybe a better way to cope.

Thomas stated that he now encourages his manager to let staff go on training courses
because he feels it will broaden their horizons, * I tell him that I know that our people
will come back with some kind tools that will help us here, even if it is just experience™.
Liz spoke of how she now ** looks at the big picture” when dealing with situations: ™ |
think the program has helped me become more politically aware and I think it"s that
systems thing when you look outside of the immediate environment to the external
factors™. Judy explained that she was always fascinated by how people behave: ~“But
somehow | never had a comprehensive and global picture as [ got after | came out of the
program.”

Andy spoke of learning to format and structure organizational problems as being
his most significant learning. For Shannon the “big picture” learning was “incredibly
valuable™. She found the: “New framework to look at how things are changing and
evolving in the workplace. And so having that ability to reconcile current reality with
preferred reality and future reality”. Six of the interviewees discussed how they learned to
see the “big picture™. The ability to see beyond the immediate and to value other

perspectives has meant that participants encourage more workplace learning. and are



excited about their own long-term learning. There is a new perspective, a grander
horizon, a structure to problems and solutions.

Transferring learning to the workplace

Most participants recounted how they felt the program had helped change the way
of looking at their work environment. Leadership is the crux of the MAL program and
participants were positive about how they were able to increase their leadership skills. As
an example. Judy spoke about how she discovered her leadership skills within her group.
She had directed her group to follow systems thinking reasoning that had taken them to a
finished product. [ just kept going with it and that was what we used, we started to put
together the presentation”. Her peers told her in her evaluation that she was “incredible.
you should have seen your face when you started talking about system solutions.”
Leadership is a myriad of skills and Judy experienced first hand the skill of presenting
material so that others. she felt. could follow her thinking and be convinced by her
reasoning.

Andy was the only person who had experienced working with problem-based
learning and so he had not changed his approach at work. Shannon said that transferring
improved roles into " the workplace and incorporating some of those has been really
helpful because then people are a little bit more conscious of how their behavior impacts
other people.™ Karen spoke extensively of how she uses problem-based iearning within
her educational institution: * I go into the classroom and I say [ am here to facilitate vour

learning and to facilitate your success and [ will do whatever [ can toward that end.™

Gordon declared.



Definitely we were not without conflict and friction within our groups.

But it’s a real thing, [ know in my workplace I’m constantly dealing with

friction and conflict and people who don’t see eye to eye.... And it’s

learning how to take the approach or be able to analyze the situation to

come up with possible solutions, is what helps get over those difficult

times and move on with things.
Liz spoke about being able now to confront conflict. “...one of the things that being in
that group taught me was not to be afraid of conflict — like most people [ would rather
avoid conflict if [ can, and I’ ve certainly gained skills in intervening in conflict situations
earlier before they get out of hand™. Judy now a consultant in organizational change said
she found that she can empathize with her clients as they change and experience the
dislocation of change: ** So now when I go out and I'm consulting, I realize that | know
the state of mind those people are in, and [ understand why they are the way they are.
And it really helped me in terms of change management and helping clients....”
Thomas's work environment was very hierarchical so within the structure of the
organization he said he had not introduced problem-based learning. However, he
claimed: “*[f the concept with problem-based learning and life-long learning has done
anything. | guess maybe it’s sharpened that sense [of life long learning].” He brought his
openness to new ideas into his workplace: “*and so I urge my people to just take
anything™.

As the five weeks progressed some students found themselves reflecting and
evaluating their work lives. Interviewees felt that they had a stronger sense of themselves.

developed skills and felt competent to return with ideas to their work environments.



Summary of Problem-based [ earning Section

Participants in these interviews were unreserved in their praise of their learning
through problem-based learning as it was conducted in the MAL program. They took
theoretical concepts and applied them to real situations. They learned how groups
functioned and explored different roles for themselves. They experienced synergy and
were amazed at the power a group of people can have as they work together towards a
common goal. They challenged their own leadership skills by examining their personality
and learning styles. They observed their peers and faculty demonstrate positive leadership
behaviours and negative leadership behaviours. They were encouraged the think
creatively and to look at the “big picture.” Their life-long learning skills were fostered
and they took their learning to their places of employment. One participant used problem-
based learning in his workplace and knew its value, so for him the program was not
enlightening. For the other seven interviewees, problem-based learning was powerful. It
emboldened one participant to have the courage to state her convictions. While for
another participant the intensity of problem-based leaming was intimidating. Problem-
based learning can lead to significant change in people’s lives. For two participants their
learning led them out of the jobs they had and into ones that reflected their values and

new found self-awareness.
Self-Assessment Techniques
The MAL program evaluates the learners using various methods of self-
assessment: learning journals. learning agreements, psychological self-testing instruments
for leamning styles. personality, leadership style and others, and reflective dialogue with

peers and faculty. The interviews attempted to gain further insight into the learning



experience of participants in using these tools and learning from the assessment
techniques. The telephone interview followed the same outline of questioning as the
problem-based learning questions beginning with. “What for you would be the most
outstanding learning and development in the areas of self-assessment and self-
reflection?” That question was followed up with asking for examples. and stories to
further clarify their comments. The decision was made to discuss with peopie not only
the actual techniques used by the University but also participants’ understanding of self-
reflection. Participants divided their responses again into either their own self-learning or
the tools of assessment that the program asked them to use.

This section on self-assessment learning is divided into two major areas: (1) the
experience of self-assessment learning method and (2) long-term learning on a personal
level and within the work environment. Within each theme are other categories to help
elicit an understanding of people’s experiences.

Learning Through Self-Assessment

Doing assessment of oneself is a difficult practice to master. Interviewees told

stories of their ditficulty and their success at developing self-assessment skills as

described in the following sections.

Retlecting on the leaming process

Judy found that the learning journal and time to reflect was a major aspect of her
learning during the MAL program. She experienced “subtle nuances™ that the = process
of reflecting on things”™ brought out. She found: It was just amazing some of the depths
that came out that [ had no idea was there.” There was an element of discomfort though:

“it’s a very narcissistic occupation or activity when you’re doing self- assessment. but



there was a tremendous amount of leamning.” Judy was emphatic that if she had not done
the journal writing: “I would have missed at least 40% of the learning that was available
to me in that program”. Reflection takes time and energy and it can be very rewarding.

For Shannon the journal helped clarify the learning process because the journal
was a place where learners could process what had happened to them.  And also | think
it was very valuable for when some of our team work got a little bit intense we could do
self-reflection as to what happened there and what could have been done differently.” An
important statement about how reflection could be put into action during the summer
residency was that people could challenge themselves privately to change behaviour that
they had decided needed changing. Judy spoke very specifically of this: “In self-
assessment vou really come face to face with what you have to change about vourselt™.
For Judy it was “easier to make [changes] when you decide yourself”. She expressed that
Glendale University was “a safe place to leam and you can make the decision to change
without anybody knowing you're doing it”

The MAL program was structured so that there was time each day to pause and
reflect. Learning is an internal process and participants valued the tools that helped them
sort through their experiences.

Learning to pause and reflect

A structure that was incorporated into the day to day format of the summer
residency was a time to reflect. People had the freedom to determine what thev wanted to
do during this time: they could reflect, play tennis, exercise or work in their journal.
Shannon spoke of how much she “loved™ the learning journal and the structured time

given to self-reflection during the first year program. * I think we called it body and soul



time [a time] to actually step back and reflect.” Shannon also mentioned the need to
create time every day to reflect as one of her long-term learning. ... at the end of the
residency only five weeks later saying that made such a difference to my quality of life.
How can I bring that back into my everyday life? And that’s something that I've tried to
do....” Judy described it this way: “I certainly knew after | came back from that first
summer residency, and even the second one, that [ couldn’t keep rushing through my
life”. She explained that she began to realize,

That those moments where you're staring at a pool of water or where

you're thinking back on what happened and problems with the session

today. where you're spending maybe ten minutes thinking about what

you're going to put into your learning agreement...is very productive

time. And in fact it can be much more productive than anything else you

do that day.
Liz said. = | think in general I have learned to stop after...significant encounters and say
to myself. how did [ do there? What did [ do well? What could [ have done better? And |
think doing self-assessment more often has made me more comfortable with sharing my
assessment with other people.” Joseph was one participant who felt that there was not
enough time provided during the residency to adequately reflect.

An important element of self-reflection is to learn how to take time to pause and
reflect on learning. Three interviewees found that being given time within the five-week
residency to just reflect was very meaningful for them. Taking time to pause was

something they wanted to incorporate into their lives even after the program ended.



Self-Assessment Within the Group Environment

Working in groups, as we saw in the problem-based learning section, elicited
much insight for participants. When people were evaluating themselves they gained
insight by reflect. listen to their peers’ comments, and asking for faculty feedback.

Peer and faculty assessment

One of the tenets of self-assessment is for students to solicit feedback from their
peers as well as be able to provide constructive feedback when requested. Some learners
in this study understood its value but found it difficult mostly because they did not feel
comfortable with assessing themselves in a positive light nor in providing peers with
critical constructive feedback. Shannon described it this way: ** So receiving that
feedback from vour peers and reflecting on that, I thought that was also very valuable.”
She qualified her statement saying “I think the only thing that I would change is having a
bit more on developing the skills for giving feedback to other people.” Shannon
recognizes that: “People aren’t always comfortable or know how or have the skills to give
good. constructive. balanced feedback.”

Gordon described the need to do self-reflection and to demonstrate change so that
others can observe new skills: “If you're going to assess yourself, you want people to
believe your assessment. Also you want to make sure that you demonstrated the behavior
that is being assessed in a way that others would see it.” Gordon stated that he enjoyed
receiving feedback. However, he expressed his difficulty with providing his own
assessment this way:** When it comes to evaluate yourself, I guess you're looking at the

positive and it’s basically patting vourself on the back I've never been good at that™.
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Joseph also felt that peer feedback was often guarded and was not really as
helpful as it could have been. He had very much wanted to receive feedback from his
peers and he recognized that as an integral aspect of the program:* | found that I wanted
to hear what other people were saying about my personal performance.” He said he was
eager to hear their feedback but when he received it he ~ found the comments from my
peers on the course much less useful™. Liz described her insight into reflection through
her peers and the focus the program had on peers providing assessment for each other.
~Oh...the most outstanding in self-assessment...I think it was probably again the self-
assessment that [ did with peers either formaily or informally™. She found that at the end
of an activity the group would debrief and discuss what areas needed improvement. She
indicated that ...it made it more concrete for me. so | could say when | was facilitating
today or when | was presenting my ideas. [ thought I could have been more forceful™.

The skills needed to adequately give and receive constructive feedback require
teaching and practice. Interviewees found it difficuit to praise themselves. They at times
complained that their peers were nice instead of being constructive. Three interviewees
discussed how they were able to prompt changed behaviour within themselves because
they felt safe at Glendale University.

Role of faculty

The faculty apparently played an important role in challenging the program
participants in their self-assessment. Joseph spoke of how a faculty member helped him
understand his learning through reflection: ~...the relationship with my advisor during
both of the residences which was actually helpful in getting my own thoughts reflected

back to me so that | was able to arrive at conclusions™. Gordon acknowledged the
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faculty's ability to observe and provide feedback as an eye opening experience: "He was
just excellent and I was amazed by the information that he caught and put down. [ mean 1t
was like having a little tape played back and in fact even better because he remembered
things that | didn’t remember or didn’t notice that I had done™.

A role of the faculty within the MAL program is to support the work of self-
assessment. Interviewees reported that the faculty often pointed out growth and changes
they were experiencing before they were aware of these changes. They also reported that
they felt their learning was being supported. The support of peers and learning how to
demonstrate leaming was an important element in gaining self-awareness.

Learning bv Doing Self-Assessment

Participants described significant learning experiences in gaining skills associated
with being self-reflective. They found comfort levels and also struggled in learning new
skills. They expressed their individuality towards the learning and how they transferred
their skills to the workplace.

Struggling to learn how to reflect

Interviewees spoke of their difficulty in understanding how to do self-reflection as
a struggle. Andy felt that the skills of how to debrief and reflect were not taught. Liz said
it took her three weeks ~ to be decent at self- assessment and sort of the last two weeks
feeling really comfortable with it”. Karen stated. I learned how to reflect and it took me
until the second vear. almost to the end of the program because | am a structured linear
thinker. [ would say to myself, Ok, now we have to reflect and I would give myself ten

minutes. And now | understand™.
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Three interviewees recognized the struggle they had in learning how to be self-
reflective. It took time. sometimes almost the whole program, to come to a clear
understanding of what was involved.

Developing comfort with self-assessment

Gordon also speaks of his own innate skills when reflecting on his learning.  It’s
part of my learning behavior style, I'm just a naturally reflective person. And actually
that was one of my strengths that came out early in that [ have good observer skills and
when necessary to give feedback to someone on what has happened in a situation™.

Joseph described how he felt that the program was a healthy environment for
people who were extroverts but naturally quiet and introverts had difficulty. He found
that he needed more private time.

[ felt we were being kind of all put into the same box. We were asked to

do this personal learning journal and [ didnt like it very much to be

absolutely honest. [ learn things from a combination of all sorts of things.

[ like to have a lot of time to reflect which means spending time on my

own. which was difficult in the University context.

Joseph stated emphatically that ** ... people who are naturally contemplative. like I am. it
[the summer residency] was in fact an extraordinarily trying experience.

Participants found if they were naturally reflective, they felt they had success with

giving and receiving feedback. Other participants described difficulty they had being

reflective: it did not come naturally to them.
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Reflecting is different for each individual

Interviewees reported self-reflection to be an intensely private process. Karen
recognized that in her career in the computer industry, she was always accomplishing
tasks but she never looked back on an experience and leamed from that. = What is
reflection? Taking time not to be continually processing information. The learning aspect
of my job was not something that I really had considered before.” Judy spoke of how she
learned to put events into sequential order so that she could make sense of things: =...1If
you don’t try to put some kind of structure to your thoughts, you probably aren’t ever
going to really. truly understand what it is that you're reflecting on”. The other thing that
Judy leamed is that self-reflection is an ongoing process, “it never stops™. Gordon stated
that reflection should happen all the time because:  You don’t want to lose the good
parts in coping with vour life. You want to take advantage of that, because anything that
can make your life easier”. Thomas stated that the periods of reflection during the
residency “sharpened * long-term learning and made his learning “more concrete™.

Interviewees found that being able to reflect on the learning past and present was
an important struggle for them. They found it difficult and rewarding. The four
interviewees discovered that learning was always occurring and that by reflecting they
could make sense of their lives.

Transferring reflection to work

Interviewees all reported different ways in which they transferred their reflection
to the work environment. Gordon made mental notes to himself to change what he was
doing in his classroom. Liz reflected situations verbally back to people at work that

helped her sort out what was going on. Andy focused his thoughts. and worked through a
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number of scenarios before presenting his conclusions to his colleagues. Shannon tried to
connect the links in her learning by paying attention to her past learning and her present
environment. Karen asked her students to reflect on their learning through journal
writing. and said she did the same. Joseph does what he calls ~ reflection with action.” He
used the method of asking questions continually to stimulate thought, reflection and
solutions. Judy very specifically gave herself time everyday to reflect on what she was
reading and doing. She used the Excel program to help her organize her thoughts and
learning. Thomas used a tape recorder and a notebook to record his reflection and
learning. Two people of the interviewees no longer kept a written journal of any sort in
their lives. The other six interviewees in some form or another did continue to maintain a
written journal.

Summarv of Sclf-Assessment Section

The learning they accomplished through gaining the skills associated with selt-
assessment appeared to astound interviewees. Part of their astonishment was that the
work was difficult and frustrating. The work stretched them, encouraged them to evaluate
and change their behaviour. They appreciated their peers and at the same time struggled
with other people’s personalities and their own expectations. The faculty observed
participants” behaviours. commented on them and helped create a learning environment
where self-assessment and reflection seemed natural. Overall, interviewees reported that
self-assessment activities helped them to change, becoming more reflective and valuing

time set aside for reflection.



Summary

Problem-based learning appeared to enhance participants’ learning. according to
those interviewed in this study. They commented on how they could read theory and
come to their peers the next day with a piece of theory that the group would put into
practice. Interviewees commented that for the first time they understood how they
functioned within a group. They came to realize their personality strengths and the role it
naturally took them to. They also discovered that everyone else in the group had skills
that they brought to the process. They worked with these insights and challenged
themselves to take on different roles and come to deep appreciation of other peoples’
strengths. They struggled with the group dynamics. Sometimes the groups functioned like
clockwork and a sense of synergy was created. At other times groups conflicted and
people behaved in immature ways. These experiences were shocking and frustrating
according to interviewees. Participants felt that the facuity could have helped more
during the times when emotions and behaviours ran amok. People discussed that they
wanted more of the faculty’s time and they at times felt that faculty needed more training
to deal with contentious issues. More supportive learning came when peers demonstrated
skills that then others could practice when it came their turn.

The self-assessment tools of journal writing, providing feedback and learning
agreements were an integral aspect of problem-based learning. As people worked in their
groups they needed to evaluate their learning and demonstrate the new skills they were
developing. People said they developed a keener self-awareness and that they learned to
evaluate all their learning. They felt their experiences were validated in their learning

agreements. They also felt stretched by faculty’s comments and peers evaluation of their
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behaviours. They wanted constructive comments, they wanted to be seen demonstrating
changed behaviours and they challenged themselves by self-evaluating. However. they
were also disappointed that at times the comments they received were too nice. and they
found it difficult to honestly look at themselves and write it down. Self-assessment is a
skill that people had some difficulty taking to their places of employment. They found
that their internal dialogue was strengthened but they did not continue with learning
journals.

Overwhelmingly, interviewees spoke of their learning through the problem-based
learning experienced at Glendale University. Their comments reflected their positive
experience.” It changed my life”. said Thomas. = It was just magic, I guess that’s the only
word I can use.” Joseph learned to reflect on the problem-based situation and he uses this
skill in his work environment. Gordon was “energized by this learning™. saying that the
world is a larger place for him now. Judy felt that if she had not gone through the self-
assessment process and learned how to put theory into practice, she would not have been
able to leave her job and begin her own consulting company continuing to do this work.
Shannon said that problem-based learning was an ~ excellent tool to learn™. She tound
that the theory was balanced with experience — from books to action. from theory to
practice - and that now she could not go back to her old way of thinking. Karen has
incorporated a new goal in her life, which is to mentor servant leadership in her work and
home life. To Karen this means “ by listening by observing, by allowing people to be
who they are and present themselves and relate that is my kind of leadership™. Liz learned

conflict resolution and uses those skills with the process of reflection and she shares that

with others.
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In terms of long-term learning [ was struck by people saying to me that during the
first five-week residency they had come to know themselves as adults. No one said those
exact words but that was the sense [ was given. The people I interviewed had not
appeared to understand their strengths and weaknesses in the way they understood them
during and after the program. They felt challenged in their habits, attitudes and their
values. Two women | spoke with changed their careers because of the learning they
accomplished. The changes that occurred in their lives was transformative. People also
gained control over their learning, which [ found fascinating. They seemed to realize -
for the first time. for some - that everything they did was learning. They were now also
self-evaluating the situations that occurred in their lives. Problem-based learning was

powerful. self-assessment gave tools to reflect on the events that occurred and people’s

lives were changed.
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CHAPTER SIX
Final Reflections

This chapter provides summary of findings, researcher’s reflections and questions
for further study. To begin with [ will revisit the statement of the problem and then
discuss how the students spoke of their experience in both the questionnaire and the

telephone interview.

Statement of Problem

What is the experience of mid-career professionals in higher education
participating in a non-traditional program that employed problem-based learning and selt-
assessment techniques?

The mid-career professionals, who completed the questionnaire and those that
also consented to a telephone interview. were very pleased with their participation in the
non-traditional leamning aspects of their MAL program. Their experience was positive.
They found that they learned about themselves as adults and people within a group. They
learned about how groups function and how they function within a group. Generally. the
most valuable long term outcomes indicated by the majority of questionnaire and
interview respondents were: (a) understanding and managing group process. and (b)
increased self-knowledge.

What I have found myself saying to people who have asked about this study is
that the participants indicated that they came to understand themselves as adults for the
first time in their lives. How [ summarize this is that respondents indicated that the work
they did to prepare for and work through the problem-based learning was most
significant. Many described how they came to understand their strengths and weaknesses

through completing the Myers Briggs personality test and then through understanding
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that everyone else in their problem-based leaming group also had strengths and
weaknesses. This might seem self-evident but respondents indicated that the safe
environment and the practical learning helped bring home to them in a significant way
that their skills were different from others. They found this learning helped in their work
environments, and in their lives. They spoke about their increased self-awareness within
their work environment: how they tried new skills and were able to reflect and evaluate
performance, theirs and co-workers, and how they had skills now that were improving
their long term learning abilities. They spoke about the first summer residency as being
an important. in some cases life-altering, experience.

Those who perceived that their lives had been changed by their educational
experience said they had become ambassadors for the program. They commented to me
that their colleagues at work were registering in the program because of what they saw as
positive outcomes in the participants.

Participants’ Demographics

The response rate to the questionnaire was high: 361 questionnaires were sent out
and 168 were returned. The questionnaire demographics mirrored the MAL program’s
overall demographic patterns. The majority of questionnaire respondents were female.
from British Columbia. and between the ages of 40 to 50. The majority held Bachelor’s
degrees and were employed either in Health Care or Education.

The questionnaire was evaluated in terms of demographics and there were a few
significant statistical differences. The two demographic areas, of employment and
province. did not present significant outcomes. Age and gender both had only one

significant outcome. Men found the presentation from faculty, peers and guest speakers
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to be more useful than women. Those who were 51 years old or older expressed greater
long-term learning through their work relationships than those who were 40 to 50 years in
age. Education had two significant outcomes. Those with less than a four year post-
secondary degree expressed less importance on leaming how to manage group process
and greater endorsement of their increased self-knowledge than those with a four year
degree or greater. Year of program entry was the only demographic category that had a
number of statistically significant outcomes. Those who began the program in 1996
reported greater use of competencies at work and expressed greater continued self-
assessment than 1998 and 1997. Those in 1998 reported marginally less satisfaction with
their research competencies, leaming agreements, and did not give high endorsement to
long term changes directly related to work than the other years. Those in 1999 found the
faculty comments useful to their long-term learning. They did not indicate that the major
project added to their long term learning, nor did they give a high endorsement to long-
term changes directly related to problem-based learning in their attitudes towards work.
This suggests that people’s evaluations of the core concepts of the program are
influenced by their progress through the program and the time since completion. As well.
it is possible to that each cohort had slightly different experiences with team and
difference in curriculum following general program guidelines. The program is relatively
new so the faculty were diligent in incorporating feedback from each past cohort groups
in the hopes of improving the MAL program.

The telephone interviewees were chosen from 107 questionnaire respondents who
agreed to be interviewed. The eight telephone interviewees were distributed amongst

province. gender and vear of their program with varying levels of education and sectors
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of employment. I spoke to an equal number of women and men who lived in the Yukon.
Alberta. Ontario and British Columbia. I picked two people from each year and I think
that by the work they had that they had Bachelor’s degrees. Four interviewees worked in
education. both secondary and post-secondary and two worked in health care
administration. one in the military and one person was a consultant. These people were
keen to speak about their learning and presented excellent material with which to expand
the data from the questionnaire.

Problem-Based Learning

In general the questionnaire indicated that students were overall very pleased with
their learning through problem-based leamning. They indicated that they had personal
learning that they found it useful for their long-term learning, and that they used the
technique in their workplace. They also made a strong statement for Glendale University
to maintain problem-based learning as part of the MAL program. The questionnaires
demonstrated that respondents found the problem-base learning an amazing learning
experience in their lives. both positively and negatively. The majority of respondents
believed their most significant learning through problem-based learning was managing
group process. They felt they understood their own responses to group dynamics and they
gained the skill of recognizing others responses making them excellent group leaders. In
their written responses respondents mostly described high levels of self-learning. and a
sense of becoming transformed and enlightened.

The telephone interviews elicited the comment that problem-based learning had
opened participants” eyes to their very distinct personalities. They felt that for the first

time they truly understood who they were and they were amazed at the patterns of
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communication and interaction they demonstrated. There was an implied realization that
problem-based learning had brought them to this place as no other learning had ever done
in their educational experiences. For the students who participated in the telephone
interview their most significant learning through problem-based techniques were: (1)
enhanced creativity. (2) improved human interaction skills, (3) personal development. (4)
increased comfort with their individual learning styles, and (5) the importance of personal
courage and leadership. Their work in small groups became the conduit for personal and
professional learning. The conflicts and successes were equally admired and exalted. The
interviewees felt safe in their learning environment because they could practice new
habits without criticism. The issues on which the problems were based were provided by
external organizations and therefore the problems had relevancy. Learners were able to
access the organizations” personnel and data so that all avenues of learning. research and
creativity were available. The problem-based learning component of the program is
considered by most of the telephone interviewees to be the most remarkable part of their
experience within the program. They found group work intense and an incredibly
challenging.

Self-Assessment

In general the questionnaire indicated that students were pleased overall with their
learning through self-assessment activities. They indicated a perception that these had
improved their leadership, communication and research competencies. They appreciated
faculty feedback and their own increased ability to self-assess. However. they struggled
with exactly how the competencies were going to be evaluated: some felt the evaluation

relied too heavily on faculty. Others felt that the competencies were explained well and



were fair evaluation tools by not being overly reliant on faculty. Competency-building
had become a life-long skill for most respondents. Respondents commented on the role of’
the faculty. They felt the faculty respected them, and they could be honest in their
leaming agreement. Most respondents had not done systematic self-assessment prior to
the beginning of the program. They had a more negative attitude than positive towards
writing in a journal before they began their program and felt moderately happier with the
process as they continued their program. Some acknowledged that the journal writing and
leaming agreements were important aspects of their long-term leaming: however. most
responded that they no longer continued to maintain a learning journal.

The telephone interviewees were more split on their negative and positive
responses to self-assessment. Some experienced great personal learning while others telt
they were being forced to do an activity that did not enhanced their learning. Most
acknowledged value in keeping a journal, and value in finding time each day to reflect on
learning. However. as a group only two maintained a journal and most struggled with
time. The most significant learning for students through self-assessment techniques were:
(1) leaming how to reflect, (2) learning how to think concretely about ones learning. and
(3) discovering strengths in being able to do self-assessment. The role of faculty and
peers was spoken about during the telephone interviews. People were impressed with the
comments they received from faculty. They found the faculty observed their learning and
improved skills and would provide that feedback. A number of the interviewees wanted
the same sort of feedback from peers but they often found it to be constrained instead ot
constructive. Having the skills to be self-evaluating and to be able to evaluate others was

one that people were still working on.
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Recommendations for Further Study

Recommendations

[ realized once | was into the study that I needed to ask whether respondents had
changed careers as a result of participating in the program. [ did not know that significant
life and career changes were being made by participants. This information did not come
from the questionnaires but was revealed in the telephone interviews.

It became obvious as the study neared completion that it would be very interesting
to know why people had chosen this particular program. This was a question I did not ask
and if another study is done it should be included. People did spontaneously offer the
information that they chose the program because it was innovative. Others referred to its
proximity to their home. A few mentioned in passing that they wanted something
different in their lives and had heard that the program was unique. [ would recommend
asking the question of why people chose this program as the answer to that might shed
more light on why mid-career professionals participate in higher education. Insight into
those reasons might help provide collateral for administrations that would like to begin
non-traditional programs.

[ think a longitudinal survey of mid-career professionals’ experience of non-
traditional education might be very useful. I found that people who had completed the
MAL program in 1996 and 1997 had time to reflect on the impact of their learning in
ways that those in 1998 and 1999 who were still in their course of studies had not had
time to do. A longitudinal study might be able to account for and recognize differences

that occur during the vear which this study was not able to do.



I would also recommend that a question be included that asks whether participants
are considering or have changed their careers as a direct outcome of the MAL program.
Two women explained to me during the telephone interview that they had made decisions
to leave their present employment because of their leaming in the first summer residency.
They had not come in to the program with that goal but when they reflected on their
learning and evaluated where they were in their work environments they realized they
had to change. it seems to me that that is a promising outcome of a graduate program and
that deserves more study. Beyond research of this specific program or others like it. a
comparison of such programs and different aspects of them would be useful.
Comparisons could focus on participants’ experiences in residential aspects including
group-leaming activities. as well as their experiences in distance-learning and individual
research projects in graduate programs focused on personal development. Finally.
research is needed to establish more clearly the nature of long-term learning outcomes of’
such non-traditional programs and activities such as problem-based learning.

Researchers” Reflections

I would like to provide some of my reflections on my work and experience while
completing the activities required for this thesis. To begin with it is hard to accomplish all
the tasks associated with questionnaire design, layout, statistical data entry. computations.
evaluation. and formatting tables and documents. I found I needed other people’s
expertise to succeed at these tasks. I enjoy a process of finding solutions to problems and
these were issues I could find help with

I was surprised at how people responded to the questionnaire. Most were positive

and completed the questionnaire diligently. Some, however, criticized the layout and
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questioned the rigor of the instrument. Still others appeared to be so focused on their own
issues that they chose to interpret every question in their own way, changing questions.
rewriting responses and filling the open-ended spaces with what might be called
“ranting”.

I found the Likert scale easy to work with and it translated well to data. However.
I found the questions that ranked experiences very difficult to translate to data. | also
found it time-consuming to do that coding and the demographic coding. I was
overwhelmed by the amount of data that was generated. | did a huge amount of work
around the data and [ did not use much of this analysis in the final report. This relates 1o
my own learning curve on how to discuss statistical material. | have learned a great deal.
I have struggled and I have found people who could provide guidance.

The questionnaire’s qualitative comments were most interesting. People provided
a lot of detail about what they experienced. It was sometimes difficult to follow their line
of reasoning but mostly it was self-evident. It was interesting that the 168 people seemed
to agree that their self-knowledge increased and that problem-based learning was ver:
significant to them.

I really enjoyed conducting the telephone interviews. After completing the
questionnaire and receiving the feedback, it was straight forward to find the focus for the
qualitative part of this study. I enjoyed speaking to people. Everyone was helpful and |
found myself laughing with them. Sometimes as people spoke about their life changes |
found I was covered in goose bumps and choked up. There were powerful moments as
people told me their story. I found the tracing of themes to be an ever-unfolding

experience. Each time I read the transcripts or listened to the tapes I found new
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expressions and tone that helped to clarify people’s intent. My enjoyment of these items
probably corresponds to my skills as an English teacher and my fascination with people.

The actual writing of the thesis seemed to be an endless singular event. [ have
experienced great exhaustion and moments of exhilaration while working through this
process. The writing was endless — months of thinking, writing, editing, proof reading.
writing again and again editing only to begin again. However, eventually. | realized that
as | finished each task it was really complete and I could go on to the next task to
complete.

The binding of this document holds much satisfaction for me.

October 2000 found me bogged down in the work 1 was doing on statistics when
my love died. That event shattered me and I began my personal struggles with grief and
loss. I experienced with the death of Gerry a malaise. a shutting down. I was unable to
function in any way that | had previously been able to. I lay on the couch and cried. In
November I got up and went back to work. I gave myself permission. when | was home.
to do whatever I needed to do, walk, drink red wine. talk. cry, just sit for hours in
exhaustion. | made myself work on my thesis. I traveled to Saskatoon for a conference. |
bought Christmas gifts for family and friends. I grieved. In January I took the opportunity
to travel to Japan. There I realized that my only job was to grieve Gerry's death. then to
heal and become a whole person. | came home in February and tried to get back to work
on my thesis. But I could not do it. Every time [ tried | became distressed. upset. angry.
sad and anxious. Here was my problem — how do | complete a thesis under these
circumstances? Before [ left for Japan I found a book called “The Grief Recovery

Handbook™(1998). I opened that book and began to read. It told me: ** Time itself does
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not heal; it is what you do within time that will help you complete the pain caused by
loss.” (p.32). I wanted to be healthy so I began the work. It is an excellent book and |
found that as | worked through each chapter my thesis work became easier.

What does one learn in this type of process? I have passed the year mark and
these are things [ now know. (1) I have learned to process emotion. (2) [ have learned that
my emotions will not kill me no matter how powerful. (3) I have learned that life marches
on without regard to me being on the couch. (4) I have learned that I cannot do two all-
consuming activities without giving them both time and expression. (5) | have learned
that writing a thesis is isolating work. (6) I have learned that completing a thesis is highly
personally rewarding.

In reflection | know [ am strong because I have worked through my grief. [ know
that [ am strong because | have completed a thesis. [ have recognized skills in
organization. commitment, time management and perseverance. | have also created space
in my life for walking, thinking, being with friends and alone time. [ am aware that the
shock and grief is leaving my body and I that [ have my concentration back. | have
worked hard at grieving and | am healthier for it.

I am fortunate to have worked through this project. My Master’s course work was
formal in structure. not rigid nor without creativity but still more formal than the program
[ studied for this thesis. By studying the MAL program [ realized that there are many
ways to accomplish learning and in a sense it gave me permission to explore my grieving.
my thesis work and other elements in my world. It is the acknowledgement that learning
happens in all areas of one’s being. That element was missing in the program [ attended

but not missing in my last year of thesis and grieving.
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Summary

My impression from the research is that problem-based learning is the single most
significant method of learning for the participants of this program. Some described their
learning as “magic” and many indicated that this graduate program had given them
lifelong learning skills. I found as I researched that | wanted to know more about
specifically how and why this learning occurred. What exactly happened to these
participants? What is it about problem-based learning that facilitates deep level of insight
both into the subject material and the personality of the participants? Is it specifically
problem-based learning? Is it the context — the five intensive weeks in a residential
environment that facilitates the level of learning? These are questions that | did not study
and could be lines of inquiry for future research. As Savin-Baden (2000) states ™ there is
little data that has explored the impact of problem-based learning upon staff and students”

lives” (p.3).
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APPENDIX A
Questionnaire

Note: The MAL program name which appeared on the original questionnaire has been
deleted to protect the anonymity of the program.



Problem-Based Learning and Self-Assessment in the MAL Program:
A Study of Participants’ Experience in the Master of Arts in Leadership and Training at Glendale
University

We need your help! We wish to study your personal experiences with two innovative aspects of
the MAL summer residency programs: the problem-based leaming activities of Summer
Residency |. and the self-assessment process (using the Leaming Agreement) throughout the
MAL program. There is international interest in the effectiveness of these approaches to graduate
education. but we are lacking your perspective - the learner’s voice.

Your participation in this study is strictly voluntary. Your time is very much appreciated. We ash
that you complete the following questionnaire, which will take approximately 20 - 30 minutes.
As well, we will be contacting some of you for a telephone interview. If you are willing to be
interviewed, please indicate your interest on the last page of this questionnaire.

Glendale University is supporting this research towards improving the MAL program. The
results of this study will also be presented in scholarly journals and conferences, and a final report
will be made available to Glendale University. Finally, part of this research is being used as
material for a Master’s degree at the University of Alberta.

We would like to acknowledge our appreciation by offering a draw for four $50.00 Chapter s gift
certificates. If you wish to enter complete the section on the last page and return by March 3.

2000. The envelope containing your name will be kept separately from the completed
questionnaire to ensure your confidentiality.

Caroline Stuart, Graduate Student
University of Alberta
caroline@oanet.com

General Information: circle the appropriate responsc
. Year you began the MAL program: 1996 1997 1998 199
2. Your gender: Female Male
3. Your age group when you began the MAL program: 18-28 29-39 40-50 51-61 62-7
4. Highest level of education completed before you began the MAL program:

High School Post-Secondary Certificate  Trade Certificate

Professional Certificate Bachelor’s Degree Master’s Degree
5. Area of employment before you began the MAL program:

Health Care Financial Services Business Services

Social/ Civic Services Human Resources Self-employment

Education Retail Other:

Government Industry

6. Province you were living in before you began the MAL program:
BC AB SK MB ON QC PI NS NB NF NT YK
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Problem-Based Learning in the MAL Program

Note: Problem-Based Learning refers to the intensive team problem-solving exercises during summer residency i.

circle the appropriate response

7. Overall. how useful were the problem-
based learning activities for your own long-
term learning?

Not useful Somewhat useful Very useful
I 2 3 4 5 6 7 8 9 10

8. How useful were the actual problems to
your long-term learning?

Not useful Somewhat useful  Very useful
1 2 3 4 5 6 7 8 9 10

9. What long term personal learning for you
was the most important result of your
participation in the problem-based learning
activities?

Please rank order your top 3 responses:

Confidence

Understanding different perspectives
Managing group process
Self-knowledge
Communicating your ideas
Problem analysis
Decision making process

System thinking

Creating new vision

Leading

Other:

10. How useful to your long term learning
was the process of working with a group to
generate solutions?

Not useful Somewhat useful Very usetul
1 2 3 4 5 6 7 8 9 10

I1. How useful to your long term leaming
were the faculty observations and feedback
during the problem-based learning activities?

Not useful Somewhat usetul  Very useful
1 2 3 4 5 6 7 8 9 10

2. By the end of MAL Residency |. how Not Sometimes Frequently
comfortable were you with the problem- comfortable comfortable comfortable
based learning process? 1 2 3 4 5 6 7 8 9 10
13. Would you recommend the continued Not Somewhat Very

use of problem-based learning in its current recommend recommend recommend

form for the MAL program?

I 2 3 4 5 6 7 8 9 10

14. Please share any additional comments regarding the usefulness of the MAL problem-based

learning activities to your own long-term learning?

Self-Assessment using MAL Competencies

circle the appropriate response

15. Do MAL competencies capture what you
consider the most important leadership
competencies?

Not very much Somewhat Very much
1 2 3 4 5 6 7 8 9 10

16. Was it easy to assess yourseif using the Not easy Somewhat Very easy
MAL competencies? 1 2 3 4 5 6 7 8 9 10
17. Was your own self-assessment consistent { Not Somewhat Very

with the faculty assessment of your consistent consistent consistent
competencies? 1 2 3 4 5 6 7 8 9 10
8. Was self-assessment important in Not Somewhat Very
improving your overall leadership important important important

competencies?

1 2 3 4 5 6 7 8 9 10
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19. Was self-assessment important in Not Somewhat Very
improving your research competencies? important important important

1 2 3 4 5 6 7 8 9 10
20. Was self-assessment important in Not Somewhat Very
improving your communication important important important
competencies? 1 2 3 4 5 6 7 8 9 10
21. Have you made use of your MAL Never Sometimes Frequently
competencies at work? 1 2 3 4 5 6 7 8 9 10
22. Have you continued to self-assess your Never Sometimes Frequentty
MAL competencies in your workplace? 1 2 3 4 5 6 7 8 9 10

23. Please share any additional comments regarding the MAL competencies:

Self-Assessment and the Learning Agreement in the MAL Program
circle the appropriate response

24. Had you ever done systematic self-

assessment prior to the MAL program? No Yes

25. Had you ever kept a learning journal

prior to beginning the MAL program? No Yes

26. What was your attitude towards writing | Not Sometimes Very

in a personal learning journal before the Positive Positive Positive
MAL program? I 2 3 4 5 6 7 8 9 10
27. How much did you use the learning Never Sometimes Frequently
agreement throughout the MAL program? I 2 3 4 5 6 7 8 9 10
28. To what extent did you feel you could Not Sometimes Frequently
be completely honest in the self-assessments | honest honest honest

you posted in your learning agreement? 1 2 3 4 5 6 7 8 9 10
29. Did you feel that your learning Not Somewhat Very
agreement comments were treated with respectful respectful respectful
respect by faculty? 1 2 3 4 5 6 7 8 9 10
30. To what extent were faculty comments | Not very Somewhat Very

in the leaming agreement helpful to your helpful helpful helpful
long-term learning? 1 2 3 4 5 6 7 8 9 10
31. Would vou consider the learning Not Somewhat Very
agreement an important aspect of vour important important important
learning in the MAL program? I 2 3 4 5 6 7 8 9 10
32. Do you continue to maintain a learning | Never Sometimes Frequently
journal of some kind? 1 2 3 4 5 6 7 8 9 10

353. Please share any further comments regarding vour experience with using the learning

agreement as a tool for self-assessment:
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34. What areas of the MAL program did you find contributed most to your long-term learning?
Please rank order vour top three (3) responses:

_____Ongoing self-assessment _____Problem-based learning in Summer Residency |
__Learmning agreement ___ Faculty responses to your work
_____Presentations by faculty, leamers, ____Dialogue with peers

and guest speakers in Residency | and 11 ____Distance leaming courses
____Major project ___ Observing peers in action

Computer learning opportunities
Other:

35. What long-term changes within yourself have you observed are directly related to the selt-
assessment portion of your MAL program? Please circle all the responses that apply to vou.

a) Patterns of personal behaviour e) Personal relationships

b) Patterns of work behaviour ) Work relationships

c) Values related to leadership g) Attitudes towards your work
d) Self-knowledge h) Other:

36. What long-term changes within yourself have you observed that directly relate to the

problem-based learning portion of your MAL program? Please circle all the responses that apply
to you.

a) Patterns of personal behaviour e) Personal relationships

b) Patterns of work behaviour f) Work relationships

¢) Values related to leadership g) Attitudes towards your work
d) Self-knowledge h) Other:

37. Any additional comments:
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Thank you for your time and commitment. Your participation in this study is very much
appreciated.

To enter the draw for one of four (4) Chapter s gift certificates worth $50.00, please print your
name and address below, place this page in the blank envelope and return it with the
questionnaire by March 5, 2000, in the stamped, addressed envelope provided.

Name:

Address:

If you are willing to participate in a telephone interview regarding your MAL learning
experiences please read the following and then provide the information below:

| would be interested in being contacted for a telephone interview lasting approximately 30
minutes, arranged at a time convenient to myself. | understand that the purpose of the interview
is to explore further my learning experiences in the MAL program. Any information | provide
will be kept strictly confidential. The interview will be tape-recorded, transcribed and the data
secured at the University of Alberta until the conclusion of the research, when all data will be
destroyed. My comments will be reported under a pseudonym with all identifiers carefully
removed or disguised. My signature here in no way obligates me to participate in this interview.
I may choose to withdraw from the interview at any time, and request that my data not be used in
the study. The sole purpose of the information is to provide data for an interpretive study entitled
“Problem-Based Learning and Self-Assessment in the MAL summer programs: A Study of

Participant Experience in the Master of Arts in Leadership and Training Program at Glendale
University™.

Signature:

Name:(Print)

Phone number - day time:(__ ) evening:(__)

E-mail:

Best time to call:

Thank you again for your time and consideration. If you have any questions or concerns please
contact:

Caroline Stuart

University of Alberta

(780) 451-1114 office. (780) 451-2267 fax
(780) 424-9643 home
caroline@oanet.com
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Telephone Interview



191

Telephone Interview

For each telephone interview I needed to have their name, address. the year they

began the MAL program and what their occupation was at the time of beginning the

program. After | obtained that information [ needed to do a verbal consent with each

telephone interviewee.

Each participant had already completed a written consent form. A verbal consent

needed to be completed now that the telephone interview was happening.

Verbal Consent

(I

Do | have your permission to interview you?

Do I have your permission to tape this interview?

Do I have your permission to have the tape transcribed?

You need to know that you may withdraw from this interview at any time, and for

any reason.

You may request at any time that the information we tape be destroyed and not used

in this study.

This data is being collected for a report, a thesis, scholarly articles and conferences

and the transcripts will only be seen by the research team.

Do vou understand these items and do [ have your permission to continue?
Problem-based Learning Questions

What for you would be the most outstanding learning and development that vou

experienced through problem-based learning activities of the MAL program?

Was problem-based leaming an important part of your education?
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What are some evidences of your long-term leaming through problem-based learning
activities in your work environment or personal life?

How have you incorporated problem-based learning in your work now?

Self-Assessment Questions

. What for you has been the most outstanding learning and development that you

experienced through the self-assessment activities of the MAL program?

. Was self-assessment an important part of your learning?

. What are some evidences of your long-term learning through self-assessment

activities in your work environment or personal life?

. How have you incorporated self-assessment in your work now?
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Telephone Interview Email

----- Original Message-----

From: Caroline Stuart [SMTP:cs_hhsa@telusplanet.net]
Sent:

To:

Subject: Telephone Interview

Hello:

My name is Caroline Stuart and [ requested permission to do a telephone
interview with you in regards to your experience with the MAL program. |
hope you are still able and interested in speaking with me.

I would like to set up a time to speak with you. 1 realize thatitisa

busy summer for all of us and I hope we can find 30 to 40 minutes to do

this interview. I would like to offer, April 10 - 14, either daytime or
evening. If you could respond and give me a couple of times that would
work for you during that week then [ can set up a schedule and let you know
which time and date | will call.

As a reminder the questionnaire and telephone interview focus on the two
summer residencies and your experience with problem-based leaming and
self-assessment techniques.

I am looking forward to speaking with you soon,
Caroline

e-mail: cs_hhsa@telusplanet.net

daytime phone: (780) 451-1114

evening phone: (780) 424 — 9672
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Dear

Thank you for the time you gave me for the program research telephone interview.
Your input was helpful and appreciated.

If you would like a copy of your transcript please contact me at the address listed.
caroline(@oanet.com

Sincerely.

Caroline Stuart
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Caroline Stuart

o e U e e e e

9638 108A Avenue Telephone
Edmonton, Alberta E-mail: carolined vance.con

Highlights of Qualifications

Comnmitted to high quality education for adult learners

Several vears experience teaching in a variety of settings

Well organized and thorough in completing complex projects
Widely traveled: international living and working experience
Participate in life with enthusiasm, professionalism and integrity
Outstanding strength in building long term relationships with clients

AN I RO R B

Relevant Professional Experience

Research/Teaching

® Researched housing options for persons with disabilities

® Quantitative research on mid-career professional learning in a non-traditional program

®* Researched curriculum guides and developed a syilabus for five month course: selected
books. determined time lines required, set evaluation standards and grade standings

® Prepared and presented the course material for the English 30, 33 and Social Studies
30,University entrance course, to facilitate students’ success in the government Departmental
exam
Prepared and presented an 80 minute session on communication skills to adults

Reviewed current media material to identify export opportunities for Alberta business in
Asia: compiled summations for each area

Organization/Coordination

® Organized and implemented client intake procedures for Handicapped Housing Society

®* Developed and implemented a Work Experience Program by developing a syllabus from the
Alberta curriculum: contacting employers; arranging appointments; making inspections
visits: and promoted a business — education link

® Compiled information. developed and delivered a seminar presentation and hand-outs for
communication workshop

® Developed itineraries and arranged appointments for business travelers coming to Alberta for
Alberta Economic Development and Trade

® Responsible for classroom management. discipline. learning and achievement

Communication/Public Relations

* Demonstrated listening skills in creating options for clients who have housing needs

® Conducted and compiled qualitative data from telephone interviews

® Experience teaching students both internationally in China and in an Edmonton international
school

* Proven ability in facilitating in settings with various learning needs, language levels and
cultural backgrounds using a variety of leaming methods

®  Worked with adults in presenting academic information and relating comments. questions
and life examples back to the material being covered

Contacted Alberta companies to provide current trade opportunities and to promote Alberta
Economic Development intermational business trips

Approaches adult learning from the intent that adults come with knowledge
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Caroline Stuart o __ Resume2
Employment History
Housing Registry Coordinator 1998 — 200!
Handicapped Housing Society of Alberta. Edmonton Alberta
Educator 1992 — 1998
St. Luke’s College. Edmonton Alberta
Educator 1992
Kildare Elementary School. Edmonton, Alberta
Facilitator 1991
Alberta Summer Institute for Petroleum, Edmonton, Alberta
Research Assistant/Media Relations 1989 — 1990
Alberta Economic Development and Tourism, Edmonton, Alberta
English Teacher 1987 — 1989
Sichuan, People’s Republic of China
Education
Master Degree in Adult and Higher Education (in progress) 2001
University of Alberta, Edmonton. Alberta
Bachelor of Education
University of Alberta. Edmonton. Alberta 1992
Training
Creative Writing 1996 - 1999
Faculty of Extension. University of Alberta, Edmonton. Alberta
Seminars on Mediation, Cross Cultural Communication 1993
FITT International Marketing Course 1994

Grant MacEwan Community College, Edmonton, Alberta

Volunteer

* Board member of the Boyle McCauley Newspaper
a

Membership coordinator and past Board member of Innroads Housing Cooperative
Member of T.A.L.E.S. Edmonton

Interests

® Story Teller at the Annual Fort Edmonton Fort Edmonton Story Telling Festival

Refereaces available upon request



