\AN ANALYSIS OF NURSE EDUCATORS' EDUCATIONAL
ORIENTATION ANDRAGOGICAL OR PEDAGOGICAL/

hy
Mildred Allman Hopkins,
Dissertation submitted to the Graduate Facultylof the
Virginia Po1ytechnic Ihstitute and State University
in partia] fulfillment of the requirements for the degree of
| DOCTOR OF EDUCATION
in

Adult and Continuing Education

APPROVED:
H. W. St&bb1efieyﬁ; Chairman
S L:“ -C?OSS — 7 — L. Mﬂﬁlsl
W c.'éiqgéf& — CTTTWORUWeATde 7

December, 1981
Blacksburg, Virginia



AC-KNOHLEDGEMENTS

Space does not permit acknowledgement of all those whc :

o euppbrted this effort. My appreciation for thelr understending and |

- support is expressed to the committee that guided the stedy. - -
»ADr.»Harold Stubblefield Dr. Lawrence Cross, Dr. William McAfee, .
- Dr. Leroy Miles and Dr. William Giegold Special eppreclation o
R goes to Dr. Stubblefield for his advice and counsel to Dr. Cross"-
- for his patience, and to Br.,McAfee for his motivatienel ebility.c

My thanks go to my employer and to my nursing colleagues

"~ who mnde the necessery time available, to - ~for

’-typing and especlelly to | for,the'preparetien of
’ the final manuscript | |

| Most of all. I thank my fam1ly for without thelr love and
support it would have been impossible. To my‘husband,. for
| telling me about “small b1tes of elephant.“ to | for caring,
~and to our beloyed“ | who encouraged me te set out on this

venture.

IS § B



TABLE OF CONTENTS

LIST OFTABLES d;_....d.o.oo_odo.-o‘dodnoncdioodoo.dbdod‘c ""'0"' V
| '"77;Chapter | LR
l'o THE PROBLE“ o-naQooco.odaodroo’nocooooo--o‘ooojddo'pu‘-“ocgo‘-:‘.

’Background of the Problem ;;.,;.;....;..;........,..

‘ Statemeﬂt Qf the P?‘Oblem ooooouoonood-yooocoonqooooo

ijectives Of the Stﬂdy Qdobod0.ood’o,or.ron‘..o’:oot.o»o.t 2

"Significance of the Study ....,...;Q.g;;,:(;;,.,....
| Definiticn of Terms ;;.....;;;.;....Q....;...........

Limitations Of the StUdy vQQ..O‘Q.;..Q;l.';Q;OQID..vOO

| VOrganization of the Study ietveresserhssensesnaese
2. REVIEW OF THE LITERATURE. ......;......;;;.,...,,.;,,,.,

Trends in Nursing Education .........l.;..;.;;,;h,.; ,
Historical Deve]epment of Nursing Sducation vevene
Contemporary Undergraduate Nursing Education ..;.;'

Trends in Nursing Practice ....................f...'.

Historical Development of Nursing Practice sesene
Contemporary Nursing Practice .}.................
Expected Competencies of New Nurse Graduates .o

Registered Nurse Participation in COntinuing ,
Education "OQ.OOQQOQlCOOQQ.0000..0.'.0.000000.0.

Nurse. Educator Participation in Continuing

Educatio" .‘Q.....i’..‘.Q....O‘...’..Q...‘...... ‘

iti

~ Page

vi

® N O =

10
n

13

5

w
.
20

21
2

23

2



- Non-participation in Continuing Education .......

Ph_,iloSophi_cal Sources of Andragogy
Essentia1ism o‘o‘e.o'o;o’ooo.o00oooeoo.o;e‘ovoe:oeco,oploo
- Pere’mia]"sm -.;I......u'u...‘.....~....'f...-l‘-,o,.--e‘o.‘;...

Progressivism .‘..0.0....'.."v.‘..‘..’»;Q.'.O.}.Qf....

Reconstructionism .O.»......OQ..QQ....v.l.'....“l...v ‘

) Existentia]ism v.........""..l .Q..O.A...C.‘.......

Philosophies Related to Pedagogy ...,;......;t...»
Philosophies Related to Andragogy .a,..t,};;.,... ,

. The comept Of Andl‘agﬂgy ooeoeoue.»oo..o-o}oo‘o.o’oucopo

’ Se]f'concept oe.:oooeoeeoeoooooooouqnoo.o-eo‘coooooo’o

Experience Q....O..‘.‘.;.‘.‘.‘;.’VO..‘._OO:O':..O‘.Q...v...' L ‘

Readiness to Learn LN ) Q_C"l . L] .‘. e 0000 .:‘ . ' .‘.‘". L I

Time Perspective ......0.’..Q.D.OOC.‘.Q‘Q‘.Q.......

The Nurse Educator S Educational Orientation eeeees

Determination of Educationa] Orientation v.,...;..‘,

Theoretical Framework esessssrsesiststasitettinsnns

Statement of Hypotheses ...........;}.....,.Q.,....

METHOD OF THE STUDY .....;..'..Q..";;vO'Q‘O’.."..‘..C.v"..Q.
The ResearChDes'ign “0..........I..O.‘.._O".."‘..‘.’.".

Data co]IeCtion ‘:“.’.....‘..l‘.'0."0.0.0‘50.....‘....

Popu]ation '.0......‘0'.'.Q‘O....".O....O".D....

Samp]e l.......O‘.."I..0.'.......0..0..0.....0.0

Instrmentation 00.....'..."'.0..0’..00..“0..’0’..0.

Educational Orientation Questionnaire Ceessesense

Supp]ementa] Data Sheet ...0.....0..’.0"’.0‘...

' gata Ana]ysis .l'....C..OO;OOO.I...0'.0...,0.;.00...‘

iv

31 |
2
33

27
29
29

- 30

30
i

33

34

34
35
35

39
'3

a4

7’47
a7
"47;

48

49

50
52

54



4.

5.

FINDINGS AND DISCUSSION .....eevviieveeannnenannnnns
Primary Analysis ....cececerevocecnsanscscncsecnes
HYPOtheSTS T tivivvvvnvnnocececeenscncnsannennes
Hypothesis 2 ..;.....;.......................,..
Hypothesis 3 .;.,.............;......b.......;..;
Hypothesis 4...;..;;.....,........,.;.....;,;.;..

Hypothesis 5 O.Q.'.....O.D...Qll.......l...'.l..'.

Secondary Ana]ysis’~...‘.0...i..'C..‘..‘...l»l‘.».....».. .

Regression Ana]ysis '....0Q.I...........'..'....Q

SUMMARY CONCLUSIONS AND RECOMMENDATIONS FOR FURTHER

STUDY ......9".'...'..'.'..OO...‘.Q.....'Q.‘Q'.. >

Sumary .......:.6....‘.Q’............OFQ‘...“I...O.Q..l

conc]us’ons 00‘0..;..0....Q..........‘......'..l.‘...

Recommendations for Further Study seceeccccececenes

REFERENCES l.’l.'..’...‘..‘.."0‘.‘........0........0..'....'...
APPENDICES ..b.‘........‘..vl..........’..Q.‘......Q...l"’.....l

A.
B.
C.
D.
E.
F.

6.

VITA

schoo]s of Nursing ."»........‘....l...‘ﬁ..QOO’.DO.‘.....

Request for Facu]ty List '.,.Q..l....‘..’.“.......... )

cover Letter 000 000 0000000080000 0 0080000000000 OdE

F°] ]OW"UP Letter tO NOl’I-RQSpOﬂdentS | sosee o.o sene ovo s

| Educational Orientation QUESLIONNATre ..eeeeeeeecenss

Suppleﬂlental Data Sheet ..0'l.........‘...‘.....‘..l‘..

Geographic Regions for Location of Basic Nursing

Program ...........".IOIO....0..’..‘.'....0.‘......

S0 00 00O RGNS OO 00O RIPREROOEARARSOCNEERPER PRSI OENORONRCNOERPOSBEOEYEESESLSDS

57
63
68
70
7

77
79
86

91
91
96
99

101

107

108

109

110

m

112

117

18
119



s»Table_.

2.

9.

10.
n.

12,

13.
14,

LIST OF TABLES

Distribution of Respondents by Years in Nursing

 Practice, Excluding Years Employed in Nursing -
Education “.‘0‘0 .00‘0'..0QO..0....000.‘...00.;.".‘ }

 Distribution of Respondents by Years in Nursing -

~Education, Excluding Years Employed in Nursing
Education ...0.000.0...0.0‘0'.0‘0 IODQOQOCODOOOOOO“

Bistribution of Respondents by Geographic Location .
Distribution of Respondents by Educational

Background ..Q.......‘...‘.‘....I.l...Q.Q.O..vO".....

iDistribution of Respondents by Type of Employing

Instit“tion '...'0'.C.‘....'...“...'..CI...OI.....‘

,’Distribution ‘of Subject Mattcn as CurnentlyiTcught e
‘1Distnibution of Respondents by Lenél of'PoSition' iene

“Significance of Educationai Background on Total

Scores OQ..Q...QQQ..0..'..'QQ.O0.0.‘.OOQ.O..Q..Q.'O.,

Significance of Type of Emp]oying Institution on |
o Tota] 5corES ‘...........".’.......ﬂ‘..‘...... Q...‘

Significance of Level of Position on Total Scores e

Significance of COIIege Credits Earned in Field

of Adu]t Educat‘on ...............O‘.'...'......0...."

:Significance of Years in Practice Years in. Education,

Geographical Location of Basic Program, Preparation
of Syllabus, Continuing Education Courses’ Taught,
Attitude Toward Mandatory Continuing Education:

for Relicensure, and Pursuing Advanced Degree on

Tota] Scores ...I.............l‘..'.'.CO'C....'.O;."

; Significance of'Current Appointment,on Tota1 Scores .

Significance of Subject Matter oanOtal scotes’_..;i..;

vi

| Page

59
60

62
64
65

72
74
76

8

81
82

83



15. Significance of Instructional Setting on Tota]‘Scorés . 84

16. The Relative Contribution of Type of Employing
Institution, Instructional Setting, Current
Appointment and Subject Matter to Educational o
orientation 00!.;0‘..'..Ql'......‘........00.'.00... 87

vid



Chapter 1
THE PROBLEM

Backgpound.of the Problem

Nursing education has traditiona]]y been a-high]y’directivevvv
~and tight1y>c6ntf011ed brocess since the first séhools of nursing were
established in}the United Stgtes:héspitais in-1873..;The,first_schOOIS'
were'pattgrnéd aftér pﬁblicfschools with the students known as ”bupil
nurseS“'and the head of the .school called thé‘“pbincipal.“v The students
‘Were taughtfby'the apprentiﬁe»method;feach student workedi@nder‘the '
dikection of a more experienééd‘nurse;‘ The older nurse who taught"

“ the student was cést'in the ro]e,Of:strict“disciplinariah,‘giver of
information and evaluator 6f how wel]-the'student performed the

‘ pré5cribed:du£ie$., In'thié manner each nursevin turnf1earhed the‘

value of cqnfofmity to'hospita1 rules and doctors' orders. Ih the
]atefnineteenth céntury,.bock (1893:96) wrote fhat ”absé]utevobediepcg
vmu#t be the foundatjoh of the nurse‘s work ;., , and the price'of thg-
_’wé115dri]]éd nurse is to make this'service>perfggt,“' .

',‘A§ a resd)t‘of'this‘gdUca;ional process, the practice-cf.nursing .
, evolvéd’as task oriented rathér thén as infellectuql]y,dfrécted. The |
. hyrse wés prepared to carny_out’procedurgs a#sigﬁed by;the;QQQtov :
_and'to,perfOrm ;asks,-such‘as bedmakihg, fpr:the.patjgn;._ Psychofv_<
motdr_skillé weke;mgre'important»than cognitivé ability.» The nursing

image was that uffa caring, d?di¢§t§d persqh content to be a hand- :



maiden_to the physician. A o@ree,‘it,was he]ieveo, did not need

to be a problem solver, makeLQonsions; or continue hérzeduoatjon
after the basic preparatory program was completed. Any Tearning
that'occurred Iater resulted. froo experience oh the job
| Nith the practice setting described above 1n mind ‘the
traditional or pedagogical approach employed by teachers of children '
vwas_also_be]ievedwto‘be.epproprjate,for teochers of;nurses, HeQ]ey
(1975~7)‘identtfiedvthenpedegogically%oriented educator as ohe whov
tvsees the teacher s roie as that of authority, expert director of
students' 1nte11ectual efforts and controller of subject matter. This
educator has as. hls maaor concern that 1earners acquwre know]edge
of ideas“and praotices,ofvthe past (traditlon) which have been
accepted as effeotive (convehtional) This seemed to be the appropri-
ate attitude for nurse educators when the major virtue of nursing

- students was obedience. It,ﬂhowever? herdly‘provides;sopport for
- the development of an autonomoos' risk-taking,'se1f-directive‘student.
| Through the years the behav1ors expected of practicing nurses

have changed as nursing has sought 1dentificatioo as a profession. In
| norses, ottrihutee:such_as se}ffregulation,,prob]emeso]ving, critice]
vthihking,.and comhittmeht to eqoeetion‘are-now highly pri;ed;‘obedience
is deemphosized.b'As,the’exPeotationsefor horgihg_practioe have ohahged
it.woulo be eroeoted-that the_epproach'to,nursingveoqoation would have
changed also. Jaco* (]978:12) acknowledged that progress has been.'.
made but noted that FobediehCe is‘stii] seen.(byvse]eetion committees)
es a}mejor virtue for voungvpeop]e who‘are interested in heeoming

nurses.” The student nurse is expected to conform, be non-assertive,



and malleable.

The pedagogical orientation of nurse educators has been
~identified as one of the'reasohs why the preparation‘bf hurseijor.
practice has not_kept pace with the demands placed on them by the
profession and society to assume greater ro]es as providers of health
cdre.and as continuing learners. Cooper (1977.7), in an article
published in 1969, wrote that "Poor teaching in schools of nursing may
... have taken its tool in discouraging learning." Eleven‘years']ater
Knowles'(1980) observed that one of the reasons for a tendency toward
Tlegislated requirments for continuing education for health professionals
is that the health professions have done a poor job in teaching students
how to be self-directed in learning.

The teaching methods‘commpnly utilized in schools of nursing
have not encouraged students to be independent‘ih seeking learning
experiences. C]osely directed‘learning activities in the classroom
‘and in the clinical laboratory Ieave little room for the students to grow
by having to 'seek answers for themselves. Fahy said that nursing
educators should look not so much at what they teach but how they
teach it:

Past and sometimes present curricula offerings in

undergraduate programs, with their emphasis on a

rigid program for all students ... can hardly cope

with the present problems of nursing practice ...

It is beljeved that to meet the demands of the future,

emphasis in nursing education-at the undergraduate

level is best placed on the use, rather than the

mere acquisiton, of knowledge and its sources.

(Fahy 1978:24)

,Knowles points out that when an individual achieves a self-
concept of essentjgl self—directiqn he psychologically_becqmes adult,

Students who have entered a professional échool “have made a big



step toward seeing themselves as essentia11y_self-directive +oo Any
experience‘that:they perceive as‘putting them in a position of being
treated as children is bound to interfere with their learning.“ |
(Knowles 1973:45) Most people,_urites Knowies (1973:42), inciuding»
'oeople in professiona] training, have been taught as if they were
children.

In order for nurse educators to teach nursing students as
adults,rrather than children, it may be necessary for themuto accept
and‘internaiize a new orientation to education, that of andragogy.
Andragogy, according to Knowles (1973), is a new technology for the

education of adults which is evolving from a rapidly developing theory
of}aduit learning. Andragogy differentiates assumptions about the
characteristics of adultvlearners>from assumptions about child ]earners.
The andragogical]y,oriented educator, as described by Hadley (1975:7):
perceives his relationship to learners as that of

helper, consultant, resource, and co-learner or

co-inquirer ... The andragogical educator assesses

the learning effectiveness of specified situations by

the degree to which learners participate in determi-

nation of their learning needs, in choice of learning

objectives, and in diagnosis and rediagnosis of
achievement of these objectives.
These attitudes would be appropriate for educators if nursing students
are "psychological adults.“'wln the andragogically'oriented environment
the learner feels responsible for his learning, his objectives and
‘his use of resources. E |

In the literature, the need for a new orientation to continuing
| nursing education nasrbeen'recogniied for some,time.-,McKenna (1978:18),
_in writing of‘these needs'for faculty of}colleges and universities to

assume more responsibiiity-for the‘continUing education of nurses, said



this: ‘

It will mean that we will have to have faculty with

different kinds of expertise than we normally have

seen in large numbers on our faculties. We do not

usually have adult learners as students in institutions

of higher learning at the baccalaureate level. Now,

the faculty will be dealing only with adult learners,

whose characteristics are quite different from the

young adult or the child, and the faculty who teaches

them needs to be prepared to do so.

~This statement by McKenna, a dean of a baccalaureate program
in nursing, points to the need for a consideration of the andragogice]
approach in generic nursing programs. At times the graduates of tra-
ditional nursing Schools have difficulty adjusting to continuing education
programs presented with an andragogical approach (Burgess, 1974; |
Miller, 1975; Thomas and Heick, 1970).

The many changes in nursing practice have been recognized by
Chaska (1978), Aydelotte (1978), and Christman (1978), who stressed
the need for a new approachdto‘nursing‘education. Christman
(1978: 364) Characterizes this new approach as the development of
centers of excellence in nursing (universities) where there is a
"cultivation of a learning milieu for students" which will prepare nurses
~ to move into a "full autonomous model” (Christman 1978:362).
Implementation of Christman's idea may be difficult until a different
orientation to educatidn:has-been interjected into the educational
preparation of the teachers themselves. Nurse,educatOr; may be
perpetuating the traditional approach to education because they
themselves were taught in that manner '

“Hershel Hadley in 1975 developed the Educat1ona1 0r1entation

Questionnaire (EOQ) for the purpose of assessing educators orientation



| ”7“;)qwith respect to the constructs of endragogy and pedaqogy._ After

- e‘examining theories of learning and teaching, Hadley wes able to indicate ;V o

| ’iwhich were pedagogically orientated and which were endregogically

Vl'ft»fforiented His instrument provides a means of empirically assessing or7 U

"ﬂff; measuring these two “ideal" types of educational orientations.,,"

Although there is abundant literature concerning curriculum
-ldevelopment, teaching strategies writing objectives end problems

pf of. faculty, there is little written on the educational orientation of .l.f

'l'utyfnurse educators toward andragogy or pedagogy in associate degree, :;f’

| "‘diploma, or baccalaureate degree schools of nursing. There is

l‘“:literature which describes the characteristics of the three types of

":“educational programs and the desired competencies of these graduates. ;.f_f;.-»

'5.There is a paucity of data, however. about the orientations of feculty o

?~h“5 ,toward education which would foster or inhibit students learning

' :’necessary to bring about the desired behaviors of graduates of the - : f s

.Vetthree types of nursing education PPOQrams. __,‘;_‘

.rstot_eme”nt ofthe _:"p'._éb,l"e:mf'

~ The problem addressed by this stody was the essessment of

l'hlthe andregogical-pedagogical orientation of | nurse faculty in associatef]f’»f,t

""degree, diploma and baccelaureate schools of nursing with respect

7‘to the andragogical-pedagogical orientation of other adult educators._ B

o Specifically, two research questions were posed

.]fl. What is the andragogical-pedegogical orientation of nurse ,ff

' ‘faculty in associate degree, diploma, and baccalaureate schools of _r o

- v’nursing w1th respect to the andragogical—pedegogical orientation of



other adu]t educators as assessed by Hadley (1975) using the

Educationa] Orientation Questionna1re’

- 2. What relationship, if any, exists between the dependent

’variable;4educationa1 orientation, and the independent variables:

a.
b.
c.

d.

m.

n.

Years in Nursing Practice
Years in Nursing Education
Geographic LecatiOn of Basic Nursing Education

Educational Background

| Current Appointment

Type of Employing Institution
Subject Matter

Level of Position

Instructional Setting -

Preparation of Syllabus

Adult Education Courses Completed

‘Continuing Education Courses Taught

Dnring Past Year
Attitude Toward Mandatory Continuing
Education for Re1icensure

Pursuing Advanced Degree

ggieetives of thevStqu

The first objeetive of the study was to obtain valid data

- about nurse educators' attitudes toward adult education. More

specifically, the data obteined permitted assessment of the education-

al orientation of nurse educators in associate degree, dip]ema and



,baccalaureate schoo]s of nursing with respect to a numerical continuum
varying from consistently pedagogica] on the one extreme to consis-
‘ tently andragogica1 on the other.
' The ‘second obJect1ve was to compare the mean score of nurse
educators,as assessed-by‘thevEOQ with‘the mean score of other adult

educators also using the EOQ to determine if the mean scores differed

| . significantly and, if so, how did they differ.

The third obJect1ve was to determine whether the nurse
educators’ educational orientation was related to certain backgrouhd
| bariables. | ‘
The fourth objective was to derive the 1mp11cations, based on-
: the-edueatmona]voriehtat1on of nurse educators for the development of
:continuihg education programs to aéduaint practicing teachers of nurses
~with theories of adult learning. | o

‘The fifth obJectlve was to derive the 1mp11cations based on the
educat19na1.orientatjon of nurse educatore,:for;inclgd1ng theories of
adult learnihg in the curricula effefihgs fdr'the preparation of teechers

of nursing.

Significance of the Study

- The changing nature of nufsing-practiee challehges nursing
’,educatien’to/produce‘preetitidners,who‘have‘the abi]iﬁy}torthinkfinde-
pendehtly, soive‘probleMS.vand seek thqse’]earning experienCes necessary
“"to grdwth bothpersonally‘andwprofessionally. If the studente of nursinQV'
are to_acquire these ski]]s, nurse educators muSt be,prepared to teach

as though the ;tudents were capable of,making decisione about their



own ]earning experiences, solve problgms in their educatiqnal process,
and have the gbi)ity_to be professionally responsible for their own
actions.

This,stqdy is imporpant for the following reasons: 'First,
the study utilized data about the‘attitudes of nurse,eduéators toward
education,'nature;of learners, characteristics of fhe learning experience,
- management of learning experiences, evaluation of re]ationships between
educator gnd learner and among learners to arrive at a composite score
which shows the extent to which nurse educators were oriented to
‘andragogical 6r pedagogical processes. The study aliowed a mean score
on ihe EOQ by nurse educators to be compared with the mean scores of
other adult educators measured by the same instrument. |

Secohd, the study diagnosed problem areas where some nukse

educators are more pedagogically inclined than other nurse educators
as measured by the EOQ. Addifional education in how adults learn
may be 1ndicated for the educators, who placed:toward the pedagogical
extreme of the pedagogical-aﬁdragogical continuum, through continuing
education or begihning the practice of including courses in adult
| education in the curricular offerings of graduate programs preparing
teachers of nurses. |

Third, the study has shown that, as é‘group,'hurse educators
tend to be more pedagogical in their approach to nursing education than
are adu]t educators”in general. Further study as to the reason for
this orientation would seem to be warranted if:a new approach to
nursing education is to be undertaken.

Finally, the study demonstrates the usefulness of the EOQ



iO»
- as. an'instrument'to assess the-educational orientation of a faculty
jvgroup as it reiates to the sch001 s stated phi]osophy, objectives and

teaching methodoiogies.. Individuai faculty members may want to use o
' the EOQ for seif—diagnosis in this area. '

Definition Of Terms,,

o For the purpose of this study, the foliowing definitions appiy.
Some of the terms are elaborated upon in later discussions.
. Educational orientations | |

Andrag_gicai orientation - inciination of an instructor to ,

1‘stress free ohoice of aiternative goais for learning,.with indepeneent ‘ -
decision and action among students and between students and eduoator
as the basis of effective learning._ The educator perceives his |
, relationship to students as that of heiper, resource consultant, and co-‘:'
iearner (Hadley 1975 7) In this study andragogicai orientation is
measured by Hadiey s EOQ ' '

Pedag_gical orientetion - Inclination of an educator to

emphasize the iearner s acquisition of knowiedge and skiils that the

- educator judges as.trne anqeeffeetive.1.The,personai judgment of»the

B ;edncator is based on traditinn,'accepted views and practice, or current

knowledge of the physical and socia1 universes.v The edncator sees his
| primary relationship to iearners as that of an authority, technical
expert directer of their 1earning, and Judge of their achievement Thev |
educator stresses techniques to transmit ideas efficientiy, deveiops
| presentations ef subject matter which are iegioally organized, motivates’

3 iiearning by encouraging competitive individual achievement, and maintains



n

control of what is learned (Had]ey 1975:8). VIn‘this study pedagogical
- orientation is measured by Had1ey‘s EOQ.
2. Ofgahizationa] setting

| Associate degree schpolsiqf nursing - refers to those schools
of nursiﬁg pfovidgd in‘tongearvor‘community colléges. An associate |
'degree in nursihg 1s awarded at’the'comp]etion_of'two-academicvyears
»and,one summer_session. o

Diploma ;choo1§‘pf}nuksing - refers to‘programs_in-nufsing"

sponsored by hospitals where the governing body also is the governing
body of the~sch001.‘ A diploma_is’awarded by the hospital after
completioh_of the program. Thesé prdgrams maylvary in 1ength from

two to three years.

’,BaccaIaufeate schodj; of'nursing.- refers to those schools of
nurS1ng 16cated in four—year col1eges énd universitieé. The bachelor's
degree is usually awarded after two years of general education courses
and two years in the'upper,division of nursing.

3. HNursing education

' Nurserfaéulty - registered nurses who are employed in teaching
poéitions in schools of nursing. Their educational backgrounds may
range from diploma awarded by a hospital to a doctoral degree. The
advanced degrees may be in nursing or other disciplines.

Continuing education - refers td planned learning experiences

which take place after the completion @f the basic nufsing education
program. The learning experiences may be workshops, seminars.
institutes, programmed instruction, independent study, or formal

college classes.



4, Nursing practice : S e o
o ﬂgggigg - refers to the systematic process by which safe,
. »individualtzed cere 1s given to the client/fam11y by a licensed o
‘practitioner of nursing. |
Practice - refers to the act of nursing for compensation by
a person who has completed an approved program 1n nursing edncation &

~and is licensed to practice nursing.

Limitati'ons:of the Study |

Although schools of nursing which are accredited by their
particular council of the Nationa1 League for Nursing (NLN) and tneir

”respective state board of nursing are very similar 1n curricoiar

o vofferings and faculty backgrounds, there are enough d1fferences from ‘

state to state to make 1t onwise to generalize the findings of this
study to a11 nurse educotors.t Schoois of nursing and practlce settings;; ‘
vwill vary according to geographic 1ocation with some. areas more .
‘traditional in the1r educational approach than others. |
| A limitation is imposed;on the population of nurse educators
to be surveye@;oy the_jjets,of.foculty submitted by the deans and
directors. Tneseliistc:were not'all 1nc1u3ive. Some schools do not
' re]ease names of facu!ty for research purposes without permission |
of the individua1 therefore not all names were available.‘ The 11sts
of faculty taken from college cata]ogs yie1ded names of 1nd1viduals no
1onger employed by those 1nst1tutions. ' o

| while it 1s necessary to have a basis for comparison of the

scores of nurse educators to other adult educators the norms were
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f;vlimited to those educators completing the EQQ at the time of its

‘prdevelopment as reported by Hadley.. Time and budgetary restrictions

1;;iaplaced limitations on the number of faculty groups that could be

"yincluded,r Therefore the study was confined to those in one state.v

v-xgrganization‘of'thevStudy‘~'

The first chapter presents the problem, its background and;: }

fitsignificance. Research questions which have been identified are o

. 1‘;hstated and terms defined. Limitations of the study are dlSCussed."°

Chapter 2 reviews the relevant material in seven sections;‘-' :

»f»First in order to establish the setting for the problem, the historical

o }‘background of nursing education is presented Next the concepts of

[andragogy and pedagogy with the underlying philosophies is reviewed

'li,Discussion of the andragogically oriented educator will follow. Finally.‘l

: ”ustudies are reViewed which pertain to the preparation of an orient-t

:llation to eduction of nurse educators and participation in continuing;;;f L

i education.~ A theoretical framework for the study and a statement oyj:,sr'T

B »_'.hypotheses conclude the chapter.

. Chapter 3 presents the design of the study.i The-population
‘and sample will be described as well as the instrumentation. method,"

| irof data collection and analysis. R |

| The fourth chapter presents the results of the data analysis.»

| In the fifth chapter a summary. conclusions and recommecdations '

"for further study are set forth. The report concludes with appendices

- and references.



- Chapter 2
REVIEW OF THE L’ITERATURE‘- |

- This chapter presents a review of the relevant Titerature on
the»historicai‘deveIOpment‘and contemporaryvapproaches to nursing
'f‘education at the uhdergraduate ievel and to nursing practibe. The }
literature‘relatire.to‘differentiating between an andragogica] and
pedagogical approach to education is presented because it is basic
'=to the framework of the study.
~ General questions guided the selection of literature to be
” reviewed |

l. Were there influences in the development of schools of
nursingﬂthat promoted a7pedagogical'orientation for nursino education?
2.' Have changes'in nursing practice impacted_upon the edu-
cational approach used in teaching nur31ng? | |
.3.' What are the philosophies of education which are the
foundations for pedagogy and for andragogy? How do they differ?
| 4. What assnmptions are made about adult learners that
differ from'aSSumptions made ahout child learners? |
| ‘_5. How does the process of teaching chi]dren reportedly
i differ from the process of teaching adults?
6. what are the arts and skills needed hy the andragogically
-‘oriented educators?
77a Why do nursing educators beiieve a change from a’ pedagogicai

, orientation to education is necessary for the nurse educator?

14
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8  What evidence is there that registered nurses do or do not
possess the attributes -and competencies required for nursing practice
o with regard to problem-solVing, critical thinking, and continuing
learning? | |
| Both the theoretical framework of the study and the hypotheses

are presented

o Trends:in‘Nursing;Education

The'development of “modern" nursing education has occurred |
over a relatively short period the first school of nursing was founded

‘1n l860. The progress of nursing education in the early schools was-

closely aligned with the status of women in that day, setting the stage -

for nurses to assume a role subserVient to that of the doctors who :

were generally males. In recent years the rapid expansion of the nursing
field has produced demands on the practitioners for which they, in the
opinion of many nursing educators, are not being prepared in the pre-
‘service programs. This “lag“ between nursing education and nursing

| service has produced a- search for a new approach to nursing education. '

' Historical Development of Nursing Education

In 1860 Florence Nightingale established the first school of
nursing as an educational institution“ at Saint Thomas Hospital in ,
London. Three principles were emphasized in the establishment of |
the school: (l) enrollees were to be regarded as students, not as
_workers, (2) department heads were to be chosen for teaching ability,
and (3) the school would be financially independent of the hospital,
thus controlling its own activ1ties (Goodnow 1953 283) Although -
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Nightingale stated her principles clearly, they were largely misunder-
stood by those who were later to establish schools all ovef'the world.

The fifst"schqe1s of nursing in America were hospital schools.
These schbole, though directed by “Nightingale nurses," were generally
eStabliShed in the late 1800's not te'provide better nursing care for the
sick, but to provide 1ow cost workers for the’hoepitels (Goodnow 1953:
284). | |

The first schools of nursing provided training programs of one
year in 1ength which were soon expanded to two years. Students, upon
admission to these two year programsvin nursing,ﬂwere immediately
assigned to the‘wards as_workers, placed on thevhoepital payroll, and
paid a stipend. The work load was often so heavy that students missed
the weekly lecture,

The first year of the program consisted of supervised expereince
in patient care and the second year provided experience in ward adminisQ
tretion. The supervised experience of the first year was of the apprentice
type with the new student assigned to work with an older student. The
role of the older students might be'summarized as housekeepers, trainers
of themselves and teachers of younger studenis,_and finally, comforters
of the patients (Dolan 1968). |

For ﬁore than a half century after the establishment of hospital
schools of nursing in the United States, directors of these schools
tried to educate their nurses and at the same time to care for the
- hospital patients - generally two conflicting aims. _The nurses' edu-

cation was sacrificed for routine hospital work.
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The preparation of those who taught in the early schpols of
.nursing is not often menticned in the literature. By 1915 there were
more than 1100 schools of nursing in the United States (Deloughery
1977:90), but only ten of thesé sChools had full time paid instructors
(Dolan 1968:318). Seymer (1949:175-176) notes that post-graduate
courses were designed to prepare'bqth teachers and_administfators as
early as 1899. The pioneer in this effort was Teachers College,
Columbia University iﬁ New York which introduced in 1899 a course
in hoépita] economics in which two students were enrolled.

‘In 1909 the first collegiate program was estab1ishéd at the
University of Minnesota. De10ugheky (1977:153) rééords that this
program had a three-year curriculum; a dip]oma was awarded but no _
degree. In 1916 two schools established five-year programs leading to
a baccalaureate degfee in ndrsing‘-va pattern which was followed until
World War II. |

’ The nursing model that’héd been developed by the nurses of
the early days and promoted by the educatfonal programs followed the
model expected of women of that}day; The'ro1e of the nurse had become
~ a subservient one, with a dependént relationship in the male dominated

society, in which the status of the physician was superior (Do]an'19635251).

Contemporary Undergraduate Nursing Edcuation

| Thé 1950's with its *explbsion" 6f scientific knowledge and |
technoldgical advances brought changes to nufsing education and practice.
It had become obvious to many nurse educators and hospital adminis-}

trators that the preponderance of routine work and manual labor by
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nurses was defeating its own purpose. A physician shortage led to
professional nurses being asked to do more and more procedures' 
formerly performed only by physicians and to assume new responsiQ
bilities (Kelly 1976:81). Ruxillary workers were employed and trained
by hospitals to do the manual labor, allowing nurses to assume the new
responsibilities. |
~Curriculums of schools of nursing were adjusted to meet the
modern situation (Deloughery 1977:135). More emphasis was placed on
the physical éhd behavioral scienﬁes,.community nursing, mental health
care, and teaching‘of patients. Attention was given'to the correlaiion
of theory with clinical practice. Hospital schools sought affiliations
with colleges to prOvide thg science courses for their students.
quiegiate programs , now four years in length, opened rapidly
with more youngvpéop]e seeking baccalaureate education in nursipg. As
a result_of work by MildredMontag in 1951, jhnipr énd community colieges N
opened two year programs in nursing 1eading to an associate degree in
nursing, Thesé programs, aimed at producing a "technicai hurse,“
expanded rapidly. I | | | |
} Despite the expansion of nursing edUcation_programs, some nursing e
leaders be]ievé that the ﬁbdei of nursing estab]ished ih the early yeafs’ ,
of nuréihg is still maintainéd by nursing‘edcuation today.} A new |
approach is needed. For example, Loomis (1974:9) ﬁoted that American
hnfsing requires that~the»nurse be}we11 grounded in the biological and
sciences. "This value is, however, superfmposed on an even more pervasive

and deeply ingrained authoritarian and feminine tradition that requires
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1mp1ici; obedience and loyalty to one's superiors, be they physicians,
supervisors, or teachefs." This clinging to traditional values is
likely to 1imit the spiritvof inquiry and exp]oratipn by students, thus
producing graduates lacking the ability to continue learning independently,
think critically, and be decision-makers, Another deterrent to change in
'nursing, according to Loomis, is the failure of collegiate programs to
provide "liberal education.” Nursing students are "of" the university,
but_not actually an integra] part of the university. |

Ina plea for consideration of changes in curricula which would
prepare the graduate to assume a proper place in the delivery of health
care, Fahy considers the students of today:

Students cannot be 1eft out of any meaningful discussion

of undergraduate curricula . . . They, the students, are

brighter, more articulate, more troublesome; many came

from progressive and innovative high schools and increasingly

permissive homes . . . They want to be intellectually

stimulated . . . They look upon professional education as

a means of knowing and finding themselves. (Fahy 1974:24)

To further emphasize the need for a different apbroach to nursing
education, Fahy stresses that the undergraduate level must provide the
intel]ectual‘tools and attitudes essential to the later pursuit in depth
of a speciaTization. By doing this, then ndrsing faculty can assist the
student to become a competent practitioner (Fahy 1974:25).

To further support the idea of needéd curricula changes, Sateren
and Westover (1978) found that nurses continue to hold a traditional view
of nursing, namely, nurses are accountable to the physician or the
employer rather than to the consumer. They suggest that "nursing
curricula need to provide a wide range of learning experiences,

1hcluding opportunities to practice expanded skills and to learn to think
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creatirely and-independently. Optimum support‘and superviéion shoeld
be provided throughout such learning experiences“(Sateren and Westover
1978:12). | | |

Trends in Nursihg‘PractiCe |

The preofice ofinursing has ehanged7through the years as the
needs of society have changed The very nature of nursing and the
w1de range of funct1ons from the relatively simp]e to the complex have
f resulted in the need for practitioners who are prepared to exerc1se

Jjudgment and technica1 competence.

H1storica1 Deveiopment of Nursing Practice

| As schools of oursing were estab1ished in the United States the
, practice of nursing by ”tra1ned“ nurses grew. The f1rst graduate
'nurses were found either in hospitals in administratvve or supervisory
positions or in private homes as “private duty“ nurses. The hospitals
were staffed by student nurses. | o

As nursing evolved, ‘a continuing struggle ensued against the
~ attitude of "overtrainingﬁ_nurses~for it was thought,that education

"elevated~the nurse‘abore:her eSsenﬁial task. This attitude ‘among membErs.

of the med1ca1 profession and society has been the chief obstacle to '
progress (Deloughery 1977: 91) |

Nursing, through these formative years of estab1ishing practice,

responded to the needs of the public for better health services.v

| Practice was expanded to public health, industry,-mil1tary servioes;

" and other specieTties. With the demand for expanded practice, the need
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for more educational,preparation was recognized. The.opening of the

~ collegiate programe'dtd not onangelthe eduoationa1 milieu for the nursing.
students. The hospital 'school methods of teaching were simply moved

“to the unvversities and more content added.

| About 1930 hospital nursing services began to change in

" character with graduate nurses replacing\students as general duty nurses.

o Many persons involved in nursing practice began tovcreate better working

onditions and the eight hour day for nurses was established (Kelly
1975: 71-72)

The advent of World war 11 and later the Space Age brought new
Opportunities forvthe expansion of nursing practice. :The need for
nurses to assume a greater role in planning and making decisions about |

,the health care of people in the United States was becoming more apparent

~ Contemporary Nursing‘Practice

Tne changes in‘nurstng practice in the last thirty'years have
been aetounding. In 1980 nurses are not only practicing in staff po-
sitions in hospita1s but also in expanded roles such as nurse specialists,‘n
nurse c]inicians, administrators in health care agenc1es, consultants, '
professors in medical schools and in patient advocacy.

- Despite the obvious,need for graduates prepared to continue
”-learning,rthink critioaily, solve probIems, and be deoision makers,
nursingreducation has advanced ‘very slowly in recognizing the need
for changes in the undergraduate programs which wi?l support and

- encourage nurses to develop these skills.

Expected Competencies of New Nurse Graduates. In response to
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the developments in nursing practicé,and demands by a better informed
public for agcbuntab11ity by professionals for the quajity»of health care
‘provided, the nursing profession'recently called for a definition of the
goals of nursing and a delingatioﬁ of thé expecfed combetencies of its
practitioners; The CounciTs of the Nationa]lLeagué for Nursing”(NLN)
-_Bacca!adreate and_Higher Degree, Asébciatebbégree, Dipléma and Practi-  '
cal Nursing - each developed criteria for the competencies expected

of its gfaduates. In 1979 the NationaI'Leaguevfor Nursing appointed

a tésk force té study the statements of expected competencies of all

. types of'basic nursing programs. Oﬁe of"the‘Charges to the task force
(NLN 1979:1) was to "identify differences in terms of competencies."
Competency was defined as "the minfma} expectation of new graduates."

Of the many identified behaviors expected of new nﬁrsé graduates,
the behavior concerned with seif—direction in personal and professional
growth is Of interest to this study. The competency in the area of
self-direction identified by three of the four councils were:

(1) the graduate of the associate degree program "assumes responsi-
bility for self—development and uses resources for continued learning,"
(2) the diploma’graduate "pursues independent study and continuing
educatioﬁ," and (3),thé baccaiaureatevdegree provides the graduate

with the "basis fdr'graduate education“ (NLN 1979:3). An analysis

~ of these statements revealed a common thesis: the graduate is prepared
to be sélf-directive ih independent study, continued 1earn1ng, and
professional growth. ~The task force concluded that a1though the compe-
tency statements, inéluding the one regarding self-direction, in |
themselves are cléar“ . e .Vémbiguity and lack of discrimination surfaced

in specifying the differences in minimal expectations of new graduates of
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ihe nursing programs" (NLN 1979:9);

This émbiguity and lack of discrimihatiqn had been noted earlier
by Kohnke (1972) who studied the literature about the knowledge base,
responsibility, and role in the curriCulaf preparation of the nurse tech-
nician and the professiona} nurse, vaéhty#twp deans of associate degree
“and baccalaureate progfams were then interviewed to determine the
'actu§1 curriculér practice so that a ddmparison could be made with the
liteéature statements. Kohnke found that there was a.bluﬁring of the
curricuiums of the two types of programs. The implicatibn was that
curricular practice is, in fact, ndt in line with that described in the
literature. In the baccalaureate programs, there was an emphasis on
technical skill rather than the knowledge base of the described pro- -
fessional model. The associéte degree programs required more advanced
knowledge than\thatvdescribed'in\the literature for the teéhnical nurée.
A major roadblock seemed to lie in the practice realm where little dis-
criminatibn is made by nursing administraiors as to the preparatiohs ‘
of the practitioners. ;

It appears that the faculties, according to the Titerature of their
various types of programs, subscribe to the idea that nursés should bé
prebared to be indépendent in seeking continuing learning experiences.

. Stddies of these practices, however, jn@icate that the importance of con-
tinuing education and self-direction in that area has not been instilled in

the graduates of these programs.

Registered Nurse Participation in Continuing Education. The
| need_for'nurses to be continuing learners is stressed throﬂghout the

nursing literature (Curran 1977, Edelstein 1978, Fahy 1978, Kubat 1975,
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Pollock 1980). Several studies have dealt with the registered nurse
participant in continuing education; from these studiés~at ieast two
composite pictures have developed. - Curtis in 1969 stated the oontinuingl
education needs of nurses for the Western IntérstatevCommiSsionvon
Higher Education. nCurtis concluded:
. . . nurses participating in continuing education are usually
between the ages of 20 and 60, with the largest age concen-
tration around 40. Many of the nurses are graduates of ,
diploma schools of nursing and are not familiar with active
participation in the iearning process. (Curtis, et.al 1969:20)
Seven years after Curtis' study, Burgess (1976) once again.formed
this composite picture of the "typical" nurse partitipant'in;continuing
 education: | o
She is married, has one or more children, and is empioyéd'full-
time in a hospital ‘She is under 30 years of age, has worked
for at least four years, and is likely to be employed as a staff
‘nurse. Her career goals in terms of five years hence}are those .
of instructor or supervisor. Her ultimate professional objective
is 1ikely to be a position as director of nursing. ' ‘Her husband
holds at least an associate degree and is engaged in a professionai
or semi-professional occupation. She attends her continuing edu-
cation courses as a way of keeping "up-to-date" with current
practice, and is not 1ikely to seek: further formal education for:
herself. (Burgess 1976:9). - .
~ These studies, published seven years apart do not indicate that '
- changes are being made in basic nursing programs which-encourage con-
tinued study on the part of its graduates. |
Kubat (1975), Curran (1977), and Schoen (1979) studied the
factors affecting participation by nurses in continuing ac- _
tiVites._ Curran and Schoen examined groups already enrolled in -
classes, nurses empioyed in large metropolitan hospitals or members of
the professional organization. Kubat used a sample of 100 from the 19747‘
file of the State Board-of‘Nursing invNebraska without regard to those

'-variables mentioned above. jKubat,found that_recognizable rewards, and
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more importantly, legislated mandates are among the most effective incen-

tives for motivating nurses to continue their learning. The study concluded

| that if continued learning is linked to survival in one's profession, the

| motivation should be sufficient to assure that most nurses will engage in

forms of cdntinuing.education. Thus, nurses were. more extrinsicly moti~
vated to participate rather than by an internalized sense of need |

| In Curran's (l977) study of 800 registered nurses in Cook County

Illinois,,graduateS'of diploma nursing_programs enrolleduleast often in. ;

courses for college credit and rated themselves as less active continuing

learners‘than did'nurses fromrthe other two types'of nursing education

- programs; Nurses who had earned a degree beyond their basic nursing '

- programs - reported the greatest frequency of reading professional material,
enrollment in college courses for credit and spent more.money on educa- |
tional materials (Curran 1977 19) ~ These findings agree with the des- :

~cription by Curtis. (1969) that diploma nurses may not be as internally

motivated to continue study as are baccalaureate graduates.

Pollok (1979:141), in a study_of 302 precticing registered nurses
~in Virginia regarding problems encountered in seeking a baccalaureate
degree, found that le of the respondents had engaged in nonocredit
continuing education’within the past'three years. This finding would
indicate that 30 percent of the respondents did not participate in
;non-credit continuing education within the past three years. No dif—

ferentiation was_made_concerning the nurses basic education of associate
| degree'or,diplOma; These findings,suppOrted'the'findings of.Curtis'
andeurran that graduates of diploma schools, do not show a high

percentage of attendance at continuing education programs.
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- Nurse Edvcator Participation in Continuing Education. There

s little avaiiabie information on the participation patterns of nurse |
'educators‘in continuing‘education. dei Bueno (1980) observed that most

g nurse,educators‘are‘so busy‘teacning.and providing continurng}education -
to other~nur3es'that they tnemseives'quite often.do not have the oppor- ;.
, itunity to participate in activities which would contribute to their own :
:iearning such as attending workshops. :

In examining factors which infiuence choice of continuing edu-'
:cation activities by nurse facuity, Nursing Educator magazine asked the
faculties of scnoois of nursing in November 1978 to rank four reasons
why they had decided to attend a Nurse Education Conference* program, |
' dfacuity, iocation-and GEU accreditation. Program was ranked very important
by 81 of 93 respondents facuity by 49, and iocation by 41 respondents. }
Only 12 ranked CEU's as important while 37 ranked CEU as not important. -
No one ranked program as not important while three ranked facuity as | o
| not important and nine found iocation unimportant (Conrad 1979; personai g
;;correspondence) | | |

In Crosby s (1977) survey of 3,042 nurses in Virginia a maaority_
had received instruction in teaching skills during their formal nursing
‘vpreparation ‘and one-half of each group (by type of empioyment) indicated | i
receiving such instruction through continuing education within tweive ,
months prior to the survey._ The groups surveyed were 68 percent of
'the state's teachers in schoois of nursing; 17 percent of the nurses ‘at
,hospitais 54 percent of the nurse practitioners and 30 percent of the
schooi nurses. Crosby (1977:36) concluded:

The strong degree of interest in teaching skiiis‘deveiopment,

‘was consistent throughout the state. These data suggested

a recognition by Virginia nurses of the need to seek periodic
instruction 1n teacning skills development, and an acceptance
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of the concept of lifelong learning as exemplified by con-

tinuing education.
This study, restricted to instruction in teaching skiils. is supported
by Pollok's finding that 70 percent of the hoepital nurses surveyed in
Virginia had participated in‘continuing education erograms of some type
B during the previous three years. No definite conclusions can be drawn}
about the ettendance of nurse faculty exeept that one-haif of 68 percent
‘efvthe state's nurse educators repbrted attending continuing educetion

nrograms pertaining to teaching skills.

Non-perticipation in Continuing Eduction. Edelstein (1978)

addressed the jssue of why nurses do not attend continuing education
courses. Sixteen hundred questionnaires distributed to employees in
seven metropoliten‘agencies yielded a return of 425. Of the respondents
32 percent had never taken a continuing education course while 18 percent
had never taken an inservice course. The most prominent reason for |
‘notlattending education courses‘was institutional responsibilities (27
percent), foilowedrby money (21 percent) and distance (18 percent).

The determinants for attendance were: the need io do prestigious or
vsceiallylrewarding work, interest in increasing one's broad knowledge
base, and special needs related to the particular institution where
»emnloyed. The determinants for'non-attendance were: education

. perceived as work, difficulty in giving large seetions of time to study,
'bresence of a range of'preferences for‘different teaching methods,

a mejority preferring noninvoivenent, and a nuclear element oriented

_ toward’involvementvend participation. - Once again, the nen- |

partitipation perCentage rate supports the‘findings by Pollok. Thirty



)

percent would appear to be a high‘percentape'of prdfessionaienurses_‘h
“not attending continuing education programs.‘ | y
"_ In summary, the history of professionai nurSing has been a |
short one ~.120;years - compared.to other recognized professions\sucht
as medicine and iaw. The changes in nursing have been many and rapid
from an apprentice system of education to three types of nursing education
| programs, associate degree- dipioma, and baccalaureate degree. ‘These }
~ programs achieve nationai accreditation for high standards of educatien.r'.'
Nursing practice has expanded from the ”handmaiden to the physician“ |
'concept to a concept of joint practice with the physicians., Nursing f f
education, however, has not kept up with the demands of nursing practice .
for practitioners who are prepared to think criticaiiy, solve problems,
and.be”decision makers. Studies have found that independence was not |
encouraged Nurses continue to hoid a traditional view of nursing. That "
| iis they stiii feel accountabie to the physician or employer, rather than -
to the consuner. B | |
Aithough paying iip service to the need for continuing education,
vnurses do not participate frequently in continuing education programs.
fDipioma graduates are less likely te participate than are baccalaureate
graduates. Nurse educators are ‘more likeiy to participate in continuing
v'education than are staff nurses. -
. Nursing curricula need to provide opportunities for students to
: practice expanded skiiis and to think creativeiy and independentiy. In ‘
order to achieve changes in curricuia nurse educators may need first to

‘change their attitudes toward education - from pedagogicai to andragogical
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 Philosophical Sources of Andragogy

Pedagogical orientations and andragogical orientations to education’
have clear philosephical foundatiops. The discipline of»phi]osophy is of
critical significance in a discussion of beliefs about man, the nature of
léarning, the nature of knowledge and the Way knowledge is acquired.

A basic understanding ofithe various phi]osophies undergirding recognized
educational practices is hecessary befope attempting'td differentiate
assumptions about how adults learn (andragogy) from assumptions about

- how children learn (pedagogy) The philosophy of adult education as
expressed by Bergevin (1967) supports the use of an andragogical
orientation to education as a means of developIng free, creative and
responsible persons. '

It is not the purpose of this study to present in detail all of
the philosophies of educatiqn but rather to indicate those major beliefs
upon which the pbesent strﬁctpre of education is based. A brief
description will be.given of the phildsdphies which serve as basis for
current practice in educetion and how these beliefs relate to values and
attitudes. This brief examination of five besic educational philosophies
will assist in providing a framework for the examinat1on of the concepts
of andragogy and pedagogy. According to Brubacher (1969,329), "There
is . . . no little overlapping . . . Fupthermore, complete'systems of
educational philosophy are rarely if ever-whoilyﬂprogreSSive or wholly

conservative."

Essentialism. The formulation of this philosophy is credited to

William C. Bagley’in'1938. Essentialism has its roots in the‘geperal

‘philosophies of idealism and realism. The essentialist believes that
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education should emphasize history, foreign languages and the classics.
There is much required reédfhg, lectures, memorization, repetition, audio-
~visual materials and examination (Apps 1973). Brubacher (1969:344)

notes that formal intellectual pursuits take precedence over physical and
vocational education. The role of the educator is that of bassing on
culture from one generation to the néxt with méjor emphasis on subject

matter,

* Perennialism. The perennialists (Apps 1973) believe that the

assumptions and knowledge of the ancient culture have as much appli-
cation today as they did when they were formulated centuries ago. The
basis of this philosophy has remained unchanged since the middle ages
(Brubacher 1969). The major focus of perennialism is on the discipline
of the mind. Study of certain subjects such as mathematics, logic, and
languages serves to'discipline the mind and should be studied whether
the material will be used or not. Little room for student choice‘is allowed.
Educators following the belief advocate memorization of subject‘matter,
reading, writing and drill. The perennialists believe that education

should be directed toward the gifted or the intellectually elite.

Progressivism. In progressivism, man's experience is used as a

basis for knowledge (Apps 1973:22). The progressivists believe that
"all things are in a state of transition with no‘emphasis on absolute
knowledge." Problem-solving is emphasized; the scientific method is
stressed. Johnson (1969:322) states that "the learner is viewed as an
experiencing, thinking, exploring individué] . « « Books are regarded
as tools in the learning process rather than as sources of indisputable

knowledge." Brubacher (1969) identified the progressive educator as a



-3

believer in the demo;ratic process on the premise that in the classroom
the democratic teacher sharesiwith the students as many decisions as to

objectives and curriculum as possible.

Reconstructionism. Apps (1971:23) refers to reconstructionism

as a paft of progressivism since both subscribe to the belief that “"values
are man-made'and}relative to culture,_time‘and piace.“}‘Brubacherr(1969)
feels that'reconétructionism'arose because of a group of progressivfsts
who were impatient with the "pace and scope" of preressiVism. AIthough
utobian, the concept fs to’provide the "maximum possible,se]f—realizatioh
of the great mass of people" (Brubacher 1969:335).

-vThe reconstructionist counts on the future ahd sees goal-setting
as central to»learning. The difference in the two philosdphies,’bro-
gressivism and reconstructionism, is in the cohcern of thé recon-
stfuctionists with the ends rather than the means of education. The
manner in which the ends are achieved are important for the recon-
structionists rely on the sCientifié method and recognize that the ends

~will change as new discoveries are made.

Existentialism. Existentialism is based on the notion of the

individual achieving self-fulfillment (Apps 1973:23). A key premise is

"that existence preceéds essence - the fact that an individual's existing
is antecedent to any othef understanding he may have of the world" :
(Emery 1971:5). Kneller (1961:429) stated, "Each of my students is
freedom embodied in a living person . . . As an'educatdr I scorn any

| system that would make me mold my student‘to a particular image . . .

Such patterhs barricade him within a character he never chose." The
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éxistentialist'educator believes education is an instrumént which assists
the indiﬁidual'in making choices and achieving aqtonomy; Brubacher
(1969:399) says "What he chooses, that he bécomes.“ Apps (1973:23)

words it 1ike this: "What a person is”cépab]e of knowing and experi-
encing is more important thén what he knows." The existentialists afé
cdncerned with helping all‘individuals to understand their situation and
themselves. The ultimate concern of exiStehtialists is the meaning of
existence. |
| The question arising for educationists who espouse the existen-
tial philosophy is whether students are ready to make the choices necessary
and to achieve autonomy in what they want to learn. Brubacher (1969)

sees thé student virtually "condemned” to freedom by existentialism.

While it is true that elements from eachIOf the philosophies may
be found in current educational practices,_it is heipful to differentiate
those which are considered basic to the pedagogiéal approach from those
~ which are considered basic to the andragogical approach. This differ-
entiation of phi]oéophies allows one to readily see how the teaching-
learning‘process would differ according to}the teaéher's orientation to

education,

Philosophies Related to Pedagogy. The philosophies of

perennialism and essentialism are those which are, according to Hadley
(1975), pedagogiéal in néture. “For perennialism and essentialism",
writes Hadley (1975:23), “the reality lies in acquired knowledge of the
truth . . . knowledge acquired in the past, i.e., tradition." These
philosophies deal with the givens of the universe and the individual's
surival depends on his knowledge of these given "realities." Education

-would be a matter of rigid formality, logically organized subject matter,
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 little spontaneity; and students learning to conform to the way things
are.' (Brubacher 1955:9) The perennialists and essentialists would
have students'learning subject matter by memorization, dri11, and

recitation.

Philosophies Related to Andragogy. In Hadley's view the

philosophies}of'progressivism, reconstructionism and existentialism
furnish a base for andragogical theory and practice. An'oversimpliQ
fication would be that andragogicel phi]osophiee of education focus on
- the "how," the generative learning process (Hadley 1975: 25) Tne ,
~andragogical philosophies concentrate also on the present of “when "
at the same time these'ph1losophies recognize the usefulness of past‘
knowledge and the-imnortance of the future. The'individuafvis respon-
sible for his/her growth,through_“commitment, choice;”and communion‘v
with others" (Hadley 1975:25). In other‘words,»education=exists for
the individual to use as his own nature bids’him. The student nses'
his own past experiences to meet new situations head-on. .

This action approach to 1earning encourages use of acquired
kndwledge and experience to think through new»s1tuations, make decwsions,
evaluate the experjences’and to seek new knowledge. -These phiI-e

osophies encourage the student to grow and become his own person.

The Concept of Andragogy

KnowIes a leading adu1t education theorist, has organ1zed the
many divergent ideas about learning 1nto a theory of adult learning
that he called andragogy. Four critical assumptions about_the charac-
teristics of adult learners that are different'from'those of child

~ learners are identified as basic to the theory of andragogy. These have
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to do with‘self—concept, experience, readiness to learn, and.time
perspective (Knowles 1970:39). ;

| Self-concept. Knowles (1970) sees the child s self-concept as

one of dependency on the adult which is reinforced and encouraged by
the adult world. The child's role in society is that of a passive'learner."

In the area of edncation the‘responslbility for the childfs.education is
.‘taken oVer'by the teacher. the curriculum planners and hls parents.

He is "frozen intova self-concept of dependency" (Knowles 1979540).
h On the other hand. the‘adult no-longer sees himself'as a full-
time learner, but increasingly as a producer or doer. Knowles (1970°‘
40) claims "His self-concept becomes that of a self—directlve personality.
He sees himself as being able to make his own decisions and face their
consequences, to manage his own life." Consequently, a teacher who
puts adult students 1nto a dependent role is likely to encounter a
rising resistence and resentment.

The adult in the learning role demands respect for himself as
| a person and acceptance by the teacher. This acceptance allows the
person to become nhatever'he is capable of beconlng - a person of
worth, “Education,“ writes Van Doren (1943:73), "should make a person
"_competent:not merely 'to do' but more imnortantly 'to be.* Indeed, it
prime occupation should be nlth "skills of being." |
Experience. A child has little to offer in the way of background

eXperience. His experiences haverbedn those which have happened to
him. Knowles (1970:44) describes this as:havlng his "self-identify
derived from external sources." In comparison, adults have had more

experience which has been internalized so that he is his experience.
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Skillful educators are needed who can build into the eurrieulum the

methods for_usfng these previous experiences.

Readiness to Learn. The child's readiness to learn is most

‘ often viewed as a fdnction of his intellectual development. Havighurst
(1952), however, indicated, that children learn those thihgs that are
necessary for them to know in order to adyance from one phase,ofevu
development to the next. Knowles (1970 46) suggeets thét‘the same ,
principles hold true for the adult years that adults, too, have their N
phases of growth and-resulting.developmental tasks, read1ness to 1earn, ,‘
and "teachablevmoments.“ The assumption is that as an individual
matures.hfs readihess to learn becemes‘thefbfoduct of the developmental
-tasks required for his evolving social ro]e. In other words; as he
matures, the 1ndividua1 will selectively Tearn what he “needs“ in his

role of worker, parent, organizational member, etc.

 Time Perspective. The child, according to Knowles,’tends to

have a perspectiye of’postponed'app}ication. He-learns subject matter
because he will use it “later.” In contrast, the adult iéyoriented,to
the here and how. 1mmediate application of new skills largely motivates
the adult to continue a learning experience. Thus,vpostpoged, legical,
sequentially developed subject matter must be eschewed in %avor of

' fie1d—centered, wefk-felated Tearning (Newton 1977:361).

» These four assuﬁptions about the characteristics'of the adult
learner provide guidelines for attitudes and behaviors requfred for the
éuceessful teacher of adults. The educator should avoid placing ihe
student in a dependent role by accepting him as a responsible, competent

person. The educator will utilize the many life experiences of the students o
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to enrich the curriculum, building methods to do so. Recognizing the
adult's needs of the moment will help the educator facilitate the learning
procéss, Prbviding information when it is needed will ensure the adult's
continued learning. o |

| Knowles drew upon psychology and psychotherapy - particularly

the work of Maslow and Rogers - in formulating his thebry of andragogy.
During the development of psychotherapy as a discipline, studies of

adult behavior yiglded information which has contribufed to the formu-
lation of theories about how adults learn (Knowles 1973).

The clinical psychologists "who identify themselves as humanistic" |

have been most deeply involved in problems of learning. Maslow (1954)

saw the individual as being able to move forward and grow if the environ-
ment is such that it meets his needs and supportsvhim. In 1968, Masiow,
in speaking of the educational implications of the humanistic psychologies
(Third Force Psychologists)§ stated that the model of education we all
“have tucked away in the back of our heads is the teacher Who teaches

a passive person who gets shaped, taught and givén sbméthing which

he accumulates. The Tearner may then retain or lose the something.

Maslow (1968:690) continues: “This Kind of/learning too easily reflects
the goals of the teacher and ignores the values and ends of the 1earnér»
himself. It is also fair, therefore, to call such learning amoral."
Maslow goes on to point out the value of learning‘about oneself which
comes from life experience, not the classroom. He sees learning who we are,
learning to be a person, more central to education than extrinsic goals
thrqst upon'us by‘others. »These ideas imply that the adult educator's
mission is to help each individual learn what is needed to meet his needs

and become his full self.
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‘Carl Rogers (1961), in relating his thbughts on conditions of
vlearning in psychotherapy to conditions of learning in education, sees
the necessity of reliance on the “self—actualizihg“ iendencies_of the
student. The student who is in real contact with life problems will
want to grow, to séek out, to mastér. and will desire to create. The
key tq this statement is "in real contact with life experiences." = Rogers
(1961:293) notes that “our whole culture . . . is deeply committed to
keebing young people away from any touch with real problems." This
notion of self—actua]izétion or maturation is the basis fdr the andra-
gbgical idea that as one,matures, he will seek neﬁvknowledge based on
‘ hast experiences. When the student has been kept fromvfacing life's
problems, he has little background for makihg decisions about the :
directionvhis learning should take. Educational programs, partiéular]y
for the professions, which are subject-centered do not prepare the
student td deal with ﬁis own problems or those of the client. Knowles |
(1970) concurs with Rogers’ viewpbint by observing that if the as$umpiion
is that learners are subject-centered in their orientation to learning,
then it is logical that the curriculum be arranged so that foundational
courses are taught first in order to prdvide an adequate background for
the practical application to follow. Therefore, in a four year program,
students wouid-not get to the field experience until the third year.
This approach does not make sense for mature people, who are problem-
centered ih their orientation to learning. At best they}seé the first
two years as drudgery to be “"gotten through" in order to get to the
‘real thing. This arrangemeni of the nursing curriculum in baccajaureate

programs may account for the high attrition rate in these programs.
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| In 1926, Eduard Lindeman,.pne of America‘s pioneers in adult
education, summed up beautifully the art and science of teaching adults,
"Hdppy thé student whose teacher knows more than his subject. And
brave the teacher who dares to reveal his special subject in the context
of the whole of 1ife and learning" (Lindeman 1926:111). The final words
of Lindeman's book, while not directed to the education for the professions.
hold a special meaning‘for'those teaching in professional programs, such
_~as nursing: - |

It will be readily seen that adult education calls for a new

~ kind of text-book as well as a new type of teacher. Under
conventional educational systems both teacher and text
attempt to make situations fit subjects whereas the demand
is to make subjects serve situations. Teachers of youth
assume that their function is to condition students for a
preconceived kind of conduct; teachers of adults on the
other hand, will need to be alert in learning how the
practical experiences of 1ife can:enliven subjects. The

~ purpose of adult education is to give meaning to the cat-
egories of experiences, not to classifications of knowledge.
Specialists who wish to participate in adult learning will need
to do considerable collaborating among themselves before they
Tearn how to relate their subdivided knowledge to current
situations. It is perhaps true that no single group in
modern life stands in greater need of adult education than
experts, specialists: those who continue to know "more and
more about less and less“ (Lindeman 1926:123).

The term "andragogy" was unknown to Lindeman in 1926 and
was only brought into general use by Knowles in 1970. By "andragogy"
Knowles means "the art and science of helping adults to learn." The
clearest descriptions of the andragogically oriented educator are pre-
sented by Knowles:

« « » the adult educator must be primarily attuned to

the existent concerns of the individuals and institutions

he serves and be able to develop learning experiences

that will be articulated with these concerns. Andragogy

calls for program builders and teachers who are person-

centered, who don't teach subject matter but rather help
persons ’learn. (Knowles 1970:48).
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The art of teaching to Knowles is the management of interaction and
environment which together form the ba51c learning unit,  ‘"learningv
. experience " | | | |

The critical function of the teacher, therefore, is to

" create a rich environment. from which students can

~ extract learning and then to guide their interaction

_with it so as to maximize their learning from it . . .

~ The truly artistic teacher of adults: ‘perceives the
focus of responsibility for Tearning to be in the
“learner, he conscientiously suppresses his own compulsion
to teach what he knows his students ought to learn in -
favor of helping his students learn for themselves what

- they want to. learn (Knowles 1970: 48-41)

'The Nurse Educator S Educational Orientation

An examination of the assumptions about how adults learn andi.

the characteristics of the andragogically oriented educator point to the
‘Uneed for assessing nurse educators educational orientation. Do they,
as a group, believe that their roles are transmitters of knowledge or
‘facilitators helping others learn? There is a scarcity of literature
addressing this question in regard to nurse educators. ,

Graduate education for nurses has been a point of controversy

- for many years with the pendulum of opinion and actions swinging first

in the direction of emphasis on functional role preparation, such as
teaching, to an emphasis on. clinical specializations in the 31xt1es and
seventies (Fitzpatrick and Heller l980) The shift has left a shortage-
jof nurses prepared to assume leadershin roles in nursing education.

| Fewer than one-half. of the current master s programs prepare teachers.
.Educational administrators report that while clinically expert, these

N nurses are not able to assume responsibilities of professional educators
‘=-in the academic setting. The colleges are thus faced with the problems

l'of_teaching the teachers.tonteach (Fitzpatrick and Heller l980). In
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’not have been introduced to. the art and science of teaching adults.
The v1ewp01nt is held by some educators that the teaching of |
” nursing is a science SO exact that there is no room for students to be i
creative and participate in decisions about their own learning experiences,'
and therefore, clinical specialization is sufficient This point of view is
shared by Sheahan (1978), an educator of nurse teachers in England, ‘ |
vwho_defined pedagogy as “the art and science of teaching or as the
- way in which a curriculum is transmitted. Terms such as the practice |
}of education and educational method studies are synonymous with pedagogy“‘
(Sheahan 1978: 515) Although Sheahanois writing about the prepara-
~ tion of‘norse educators in England, his viewpoint may well be shafed'by‘
American nurse faculty as well: o |
Teachers are people who teach somebody something.
Alternative ways of saying this are that teachers enable
learning to take place: teaching is thus seen as an
enabling process. It is possible to object to this
- approach on the grounds that is learning is defined as
an adaptive change in behavior as a result of experience,
the experience could be a positive or a negative nature.
It follows that negative (faculty) learning could result.
Some teachers see themselves as educators concerned with -
the development of human potential. In this context an
educationist would be defined as a combination of an
incendiarist and a horticulturist: the incendiarist
to set the imagination alight, the horticulturist to
provide the conditions for growth and development. But
whatever the stance taken, the subject matter is an impor-
tant area for preparation. A level of knowledge which
was adequate for clinical practice may be found wanting
when it comes to teaching the subject. (Sheahan 1978: 515)
: Other nurse educators are coming to believe that ‘there is more
required of nurse teachers today than a subject based education. One
of these is del Bueno, an advocate of competency based edueation, Who'v

’ while no doubt agreeing with Sheahan in terms of the importance of
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~

the teacher being strong in the subject, takes the point of view that
thefe‘is,a need for nurse educators to consider the needs,fperceptiohs-
and'goa1svof fndividua]s when developing,educationai prbgrams. del Bueno -
»béliéves that if individuals are conscidus of the need to learn and_are
wi111ng, they will find opportunities to acquire that learning. They can.
then app1y.that knowledge or skill invé'real or simulated setting. The
~teacher can thén cohcentrate on the application bhase while thé acQuisitioﬁ'
| can be carried out independently if learners are provided with resources
and materials. This not1on when app!ied to nursing education calls for a
teécher who is not primarily a transmitter of information but, states

del Bueno (]978:11), is one who also assesses thelleafneriﬂin relation to
the variables of réadiness, willingneé;Q and ability to}Change their
béhavior.“ del Bueno goes on to say that it is:difficuit.for some
teachers to: | |

‘accept the concept of options for the aéquisition of

knowledge . . . Many teachers believe that learners

can only learn by attending their course, or reading
specific textbooks. The concept of optional ways/
methods of learning is hard to internalize. The notion
that there is not an inherent sequence is another
difficult concept to accept. (del Bueno 1978: 1)

This notion of the importance of the nurse educator S awareness
of student needs wasvempha91zed by King (1978). King (1978:21) believed
that “peopie are basically responsible for themselves and their behavior."
To apply'this bé1ief in working with a group of sophomore nursing students_
in a clinical nursing course of a community college King changed her
‘teaching approach. Sﬁe found that a change from "directive, didactic
and definitely in control of the situation" to "humanizing" her teaching

by being more “person-centered," involving and getting to know the
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whole student and making use of*her knowledge ofrthe:group brocess
was more effective. with this approach nursing~5tudents‘are able to
1earnrconten£, solve problems and reach decisions,dinteracc more
effectively with others and the teaeher, when-the-teacher acted as
‘facilitator and resource person rather than the didactic director.

The attitudes of nurse teachers toward the education of students .
as expressed in the 11terature are qu1te varied nn.assessment of the. '

Veducetional orientation ofrnurse}educators as a group is needed.

Determination of Education Orientation

To measure the educational orientation of adult educators Hadley
(1975) developed the Educational Orientation Questionnaire (EOQ)
instrument was designed to measure the orientation along,a'contwnuum'
from consistently pedagogica1 to consistently andragogice]; ,Thevinstru-,

ment Was‘edminiStered to adult educators who completed 409 usable forms.

, F1fty—four percent of the respondents were "teachers helping learners in

face-to-face situations" (HadIey 1975: 85), with the next Iargest group
(33 percent) program directors or administrators. Educators in Health
Education accounted for 6.7 percent of the respondents.‘ The ages of
the respondents ranged from 20 to 59 years of age. Of the 409 respon-
dents, 340 had attended college or were college graduates.

 Table 13, "Effect of Variab!e on Mean Total Scores" in Had]ey s .
report (1975 157), shows that the groups with scores toward the consis-

tently andragogical end of the pedagogical-andragogical cont1nuum based
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on five independent variables were:

Variable Highest Mean Score
Sex Males

-~ Formal Education College graduates
Subject Area Counseling

Level of Position Research-and Training
Type of Organization Hospital

‘Hadley listed ten‘categories of "Type of Organization." "Nursing",
~with a'score of 201.3 was sixth}under the "Hospital" group which had a
score of 244.0_and could be concidered toward the "pedagogically orieoted“
end of the continuum. There was no way of identifying who was inc]uded in
- either catégory. It can be assUmed that the persons in-the “Nursing” |
category were active in inservice teaching rather than in schools of nursing.
There- were no other studies available which dealt with the
educational orientat1ons of nurses or nurse educators. ."
In summary, ‘the concept of andragogy as derived by Knowles
is’based on those phi1osophies of education which promote the growth
of the individual toward self-fulfillment: progfoésiVism,,réconstruction-
ism, and‘exfstentiolism. The studies by Masiow and Rogers have con-
tributed to the formulation of theories about how adults learn. Central
of these theories'is the idea that the 1nterests,cgoa1s. and lifeoexpériences
of the adult learner have value in the learoing'oituotion. |
Koow1es madeofour cssumptions about fhevcharacterisitcs of adult
learners nhich afé different from the characteristics of child learners.
The adult learner sees himse?f as a proceeder or doer, demands respect
‘for_himself as a person, has had many life experiencec, learns when he
is ready, and is "here and now" orientéd; These characteristics provide'
~insight into the environment necessary for learning cnd into the

preoaration and skills needed by the educator. The andragogically
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criented educator will provide a learning enVironment tuned to the needs

~ and interests of the student, giving consideration to his past experiences

, and the knowledge necessary to help him reach hws goals. t

o The nurse educator, more often than not, has been prepared for
A‘a ciinical speciaity rather than the functional role of teacher. There B |
are those nurse educators who believe that for the nurses subject matter
is more_importantrthan teaching skills. These differing viewpoints
emphasize a need for assessing nurseaeducators_neducatiena];orjentatians

if a new approach to the educatien.ef student nurses*at:theﬂundergraduategf

| czlevel is to be developed

The assessment of educational orientation can be made by the use' :
of the Educationel Orientation Questionnaire (Hadley 1975) Theﬁstudy |
by Hadley is the oniy one available which deals with the adultfeducators‘ .

- educational orientation.

Theoretical Framework »,.

~ The theorettcaliframeworkvof thelstudy‘he1d tnat a teacher'si.'
orientation to education wi}} fall somewhere‘alnng a centfnuumdfromja‘
cenSistentiy pedagogicellorientetion to a conSistentlyiandragogfcal-t
orientation. Educators' attitudeS‘toward education will'causevtnem to
be either pedaQOgically oriented or andragogically oriented There is,
- therefore, a dichotomy in the constructs of pedagogy and andragogy.
These constructs are based on phi]osophies of educatien and thearies
about -how adults 1earn.} _ |

It was further suggested that “based on Knowles work, the

| characteristics of adult leerners dsffer from the characteristics of

"‘, child learners, necessitat1ng an andragog1ca1 approach rather than a
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- pedagogical approach to the education of adults. The constructs of
~andragogy imply that students are encouraged to participate in decisions
about their education, build on past experiences; exercise independent
thought and action, and regard learning as lifelong. The andragogical
approach to education would seem to be the appropriate one for the
Vpreparation‘of nurses who need to be critical thinkers, deCision-makérs,
and whokwill continue to learn without external motivation.

It was also proposed that the educatprs' orientations are related
to certain independent variables. The educational orientation can then

be predicted by the presence of these characteristics.

Statement of Hypotheses

Five null hypotheses were formulated as a'guide for a primary
analysis of the data. |

1. Hy : The nurse educators' mean educational orientation
scores do not differ from the mean educational
orientation of other adult educators as measured by

| Hadley (1975:157). |

2. Hg : The nurse educators' meanveducatioﬁalorientation |
scores do not differ when respondents are classified
according to educational backgrouﬁd.

3. HO : ‘The:ngrse educators' mean educational orientation
do no§ differ when_respondehts»é;e‘c]assified
 ac¢onding to type of employing institution.

4. Hy : The nurse educators' mean educational orientation
scores do not differ when respondents are classified

according to level of position.



46

5.  H0 1 The nurse educators' mean educational orientation
scores do not differ when respondents are classified
according to the number of college courses completed
in the field of adult educétion
The null hypothesis wés used because "instead of,asking what a
population parameter is likely to have, one may simply test the null
hypothesis that its value is zero against the alternative hypothesis

that is value is greater or less than zero" (Nie 1975:322).



Chapter,s
METHOD OF THE STUDY

vais chapter preseﬁts the design of>thé study, collectioh'éf

data, populat1on sample var1ab1es, and instrumentation. Descriptions

o of the Supplementa1 Data Sheet and the Educatvona1 Orientation Quest-'

~ ionnaire are included. The method of data analysis is a1sovdwscussed.

The Research Design

The study followed a.5urvey‘reSearch”design‘whiéh-alTowed
~information tb'beggathered about the variabies'and“théarelatianshfps
between the variables to be studied. The design included use of ‘an
instrument to estimate the educational orientation of(ndrse faculty in
»aSsociate degree,'d1p1oma and baccalaureate programs éloﬁ§ é numeriéal»
- continuum: cansisteﬁtiy andragogical to consistént}y»pedaéogical.‘ A
second instrument was usedtofgather infbrhation about the’tharacter-

istics of the sample.

Data Collection

The subjects selectéd for the‘study,ware part:aﬂd-full-time,hurse .
faculty in eigﬁt'bagcajéﬁréate,'gight éssociate degree and;tweTVé ‘
vdip]bma*sChools of nursing in Virginia. A Tist of these schools is
found in Apﬁendix A. 'All schdols of nursing identified}in State
- Approved Schools of Nursing, R.N., 1979, as accredited by the National

vLeague for Nursing (NLN), were inc]uded except one diploma program

47
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which was in the process of c]osihg. One associate degree program
which received accreditation toovlate to be includedlin the NLN
. puhlication was included in the study. |

| The deans and directors of these schools of nursing were contact— :

ed by letter as shown in Append1x B request1ng a list of the nurse facu]ty
~from their respective schools. Complete faculty lists were received |

from. nineteen schoois; One additional schoo1 polled its faculty and
"released only a list of those who expressed a wi]lingness to partici-
pate in the study. The faculty 11st in the catalog of that school did
not diStinguiSh between»undergraduate'and graduate faculty, and, therefore,
| the 1ist sent from the school was used. The faculty rosters of the

other eight were taken from their school catalogs.

Population
The faculty rosters obtained from the schools and the catalogs
contained 476 names. The populatiOn for the study included 180 diploma

facolty, 86 associate degree faculty, and 210 baccalaureate facuity;

~ Sample |

It was decided to select an equal number of subjects from each
of the three types of programe - diploma, associate degree and bacca-
laureate - as some of the variables, believed to be related to educat-
jonal orientation;vwere based on differences in the programs. Because
one hundred, preferably 200 or more, subjects would be needed for re-
gression‘analyeis with}many indepehdent variables, according to Kerlinger

and Pedhauser (1973), the largest sample possible was selected. The
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VSmall nunber of asseciate degree faculty precluded a langer selection,
so that seventy were randomly selected frnm each group for a total of
210 educators,i46 percent of’the available population.

| 'A euestionnaire with enppiementai data sheets and cever letter
' was mailed te‘eaeh of the 2]0;se1ected nurse faculty. In the cover N
~letter as seen inlAnpendix c;vedgcators'were assured,that all individual
information would nemein conffdential°with only'grdun:statiStics being
reported. The questionnaire end:supp1ementa1 nata sheets'nere coded
~with three-digii'numbens fon'foliowenp'of non-respondents enly

From the first ma111ng of 210 questionnaires, 138 (66%) responses

were received A second ma1]1ng of 72 letters (Appendix D) and
quest1onnaires to non-respondents yielded a return of 32 bringing the
}response to 170 (80%). Telephone calls to the schools of eight (20) of
the remaining non-respondente disciosed that two teachers were no longer
employed and the other six were not at the scheo]e that day; Messages
were left for'these six for a yield of one more.. The_total'return was
171 (81.4%). Of the 171, thirteen letters were returned.by'the schools
.because the individualsﬁwere no longer employed'by>the;scheels and
vthree persons who were not7teaeh1ng in the undergraduate pnegramsv
returned blank questionnaires. One hundred fiftnyive usable quest-

fonnaires and data sheets were received.

Instrumentation

The two instruments employed for data collectlon were the
Educational Orientation Questionnaire to determine the educators'

educational orientation - andragog1ca1-or pedagogical - and a



50

"Suppiemental Data Sheet which included fourteen items of personal

background information.

Educational Orientation Questionnaire. The EOQ, developed by

Herschel “Hadley (1975), was selected since it was, at the time of the
'Astudy,‘the only 1nstrument designed to measure andragogical—pedagogical -
orientation. S T | |

The EOQ contains sixty Likert-type statements and a five choice

‘response sca]e._ ‘The statements which may be seen in Appendix E for the

~exact wording, express the pedagogical view or express the androgogical ,‘ '

~ view of six dimensions of adolt education‘ (1) purposes of education,
(2) nature of learners, (3) characteristics of learning experience,

- (4) management of learning experiences, (5) evalaution, and (6) relation-
shipsvbetween educator and learner and among leerners. Since,

according to Hadley, most educators will hold a‘hlend of the pedagogical
and andragogical attitudes, the orientations will fall along a'nnmerical
’continunm nithout breek‘from consistently andragogical at one end to
consistently pedagogicaltat the other; High scores indicate an andra-

. gooical orientation while low scores indicate a pedagogical orientation. :
A fiVe point response scale is used ranging from "strongly agree" to
,“strongly disagree."

The stability of the scores was'tested by edministering the .'
questionnaire twice to 254 respondents‘with an average time of two» |
weeks between administration. Hadley reports the correlation of total
- scores was 0.89. ’Internal consistency reliability was'determined by
“the average intercorrelation of item scores (.21) which for sixty

items yielded a coefficient alpha of 0.94 (Hadley 1975).
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Hadley (1975) reported thaf 4309 bespondents cdmpleted forms
that were usable for one or more of the analyses. The subjects were
teachers of adults in face-t§-face settings (54%), diréétbrs;of programs
(33%); and trainers of adult educators and research responsibilities
- (1.2%). Respondeﬁts.educatiénai background varied from secéndary
~ education only (10;8%) to either college or graduate éducation.(87.2%);
ffThefevwere‘seventeen subjectjaréas'répfesentéd_sthkanadult‘education,
'.sociaI science, libérql arts, health education andvre1igibus education.
“Eleven types of‘organiiations'wefe:repreSentative of businesses, hospi-
- tals and.differeht.eddcational'programs. Fifty-Six percent of the
R respohdeﬁts were male andyfofty—four percent were feﬁale; Analysis
';v of variance demonstrated the EOQ detected diffefences'in-educational
orientation (signifi@ant at the .05 level orliess) among addlt‘gducators
with reSpect'tolQariab]es of sex, subject matter or specialty, level of
‘ position,’and'type of 6rganization (Hadley 1975). For the variable of‘
formal education cémplétéd;Adifferences»in oriehtation.wefé;Significant |
at the .09 levelféapsihgiﬁééiey'to recommend fﬁfther.stﬁéy'iﬁ this area.
| | In addition to the Eﬂq; Had1ey developed a criteriqn 1n$trument,,,
the Educationh} Orientation Scales, which was composed of six graphic
- scales. Thfee per$6ns selected by each’ofyiﬁs fespondenis rated the
reSpOndent'on the six scé!es. The mean of tﬁesé_threé ratings was
the critgriqn;measure-used to assess,pr@dictivé‘#alidity (Hadley 1975:
125). 'Cdﬁrélations betﬁeeh'thé heéb critérion ratings and'questionnaire '
- scores range¢ from .28 t0 .40 and all were'significantwat the 0.001 level.
Regression ahaiysis sho&ed that correlations of item scores with

criterion scores could be increased over correlations of criterion
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“ratings with totel,scores. _The-multipiedcorrelation coeffieients
ranged from 0. 50 to 0. 60 and were all significant beyond the 0.001
level. There were percentage increases from 44% to 82% o

The instrument was reproduced and used with written permission

of the author and copyrlqht ho]der, Herschel Hadley. :

Supplemental Data Sheet. The Supplemental Data Sheet deve1oped

-‘.by the writer for this study, 11sted fourteen variables believed to be related
- to the educational orientation of nurse educators. The fourteen were:
(l)fyears-in nursing’practiee, (2) yeers in nursing education, (3) geographic -
.locathn‘of basic nursing'edncation, (4)'educationa1 beckground, (5) current
'aopointment, (6) type of"employing institution, (7) subject matter,
| (8) level of position, (9) insturctional setting, (lO)vpreparation:of
syllabus, (11) adult education courses oompleted._(IZ) continuing
edueation courses taught during past year,,(13) attitude toward mande-'
tory-continuing edncation for relieensure, and (]4) pursuing advanced

degree. A copy of the:Supp1ementa1 Deta'Sheet with exaet wording

of the variables may bedseen as Appendix F.

‘Four of the variables - educational background, type of

employing institution, level of posftion, and college credits earned in
“the field of adult‘edueationf- vere selected for major consideration.
1n‘the.study because it‘wae believed that these variablesvwere the
most likely to discriminate among nurse educators for educational
orientation. Educational background was selected because diploma

programs, as noted in the literature, are more like1y to hold traditional

views of education, and,»therefore, it was believed those faculty with
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'diploma‘beckgrOunds would tend to be mone pedagogical in their epproach.
| it seemed likely,:also, that feachers would hoid7be1iefs ebout education
in accordywith-thejeducationei philosophies of their empioying.orgen-
izationé;lthat is;idiploma Scnool faculty would be expected to be more
pedagogical than:facuities in universities in their educational
| fianproacnes. Hadley's:(1975) finding that’educationai attifudes were
'affected by types of empioying organization supported the selection of
this variab]e. Levei of position was expected to discriminate among
* nurse educators' educational orientations because teachers who had
‘«achieved'higher'ievels of position and rank usually had university
_education>and:had-expenienced_themselves'the need of an approach to
.education,different’from‘a nedagogical approach, This notion was
supported'by Hadiey‘s (1975) finding that level of position discriminated
“among adult educators for educationa1 orientation. it was anticipated
that nurse faculty who had completed college courses in the field of
adult education wouid subscribe to the theories about.how adults learn
and,chence,'be andragogiceily'oriented'toward educdtion;

| »Ophen variables which werevconsideredviikeiyito;affect edu-
'cetional orientation'were"included in the Study;x"Subject matter taught
‘was found by Hadley (1975) to discriminate among adult educators and
was considered to be germane to the study of nurse educators also.
‘Years in practice‘and~years in education were seiected because the
| literature speaks of the changes taking place in education-and practice
~in recent years. Those nho have long years in‘either,nractice or
'education.would,be'expectedvto hold more traditional'attitudes toward

education than those of recent graduates. The geograohic iocation of
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basic nursing education was selected as schools in different parts of
the country may differ in their educational approaches and the faculty
members in Virginia schools represent many parts of the country.
Instructional setting and preparation of syllabus were selected because |
the Titerature speéks of the prevailing idea in nursing of authoritarian:
‘.'nurse tgachers and‘the rigidity of curriculums which are characteristic
of a pedagogical approach to education. Continuing education cpurses,"
taught, attitudes toward mandatory continuing education for relicensure
‘and pursuing advanced degree were chbsen because each would be expected
to influence the nurse educator's attitude toward education as fhe_

- teachers taught'adults, considered life-long learning, and had been

students themselves.

Data Analysis

The criterion variable for the study was the educationa!
orientation as measured by the Educational Orientation Questionnaire.
The predictor variables were the fourteen demographic variables described
under 1nstrumentation. Data obtained from the Supplementél‘Data Sheet

and the Educational Orientation Questionnaire were analyzed using the

Statistical Packggg_fbf the Social Sciences (SPSS) programs_(Nie 1975;
Zhd edition). “

A single mean score was used to analyze the educational attitudes
of educators. To arrive at a‘single mean score,vthe‘five point response
'scale for the statements which Qere pedagogiCal in nature was reversed

for scoring by computer; thefefore, a récoding of thirty responses was
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- done. A mean score was then obtained for each subject and*then for the
»group. |

| The frequencies and basic distributional characteristics of

'each of the fouraeen independent variables were computed by the‘program,b
FREQUENCIES which provided descriptive statistics for each distribution.
A consideration of these tables showed that - for the planned analysis

,of variance procedures some of the variable categories should be

:regrouped in an attempt to equalize cell frequencies. This regrouping

is explained in Chapter 4 under Hypothesis 2.

A major interest of the ‘Study was whether or not the mean EOQ
- score of the nurse educators differed significantly from the mean EOQ of
- the adult educators‘as reported.by Hadley (i975). This determination
was made by a t-test. o |

A GNENAY analysis of variance was. performed to test the sign-

: ificance of the difference betneen the mean EOQ score of the different
groups represented by the levels of independent variables. For the
analyses of variance that yielded significant F values, Tukey 3 honestly
significant difference post-hoc test was applied to compare all possible
1; pairs ef group means. The 0,05 level was used for this test.

The REGRESSION procedure was used to analyze the,linear relat-
ionship»between“the dependent'variahle and foer independent variables
which showed a relationship to educational orientation via the GNEWAY
analysis of variance. Because some of the independent variables were

of nominal classification a system of dummy variables was applied
vThus members of a given category were assiqned to l while others

were assigned an 0, and so on for each level of coded ncminal variables.',
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It was of 1nterest to eva!uate the- relative contribution of the

”\'four 1ndiv1dual variab!es which showed a re1ationship to educational

L orientation in explaining the variances of the EOQ To this end the
'».?order of entry of these variables into the regression equation was
vcontrolled 1n such a way that the contribution of se]ected variabIes
l could be evaluated independantly and in conjuction with others already
%1in the equation. In these ana]yses the dummy ceded variables }
| assaciated with a particular nominal variable were entered on a single k
:istep so that the contribution of the whole set of coded variables

~ could be evaluated



Chapter 4
FINDINGS AN DISCUSSION

This chapter presents a partial description of the student

| ]fparticipants as derived from the Supplemental Data Sheet The chapter

A »vcy;includes from a primary analy51s, the findings and a discussion of the 1dp35"'”"

""7;‘:findings by hypothesis. Consideration is given to other variableStvf

o vand a discussion of the findings of a secondary analysis is also

| included - ) |
| The independent, or predictor variables,were'-
‘, 1. Primary analysis. ' |
| "A. Educational Background
Bo" Type of-Employing Institution
c. ‘Level of Position . |
D;;fCollege Credits Earned in Field of Adult Education”
1. Secondary analysis'
o E. JNumber of Years in Nursing Practice, Excluding
| ;Years of Employment in Nursing Education
_F;"Number of Years in Nursing Education, Excluding R
h "Years of Employment in Nursing Practice ,:ff
i_éiufseographic Location of Basic Nursing Education ,u
H. Current Appointment ‘ o
_ui;.gsubject Matter
= ndoi’Preparation of Syllabus
| i;'K.l;Instructional Setting_xi

57
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L Cont1nuing Educat1on Courses Taught
M. Attitude Toward Mandatory Continuing Educat1on
~ for Relxcensure
N. Pursing Advanced Degree

A partial description of the study part1cipants was achieved

. by use of the Supplemental Data Sheet.

The number of years 1n nursing practice, excluding years employed
in nursing education, was reported by 155 nurse educators as ranging - |
from less thanvone yeer to thirty-four years with the median 6.89
“years as shown in Table 1. |

The humber of years in nursing:education, excluding years
emp1oyed'in nursing practice,'is'shown in Table 2. The number of yeérs
in'education ranged from less than one.year to thirty-three years
with a median 6.225 years.

~ The respondents indicated a diversity-of-géographidal areas,
“as shown in Table 3, for the locations of the schdols where their basic
nursing education was received. For purposes of this study, the division
of the United States into four geographic areas and a foreign c1assification
may be seen in Appendix G. ‘The majority of respondents, seventy-five,
. attended schodls in the Southeastern reéion,with the second largest group
forty-one, in the Noﬁtheast, followed;by'the-Southwest,'Northwest and
Foreign regions. Because twenty-nine did not report name of school but
~only the type of program, the geographic location could not be ascertained.

The educational backgrdund.of the nurse educators varied as
shown in Table 4. The various educational preparations were: diploma;

associate degree, bachelor's degree, nursing; bachelor's degree, non-
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Table 1
Distribution of Respondents by Years in Nursing Practice,
Excluding Years Employed in |

Nursing Education

YEARS IN NURSING PRACTICE Respondents Percentage
0 * 2 1.3
1 8 5.2
2 16 10.3
3 10 6.5
4 17 11.0
5 12 7.7
6 9 5.8
7 9 5.8
8 5 3.2
9 9 5.8
10 14 9.0
1 5 3.2
12 4 2.6
13 5 3.2
14 4 2.6
15 4 2.6
16 3 1.9
18 7 4,5
19 1 0.6
20 - 3 1.9
22 1 0.6
23 1 0.6
25 2 1.3
26 1 0.6
30 1 0.6
31 1 0.6
34 1 0.6
N=155 100.0
mean 8.574 years
mode . 4,000 years

median  6.889 years

* Any repokted numbers of months less than twelve is reported as
0 years.
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‘ Table 2 | |
Distribution of Respondents by Years in Nursing Educatwon,
' Excluding Years Emp1oyed in |

Nursing Edqcation.

'YEARS IN NURSING EDUCATION R Respondents  ~ Percentage

WO NC U DW=

* 2 1.3
19 12.3
5 3.2
17 11.0
12 - 7.7
20 12,9
6 3.9
8 o 502
7 4.5
10 8 5.2
12 6 3.9
13 4 2.6
14 3 1.9
15 5 3.2
16 6 3.9
18 1 0.6
19 1 0.6
20 4 2.6
21 2 1.3
22 2 1.3
23 2 1.3
33 1 0.6

=
]
—
o
o
—-—
[ =]
[}
.

[

mean  8.019 years
mode  6.000 years
‘median 6.225 years

* Any reported numbers of months less than twelve is reported as
0 years.
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‘Table 3

Distribution of Respondents by Geographic Location
of Basic Eductational Preparation

GEOGRAPHIC AREA OF UNITED STATES  Respondents  Percentages

Southeast | | 78 48,38

Northeast 41 26.45
Northwest 7 - 4,52
Southwést | 2 12.9
Foreign 1 .65
Blank | 29 _18.70

N=155 100.00
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Table 4
Distribution of Respondents by

Educational Background

EDUCATIONAL PREPARATION  Credential Held Highest Percentages by
: Number Degree - by
- Highest Degree

Diploma | 7 6 3.87

~ Associate Degree 12 1 0.65
.Bachelgrs - Nursing 132 44 ~ 28,39
Bachelors -‘Non-Nursing 1 4 ‘ 2.58

| Masters - Nursing ’ }- 79 - 72 46,45

" Masters - Non-Nursing 21 20 12.90
 Doctorate - Nursing - - -
'»'\ , Qoétorate - Non-Nursing 8 __ 8 '," _5.16

. N=155" 100.00
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nursing, doctorate, nursinq, and doctorate, non-nursing. S ome
f,respondents reported hoiding several credentiais. The dipioma was

"yfreported by sixty-seven and the associate degree reported by twelve

S as the first credential earned in nursing. One hundred and thirty-

two of the 155 educators reported hoiding a bachelor s degree in

H"c‘»ﬁ nursing. of 100 educators hoiding master S degrees, eight had aiso

ff.;_earned a doctorate in a non-nursing field. There were no doctorates

'.‘in nursing. The master 5 degree in nursing was the highest degree '

b held by seventy-two (46 45%) respondents foilowed by the bachelor s

| T': degree in nursing held by forty-four (28. 39%)

o . Forty-two educators were pursuing an advanced degree in nursing,‘t
};thirty-three were pursuing an advanced degree in a non-nursing field,
i‘,and seventy-nine were not currently seeking an’ advanced degree. The
, numbers of those not current]y seeking an advanced degree inc]uded |
| those educators already hoiding doctorates.

Types of employing institutions are shown in Table 5.

\5,”Hospitals two—year coiieges and four-year coileges were reported

~as public or private institutions. For the purposes of this study
;,{those facuity empioyed by a four-year coilege to teach in an associate
ﬂf degree program were counted with the two-year institutions. |
| Tnere were 299 responses to subject matter currently taught
, Severai educators checked all items as being currently taught. Tabie}]
',6 shows that the largest number, eighty-five, reported teaching
}medicalesurgical nursing, followed‘by obstetrical nursing, forty-one;
’ieadersnin/nanagement;‘thirty-three; pediatrics,.thirty—one;4'profess-

'ionalism/etnics,nmental nealth; communi ty heaith'and others cdmoieted



64
 Table 5

Di‘s.tr_ibu’tion of Respondents by Type of
~ Employing Institution

TYPE OF INSTITUTION  Public  Private  Total

Hospital T 37 62
Two-year College | 44 ‘ | 7 51 |
| Fo‘uvr-ye'ar’ Co]’l,ege . 33 6 ____:!_9_ |
| NelS2
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Table 6
Distribution of Subject Matter as
Currently Taught

'SUBJECT MATTER * | ” Respondents
Medical-Surgical 85
Mental Health 2
~ Obstetrics ' 41
Community Health 16
Leadership/Management 33
Pediatrics u 31
~ Professional/Ethics - 29
Other | 42

* Some respondents reported all subjects being}taught currently. This
was assumed to mean an integrated curriculum was in use. '



66

the categories;
o The syllabi for’cnurses were reported by ninety-nine-as
written by self, six by the institution, and fortyéeigbt by others
which was usually indicated as a éombinationveffdrt of the teacher
and someone else or by a coondinator. o | o |

Fifteen nespondents taught in the classrnom only,'twelve in
~ clinical laboratory only and one hundred twenty-five both in class-
room and clinical laboratory.x o |

‘The distribution of respondents by level of position is shown
in TabTe 7. The 1argest proportion, 47 74 percent 1nd1cated ‘the
position of “instructor" which is the common position title used in
hospital schools of nursing for all teaching faculty. The designation
“instructor“ is used for the lowest rank in academia. The pesitinn_of '
'”professor“ and "dean" are usually found in co)leges, although»onej
'hOSpitﬁ] schooT used the term"”professor“ for teaching’faculty. The
term "director“ is found in hospital schools of nursing. "Co-ordinator"
s a position level found in all nursing schoo]s. o | | |

0011¢ge credits earned in the field of adujt[edﬂcation were
reported by 148 resnOndEnts as follows: sixty had earned no credits,
fnrty-seven had earned one to six credits, and fnrty-fournhad,earned
seven or more credits.

Sixty respondents reported having taught continu1ng educat1on
courses or workshops during the past year.

A slim majority (50.98%) of the respondents belteved that
continuing educatjon should be mandatory for relicensure to practice
nursing while 26.14 percent were undecided. The opinions were

divided: seventy-eight (50.98%) responded yes; thrity-five (22.88%)
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Table 7

'Level of Position

"LEVEL OF POSITION Respondents  Percentages
Instructor 74 47.74
Co-ordinator 9 5.80
Assistant Professor 34 21,94
Associate Professor 23 14,84
Professor 4 2.58
Assistant Dean/

Assistant Director 4 2.58
Dean/Director | 4 2.58
Other 3 _1.94

N=155 100.00
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‘responded no; and forty (26.14) were undecided.

Primary Analysis

For the purposes‘of this study consideration was given to five

hypotheses for primary'analysis. These hypotheses were related to
the questions: (1) What are the mean EOQ scores for nurse educators
as compéred to the mean EOQ scores tha1ned by Hadley? and (2) Are
there differences in the mean EOQ scores when nurse educators are
classified by: Educatibnal background, types of employing institution,
level of po§ffion;and,number of college courses completed in the
field of adult education? |

‘ To'test the sigﬁifitance of the differeﬁces between the mean
EOQ scores for the levels of the independent variables, it was nec-
~ essany to regroup the levels of certain variables in an effort to
equalize the ceil‘freduencies. The regfouping is described in the
discussion of each independent variable and shown in the related

table.

Hypothesis 1

HO: The nurse educators' mean educational orientation scores do
not differ from the mean educational orientation scores of other adult
educators as measured by Hadley (1975:157). |

The t-test for independent samples was used to find the
significance of tﬁe difference between the mean score of thé nurse

educators and the mean score of adult educators as reported by



“Hadley. The mean scores by sex, as reported by Hadley (1975:157,
~ Table 13), were weighted according to Respondents by Sex (Hadle

i

1975:150, Table 1) to compute a total mean score of(213.09. /

¢
et
puset

‘There were 155 nurse educators with a mean score of 194.7
and sum of squares 46972, Hadley's adult educators numbered 395 with
a mean score of 213.09 and sum}of»squarei 266891.

A t-test yielded a ratio of 8.137 which, with 548:qegrees of
freedom, included a mean difference highly significant (p50.001) and
theféfore the null hypothesis is rejected.

This finding lends support to the notion that nurée educatprs,
as a group, afe pedagogically oriented toward education.

Comments‘hyva few of the respondents indicated»that they felt
the instrument td be unrelated to nursing educéfion since the term
"studenf“ as used in the questionnaire referred to "adult student"
and therefore "teacher" referred to a teacher of adult students.
These comments may verify thé opinion that séme nurse educators do
not regard nursing students as adults.

One respondent commented that the questionnaire was unfair
because the respondent had "never had any education courses” and,
therefore, did not have}a basis for "answering the questions.” This
comment supports Fitipatrick and Heller's (1980) staiement that colleges
are employing faculty who are clinically expert but lack preparation
in education which may result in their inability to assume pro-
fes§iona1 responsibility for teaching. |

Ten of the respondents also, when unsure of how to respond
to a statement, qualified the statement by writing comments related

to their own teaching experience or rewrote the statment before
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| marking‘the scale;*’SeVeral’of‘the’ten‘respendents commented that the
questionnaire was to vague or too genera1 B ﬂ .
| Two respondents commented that their reactions to the ques~
~ tions were related to their'own experiences as adult learners as much
as their attitudes toward teaching. | |

Three respondents stated that the preparation of nurses for |
- Ticensure as professjonals does not allow for leeway in the variety
of Iearning experiences for students. These statements support the
findings of Kohnkei(1972) that curricular prectice:is not in line
,with-that'described'in the Titerature. A lack of understanding of
‘the andragogical approach to education may be indicated. h

In summary, written comments hy 9% of the respondents

ndicated 1nfluences in operation at the time the questionnaires

were completed. These comments indicated,a lack of understanding
of andragogical technblogy,‘lack of preparation for the teachtng
experienee, disagreement with questionnaire items, and.persona1
experiences as students. Despite the influences opereting; the
nurse educators as a group tend to fall toward'the pedagegicai»
end of the pedegogicet-andragogicaj‘continuum as measured by Hadley's

EOQ.

Hypothesis 2

'HQ:‘ The nurse educaters “mean education orxentation scores do
not differ when respondents are ciassified according to»educatlonal
| background. |

' The educational backgrounds ranged from the diploma to the
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doctorate - non~bﬁrsing. There was an overlapping noted in Table 4
because educators had moved through yarious educational prdgkams
earning 6ne or more credentials. For the purpose of this'study two )
~ groups were devised to assist in équa]izing cell fkequeh&ies. Group
IIincluded‘those who indicated the diploma, assocfate degfee, or
bachelor's degree as thé»highest credential held. Group 2:1h¢1uded
those who indicafed the master's or doctoral degree§ és'the highest .
“credential held. | ) |

A ONEWAY‘analysis of-variance (Table 8) dethe meah scores
of the groups yie\ded an F ratio of 0.912 and a chance probability
" of 0.3411 which was not significant. The nul1 hypothesis is retained.
This finqing was somewhat unexpected becausgfaccord:ng to_’ |
" the literature it i§jthé‘dfp1cmé prograﬁSIthch éré’iikeiy to foster |
a pedagogical approach to educatian (Curran 1979) Tho#e ‘educators
who have either progressed bayond the hospital school setting or |
have never been exposed to these programs were-thought‘to be more |
11ke1y»to.h01d.ahdragqgica],attitudes‘tOward education; Iﬁ}Crosby’s
’fstudy,(1977)rof 3,042 nufses in Virginia, a majority had,reéeived_
Ainstruction in teaéhing'ski?ls. The results of the analyses,
Table 8, appears to indicate that a pedagogical approach is used |
in teaching nurses how to teach whether at the undergraduate or

graduate level,

ﬂypothesis 3

He :  The nurse educators mean education orientation scores do
’not differ when respondents are c1assif1ed according to type of

employing institution.



Table 8
Significance of Educatiohal Background

On Total Scores

ONEWAY

Analysis of Variance

Source of Degrees of Sum of Squares Mean Square F Ratio F Prob
Variation -~ Freedom o ' -

Between Groups 1 276.4940 276.4939 0.912 0.3411
Within Groups 153 46393.2969 -~ 303.2241

Total Groups 154 46669.7891

Group . Count = Mean Standard Deviaiipn Standard Error Minimum Maximum

01 55  192.9091 16.2586 - 2.,1923 159.0000 234.0000
02 - 100 195.7000 18.0120 1.8012 158.0000 241.0000 |

Total 155 194,7097 17.4083 1.3983 158.0000 241.0000

4 A
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~ Three types of employing institutions - hospital,,tﬁé-year
college, four-year college - were categorized as public or private as
préviously shown in Table 5. For the purpose of analysis thé three
groups were utilized without consideration of the cétegories, public
or private. |
| A ONEWAY analysis of variance (Table 9) of the mean EOQ
scores broduced an F-ratio‘5.216 which was significant at the 0.0065

level and the null hypothesis is rejected.

The Tukey pbst-hoc comparison showed that the mean score of
Group 2, faculty in two-year colleges, differed significantly at the
~at the 0.050 level from Group 3, faculty in four-year cdlléges.

This finding agreed with Hadley's (1975) findihg that the
EOQ discriminated among adult educators' educational orientation based
on type of emp]bying}institution. However, since all of the
institutions are schools of nursing, the differences may lie in the
philosophies of the differént types of institutions. The faculty of
the baccalaureate programs may feel more inclined to adopt the andra-
gogical technology with students who have already experienced two

to four years of 1iberal education. This attitude would not be,
| however, congruent with McKenna's (1978:18) statement that "We do

not qsually have adult learners as students in institutions of higher
learning at the baccalaureate level."

Tﬁe faculties in associate degree programs may feel that
because of the concentrated'effort required to prepare students to
write the»licensingMexamfnations there is not time to involve these

- students in determihing objectives or selecting learning activities.



Table 9 |
Significance of Type of Employing Institution |
~ On Total Scores

ONEWAY

Analysis of Variance

Source of Degrees of ‘Sum ofquuares Mean Square F Ratio F Prob
Variationr Freedom : o - '
Between Groups 2 3037.6874 1518.8435  5.216  0.0065
Within Groups 149 43383.4414 291.1638 h
Total 151  46421.1250

klaroupf " Count Mean Standard Deviation Standard Error Minimum Maximum
Hospital 62  193.5806  16.4780 2.0927  159.0000 241.0000
2-year college 51 190.2745  17.1056 2.3953  158.0000 228.0000
4-year college 39 201.7949  17.9108 ~ 2.8680 161.0000 233.0000

Total 152% 194.5789  17.5335 1.4222  158.0000 241.0000

*‘Three cases marked "parochial” were not included in count.

/2
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This is in accord with ﬁubject based eduéatibn spoken to by Sheahan
(1978). King (1978), a teacher in a‘community college'nursfng ﬁrogram,
found that in Order fo‘"humanize“ her teaching she had to change her
teaching approach from "directive, didaétic and definitely in control
of the situation (King 1978:21)" to one of involving students in theirs.
-1t must be remembered, however, that although the means
differed significantly, the mean scoreévof both groups were toward the

pedagogical end of the continuum,

| Hypothesis 4

HO: The nurse educators' mean educational orientation scores do
not differ when respondents are classified according to level of
~position.

The levels of position ranged from instructor, a general term
, used for all teaching personnel in hospitals schools of nursing, to

~ deans and directofs of schools of nursing as previously shown‘in

Table 7.

Three groups were devised for the purpose of analysis. The
first group included only those in the position of instructor, the
second group inciuded co-ordinators and assistant professors, and the
third group included associate professors, professofs, assistant deans
and directors, deans ahd directors and others. |

A ONEWAY analysis of variance of the mean EOQ séores (Table
) 10) produced an F fatio of 0.073 and a chance probability of 0.9300
which was not significant. The null hypothesis is retained.

This result did not support Hadley's finding that the EOQ



Table 10
Significance of Level of Position

On Total Scores

Source of
Variation

ONEWAY
~ Analysis of Variance

Degrees of Sum of Squares Mean Squares F Ratio F Prob
Freedom ' : .

Between Grbups 2 44,5390 22,2695 0.073 0.9300
Within Groups = 152 26625.2617 306.7471

Total 154 | 46669.7969

Group Count Mean ' Standard Deviation Standard Error Minimum  Maximum
01 v74 194.8108 16.4755 1.9152 161.0000 234.0000
02 43 195.3023 17.4826 ’ 2.6661 159.0000 233.0000
03 38 193.8421 19.4332 3.1525 158.0000 241.0000
Total | .

155 194.7097 17.4083 1.3983 158.0000 241.0000

9L
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-‘discriminéted amoog adult educators’ educational‘orientatioos reiated
} to level of position.

It was thought that those educators who had been in the
field of nursing education long enough to gain the higher p051tions )
in schools of nursing would ho]d‘different attitudes toward_education'
l'than those.teachers.holding Tower level positioos. The finding that
there is oo signifioant'difference in the attitudes of thefgroups and
~ that of'the:totaligroup or between the groups may be a reflection,of
the mix‘ofbtiilesoused and the.educationai'backgrounds. For example,
“an instructor in a dioloma program’may_holdva master'sodegree in
nursing and have.fifteen‘years teeohing'experience. The same education '

~and experience may be true for an associate professor or dean in the

~ two-year coliegevsetting. The finding seems to indicate that as level

}~of position changes in schools of nursing, the attitudes toward the

education of nurses do not change.

Hypothesis 5

Hg:  The nurse educators’ mean educational'orienteinn scores do
not differ when respondents’are_ciassified according to the number
of co]iege courses compieted in the field of eduit education.i'
 Three groups were uoilioed“for analysis:i none, 1 - 6 credite, ,

and 7 or more credits. Vi | e_:‘v  B -

_ E AVQNEWAY}analysis*of varieoce (Tabie 11) of the mean EQQ
scores produced an F ratio of 0. 884 whioh was not significant at a
0. 4151 level of probability and the null hypothesis is retained

1t had been expected that those educators who had completed '

graduate courses in adult education would hold attitudes congruent



Table 11
Significance of College Credits Earned in Field of Aduit

Education on Total Scores

~ ONEWAY

- Analysis of Variation

Source'of .Dégrees of Sum of Squares Mean Square F Ratio F Prob

Variation Freedom _— ’ : »

Between Groups 2 537.2026 - 268.6013 0.884 0,4151

Within Groups 148 44946,3203 303.6912

Total ' 150 . - 45483,5195

Group Count Mean Standard Deviation Standard Error Minimum Maximum
~ None 60  195.3333 18.6925 | 2.4132 158.0000 241.0000

1-6 Credits 47  197.3191 17.4693 ‘2.5482 162.0000 234.0000

7 or more S o | ‘

Credits - 44 192.4773 15,4716 ’ 2.3324  159.,0000 225.0000

~ Total 151 195.1192 17.4133 1.4171 158.0000 241.0000

8L
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with andragogical principles and therefdre the EO0Q sceres'nnuld tend
toward the andragogicai end of the continuum.

|  The results of the enaiysis may have been confounded by a
misunderstanding of the. term “adult ‘education." One respondent
commented that adult education referred to courses in automobiie
mechanics and therefore the item on the. suppiementai data sheet
»andethe questionnaire were unsuited to nurse facuity. :Anptner res-

- ponded as_having been invoired'withi“many, many" aduit‘edncation

conrses;'.Tnese commentsASeemed to indicate e lack of reeognitidn

of adult education es a disciﬁ]ine.v Although the queStien; which ;
~ asked for the number of coliege credits, apparently guided the thinking

::'of two-thirds of the respondents there was a sufficient number who did ,

not understand the question to cast deubt on the resuits.‘ In view

of the;comments about tne question, furtner‘inqniry into the effectvf

- of the study of adult education’principies on ettitndes‘toward :

_education seems warranted.

- Secondary Analysis

Ten ether}yariabiesiwnich‘were thoughtitn be}reiated to the att-
jtudes which teachers,of'nurses hoid»toward'edupation_were'considered
via‘a_ONENAY enaiysis of rarience. The:enaiyses of these rariables
reVeaied that the nurse edueators' mean'eduéationai scores did not‘
differ significantly when the respondents were classified according
?to: number of years in nursing practice, nursing of years in nursing

._’education, geographic Tocation of basic nursing education, preparation
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"of syllabus continuing education courses taught, attitude toward
andatory continuing education for relicensure, and pursuing advanced
~degree. The results of these analyses are shown in Table 12.
| | ONEWAV analyses of variance revealed that the nurse educators
' fmean educational orientation scores differed significantly (p‘=0 05 or
'hless) when the respondents were classvfied according to current
1jappointment instructional setting, and subject matter., ‘The discussion‘
| = of the findings for each variable is presented and the analysis shown
- in Tables. 13 - 15, I
| The finding that the nurse educators mean educational orient-
ation scores differed significantly when respondents were classified
according to full time and part-time appointments as shown in - |
Table 13 was»not unexpected The analysis revealed an F ratio of
5. 977 with a chance probability of 0. 0156 The mean score of 184. 6000
| ‘for the part—time educators indicated a position farther toward the
’pedagogical end of the continuum than the mean score fOr those employed
full time. The range of scores (162.000 - 2l8 000) for the part-time
' »educators also did not reflect the extremes of scores as did those for:
| full -time educators. Part-time faculty are often employed for. clinical
laboratoryiinstruction only-and therefore are not involved~with the
-students in the planning;‘classroom}teaching'andvevaluatiye processes.
It s conjecture that theselpeople may also be less exposedito inservice
and continuing education programs dealing with newer learning theories
“and teaching strategies. The small number of respondents in this
category would make drawing any conclusions extremely hazardous.

The distribution of the subject matter taught»was,shown in



Table 12

Significance of Years in Practice, Years in Education, Geographical
Location of Basic Prgoram, Preparation of Syllabus, Continuing

- Education Courses Taught, Attitude Toward Mandatory Continuing

Education for Relicensure and Pursuing Advanced Degree on Total Score

ONEWAY

Ana1ysis of Variance

' Variable - Count F Ratio F Prob

Years in Practice 153 1149 0.3197
Years in Education ‘ 153 0.274 0.7609
Geographical Location 155 1.468 0.2337
Preparation'of Syllabus 148 0.548 0.4601
Continuing Education Courses Taught 153 0.829  0.3641
Attitude Toward Mandatory Continuing |
Education for Relicensure 153 0.202 0.8174

Pursuing Advanced Degree 154 2.240 L1100

18

Minimum - Maximum range for all groups 158.0000 - 241.0000"



 Table 13
Significance of Current Appointment

On Total Scores

ONEWAY

~ Analysis of Variance

28

Source of Degree of Sum of Squares Mean Square F Ratio F Prob
Variation Freedom

Between Groups 1 1763.9314  1763.9312  5.977  0.0156
Within Groups 150 | 44264.3018 295.0952

Total 1561 46028.2305

Group Count Mean Standard Deviation Standard Error Minimum Maximum
Full-time 137 196.0219 17.3804 | 1.4848 158.0000 241.0000
Part-time ; 15  184.6000 15.0750 3.8924 162.0000 218.0000

Total 152 194.8947 17.4592 1.4161 158.0000 241.0000



“Table 14

Significance of Subject Matter

On Total Scores

ONEWAY

Analysis of Variance

Source of | Degrees of Sum of Squares Mean Square F Ratio F Prob

Variation Freedom

© 1196.6782 1196.6780  4.026 0.0466

Bétween Groups 1

Within Groups 153 454730977 | 297.2097

Total 154 46669.7734

Group Count = Mean | ‘Standard Deviation Standard Error Minimum Maximum
ATl Others 70 197.7714 17.2810 2.0662  159.0000 251.0000
Medical-Surgical 85  192.1882  17.2008 1.8657  158.0000 228.0000
Total 155 194.7097  17.4083 1.3983  158.0000 241,0000

€8



Table 15'15 ‘
Significanée of Instructional Setting:

On Total Scores

ONEWAY
‘Analysis of Variance

Source of Degrees of Sum of Squares

source of Degrees Mean‘Sqnare F Ratio F Prob
Between Groups 2 }808.0135 904.0066 3.017 0.0519
Within Groups 149 44643.6460 | © 299.6216

Total 151 46451,6563

Group Count Mean Standard Deviation Standard Error Minimum  Maximum
Classroom only 15 193.2000 23.1461 5.9763 159.0000 241.0060
Clinical only 12 183.3333 18.0974 © 5.2243 162.0000 228.0000
Combined 125 196.0400  16.4465 1.4710 158.0000 234.0000
Total 152 194.7566 17,5393 158.0000

1.4226

241.0000

¥8
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rTable 6. The ONEWAY analysis of variance resulted in an F ratio
of 4,026 with a Chance probabfﬁity of 0 0466 For ‘the purposes of
achieving more nearly equel ce11 fnequencwes the subject matter was
- divided in two ‘groups: (1) Medlcal-Surgical and (2) A1 Others.
‘As may be seen in Table 14 the nurse educators' mean educational
;orientation'scoresgdiffered"significantly when nespondents were’c1assified
by eubject mattert» This finding'was supponted by Hadley's (1975)
"finding that the EOQ discr1m1nated among the adult educators edu-‘
‘cational orientations as determined by subject matter., In the case of
~ the nurse educators » those who teach'medica1-surq1cal nursing wene
_more. pedagog1ca11y oriented toward educat1on than those teaching f
other subjects.‘ It may be that those who teach medxcal-surgica]
nursing content view it as the teaching of facts and princip1es with |
-little 1eeway for student decision-making and invoivement This
content often deals with tests and procedures which must follow a
| set protocoI The content of courses dea]ing with community.hea1th~ E
or management may Ee,negarded as less rigid and allow for“inﬁo]vement'
of students in decision-making withinltne»coorses.' Once again it
must be rememberedktnat all of the-meen‘scores'are toward peda-
gogical end of the continuum. | .
| A ONEwAY ana]ysis of variance (Table 15) of the nurse educa-

- tors' mean EOQ scores c1assifed by instructional'setting produced an F
ratio of 3.017 and a chance probability of 0.0519. Tnts ftnding was
| expected in 11ght of the findings for full and part-time appointments
as showne1n Table 13. Those persons employed part-time 1n‘schools of

nursing are genena11y those employed for clinical 1aboratony'in5truction
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only and are less like]y to be involved in the p]anning and
eya1uat1§e processes of courses. Those facuity members who have
classroom responSjbi]ities only are generally full-timé facﬁ]ty
with administrative reépansibilitieS‘who'teach’non-clinical courses

or who serve as resource lecturers in the clinical courses.

~ Regression Analysis

Of importance to the study was the question, what proportion
of EOQ score variance is predictable using the independent variables
that showed a relatioﬁship to educational orientation?

Those independent variables selected for regression analysis
were those that showed a relationship to educational orientation via
the ONEWAY analysis of variance. These variables were: type of
employing iﬁstitution. instructional setting, current appointmént, ’
and subject matter.

Each category of the nominal variables - type of employing
institution, ihstructional setting and subject matter - was treated as a |
separate variable and assigned "dummy" scores depending on theff
presence or absence in each of the categories. The vahiable, current
appointment, required no.coding. The dummy coded variables associated
with a pqrticuiar nominal variable were entered into the regression
eqﬁation on a single step in the following order: type of'émpioying
institution, instructional setting, current appointment, and subject
matter. It was thought that this order would yield the best evaiaution
of the relative contributions of each variable in expiaihing the variance
of thegﬁducational ﬁrientation of the nurse educators. The results

of the aﬁalysis are presented in Table 16.



The Relative Contributions of Type of Employing Institution, Instructional
Setting, Current Appointment and Subject Matter
to Educational Orientation

DEPENDENT VARIABLE...

EDUCATIONAL ORIENTATION

Typé of Employing
Institution

 Instructional Setting
Current Appointment
Subject Matter
(Constant)

Table 16

Multiple Regression

MULTIPLE R

0.26082
0.33289
0.35267
0;38445

R SQUARE

0.06803
0.11082
0.12438
0.14780

RSQ CHANGE

0.06435
0.03879
0.01356
0.00126

SIMPLE R

-0.17574
-0.19451
-0.19575
-0.16274

B

-11.70385
-9.153583
-6.904064
-1.387068

211.3883

BETA

-0.31908
-0.14184
-0.11833
-0.03973

L8



The combined R2 for the four variables of 0. 14780 indicated
nthat about 14% of the EOQ score variance. is predictable using these

) efvariables The amount of variance determined by type of emp]oying

‘v,1nstitution, instructional setting, current appointment and
-‘subJect matter would make them poor choices as predictors for the .‘:
' educational orientation of individuals. |
| ~ Each variabie is discussed in relation to its contribution
to the combined}RZ. As shown in Table 16, the,predictiye power of
*instructional setting, current appointment and subject matter
'rdecreesed as part of‘their predittiVeﬁpower was aiready‘pdssessed by
vi.the variable, type of employing institution, which was introduced
~on the first step.‘ | |
The F ratio of 5.4378 with 2 and 149 df of the regre551on of

educational orientation on type of employing institution s statis-

'-"tically significant at the .01 level. The R2 of 0 0682 indicates,

' rhowever, that only 6.8% of the variance is accounted for by type
of employing institution. |
_ The addition of the variable, 1nstructiona1 setting, yields

an F ratio of 4. 58009 w1th 4 and 147 df which is statistically sign-
ificant at the .01 Tevel. The R2 of .11082 indicates that‘instructional _

_setting edds a small 4.8% of the variance for a total'contributign:of
~ about 114 | -
The variable, current'appointment, added'to the regression
: :yielded an F ratio of 4. 14776 with 5 and 146 df which is statistically
“significant at the .01 level : The R2 of .12438 shows that‘current f

f» appointment increased the variancéfof educational orientatien
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| ﬁxaccOunted for by type of employing inStitution, instruetional’setting‘
and current appointment together by about 1% to a total of 12%
| The addition of subject matter to the regression produced
an F ratio of 2.00895 with 12 and 139 df which was statistically
| significant at the .05 level. The R2 of l4780 shows that ‘subject
matter added approximately 2% to the amount of variance of educational o
orientation explained by type of employing institution, instructional o
setting, and current appointment for a total of about 14% shared by
the four variables.

To summarize. a primary analysis testing five hypotheses |
‘showed that nurse educators as a groupvfall toward:the consistentlyr
»pedagogically-oriented.end of the pedagogical/andragogical‘centinuum
as‘measured by'Hadley's”EOQ ONEWAY analysis'of'variance demonstrated
that the nurse educators ‘mean scores for educational orientation do |
not differ when respondents are classified according to educational
background, level of position and number of college courses completed
in the field of adult education. The mean scores‘for educational |
‘or'ientation do diiier 's,ignif}ilcantly (»p'éo 0065) nhen respondents are
classified by type of employing institution. |

A secondary analysis of the variables which were thought
affect the nurse educators educational orientation revealed that the
mean scores differed significantly (p.é .’05‘ or less) when respondents
~were classified'according to current appointment, instructional setting,
and subject hatter. The:mean scores did not differ in nursing practice,
number of years in nursing ednCation, geographic location of basic

nursing education, preperation of'syllabus,'continuing education
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. courses taught, attitude toward mandatory continuing education for re-
‘licensure, and pursuing advanced degree.

By regression analysis it was determined that about 14% of the

EOQ score variance is predictab]e using the independent variables that

».vshowed a relationship to the educationa1 orientat1on.



Chapter 5

. SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS FOR FURTHER STUDY
~ This chapter presents é summary of the background, problem,
objectives and findings of the study. AlSo presented are the con-

. ‘clusions:drawn from the study and recommendations for further study.

Summar

The study evolved from the recognition that, hiStofica11y,
nursing has been a highly directed and tightly controlled pkocess. This
 process,kesu1tedin the'practice of nufsing deve1opihg as task oriented
rather than as~intel1ectu§lly oriented. The image was creﬁted of} |

the nurse as caring, dedicated ahd_a handmaiden of the physician.
:Today‘s nurse, 5h cqntrast;‘is expected to carry out nursing
:\practice by beingaégouhtab]e to the consumer, to ﬁake decisions
regarding the consumer's health care, think critically, act as
batfént,advocate,'and.to continue learning. The 1itéfaturerpoints
out that nursing,education programs'ére fal]ing’short‘of préparing
nurses who meet tthe expectations conveying the idea that a new
, approagh to nursing educationbis needed. Based on the literature
‘the andragogicai‘approaéh to nursiﬁg education would offer the
theories,and‘techno]dgy beeded“tb'produée the nurse prepared to

“meet_thé challenges of nursing practice; ‘The statements of expected

91
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competencies in all programs leading to licensure state that the
nurse is prepared to be self-directed and a continuing learner.
Studies have shown that not only is there a blurring between the
statements of the different'types of programs, diploma,

_associate degree and baccalaureate, but that curricular practice

is not in 1ine with that described in the literature. The literature
also points out that students in generic nursing programs are

~ generally not regarded as adults. These statements suppori the

ideas that nurse educators are pedagogically oriented toward
education.

The study was an assessment of the andragogical-pedagogical
orientaiion of nurse educators in associate degree, diploma, and
baccalaureate schools of nursing. The assessment was carried out
with respect to the educational orientation of other adult educators
as determined by Hadley's EOQ (1975). Two research questions were
posed.

1. What is the andragogical-pedagogical orientation of
nurse faculty in associate degree, diploma, and baccalaureate schools
of nursing with respect to the andragogical-pedagogical orientation
of other adult educators as assessed by Hadley (1975) using the
Educational Orientation Questionnaire.

2. What is the relationship between dependent variable,
educ&tiona] orientation, and the independent variables: 1level of
education,vgeographic location of basic nursing education, type of
‘employing institution, subject matter taught, preparation of syllabus,
1evel of position, current appointment, pursuing advanced degree, length

of time in nursing, length of time in nursing education, number
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of adult education courses completed, continuing education courses
taught, attitude toward mandatory continding education for
re1icensure. , 1
The objectives were to: (1) obtéin valid data‘about nurse
}educators' attitudes toward adult education; (2) to determine if
the eduéatiohal orientations of nurse educators differed kam the
éducational ofiéntaifon of other adult educators as asséssed by the
EOQ:and, if.so, how; and, (3)‘to‘determiﬁe if the nurse educators'
~ educational orientation was affécted significantly by certain back-
- ground variabies. Other objeétives were to ascertain if continuing
eaucation programs wére needed to acquaint nurse faculty with
'theoriés of adult 1earning, and to determine if theories of adult
1eérning should be included in the curricula offerings for the
preparation of teachers of nursing. |
| ~ The study was based on the theory that a teacher's orien-
tation to education will fall somewhere é]ong a continuum from a
consistently pedagogical to a consistent]y andragogita1 orientation.
The attitudes of the teachers toward education will cause them be
‘éither pedagogically’or andragogically oriented. Based on phi-
 losophies of education and theories of adult learning, a dichotomy
| in the constructs of pedagogy and andragogy exists.
' The study was a survey of'210 nurse educators in diploma,
associate dégree and baccalaureate schools of nursing in Virginia |

‘utilizing a Supplemental Data Sheet to gather data on fourteen back-

ground variables which were thought to affect educational orient-

ation and the Educational Orientation Questionnaire developed by
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Hadley (1975). The total response rate for thg_mail survey was
171 (81.4%). Of the total return there were 155 usable question-
naires and data sheets. |

Consideration was given fo'five_hypotheses'for prim&ry‘
~analysis. Null hypoiheses were stafed related to the questions:

(1) What are the mean EOQ scores for nurse educators as compéred
to the'mean_EGQ scores for adult educators as obtained by Hadley?
and (2) Are there differences in the mean EOQvééores_when nurse
educators are classified by educational background, type of
'emp]oying institdtjqns, Tevel of position, and number of college
codrses Comp]eted in the field of adult education?

A t—test for independent samples revealed that the difference
between the mean score of the. nurse educators (194.7) and the mean
score of adult educators (213.09), as reported by Hadley, was
sigﬁifiéani, and thé’nuil hypothesis is'rejécted. This finding in-
dicated that nurséVEducators, as a group, are more pedagogica]ly
oriented toward edqtation,than Hadley's sample of adult educators.

A primary ONEWAY analysis of variance showéd that the nurse
édu;ators' mean educational orientation scores do not differ when
classified by educational background, level of position or number}of"
college courses completed in the field of aduit education,'thereby
‘retaining the nuli hypotheses. |

~ It was found that the nurse educators' mean eduéationa!r
orientation scores differed significantly (p£0.006) when classified
by type of employing institution and the hu]] hypothésis is rejected.

The Tukey post-hoc comparison showed that the mean score of faculty



95

in associate degree programs (190.2745) differed significantly
from the mean score of faculty in four-year colleges (201.7949).

A secondary analysis of ten other variables thought to
affect the attitudes which nurses hold toward education revealed
that the nurse educators' mean educational scores did not differ
~significantly when the respohdenis were classifed according to:
humber'of years in.nursing practice, number of years in nursing
education, geographic location of basic nursing education,
preparation of syllabus, continuing educatioh ceurses taught,
attitude toward mandatory continuing‘education for relicensure,
or pursuing advanced degree. The‘secondary analysis showed that
the nurse educatofs' mean educational scores differed significantly
(pf:O{OS or less) when classified according toi current appointment,
instructional setting, or subject matter. Current appointment and
instructional setting were thought to be related to the extent that
thoée faculty members holding part-time positions were usually
instructing in the clinical area only and were more pedagogically
oriented for that reason. Those who taught medical-surgical nursing
content were also more pedagogically oriented than}those who taught
other subjects. |

, A regression analysis to determine what proportion of the
EOQ‘score variance is predictable using the independent variables
that showed a re1ationship to the educational orientation revealed
that about 14% of the total variance is predictable. The amount
ef predictable variance (14%) s too small to be useful in explaining

the educational orientation of the nurse educators;‘
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Conclusions

From the results of the study it may safely concluded

that the nurse educatorslﬁufveyed; as q,group,'tehd toward the
.“consisténtly pedagpgiéa]“ eﬁd of the pedaQOQicaIIandragogical cont-
inuum‘as“defined by Hadley (1975).‘ This finding may partially
explain Kohnke's finding (1972) that curricular practice, fs, in
fact, not in line with the curricula statements. Nurse educators
may{be aB1e to state fof‘curriculaf purpoées those ideas which the
public, nurse administrators, accreditation bodies, and students want
‘to see, but the personal attitudes of‘the individual educators cling
to the»traditional ideasvabqut nursing education. These tréditional ‘
ideés are pedagogical in nature'as pedagogy is characﬁeriieq,by
Hadley. The blurring of 1ines between the cufriculums of the different
typés of programs, aS'described in the literature, may»a}SO be brought
about by the nurse educators' pedagogical orientation producing the
inability or the'unwillingness to identify the approaches and activities
necéSsary to introduce a new approach to nursing education;v |

: It was not possible to'determine which nurse educators,
~according to classification'by the background Variabies examfned,
weré andfagogical]y oriented. The comments by several respondents
,fndicated'that‘many nurse educatprs do not see themselves as
teachers of adults and do not uhderétand that adult education is a
~distinct field of study. | | |

The significant differencegin the mean scores for the teachers

in associate degree‘and'bacéa]aureate programs warrant further study.

: It‘may:be that nurse educatbrs"assume_the attitudesvthat’they feel
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are appropriate for the‘philbsophy of the institution and the type
of student enrolled. ' | |

| The variabies,cufrént appdintmeht and instructiona] setting
may be so closely aligned that the significant differences in the
mean scores obtained for these two»¢1assifications»on1y indicate that
_ ihose nurse educators who a}eipért-time,clinicaI or cjassroom
instructors are not;involved in the total educational processes of
the student. These teachers’may see;themselves as teaching only to
achieve certain instructional objectives which have a]ready'been
prescribed by others thereby giving them a very narroﬁ perspective
of education. | | _
| No definite conclusion can be drawn regarding subject matter
taught. The finding that the mean score for those teaching
medical-surgical nursing material differed significantly from those
teaching other matefial seemed to indicate that nurse educators
regard this matérial as a science to be taught in a prescribed manner,
while other material'could be taught with a new approach'which would
more involvement of the student.

It also could not be determined from this study where the
nurses’ atttidues toward education are formulated. Sincévthe educational
background of the nurse.educator did not cause a significant differ-
enté in mean scores, it may be safe to conclude that the pedagogical
approach is self-perpetuated by the educators themselves in'alt“types
of nursing schools. This once again points to the need for an
ahdragogical orientation to education by nurse educators.

The implications are that an andragogical orientation to
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education would lead educators to regard their students as adults.
Théunursing.student would be helped to make decisions about his learn-
ing and to»face their consequéhces, to manage his own 1ife. ‘The
student wouid bé accepted‘by‘thé teacher as a responsible,,competent
person. The life experiences of the student wou]d be bui1t on and
used in his ]earning proéess; Immediate application of new»ski]1s and
knowledge wdu)d bé recognized as a means of motivating the nursing
student, as adults are "here and now" oriénted.. |

The nurse educators should recognize th&t there is more
required of them than a strong subject base. The teacher wbuld,be
keenly aware of the student's needs, get to know the whole student |
and make use of a knowledge of the Qroup process. Thevteacher, acting
‘as facilitator ahdvresource person rather'than»thefdidéctic director,
could better heib the student learn content, solve problems, reach |
decisions and interact more effectively with others and the teacher.
The nurse educatorVWOuld be responsible'fbrvknowing.and applying
. different teaching strategfes to strengthen individual'learﬁing styles.
| The andragogical apprqach to education offers the theories and
and technologies necessary‘to'produce the desired curriculum changes
in'hursing education. | | | |

Going beyond the 1mp1ication that a new approach to nursing
. educat1on 1s needed are suggestions as to how this change may be
accomplished Attitudes toward education must be changed 1n '
those who are 1n a posit1on to make- curricular changes. Those nurses
alregdy teaching in schools of‘nurs1ng‘should-be‘fntroduced to theories

of adult learning and to strategies for implementjng those theories
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g through a vigorous program of workshops and conferences and the
'enrollment of more nurse educators in graduate courses in adult
education. As a result of this introduction. these faculty members
~would be able to suggest changes in the curricular offerings for
‘teacher.preparation,that would‘include~courses_related to the education
- of adults at the graduate level | | : |

Theories of adult learning should be taught in generic nursing

- programs as students are prepared to teach other team members, patients,

and community groups. Gradually the self-perpetuation of pedagogical

’ orientation to education would be corrected.

| Recommendations for Further Study

Based on'the 1iterature search.andvresults of‘theistudy, the
foll0wing recommendations are}suggested for further research:

1. A comparative study among students, faculty and administrators'
educational orientations. andragogical or pedagogical A study of this
nature would be helpful in determining the origin of attitudes toward
‘nursing education. Do students come into nursing schools with. notions
- about the teaching/learning process already set? Do inexperienced teachers
‘acquire attitudes about education from the administrators of nursing
‘programs? These are some of the questions that need to be answered if
curricular changes are to be made. B

2. That each faculty study the overall faculty attitude
‘tonard education in relation to the stated philosophy and objectives'
'ofvthe'school. In'light‘ot Kohnke's finding that curricular practice
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is not in Iing;with curricufar statements and the findingbéf.this

study that nurse educatofs'aé‘group are pedagogica11y oriented, faculties
need to ascertain if they are “practiéing what they preach." It may

be that faculties are>making~phildsbphical statements and writiﬁg
objectives based on the requ1rements of an acceditation board, whilé :

- private attitudes toward the teaching/learning process are quite
different. If this is identified, then staff development programs for
1ndividua1‘facultieQYCould be directed to introddcing andfag6gica1
‘theories and technology in order to change the educational drient-

- ation of the faculty.
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APPENDIX A: SCHOOLS OF NURSING

Associate Degree

Virginia Appalachian Tricollege

Northern Virginia Community College

Germanna Community College '

Norfolk State College ,

Tidewater Community College - Frederick Campus
Virginia Western Community College
- Shenandoah College

“Wytheville Community College

Diploma

Riverside Hospital

Alexandria Hospital-

De Paul Hospital

Norfolk General Hospital

Petersburg General Hospital

Portsmouth General Hospital

Richmond Memorial Hospital

Louise Obici Hospital

The Memorial Hospital of Danville
- Community Hospital of Roanoke Valley
 Virginia Baptist Hospital

Roanoke Memorial Hospitals

Baccalaureate

Marymount College

George Mason University
Hampton Institute

Eastern Menonite College
01d Dominion University
‘Radford Universtiy

Medical College of Virginia
Universtiy of Virginia
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APPENDIX B: REQUEST FOR FACULTY LIST

April 2, 1980

- Dear

~ As part of my doctoral research at Virginia Tech I
- plan to survey nurse educators representing all schools of
nursing in Virginia regarding their educationa? orientations.

A list of the nurse faculty from your school is needad
for this research. A random sample for the survey will be
drawn from the names of all faculty in undergraduate programs.
A11 responses from individuals wi11 be confidential

Your assistance is greatly appreciated and a self-
addressed envelope is enclosed for mailing the list. Thank
you.

Sincerely,

Mildred Hopkins
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APPENDIX C: COVER LETTER

April 29, 1980

Dear

The student popuiation in all nursing programs is changing: the
average age of the students is older, college graduates are changing
career goals and enrolling in nursing schools, registered nurses and
licensed practical nurses are seeking academic degrees, and more
students have work and family. responsibilities. The new graduates are
expected to assume roles of decision-makers in patient care and of con-
tinuing learners. My interest and concern is the attitudes that we,
as nurse faculty, hold toward the education of these nursing students
- for today's practice setting. This survey is being conducted to assess

the educational orientations of nurse educators: andragogical or
pedagogical R .

Your name was randomly se]ected from the names of faculty in the

 NLN accredited undergraduate nursing. programs in Virginia., A1l infor-

‘mation given by you will be confidential with only group statistics
reported. The questionnaires ere coded for purposes of non—respondent
follow-up only. ,

It should require no more than 15 minutes of your time to complete
the data sheet and questionnaire. - A 'stamped, addressed envelope is
provided for your use. Please, won't your complete the questionnaire
~and return it now. A1l responses must be received by May 15, 1980,

Thank you for your assistance.
Sincerely,
Mildred Hopkins

Graduate Student
Virginia Tech -
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| APPENDIX D: FOLLOW-UP LETTER TO NON-RESPONDENTS

May 28, 1980

Dear

Several weeks ago you received a letter asking your assistance
with a doctoral research study concerning the educational orientation
of nurse educators. To date your completed questionnaire has not
been received. Perhaps it was misplaced on your desk, therefore,

I am enclosing another for your use,

Althoughvthe response has been good, the study is not complete
without your questionnaire and the information given by others is
less valuable because your data is missing.

I know how busy you are, but I hope you will complete the quest-

1o?naire and return within ten days. Thank you very much for your
help. ,

Sincerely,

Mildred Hopkins, R.N., M.Ed.
Virginia Tech
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APPENDIX E: EDUCATIGNAL ORIENTATION QUESTIONNAIRE

(ALL RESPONSES ARE COMPLETELY VOLUNTARY) IDENTIFYING NO.

Below are statements about education, teaching, and learning. These have
been chosen to express severalvdifferent viewpoints.

Please Note: In comp]eting this questiénnaire keep in mind that the word
“student" means adult student, and the word "teacher" means yourself--the

person filling out the questionnaire. In other words, your answers in-
dicate your educational orientation in working with adults.

For each statement, please put an "X" in one of the five boxes in front
of that statement. Choose the box that indicates your attitudes or pos-

jtion best--how mucy you agree or disagree with that statement. The five
positions from which to choose are: -

SA -- 1 strongly agree with this statement.
A -- 1 agree with this statement
U -- I'm too uncertain about this statement to agree or disagree.
D -- I disagree with this statement.
SD -- 1 strongly djségree with this statement.
SAA U D SD
(Y)Y ()Y () () 1. Education should focus on what is sure, reliable
and lasting.
(X)) () () 2. Teaching effectiveness should be measured‘uy
students' increase in examination of their own
feelings, attitudes ‘and behaviors.

()() () () () 3. Students need a strong teacher who can direct
their learning.

()C) () () () 4. It's hard to keep people from learning.

() ) () () () 5. Learning is an intellectual process of understand-
ing ideas (concepts) and acquiring skills.

SAA U D SD

(X )()() () 6. Effective learning occurs most often when students
actively particiapte in deciding what is to be
Tearned and how.

(X)) () () 7. Giving examinations regularly motivates students
‘ to leran.



SAA U D SD
() )y ) ()
()C)Y ) () ()

()C) ) ) ()

() ) () ()

() ) ) ()

()Y ) o) )

OO OO0

| D SD
‘( )( ) ( ) () ()

OO )y 0)
()Y () 0) ()

OO OO0

()(‘)()()(")'.

SA\ A U D SD
)y )Y () ()

()C) ) ) O)

()C) ) ) ()

10.

1.

12.

13.
14,
15,
16.
17;
18.

19.

20.

21.

22 .

13

Organization of the content and sequence of
learning activities should grow out of stud-
ents' needs, with their participation.

It should be the teacher's responsibility to
evaluate students' achievements and assign
grades.

The best sources of ideas for improving teach-
ing and education are the students.

Competition among students encourages keen
learning.

A teacher by his behavior should show each
student that his abilities and experiences are

- respected and valued.

A teacher should help students accept values

-~ of our society.

To see education as transmittal of knowledge
is obsolete.

Students tend to be much alike.

It is a teacher's responsibility to motivate

| students to learn what they ought to learn.

Clear explanation by the teacher is essential
for effective learning.

A teacher's primary responsibility is helping
students choose and develop their own direct-

- ions for 1earning.

A good teacher makes the decisions about what

- should be taught, when, and how.

A teacher seldom need to know the average
students as separate individuals.

A teacher should not change his expressed
decisions without unusually good reasons. -

~ Emphasizing effeciency in teaching often

blocks development of an effective learning
climate.
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OO OO0

TOOOO0
00000
OOOO0
OO0 0
S\ A U DS
OO OO0
OO0 OO0
OO OO0

SAA U D SO
OO OO0

OO0 00

00000

23,

24 .‘

26.

27.

28.

29.

30,

3.

32.

SA AU b osp y
X)) O) _(' )25

14

An adult education program should be evaluated
by the same standards as other accredited

. programs ‘of education.

Evaluating his achievement should be primarily
a respon51bility of the student since he has
the necessary data.

Competition among students develops conceit,
selfishness and envy. : .

A teacher should discuss his blunders and

learnings with students.,iv

A teacher should be sure his questions steer
students toward truth :

Educational objectives should define changes in B
behavior with the student desires and the teacherv :
helps him undertake. : , : ,

Most students are able to keep their emotions
;under good control

vStudents are quite competent to choose and carry |

out their own proaects for learning

A teacher should help students free themselves‘

~of fixed and patterns of thouqht that block

their growth.

The maJor qualifications of a teacher are grasp

~of subject matter and ability to explain

| (demonstrate) it clearly and interestingly{ . E

33.

34.

35.

36.

It 1s better for students to create their own L
- Tearning activities and materials than for the :

teacher to provide them,

A teacher should require assignments and grede :"‘

them.

Use of a topical outline course plan often blocks‘
‘a teacher's perception of students ‘needs. o

"An adult education program should be evaluated -
only in terms of 1ts own objectives.‘_;;‘~
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OO OO O)
()();)()()
"SA°A U D SD
OO O OO

()OO O)

()Y ) )y o)

() O OO

O)C) ) ) ()

37.

39,

40.

41,
42,

43.

44.

45,
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Competit1on among students deveTops courage,
determination, and industry.

A - teacher should provide opportunities for
warm relationships with students and among
students.

Edueation should lead people to goals that
result in orderly, reasonable lives.

Education should increase students' critical
evaluation of our society and courage to try new,

~ creative, satisfying behavior.

Often students don't what 1s best forvthem.

When a teacher makes a mistake, he is lwkely
to lose students' respect.

Maturity depends more,on continuing growth in
self-understanding than on growth in knpwledge.
Students frequently "get off the subject"-either‘ -
intentionally or unintentionally. :

Education programs which tell what should be

-~ learned and how, rarely help students learn.

46.

47.

48.

49,

50.

51,

Letting‘students‘determine learning objectives

, wastes too much time in irrelevant discussion.

The. primary concern of a teacher should be the
immediate needs of the student.

Grades should reflect a students' grasp on the
subject or skill taught.

Assignments by a teacher tend to restr1ct students'
sign1f1cant learnings. :

Tests prepared by students are usually just as
effective as those prepared by a teacher. _

The goals a student sets for himself are the

~ basis of effective learning not the teachers'

goals.
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52.

53,
‘ advantage.

56,

57.

58.

59..

60.
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YA teacher s mission. is to he]p each student

learn what he decides will aid him in achieving
his- persona] goals., . =

If a teacher 1sn 't carefu], students take

Consider1ng the possible effects on students,
a teacher should usually p]ay it safe rather
than take chances. T SR

Without a cooperative climate encouraging students
to risk and experiment, significant 1earn1ng is -
unlikely. ,

A teacher who: does not plan the work for a class e

carefully is taking advantage of the students
ignorance. o :

To use students experiences and resources for e
~ learning requires group activities rather than =
such methods as lectures., - ; k

It is a good rule in teaching to keep relation- o
ships with students impersonal -

vPlanning units of work should be done by studentsn'.

and teacher together.

Good teaching is systematic--set up a ciear plan

‘and schedule and stick to it.

Copyright 1974 by Herschel N. Hadley
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APPENDIX F: SUPPLEMENTAL DATA SHEET

~ In order that data from the questionnaires may be analyzed by groups of
" nurse educators, please complete the information below by placing an X
by the correct answer or writing the answer as needed

.'e
2.

s

4,

From which school did you obtain your basic nursing education?
Indicate number‘cf years in nursing practice (exclude years in

education):

Indicate number of years in nur51ng education (exc]ude years in
~practice):

Educational background (check a]] that appiy)

1. Diploma 1 _Yes 2_No

2. Associate Degree 1_Yes 2 _MNo

3. Bachelor's Degree 1_ Yes-Nursing 2 Yes-Non-Nursinq 3_No-

4. Master's Degree 1_Yes-Nursing 2 " Yes-Non-Nursing 3_ No
- 5. Doctoral Degree ‘1_Yes-Nursing 2 __Yes-Non-Nursing 3 No

5.

e

10.

ARIN
12,

13,

Your current appointment is: 1 Full time2 | Part-t1me

“Type of institution where you are emp]oyed. . S
‘1. Hospital school 1 Public 2 Private -3 Parochial

2. Two-year college 1_Public 2 - Private 3'_Parochia1

3. Four-year cel]ege

or university 1__Public ", 2 Private 3_| Parochial

. Subaect matter that you currently teach (check all that app]y)

1_Medical-surgical 2_ Mental Health 3 Obstetrics

4 Communlty Health 5 Leadership/ 6 Pediatrics
" Management _
7 Professvonalism/ 8 Other
: Ethics :
Who writes the syllabus for the course(s) which you teach?
1_Self : 2__Institution ~3_ Other
Type of instructional setting in which- you teach:
, 1_Classroom - 2_ Clinical Laboratory
‘ 3 Comb1ned classroom and clinical laboratory ,
Level of Position: 1 Instructor ~2_Co-ordinator 3 Assis. Prof.
4 Associate Prof. 5 Professor  6_ Assis. Dean/
71 Dean/Director 8 Other —_— Director
Number ef coliege credits earned in the field of adutt education: o
: __None . - 2| One to: six . 3__seven or-more -
Have you taught continu1ng educatien courses or workshops during past year?
‘ 1_Yes 2_No
Do you believe that continu1ng ‘education for nurses shou]d be mandatory
for relicensure? 1_Yes g 2__No

Are you currently pursuing advanced degree? . ‘
1 Yes-nursing 2 Yes Non—Nursmng 3_No
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. Northeast

Connecticut
Delaware

- I1linois
Indiana
Maine
‘Maryland
Massachusetts
~ Michigan

~ New Hampshire

~ New Jersey
New York
~ Ohio
~ - Pennsylvania
" Rhode Island
Vermont <
Wisconsin

Foreign

118

GEORGRAPHIC REGIONS FOR LOCATION OF
 BASIC NURSING PROGRAMS

Southeast

"~ 'Alabama

Arkansas

‘District of Columbia

Florida

‘Georgia
 Kentucky

Louisiana
Mississippi

‘Missouri

North Carolina
South Carolina
Virginia

West Virginia

,SOuthwest

Arizona

California
Colorado

" Hawaii
Kansas
Nevada

" New Mexico

Oklahoma
Texas

~ Utah

“Northwest

Alaska
Idaho
Iowa

- Minnesota

Montana
Nebraska
North Dakota
Oregan

South Dakota
Washington

‘Wyoming
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AN ANALYSIS OF NURSE EDUCATORS?,EDUCATIONAL
ORIENTATION: ANDRAGOGICAL OR PEDAGOGICAL
e |
Hildred A. Hopkins

(ABSTRACT)

| 'This‘stﬁdy‘was‘cencerned with the aésesémeot"of the an-
'dragogioal-pedagogical ofieﬂtation»of nurse edecators;in associate
ldegree;,diploma; and\baccalaureate schools’of nursing. The
‘principeliobjectiyes were to obtain valid data’eboutonerse‘educators'
attitudes ioward‘adult education, to-determine‘if ﬁheoeducationel
orientaiions of nurse educators differed from tbe'educational
.orientetioo of other adult‘edueators,'and to'deiermine if the nurse
:educators‘ educational orientation was affected significantly by
- certain background variebles. Additiohally;'the study examined
| whether continuing education programs were needed to acquaint nurse .
faculty with theories of adult learning and whether theories of
v- adult learning shoold.be 1noluded in,the curricula offerings~for
5 1thevpreoaration‘of teachers of nursing. } | "

” The study was a survey of seventy nurse educators from
each type of nursing program - associate degree, diploma, and

‘bacealaureate - in Virginia for a total of,ZlO The-instruments

- Vused for data collection were a Supplemental Data Sheet to gather

;information on fourteen background variables which were thought

to affect educational orientation and Hadley s Educational Orient-‘



ation»Questionnaire (E@Q) | There were l7l responses of wnich.lss |
'quastiennaires and data sheets were useable. |

: The criterion variable was educational orientation as
f measured by the Educational Orientation Questionnaire and analyzed

as a single mean score.: The independent variables were educational

*background type of employing institution. level of position, college

| credits earned in field of adult education, number of years in
,nursing_practice, number of years in nursingueducation,_geographic“

o location of basie nursing program, current°apnointmant;vsubject
matter, preparation of syllabus, instructional setting, continuing
education courses taugnt, attitude toward mandatery continuing
education for relicensure, and. pursuing advanced degree.
_ The data were analyzed by t-test and the FREQUENCIES, ONEWAY,;
and REGRESSION procedures-of»tne Statistical Package.‘for v.theSocialm

Sciences (SPSS). The data were presented descriptiyely.and |
statistically. | .
| The most significant finding was that the nurse educators
mean score differad significantly (p=0. 001) from the mean score
of other adult educators as reportod by Hadley. The finding in-
, dicated that nurse edueators as a group, are pedagogically oriented
toward education." | ' o

Analysis of variance revealed that the nurseieducators'v
educational orientation'was affected significantiy at’the'oves
level or better by type of employing institution, current appoint-

~ ment, instructional setting, and subject matter. Regressaonvanaiysis

showed that about 14% of the educational orientation score variance
".is predictable using the four variables which showed a relationship '

to educational orientation.



It was recommended that nurse educators adopt an andragog1cal ,

i approach to nursing education rather than pedagogical. In order to ,

~'accomp11sh this it was also recommended that theories of adult

Iearning and strategies for 1mp1ementing those theories be 1ntroduced

| through a vigorous pragram of workshops and,conferences forvpract)cjng
teachers, COufses;iﬁ'addlt education should be included in the

 curricular offerings for teacher preparation at the graduate level.

Recommendétions'f6r furthér study inCluded'avcomparatiVe study
among students, faculty and administrators educational orientation5°v

andragogical or pedagogical and that each faculty study 1ts educational

‘orientation in relation,to the stated philosophy and,obgectives of

the school,
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