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ABSTRACT 

The purpose of this study is to identify potential indicators of learner 

readiness, also referred to as student preparation, for online nursing courses. A 

sample of 38 articles including learner readiness assessments, discussions, and 

research provided the source for this exploratory content analysis. This study 

used a conceptual content analysis process that included multiple coders and 

experts to increase the reliability and validity of the findings. The indicators were 

also checked to see if they were referenced in relation to online nursing students 

or all online students, and to see if they were noted as mandatory for online 

programs. 

The results found 42 potential indicators of learner readiness. Of the 42 

indicators 6 were noted as mandatory, and none were referenced in relation to 

online nursing students. These potential indicators serve as a foundation for 

additional research to validate each individual indicator as an actual predictor of 

learner readiness. 
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CHAPTER ONE: Introduction 

According to the latest labor projections from the U.S. Bureau of Labor 

Statistics, more than 500,000 new and replacement nurses will be needed by 

2010 (U.S. Bureau of Labor, 2003a). In response to this need, many schools of 

nursing are investigating graduate and undergraduate online nursing programs 

(National Center for Education Statistics (NCES), 2003). In order to prepare 

students for this new method of delivery, student readiness or learner readiness 

assessments are being utilized by these online programs (Distance Education 

Clearinghouse, 2003). However, little research has been done into what the 

indicators of readiness for online student preparation actually are. This chapter 

will provide background on the nursing shortage and the development of online 

programs. It will also describe the purpose of the study, the problem, and its 

significance. 

Background 

In a July 2002 report of the Health Resources and Services Administration 

(HRSA), 30 states are now estimated to have shortages of registered nurses 

(RNs); and this shortage is only expected to increase over the next two decades 

(HRSA, 2003). The U.S. Department of Labor projects a higher than average 

need for nurse's increase at 26% nationwide from 2000 to 2010 with higher much 

higher increases in some states (U.S. Bureau of Labor, 2003a and 2003b). 

Another study projects a 20% shortage in nurses by the year 2020, with 400,000 

nurses needed to fill vacancies (Buerhaus, Staiger, & Auerbach, 2000). 
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Currently, the American Hospital Association states that 75% of employee 

vacancies in hospitals are for nurses. This amounts to 126,000 nurses that are 

currently needed. However, as the need increases, the number of first -time U.S. 

nursing school graduates who sat for the NCLEX -RN®, decreased by 31.3% 

between 1995 and 2002 (National Council of State Boards of Nursing, 2003). 

One possible solution to the nursing shortage is to increase accessibility to 

nursing education. Distance education is one way to potentially increase the 

number of new nursing graduates. Enrollments, course offerings, and availability 

of distance education increased rapidly during the 1990s. The percentage of l- 

and 4 -year institutions offering distance education classes rose from 33 to 44 

percent between Fall 1995 and 1997, and one -fifth of the nation's 2- and 4 -year 

institutions started offering distance education courses between 1998 and 2001 

(NCES 2003). Now approximately 85% of all U.S. universities and colleges offer 

distance education courses (National Governors' Association, 2001). 

Distance education nursing programs have likewise increased at similar 

rates; however, the increase has been in the offering of classes, not entire 

programs online (NCES 2003), perhaps because of the need for supervised 

clinical experiences. A number of schools are offering graduate programs online 

with the goal of increasing the number of eligible nurses that can serve as faculty 

for undergraduate programs as well as promoting a career ladder in nursing 

(NCES, 2003). 



11 

Critics of current research into the effectiveness of online education point 

to several methodological problems. Widely cited criticisms of online education 

research come from an April 1999 report prepared by the Institute for Higher 

Education Policy for the American Federation of Teachers and the National 

Education Association (Phipps & Merisotis, 1999). Phipps and Merisotis 

reviewed over 40 original works of research. Their analysis identified four key 

shortcomings of the current research: 

1. Much of the research does not control for extraneous variables and 

therefore cannot show cause and effect. 

2. Most of the studies do not use randomly selected subjects. 

3. The validity and reliability of the instruments used to measure 

student outcomes and attitudes are questionable. 

4. Many studies do not adequately control for the feelings and 

attitudes of students and faculty -what the educational research 

refers to as "reactive effects" (p. 18 -22). 

They (Phipps and Merisotis) also identified six gaps in the current 

research that invite further investigation: 1. Research has tended to emphasize 

student outcomes for individual courses rather than for a total academic program. 

2. The research does not take into account individual differences. 3. The 

research does not adequately explain why the drop -out rates of distance learners 

are high. 4. The research does not take into consideration how the different 

learning styles of students relate to the use of particular technologies. 5. The 
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research focuses on the impact of individual technologies rather than on the 

interaction of multiple technologies. 6. The research does not address preparing 

students to succeed in online courses. This study focuses on the last issue. 

Statement of Purpose 

The purpose of this study is to identify potential indicators of learner 

readiness, also referred to as student preparation, for online nursing courses. 

The study uses content analysis to identify the indicators from articles regarding 

learner readiness in online education. 

Learner readiness has been linked to student success in the literature 

(Kennedy, 2002; Novotny, 2000). Research has found that while outcomes are 

similar between distance education classes and in- person classes, the 

characteristics of students are not (Kennedy, 2002). As such, the long -term goal 

is a research -generated (or based) list of indicators for learner readiness that can 

be compiled into an assessment tool that can be used by educational institutions 

for their online programs with a goal of improving student success. 

Problem Statement and Research Questions 

One of the ways nursing schools are addressing the nursing shortage is 

through online nursing programs. These programs are new and many students 

may be unprepared for the programs. Since research indicates that student 

preparation is important for student success and the goal of the nursing 

programs is to succeed in producing nurses, research into learner readiness 
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indicators for online nursing programs is warranted. The research questions for 

this study are: 

1. What are the potential indicators of learner readiness in online 

education? 

2. Are any indicators mandatory for online education? 

3. Are any indicators specific to nursing students? 

Significance 

Nursing educators across the country are exploring the implementation of 

distance education courses and programs. One of the primary concerns for all 

involved is student success. In most cases, the goal of online courses is to 

increase access for students to nursing programs. However, access provides no 

benefit if the students do not succeed. As part of assisting in student success, 

preparing students for online courses is key (Wolfe, 2001). 

There are numerous online sites providing assessments for distance 

education student readiness. However, the assessments vary and with some, 

there is no notation of research founding the data. In order to provide a strong 

student readiness assessment, it is important to look at all the different 

assessments available and the research in the area to create a comprehensive 

picture of the potential indicators. By conducting research in this area, it is hoped 

that the knowledge of the indicators of learner readiness will be improved and 

used for future research in improving student success in online nursing 

programs. 
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Summary 

As nursing colleges across the country expand their offerings of online 

courses, it becomes increasingly important to understand the indicators of 

learner readiness and their significance in promoting successful student 

outcomes As a first step on this journey, I attempted to identify potential 

indicators of student preparation or learner readiness in online courses. 
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CHAPTER TWO: Literature and Theory Review 

A review of the literature and the theories that underlie this study are 

covered in Chapter 2. This chapter also provides definitions of important terms 

and assumptions used throughout the study 

Definitions 

It is important to recognize that the meaning of words and phrases may 

change, depending on who is using the word and the context in which the word 

or phrase is used. For that reason, several terms will be defined so their use in 

this project is clear. Definitions for learner readiness, student readiness, distance 

education, student success, educational technology, online courses, web -based 

courses, Internet courses, brick -and -mortar education, and traditional education 

are provided in the following: 

Learner Readiness and Student Readiness: Learner readiness can be 

decomposed into learner (one who seeks to gain knowledge or understanding of 

or skill in by study, instruction, or experience {Merriam -Webster, 2003 }); and 

readiness (being prepared mentally or physically for some experience or action 

{Merriam -Webster, 2003 }). Student is defined as one who attends a school 

(Merriam- Webster, 2003. Thus, for this paper, learner readiness refers to the 

preparation a student brings to the instructional experience. Additionally, since 

learner refers to a student or potential student; for the purposes of this paper 

student readiness and learner readiness are used interchangeably. In the 

literature, learner readiness is defined as preparation of a student for a particular 



16 

delivery or instructional modality (Halsne, & Gutten, 2002). 

Distance Education, Online Courses, Internet Courses, Web -based 

Courses, and Educational Technology: These terms can mean different things 

depending on the educational institution, the assessment tool, the research 

article, or the individual. Thus, it is essential that these terms are defined clearly 

and used consistently within this paper. For this paper the following definitions 

apply: 

Educational Technology is the highest level or broadest definition of this set 

of words. It refers to all technology and tools used for educational purposes 

regardless of distance. This includes, but is not limited to, computers, Internet, 

phone, LCD projectors, overhead projectors, video, DVD, cable and TV. 

Distance education refers to all instruction done from a distance via any 

type of technology like cable, phone, TV, internet, or computer. The 

distinguishing characteristic is that the education must be done from a distance. 

Online, Internet, and Web -based courses are used interchangeably in this 

paper, and refer to the use of computers and the Internet to provide instruction to 

students at a distance. The defining characteristics are that teaching is done at a 

distance, a computer is used, and the Internet provides the connection between 

the student and the teacher. This differs from computer assisted instruction 

(CAI) in that CAI is not only at a distance nor is the Internet required. CAI is not 

used in this project, but is described here solely to help clarify this definition. 

Brick- and -mortar and Traditional Education: These two terms are often 
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used interchangeably in distance education. They refer to the historically 

common modality of teaching in a common physical space (building) where 

students and teachers interact in a classroom (Novotny, 2000). Because 

traditional education is sometimes used in educational literature to refer to an 

instructional style and not only an instructional mode, this paper will use the term 

brick -and -mortar. It will refer to the teaching modality where the students and 

teacher meet in a classroom for the teaching experience. 

Literature Review 

In reviewing the literature for this study, I found it necessary to divide the 

literature into categories for ease in understanding the various factors involved in 

this study. First I provide a review of online education outcomes, then online 

education access, and finally learner readiness. 

Online Education Outcomes 

One of the primary issues when online education first started was that of 

quality. Were students in the online classes achieving the same outcomes as in 

the brick -and -mortar classes? Research quickly revealed that the outcomes 

were similar (Biner, Bink, Huffman, Dean, 1995; Kramer, 2002; Middleton, 1997). 

Studies have shown that cognitive factors such as learning, performance, and 

achievement in online education classes are comparable to those observed in 

traditional brick -and -mortar classes (Carr, 2000; Russell, 1998; Schoech, 2000; 

Sonner, 1999; Spooner, Jordan, Algozzine, & Spooner, 1999). However, 

research also revealed that the perceptions and satisfaction levels of instructors 
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and students of distance education did not show the same consistency (Bower, 

2001; Hara & Kling, 1999; Stocks & Freddolino, 1998). 

For example, the "no significance difference" phenomenon addresses how 

the outcomes of the students in online versus brick -and -mortar classroom 

instruction are not different; however, the satisfaction levels of the students are 

more varied (Russell, 1999). The online students were either more critical or 

more satisfied with the instruction than in the brick -and -mortar classroom. The 

perception of the online students was more at the extreme ends of the 

satisfaction continuum (really liked it or really did not like it), while the brick -and- 

mortar students' perceptions were more to the middle of satisfaction. Factors 

such as accessibility to materials, student -to- student interaction, instructor 

personalities, control of time, and cost can influence individuals' perceptions of 

online education (Russell, 1999; Middleton, 1997). 

Perception has been reported to be even more important in online 

courses, since many instructors are more familiar with communication in person 

than at a distance. Communication at a distance requires different strategies 

(Bower, 2001). Two studies found student perceptions of online courses quite 

different: Petracchi (2000) found that students were pleased with the 

performance of their instructor, availability of materials, and performance of 

technological tools used for conducting the class, while Carr (2000) found that 

undergraduates enrolled in an introductory psychology course performed better 

in distance education courses, but were generally less happy with them. 
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Students in the web based course consistently scored an average of five 

percentage points higher on the final exam than did those in the lecture course, 

but they consistently reported less satisfaction than the students in the lecture 

course. Carr surmised that one of the reasons for less satisfaction could be more 

time required to complete assignments. 

Spooner, Jordan, Algozzine, & Spooner (1999) reported student ratings 

for two courses taught in both a traditional and distance format by the same 

instructor. No differences in the overall course grade means of the students and 

in the students' ratings of the course, instructor, teaching, and communication 

method were found. However, conflicting results were found for the ratings of 

class organization. For one course, the distance education class was rated as 

more organized than the traditional class; while, for the other course, the 

distance education class was rated as less organized. Schoech (2000) reported 

that the satisfaction, grades, and performance of students in a semester -long 

graduate social work course taught in a distance format were consistent with 

previous outcomes in traditional courses of similar content. 

Since the nature of online education requires the use of technology, the values 

and attitudes students have towards technology can impact the success of the 

student. In a study of adult online education students, Carter (2001) found that 

most students did not find that technological equipment used in the online 

courses interfered with instruction. Carnevale (2000) found that distance 

education students look for many of the same things found in traditional courses, 



20 

including a knowledgeable professor, interaction with the professor, and 

additional features (e.g., user -friendly technology) that create a feeling of 

community within the class. Kendall (2001) reported on a study in which courses 

taught through traditional means were converted into units using WebCT 

software as the primary means of delivery. Results indicated overall satisfaction 

with the WebCT software and the organization and content of the units. Wernet, 

011iges, and Delicath (2000) surveyed the satisfaction levels and perceptions of 

39 social work students regarding the use of WebCT in a social work education 

course. All students responded that they found the course materials on the 

course Web site helpful. Graduate and nontraditional students' responses 

indicated greater use of the course management tools, and nontraditional 

students responded that they were not disadvantaged by, and preferred access 

to, Web based courses. 

Sanders and Morrison -Shetlar (2002) claim that student attitudes toward 

the Internet and web -based courses can influence the future use of the web - 

based instructional materials and how educationally beneficial web -based 

resources are for students. Instructor attitudes toward web -based instruction also 

affect student's experiences with web -based courses. The National Education 

Association (National Education Association, 2000) administered a survey in 

which 75% of the instructors surveyed indicated that they were positive about 

distance education. Inman and Kerwin (1999) also found that most instructors 

currently teaching a online education course indicated they would be willing to 
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participate in a online education course again; however, when asked about the 

quality of the distance education course, nearly 50% of the instructors indicating 

they would participate in a distance education course again reported that the 

quality of the distance education course, when compared to a traditional course, 

was lower. 

In sum, learning outcomes have been found to be similar between online 

education and brick -an- mortar education, but the perceptions of the students 

may vary in terms of their liking or disliking the online class. Also, students' 

attitudes towards technology and online learning affect their overall perceptions 

of their educational experiences. 

Online Student Characteristics 

There is evidence that although outcomes are similar between distance 

education classes and in- person classes, the characteristics of students are not 

(Kennedy, 2002). These characteristics have been explored in several studies. 

Despite the expansion of distance education offerings, only 8 percent of 

undergraduates and 12 percent of master's students enrolled in such classes at 

postsecondary institutions in 1999 -2000. A higher percentage of students at 

public 2 -year colleges than at 4 -year institutions participated in distance 

education classes (9 versus 7 percent). Of the undergraduates who participated, 

more used the Internet (60 percent) than live audio or television (37 percent) or 

prerecorded audio or television (39 percent). Similarly, more master's students 

who participated in distance education classes used the Internet than live or 
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prerecorded audio or television (68 percent versus 45 and 29 percent, 

respectively). Among students who participated in distance education classes, 

master's students were more likely than undergraduates to report that their entire 

program was available through distance education. Finally, among students who 

participated, a higher proportion of both undergraduate and master's students 

were less satisfied than more satisfied with the quality of instruction they received 

in their distance education classes compared with their regular classes (NCES, 

2003). 

Among undergraduates, females (9 percent) were more likely than males 

(7 percent) to participate in distance education. Students over age 24 were more 

likely to participate in distance education than younger students; and students 

who worked part time were more likely to be distance students than students who 

worked full time (although some of these characteristics may be interrelated). 

Undergraduates who considered themselves "employees who study" were more 

likely to participate than students who considered themselves either "students 

who work" or "students who do not work" (NCES, 2003). 

A major shortcoming of the previous research comparing classroom and 

online student performance is the lack of data related to the impact of motivation 

and metacognitive functions of a student on their success in online classes. 

Students taking online classes have been found to have higher than average 

GPA's and higher levels of motivation then brick- and -mortar students (Klein, 

Robak, Seidel, & Tishhouse, 1999). Although researchers often controlled for 
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age and grade point average, students of the same age with the same grade 

point average may have different purposes for enrolling in a course. The impact 

of these diverse goals is as yet unclear. 

It is important to consider the comparability of two courses on the same 

subject taught by the same instructor when one includes an opportunity for 

students to receive immediate responses to questions they had while listening to 

a lecture and the other provides an asynchronous discussion forum where 

students ask and answer questions that have occurred to them while reading a 

textbook. It is conceivable that a student who would do well in a course where all 

of the material is presented during a face -to -face class may not do as well in a 

course that requires the student to study the material on his or her own. Thus, 

online courses may differ from classroom courses in aspects other than the 

proximity or synchronicity of the learner to the teacher and other students 

(Maloney, 1999). 

One online nursing program reported that their online students were more 

self -disciplined, had higher trust in their own judgments, communicated in clearer 

and more concise ways, and both explored and critically analyzed the content to 

a greater degree than the traditional students (Klein, Robak, Seidel, & Tishhouse, 

1999). Kennedy (2000 -2002) conducted a series of studies looking at online 

student performance and the types of factors that influenced performance. 

Kennedy studied factors related to student motivation, academic maturity, 

socialization preferences, and educational experience. These factors were 
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assessed at the beginning of the semester to attempt to control for initial 

differences in students. In addition to improving the reliability of student 

comparisons, this approach automatically limits overgeneralization of the 

findings. These factors were also measured at the end of the semester to 

investigate how students changed relative to the ways they participated in their 

courses. This study represents an advance over previous studies into online 

learning in that it characterizes students in relationship to the courses they are 

enrolled in. The overall findings indicate that readiness to learn is considered as 

situated in the context of a specific course or program of study, and that the 

student characteristics may change during a course or program. 

Learner Readiness 

Learner readiness refers to student preparation for a variety of educational 

experiences that is, for a particular course, course delivery mode, a program of 

study, or an educational level (i.e. graduate school, 12th grade, upper division 

courses. Learner readiness, as noted in the definitions, deals with the student 

being prepared for acquiring the knowledge presented in the educational 

modality (i.e. lecture, online, laboratory, internship) (Halsne & Gutten, 2002). 

Much of learner readiness focuses on theories of learning, theories of instruction, 

and the delivery modes that fuse these two together (Lewis & Ferrill, 1995). Much 

of the previous research in learning was based on brick -an -mortar instruction. 

Online education is a different mode of instruction and requires different 

techniques of instruction, different delivery tools, and focuses on different 
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learning process for the student (Wolfe, 2000). Students have historically been 

taught in brick -an- mortar modes and have been provided skills to access the 

knowledge in that mode. That does not mean they have the skills to access the 

same knowledge in online classes (Novotny, 2000). Thus, readiness 

assessments for online programs have begun to be used for many online 

programs (Distance Education Clearinghouse, 2003). 

These readiness assessments are based on small research studies of 

online courses at the various institutions, anecdotal information, various learning 

theories, and through exchanges between experts in learning theory and 

educational preparation. Cathy Kennedy, in a series of studies, explored 

learning development in online students, student readiness, and course modality 

effects on students (Kennedy, 2000 & 2002). These studies found that distance 

education classes, when optimized for the online environment, had no significant 

impact on student learning. Student attitude and preparedness for the online 

environment were more important. 

Learner readiness was also noted in relation to course design. Course 

design looks at the instructional modality, delivery modality or educational 

modality, tools used, and intent of the course (Smith & Ragan, 1999). These 

factors were derived from the concepts of transactional distance, learning 

communities, and adult learning. These theories suggest that less autonomous 

learners require more interaction and structure than more autonomous learners. 

Yet, too much structure may be a disincentive for highly autonomous adult 
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learners who want to focus their learning on specific gaps in their knowledge 

(Knowles, 1980). Learner readiness is thus influenced by the degree of 

autonomy required in a particular course or program. 

As students experience a learning environment, they are changed; and 

that change, in turn, can modify the nature of the learning environment (Biner, 

Bink, Huffman, Dean, 1995). Fjortoft (1996) reported that students who become 

dissatisfied with an online conferencing experience can make that dissatisfaction 

known to the group or simply stop participating, which then affects the quality of 

the activity for the rest of the students. It is also possible that, as a result of their 

experience in a course, students may start using more sophisticated learning 

strategies, develop a more intense interest in the subject, or become more 

reflective about their learning, any of which could then lead to greater success in 

other courses they take. Other students may discover that a subject is less 

interesting than they had thought or less important to their career and decide to 

withdraw from the course, which can also affect the experience of other students 

enrolled in the course. 

Overall, learner readiness seems influenced by the autonomy required in 

a course versus need of the student, the learner's ability including ability to 

change, and the attitude and perceptions of the student. 

Review of the Theories 

Learning Theories 

In recent years, research on learning has significantly altered fundamental 
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understandings of how and why people learn. While those who do research on 

cognition differ on many issues (Anderson, Reder & Simon, 1996), there are a 

number of core beliefs related to how people learn which Alexander and Murphy 

(1999) have identified as five "learner centered principles" of learning: 

1. One's existing knowledge serves as a foundation of all future learning 

by guiding organization and representations, by serving as a basis of 

association with new information, and by coloring and filtering all new 

experiences. 

2. The ability to reflect upon and regulate one's thoughts and behaviors is 

essential to learning and development. 

3. Motivational or affective factors, such as intrinsic motivation, 

attributions for learning, and personal goals, along with the 

motivational characteristics of the learning tasks, play significant role in 

the learning process. 

4. Learning, while ultimately a unique adventure for all proceeds through 

various common stages of development influenced by both inherited 

and experiential /environmental factors. 

5. Learning is as much a socially shared undertaking, as it is an 

individually constructed enterprise. 

These principles have profound implications for how we think of the student's role 

in school effectiveness. They also provide a foundation for teaching and learner 

readiness. 
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As a result of these new theories and their alternative perceptions of 

human learning and development, knowledge has again become a focal point of 

debate. Learning is taken for granted as a natural process. As simple a process it 

may seem, understanding how we learn is not straightforward. The existence of 

numerous definitions and theories of learning attest to the complexity of the 

learning process. These theories are not stagnant; they are evolving and 

changing as new ways of viewing human cognition are discovered. 

A random sampling of any educational psychology text illustrates the 

variance in views of what exactly is learning and how people learn. In 

Educational Psychology: An Introduction (1977) for example, it is stated that 

learning implies a change in an individual due to an intervention and viewed as 

an outcome (Belkin and Gray, 1977). While this definition reflects a behaviorist 

view of learning, for it equates learning as an outcome, it is a starting point for the 

authors to expand their description of learning into many other realms, namely 

the different theories of learning. The authors devote an entire chapter just to 

describe the many ways of defining learning. 

Learning can also be viewed as a mechanistic intervention in which the 

degree of intervention, by whom or what and how, are the defining factors of a 

learning theory. The mechanistic model of the mind of the behavior era has 

given way to the logical -computational model favored by artificial intelligence and 

cognitive science theorists" (McLellan, 1996, p.6). 

Don Tapscott, in his book Growing Up Digital: The Rise of the Net 



29 

Generation (1998), argues that we are now in a digital era of learning. According 

to Tapscott, a transformation in learning is taking place from what he labels 

broadcast learning to interactive learning. No longer is today's generation of 

learners satisfied in being the passive recipients of the traditional teaching 

process; rather, they want to discover it for themselves by becoming interactive 

with the instructional materials. The net generation children using GlobaLearn 

are beginning to process information and learn differently than the boomers 

before them. New media tools offer great promise for a new model of learning - 

one based on discovery and participation (Tapscott, 1998). 

Aspects of this theoretical discourse center on the degree to which 

knowledge is socially derived or individually formed, and on whether knowledge 

is internally held or externally triggered. Whatever one's epistemological 

leanings, there is now a deeper appreciation of the impact that society, culture, 

and context continually have on knowing and knowledge (Jonassen, Davidson, 

Collins, Campbell, & Haag, 995) than in years past. Many have come to heed 

the messages of those who speak of socially shared learning or the distributed 

nature of knowledge (Resnick, Levine, & Teasley, 1991; Salomon, 1993), 

something that would have seemed quite alien decades before. 

As a consequence of these debates, any ideas we may have had about 

the simplicity, unidimensionality, certainty, and constancy of knowledge in ages 

past via the epistemological conceptions of Perry (1970, 1981) and others 
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(Schommer, 1990, 1993). These have been supplanted with an understanding of 

knowledge as complex, multidimensional, fallible, and dynamic. 

Student Motivation 

Literature on student motivation suggests that instructional strategies 

influence students in differing ways, and implies that comparisons based on test 

performance will be confounded by a number of factors associated with a 

student's readiness to participate in a specific course. Student motivation is 

defined as a students' desire or interest in learning the subject matter or 

participating in the learning event (Pintrich, & Schunk, 1996). 

In motivation theory, a lack of library services and technical support is 

defined as an environmental constraint (Mood, 1995). According to Ford's (1992) 

motivational systems theory, an environmental constraint will hinder individuals 

from performing a task and eventually reduce their level of motivation. If 

examined further, these environmental constraints actually convey to the learner 

a loss of control. According to Expectancy -Control theory, people who have a 

lower degree of sense of control of the learning or task tend to withdraw their 

commitment from the task in which they are engaged. As a result, Ford proposes 

that the learning environment should contain the material and information 

resources needed for task completion. Therefore, it is important to provide 

sufficient and timely services, such as library services, technology helpdesks, 

and administrative support, advising, and counseling to remove environmental 

constraints that hinder online students' commitments (Boekaerts, 1992 and 
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Bower, 1995). 

We have all experienced a learning moment when we were so focused or 

engulfed in the learning that everything else did not matter. The motivation for 

our focus may have been that we had a boss or teacher breathing down our neck 

or an impending exam was to quantify our level of knowledge or intelligence or a 

particular moment necessitated that a skill be learned very quickly. Regardless of 

the motivating factors for this moment of focused learning, the experience is what 

psychologists Mihaly Czikszentmihalyi and Ellen Langer label as moments of 

optimum flow or mindfulness (Czikszentmihalyi, 1990; Klein, Robak, Seidel, & 

Tishhouse, 1999). According to psychologist Mihaly Czikszentmihalyi, optimum 

flow occurs when: 

Alienation gives way to involvement, enjoyment replaces 

boredom, helplessness turns into a feeling of control, and 

psychic energy works to reinforce the sense of self, instead of 

being lost in the service of external goals. (Czikszentmihalyi, 

1990, p.69) 

Replicating such moments of optimum flow is the job of educators 

regardless of the domain, whether it is school, the workplace in job training, or 

the military, etc. Moreover, certain learning theorists are advocating the greater 

use of technology, namely computers, in learning situations because they see 

enormous potential of computer technology to generate these optimum moments 

of flow (Thomerson & Smith, 1996). 
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The act of learning is paradoxical in nature. It can at times appear to be a 

very simple act. It may be so simple; in fact, that we do not question its presence 

in our daily activities, for it is natural to our existence as learning organisms. Yet, 

when we encounter difficulties in learning something, we no longer take the 

learning process for granted. It is then that motivation, need, and dedication to 

the learner are most noted (Boekaerts, 1992, & Bower, 1995). 

Multiple Intelligences 

Learning is a personal act. Individuals place their own personal stamps on 

how they learn, what they learn and when they learn. Individuals have distinct 

learning styles. Howard Gardner's (1994) theory of multiple intelligences, which 

acknowledges learning as an holistic experience is, at present, one of the most 

well known descriptors of human cognitive profiles. Human intelligence should 

not be equated solely with linguistic or logical -mathematical intelligence alone. 

Instead, Gardner identified a total of seven different intelligences students may 

demonstrate in one or more of the following domains: 

Linguistic - reading, writing, speaking, listening 

Logical /Mathematical - working with numbers and abstract patterns 

Visual /Spatial - working with images, mind mapping, visualizing, 

drawing 

Musical - rhythm, melody, patterned sound, son, rap, dance 

Bodily /Kinesthetic - processing information through touch, movement, 

dramatics 
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Interpersonal - sharing, cooperating, interviewing, relating 

Intrapersonal - working alone, self -paced instruction, individualized 

projects 

Naturalist/Ecological - awareness of the natural world and our 

relationship to it 

The theory of multiple intelligences provides a more holistic view of the 

intelligence of humans. Gardner advocates that we may all attempt to develop 

each of these intelligences to our optimum level. However, we may be more 

adept in only certain of these intelligences. We may however, aspire through 

practice and development to improve in the remaining intelligences. 

This view of intelligence seems sympathetic with the use of instructional 

technology in that Gardner's theory acknowledges that cognition is not a linear 

process. The computer as a learning tool has enormous potential in developing 

the different forms of intelligences of Gardner's theory. 

Adaptive Instructional Strategies 

A new theory is under development by Cathleen Kennedy. This Adaptive 

Instructional Strategy Model (see Figure 1 page 36) seeks to address the 

challenge facing teachers and course designers in developing online courses 

that meet the needs of both highly autonomous, historically successful students 

and less autonomous, less successful students who are enrolled in the same 

course. Catering to either one appears to lead to the failure of the other. The data 

suggest that more course structure, particularly close guidance through a uniform 
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set of course requirements, encouraging student dialog, and selective teacher - 

initiated interaction with students would be effective strategies to both support 

students who are less well- prepared and accommodate more capable students 

who want to master the material but prefer working more independently. 

Kennedy's theory suggests first that there is a factor called learner 

readiness that influences student outcomes relative to a specific course. This 

implies that the same student might perform differently in two courses and that 

controlling only for absolute student characteristics, such as age and prior grade 

point average, does not adequately control for the student differences that may 

influence success in a specific course. 

Kennedy (2002) operationalized learner readiness through a student 

questionnaire. She found that learner readiness, particularly a student's 

preference for interaction, was associated with both persistence and 

achievement. A preference for working independently, rather than with others, 

was associated with both higher achievement and persistence. 

The Adaptive Instructional Strategy model asserts that course design and 

course delivery mode affect student outcomes differently and that they should 

therefore be considered as separate causal factors. Kennedy's data showed that 

course design affects student achievement in a course, regardless of the course 

delivery mode, and that the course delivery mode affects student persistence, 

regardless of the course design. This means that students who are unsuccessful 

in online courses are most likely unsuccessful due to the course design rather 
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than to the course delivery mode 

It was also found that learner -centered and teacher -centered course 

designs affect students differently. In learner -centered courses, for example, 

students with low grade point averages who exerted substantial effort were able 

to improve their grades, but exerting more effort did not help such students in 

teacher- centered courses. The learner -centered course structure was most 

effective for students who were willing to take initiative in their learning activities 

(Kennedy, 2002). 

Findings indicated that an online course mode was better for experienced 

college students than for newer college students, and those online students who 

interacted more with others performed better than online students who worked 

more independently. On the other hand, more autonomous online students were 

more likely to complete their courses than were less autonomous students. 

Previous college experience and interacting with others were not as useful in 

improving grades or persistence for classroom students (Kennedy, 2002) 

Overall, the theory presents four areas that influence student outcomes 

and that these areas interact. Learner readiness is tied to preference for 

interaction. The course design and instructor can select from several adaptive 

modes to influence that interaction and therefore impact student outcomes. A 

diagram of this theory can be found in Figure 1, page 36. 

Summary 
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It is important to recognize that words and phrases may change 

depending on the person and context of the word. Definitions of key words, as 

used in this study, were provided. The review of literature covered the areas of 

online education outcomes, learner readiness, and online student characteristics. 

This background clarifies the definitions that were provided and sets up a 

foundation for the area of learner readiness in online nursing courses that this 

study investigates. Finally, theories of learning, student motivation, multiple 

intelligences, and adaptive instruction were reviewed. These theories provide 

more information about how learning and student preparation are conceptualized 

in the field of education. 
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CHAPTER THREE: Methods 

Chapter 3 describes the research design and protocols for data collection 

and data analysis. The chapter also provides a description of the sample and 

setting, reliability and validity, and protection of human subjects' information. 

Design 

The purpose of this study was to, through an analysis of existing literature, 

identify indicators of learner readiness in online education and any indicators 

related specifically to nursing education. This was an exploratory study utilizing 

conceptual content analysis of the text of the reviewed articles (Palmquist, 

Carley, & Dale, 1997). 

The intent of this study was not to generate relationships or understand 

the meaning of the concepts as defined by the articles. Those require different 

methodologies -- relational content analysis and ethnography, respectively. 

Relational analysis, like conceptual analysis, begins with the act of identifying 

concepts present in a given text or set of texts. However, relational analysis 

seeks to go beyond presence of concept by exploring the relationships between 

the concepts identified. Relational analysis has also been termed semantic 

analysis (Palmquist, Carley, & Dale, 1997). In other words, the focus of relational 

analysis is to look for semantic, or meaningful, relationships. Individual concepts, 

in and of themselves, are viewed as having no inherent meaning. Rather, 

meaning is a product of the relationships among concepts in a text. Carley 

(1992) asserts that concepts are "ideational kernels;" these kernels can be 
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thought of as symbols which acquire meaning through their connections to other 

symbols. I used Carley's (1992) eight steps for content analysis (See Appendix 

A: Carley's Eight Steps for Context analysis) 

Based on these eight steps, an exploratory study using conceptual 

content analysis was developed. The study used articles, research, and 

assessment tools related to learner readiness for online courses. 

The number of word or word phrases was unknown. In order to 

estimate the concepts, a brief review of current assessment tools for online 

assessment found approximately 12 to 20 questions per instrument. If each 

question equates to one word or word phrase and approximately 10 articles are 

reviewed; 120 to 200 word phrases will be coded. This is within the range for 

standard coding. 

Some of the questions seemed to be using similar word or word 

phrases. Since this study was looking for potential indicators, the frequency of 

occurrence was used. Thus, several questions utilizing similar word or word 

phrases may be more likely to result in an indicator. 

The word or word phrases were initially coded as written in the article. 

Then indicators were developed that condensed similar words or word phrases 

into one. The intent was to simplify and clarify the word or word phrases as the 

indicators. 
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The word or word phrases were also marked into two Yes /No category 

grouping areas. The word or word phrases received either a Yes or No for the 

following two categories also found in Table 1. 

1. Is the concept indicated as important to nursing, yes or no? 

2. Is the concept indicated as being mandatory or required for 

online courses, yes or no? 

Table 1: Yes /No Groupings 

Grouping Type Quality 1 

Mandatory or Required Yes 

Nursing Yes 

Quality 2 

No 

No 

Protection of Human Subjects 

This study was a content analysis of articles and literature. It did not 

involve human subjects. However, part of the process of selecting literature to 

review was ensuring that the literature did not directly reference or even lead 

towards identifying any human subjects. 

The Sample and Setting 

The setting was primarily online journals, articles, and websites; although 

hardcopy books and journals were also used. 

The sample was identified through a selective reduction process. Criteria 

were established to locate the literature. Then the literature went through a 

series of reviews to ensure that the articles contained information that dealt with 
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the research question, learner readiness in distance education. Finally, the 

literature was grouped based on broad categories reflecting the type of article. 

The criteria for selecting the literature were based on the primary and 

secondary query words found in Table 2. Articles, websites, books, and other 

media that contained these words were selected for review. The primary query 

words were used to initially identify the articles via Internet, book, and journal 

searches. The words were selected based on their relationship in the literature to 

the purpose of this project. The abstracts and /or summaries of the literature were 

reviewed to ensure that there was no error in noting the query word. The 

secondary query words were determined based on the first research question. 

This question asked what the indicators are for learner readiness in online 

courses. As noted in the definitions, learner readiness is synonymous with 

student readiness for the purpose of this project. Also, while the project focused 

on online courses; distance education, web -based courses, and Internet courses 

were also used in the literature to refer to online courses. The secondary query 

words were used during the first read of the articles (this is covered in detail 

during the data gathering protocol) as the determinant of whether an article was 

rejected or retained for the actual study. 



42 

Table 2: Query Words 

Primary 

Web -based classes 

Internet classes 

Online classes 

Distance education 

Learner readiness 

Student Readiness 

Distance education assessment 

Student assessment 

Learner assessment 

Online learner assessment 

Online student assessment 

Internet classes assessment 

Distance education evaluation 

Online class evaluation 

Internet class evaluation 

Web -based class evaluation 

Educational technology 

Secondary 

Online learner readiness 

Online student readiness 

Distance education learner readiness 

Distance education student readiness 

Web -based classes learner readiness 

Web -based classes student readiness 

Internet classes learner readiness 

Internet classes student readiness 

To address the second research question that states "What themes are 

noted as only pertaining to nursing students?" the literature was divided into two 

groups during the coding process, those that did not mention nursing education 

and those that mentioned nursing education. Both groups went through the same 

data collection protocol. 

Data Collection Protocol 

The following protocol was used to ensure consistency during the data - 

gathering process (See also Appendix B, Data and Analysis Protocol). 
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First, it was necessary to establish coding and translation rules that would 

allow the streamlining and organizing of the coding process so that it is being 

coded for exactly what I intended to code for. Developing a set of rules helps to 

insure that the coding is consistent throughout the text, in the same way every 

time. Furthermore, given that the conceptual analyst is dealing only with 

quantitative data, the levels of interpretation and generalizability are very limited. 

The researcher can only extrapolate as far as the data will allow. But it is 

possible to see trends, for examples if "overweight" occurs 50 times, compared to 

15 appearances of "blood sugar" then the researcher can pretty safely 

extrapolate that there does appear to be a greater emphasis on weight than on 

blood sugar. Or if of the 50 times "obesity" occurs 40 of them refer to "extreme" 

or "gross" obesity, it is possible to justify grouping all of obesity into "extreme 

obesity ". However, for further analysis relational content analysis is required. 

In this study, coding was initially done as described above. The content of 

each line or set of lines (segment) of a passage in the research literature was 

assigned a code to identify keywords, concepts, and impressions. Up to 12 code - 

words per segment were applied to the text. These code -words could overlap up 

to 7 levels, could be nested as subcategories, or both. 

Once the original text was coded, it was reviewed to identify similar 

phrases or words. These were then compared to determine if the meanings of 

the words or phrases were actually intended to be the same in the original 

text(s). When similarity was found, the phrases or words were combined and 
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simplified with the intent to retain the original concept. This new word or phrase 

was entered into the database and marked as the indicator. The original text was 

also marked. 

Second, I read the literature twice. The goal of the initial read was to gain 

insight into the intent of the literature and the goal of the second read was to 

identify the potential indicators. 

Third, I input the indicators into a database and noted any category 

groupings. For this study, the codes were entered into the database, and the 

code -words were likewise marked in the actual text. Two category groupings 

based on the second and third research questions were used: nursing yes /no 

and mandatory yes /no. Both were noted in the text and in the database. 

Fourth, I double- checked data entry for consistency and errors and utilized 

a third party for ensuring the data had been entered accurately. 

For this study the coded segments were sorted and retrieved by code - 

words, including Boolean logic. Each search provided summary information and 

references to (a) the source of each segment, (b) coded identifiers, and (c) 

nested and overlapped segments. Results were reviewed on screen or paper. To 

ensure that the referenced text was consistent within each code, segments with 

the same code were compared. Emerging nuances of interpretation of the text 

were used to make modifications to the codes. The database also generated lists 

of codes and frequency counts. The results were printed for verification and 
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correction against the marked text. A statistician was used to check the data and 

run the frequency counts. 

Fifth, I had to decide what to do with un -coded text and irrelevant 

information. Options included either deleting or skipping over unwanted material 

(as Weber, 1990, suggests), or viewing all information as relevant and important 

and using it to reexamine, reassess and perhaps even alter one's coding 

scheme. 

For this study I chose to ignore un -coded text because it was an 

exploratory study and if the results did not find identifiable indicators, another 

study might be used or a different method may be used in future research. 

Sixth, I checked inter -rater reliability to ensure the targeted goal of 80% 

agreement for all areas was met. For this study, stability or consistency in re- 

coding the same data in the same way over time was done using an intra -rater 

technique. The data were coded, several months elapsed and the data were 

recoded. 

Accuracy, or the extent to which the classification is standard, is most 

often done using computer software. This study used the constant comparative 

technique, which is common in matrix analysis or ethnographic studies (Strauss 

& Corbin, 1990 and Miles & Huberman, 1994), to assess the results of each 

iteration of the student readiness analysis. A code list was developed that was 

compared to the previous listings for similarities and differences in patterns, 

themes, clusters, and frequencies. To ensure consistency within each codeword, 



46 

text segments were compared by code and changes were made as necessary to 

improve the coding scheme. Comparisons were also made to have "internal 

convergence and external divergence (Guba, 1978)," in other words, to be 

internally consistent but distinct from each other- -not mutually exclusive and 

collectively exhaustive (Bogdan & Biklen, 1992). Themes that were not 

consistent were set -aside for later review by a panel of experts. 

Although the constant comparative technique looks for the coding scheme 

to stabilize, there are no specific guidelines, other than professional judgment, to 

determine stability (Bogdan & Biklen, 1992). For this study, the overall pattern of 

codes was considered as having achieved stability after a total of three iterations 

with less than a 5% code change (addition or reassignment) between iterations. 

No attempt was made to identify a single "core category" to which all other 

categories relate as required by grounded theory (Strauss & Corbin, 1990). 

Codes that did not relate to others within the coding scheme were set aside for 

review by a panel of experts. The connections may be general or specific. 

To assess reproducibility, or the ability for different coders to code the 

data similarly, I used inter -rater coding with a second researcher coding the data 

apart from the first researcher. 

Instrumentation 

A basic spreadsheet was developed and used to facilitate the coding and 

sorting processes. Primarily, the software served to manage the text data from 

the study. This management process included storing, coding, linking, 
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searching, retrieving, and in some cases displaying data and graphics, 

conceptualizing, or developing theory (Miles, 2000). 

After analyzing the various kinds of code -and -retrieve software designed 

for qualitative research, and personal experience in designing databases and 

spreadsheets, a homemade system was selected. The homemade system met 

my basic needs to identify and code the items of text, while still allowing a hand - 

on approach and an immersive approach to the data. The various software 

programs made the coding process easier, but were cost prohibitive for limited 

use. 

Analysis Protocol 

The analysis protocol, similar to the data protocol was divided into steps to 

ensure that the study could be repeated (See also Appendix B, Data and 

Analysis Protocol). 

1. The data were cleaned to repair any missing or erroneous data. 

2. Frequencies were run on coded indicators and the category groupings 

a. Frequencies of indicators were gathered and reported. 

b. Representation was in tabular form. 

Table 3: Example of Indicator Report 

Indicator Nursing Mandatory 
Indicator ID Indicator Occurrence Occurrence Occurrence 
1 

2 

3 
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3. Analysis of the indicator frequencies was done, and the final indicators 

were determined. Justification for the non -selection of any indicator was 

provided. 

4. Evaluation of the indicator analysis reliability. 

a. Inter -rater reliability was checked using two coders. A second coder 

coded and translated the indicators independently from the primary 

coder. The results were compared. Alpha was set at .10. 

5. Evaluation of the indicator analysis validity. 

a. Internal validity was assured by documenting each of the processes 

and ensuring that all techniques and measurements were based on 

accepted standards. 

b. External validity was assured through the use of experts. Two 

experts in the areas of student readiness and online education 

were given the data set and the analysis of the data and asked to 

provide a level of agreement. 

Reliability and Validity 

To have value, research must conform to rigorous standards. The traditional 

standards of sampling, reliability, and validity regarding quantitative research do 

not apply to qualitative research. Table 4 provides information about the types of 

reliability and validity checks that occurred during the different stages of the 

research. 
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The reliability of a content analysis study refers to its stability, or the 

tendency for coders to consistently re -code the same data in the same way over 

a period of time; reproducibility, or the tendency for a group of coders to classify 

categories membership in the same way; and accuracy, or the extent to which 

the classification of a text corresponds to a standard or norm statistically. 

Although Potter & Levine -Donnerstein (1999) regard reliability data as an 

important part of content analysis reports; Gottschalk (1995) points out that the 

issue of reliability may be further complicated by the inescapably human nature 

of researchers. 

The simplest and most common method of reporting inter -rater reliability is 

the percent agreement statistic. This statistic reflects the number of agreements 

per total number of coding decisions. Many statisticians characterize this 

agreement as inadequate because it does not account for chance agreement 

among raters (Capozzoli, McSweeney, & Sinha, 1999). Cohen's kappa is a 

chance -corrected measure of inter -rater reliability that assumes two raters, n 

cases, and m mutually exclusive and exhaustive nominal categories (Capozzoli, 

McSweeney, & Sinha, 1999). In Cohen's (1960) original formula, agreement by 

chance is calculated in four steps. Researchers begin by counting the number of 

times a category of a coding scheme is used by the coders. Then, this figure is 

converted to a percentage of all coding decisions. Finally, this percentage is 

squared, and the squared percentages for all categories are summed (see 

Capozzoli, McSweeney, & Sinha, 1999; Cohen, 1960; and Potter & Levine- 
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Donnerstein, 1999 for further discussion). Although kappa is a powerful measure 

of inter -rater reliability, some authors have argued that it is overly conservative 

(Potter & Levine -Donnerstein, 1999). This is particularly true with coding 

protocols that include several categories, thereby making the possibility of 

chance agreement negligible. 

The exact level of inter -rater reliability that must be achieved has not been 

clearly established. For Cohen's kappa, Capozzoli, McSweeney, and Sinha 

(1999) declare that: 

Values greater than 0.75 may be taken to represent excellent agreement 

beyond chance, values below .40 may be taken to represent poor 

agreement beyond chance, and values between AO and /5 may be taken 

to represent fair to good agreement beyond chance (p. 6). 

In communication research a minimum level of 80% is usually the 

standard (Riffe, Lacy, and Fico, 1998). Beyond the statistical context, content 

analysts suggest that researchers must decide for themselves the level of 

acceptable agreement. This lenience is based on the premise that some 

measures that are taken to increase reliability may simultaneously reduce the 

value of the results. Garrison, Anderson, and Archer (2000b), Hillman (1999), 

and McDonald (1998) reported kappa's of 0. 74, 0.96, and 0.67 respectively, but 

indicate it is premature to declare a conventional level of acceptability. Gottschalk 

(1995) suggests that coding errors can only be minimized and not eliminated so 

80% reliability is an acceptable goal. 
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The validity of a content analysis study refers to the correspondence of the 

categories to the conclusions. The validity of categories in implicit concept 

analysis, in particular, is achieved by utilizing multiple classifiers to arrive at an 

agreed upon definition of the category. The overarching problem of concept 

analysis research is the challengeable nature of conclusio ns reached by its 

inferential procedures. The question lies in what level of implication is allowable, 

i.e. do the conclusions follow from the data or are they explainable due to some 

other phenomenon? Reasonable conclusions can be drawn from substantive 

amounts of quantitative data, but the question of proof may still remain 

unanswered. 

Internal validity is checked by noting the rigor with which the study was 

conducted (the study's design, the care taken to conduct measurements, and 

decisions concerning what was and wasn't measured) (Huitt, 1998). While 

external validity is checked by the extent to which two or more individuals agree 

and the indicators, the categories, other findings, conclusions, and 

generalizability. 

Summary 

This study utilized a research technique known as content analysis. The 

study used a predefined process for selecting the literature for review, for coding 

and recording the data, and for selecting the indicators found in the data based 

on frequencies. Experts were used to check the results of the study. For the 

purpose of this study a content analysis provided a way to identify potential 
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indicators of learner readiness in online classes that can be used in later studies 

and for the development of an assessment tool. The results of the analysis also 

provided information about indicators noted as mandatory or as having particular 

relevance for online nursing programs. 



53 

CHAPTER FOUR: Results 

The results of the study, including details of the sample and reliability and 

validity monitoring, are provided in this chapter. Additionally, the results of the 

data collection and analysis are reported in relation to the Data Collection and 

Analysis Protocols from Chapter 3. 

Description of Sample 

Primary and secondary query words were used to gather as many 

potential articles as possible and then to narrow them down. During the first 

query using only the secondary query words 97 articles were found. However, 

only 12 were relevant to this paper. 

Thus, a second query was run with the expanded list of query words or 

primary query words. Initially 267 articles were identified as containing one of the 

primary query words, 44 were identical to the query using the secondary query 

words, including the 12 that were relevant to the study. 

After review of the abstracts, summary, or other brief overviews of the 

article, 169 remained. Those that were excluded did not deal with any of the 

primary query words; only mentioning them as part of the article. For example, in 

an article about school systems, math and language skills mentioned 

assessment. In a second article on teenage dating; the terms distance and 

readiness were mentioned. A third example was from an article on computers in 

which educational technology was mentioned. 
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The 169 articles were quickly reviewed for the primary query words to 

ascertain how much of the article was devoted to those concepts. 76 articles 

remained. Those that were removed had some discussion related to the primary 

query word, but the overall subject was another topic. For example, in a 

discussion about third grade reading levels student assessment was mentioned. 

In another article on how to select a career, distance education was mentioned. 

Finally, in a third article student readiness was mentioned for collegiate football. 

These 76 articles were then read and the secondary query words were 

applied. 38 articles matched the secondary query words. Those that were 

removed might have dealt with the primary query word, but they did not deal 

directly with the subject being investigated as noted by the secondary query 

words. Examples of some of those articles that were removed were: high school 

assessment of math skills in college preparatory readiness, or distance education 

classes available at a particular school, or student readiness to take electronic 

assessment exams. 

The 38 remaining articles were then marked as one of three types, 

assessment tool, informational article, research article. There were 11 

assessment tools, 9 research articles, and 18 informational articles. 

Data Collection Results 

The results follow the data protocol described in Chapter 3, also found in 

Appendix B, Data and Analysis Protocols. 
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1. The rules for coding were printed and provided to both coders. Coding was 

done per the established protocol, twice by this researcher on the same data 

three months apart, and once by a second person with experience in content 

analysis. 

2. The literature was read twice or more during each coding process. 

3. The original text was marked during the coding. The selected concepts were 

input into the database as the text. 

a. Once the text was entered, the concepts were reviewed to look for 

similarities between concepts. Once identified, the original article(s) were 

pulled and the concepts were read in context. If the context for the 

different concepts was the same, then the concepts were combined to 

form a new, frequently shorter word or word -set. This was done 

separately by each coder. This word -set was input into the database as 

the indicator. This provided the results for research question 1. 

b. As the concepts were reviewed, any reference to the two category 

grouping areas (nursing and mandatory) was noted. These were input into 

the database during the coding process and provided the results for 

research questions 2 and 3. An example of mandatory coding is "Online 

classes require a (computer) and (Internet access) ". In this statement, the 

word require indicates that a student must have a computer and Internet 

access in order to take online classes. This statement was coded as part 
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of the Mandatory grouping. No examples of the nursing grouping exist 

since none were found. 

4. A statistician checked the data input to verify accuracy. The data was printed 

and provided back to the coders who reviewed the print -outs against their 

original notes. Accuracy was noted as 89% for my first coding, and 97% 

during my second coding. The second coder had 92% accuracy. All errors 

were corrected. 

5. The un -coded text was ignored. Examples of uncoded text that were ignored 

are below. The coded text is in italics. 

a. I have strong (writing) skills yes or no. 

b. The person stated they like to work (independently) 

c. Online classes require a (computer) and (Internet access). 

d. Students taking online classes were found to (speak up more frequently) 

when there were problems. 

6. Reliability was checked 

a. Stability was found to be at 95 %. The first coding occurred during May 

and June of 2003 and the second coding occurred during the first two 

weeks of November 2003. 

b. Accuracy was checked by printing the entered data then comparing this to 

the original text. This was checked by both of the coders, then by a third 

person who cleaned the data and corrected any errors. As noted in 4 

above, accuracy was above 80% for all three codings. 
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c. Reproducibility was checked via the percentage of agreement between 

two coders. As noted in Table 4, tithe inter -rater reliability of the original 

text was 96 %. 

Table 4: Reliability Results 

Percentage of Agreement using Cohen's Kappa 

Original text concepts 96% 

Indicators 92% 

Nursing Grouping 100% 

Mandatory Grouping 99% 

Analysis Results 

The analysis results are based on the Analysis protocol in Chapter 3 (see 

also Appendix B, Data and Analysis Protocol). 

1. The data was cleaned and checked by a statistician. All errors were 

repaired. 

2. Frequencies were run on the data. Frequency was checked in two ways. 

One, the frequency of occurrence was compared to the other indicators. 

Second, the frequency of occurrence was compared to the total number of 

articles. Three tables were generated, Table 5 contains the occurrences 

for each indicator and the groupings, Table 6 contains the frequency of 

occurrence for just the indicators, and Table 7 contains the frequencies for 

the two groupings (nursing and mandatory). 
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a. 1058 concepts were identified in the 38 articles. These were 

grouped into 45 indicators. 

Table 5: Occurrences for Indicators, Mandatory Group, and Nursing Group 

ID Indicator 
Indicator 
Occurrences 

Nursing 
Occurrences 

Mandatory 
Occurrences 

1 Computer access 38 0 15 

2 Internet access 38 0 15 

3 Computer knowledge 38 0 22 

6 Independent 38 0 0 

Comfortable with 
31 technology 38 0 0 

32 Good reader 36 0 0 

27 Not a procrastinator 35 0 0 

14 Ease at learning software 34 0 0 

26 prioritizing tasks 34 0 0 

8 Self -discipline 32 0 9 

11 Dedicated time 32 0 0 

22 Time management 32 0 0 

25 Accomplishing tasks 32 0 0 

Meet minimum program 
38 requirements 32 0 0 

7 Self- starter 29 0 0 

13 High Need 28 0 18 

36 Weak at audio learning 28 0 0 

17 Compelling Reason 26 0 0 

19 Learn from reading 26 0 0 

35 Utilize experiences 26 0 0 

Decision making part of 
40 learning 26 0 0 

4 Typing 24 0 0 

12 Strong writing skills 22 0 0 

34 Share experiences 22 0 0 
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Table 5: Occurrences for Indicators, Mandatory Group, and Nursing Group 

ID Indicator 
Indicator 
Occurrences 

Nursing 
Occurrences 

Mandatory 
Occurrences 

Critical thinking part of 
39 learning 22 0 0 

45 Learning styles 22 0 0 

20 Written discussion 21 0 0 

33 Open -minded 21 0 0 

41 Assimilates information 21 0 0 

Not need immediate 
21 feedback 18 0 0 

37 Weak at visual discussions 18 0 0 

42 Thinks prior to response 18 0 0 

16 Commitment 16 0 0 

Not need constant 
24 attention /feedback 16 0 0 

9 Good student 14 0 0 

44 Work with others 14 0 0 

15 Quiet area at home 12 0 0 

Not need to feel a part of a 
28 class 12 0 0 

Online learning can have 
43 quality 12 0 8 

5 Speaks up 11 0 0 

10 Self- assessment 9 0 0 

Classroom discussion not 
29 always helpful 9 0 0 

Figure out instructions for 
30 self 9 0 0 

18 Scheduling Freedom 6 0 0 

Integrating knowledge on 
23 own 6 0 0 

Total Occurrences 1053 0 87 
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Table 6: Indicator Frequencies 

Indicator Occurrences Frequency 
per 1053 
occurrences 

Frequency 
per 38 
articles 

Computer access 38 0.04 1.00 

Internet access 38 0.04 1.00 

Computer knowledge 38 0.04 1.00 

Independent 38 0.04 1.00 

Comfortable with technology 38 0.04 1.00 

Good reader 36 0.03 0.95 

Not a procrastinator 35 0.03 0.92 

Ease at learning software 34 0.03 0.89 

Prioritizes tasks 34 0.03 0.89 

Self -discipline 32 0.03 0.84 

Dedicated time 32 0.03 0.84 

Time management 32 0.03 0.84 

Accomplishing tasks 32 0.03 0.84 

Meet minimum program 
requirements 

32 0.03 0.84 

Self- starter 29 0.03 0.76 

High Need 28 0.03 0.74 

Weak at audio learning 28 0.03 0.74 

Compelling Reason 26 0.02 0.68 

Learn from reading 26 0.02 0.68 

Utilize experiences 26 0.02 0.68 

Decision making part of learning 26 0.02 0.68 

Typing 24 0.02 0.63 

Strong writing skills 22 0.02 0.58 

Share experiences 22 0.02 0.58 

Critical thinking part of learning 22 0.02 0.58 

Learning styles 22 0.02 0.58 
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Table 6: Indicator Frequencies 

Indicator Occurrences Frequency 
per 1053 
occurrences 

Frequency 
per 38 
articles 

Written discussion 21 0.02 0.55 

Open -minded 21 0.02 0.55 

Assimilates information 21 0.02 0.55 

Not need immediate feedback 18 0.02 0.47 

Weak at visual discussions 18 0.02 0.47 

Thinks prior to response 18 0.02 0.47 

Commitment 16 0.02 0.42 

Not need constant 
attention /feedback 

16 0.02 0.42 

Good student 14 0.01 0.37 

Work with others 14 0.01 0.37 

Quiet area at home 12 0.01 0.32 

Not need to feel a part of a class 12 0.01 0.32 

Online learning can have quality 12 0.01 0.32 

Speaks up 11 0.01 0.29 

Self- assessment 9 0.01 0.24 

Classroom discussion not always 
helpful 

9 0.01 0.24 

Figure out instructions for self 9 0.01 0.24 

Scheduling Freedom 6 0.01 0.16 

Integrating knowledge on own 6 0.01 0.16 

b. 6 of the 45 indicators were noted as mandatory in some of the 

articles. No article mentioned nursing in relationship to any indicator 

(see Table 7) 
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Table 7: Category Groups Frequencies 

Indicator Nursing 1 

Mandatory 
Occurrences 

Priority 
Frequency 
per 87 
Occurrences 

Priority 
Frequency 
per 38 
Articles 

Computer access 0 15 0.17 0.39 

Internet access 0 15 0.17 0.39 

Computer knowledge 0 22 0.25 0.58 

Independent 0 0 0.00 0.00 

Comfortable with 
technology 0 0 0.00 0.00 

Good reader 0 0 0.00 0.00 

Not a procrastinator 0 0 0.00 0.00 

Ease at learning 
software 0 0 0.00 0.00 

Prioritizing tasks 0 0 0.00 0.00 

Self -discipline 0 9 0.10 0.24 

Dedicated time 0 0 0.00 0.00 

Time management 0 0 0.00 0.00 

Accomplishing tasks 0 0 0.00 0.00 

Meet minimum program 
requirements 0 0 0.00 0.00 

Self- starter 0 0 0.00 0.00 

High Need 0 18 0.21 0.47 

Weak at audio learning 0 0 0.00 0.00 

Compelling Reason 0 0 0.00 0.00 

Learn from reading 0 0 0.00 0.00 

Utilize experiences 0 0 0.00 0.00 

Decision making part of 
learning 0 0 0.00 0.00 

Typing 0 0 0.00 0.00 

Strong writing skills 0 0 0.00 0.00 

Share experiences 0 0 0.00 0.00 

Critical thinking part of 0 0 0.00 0.00 
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Table 7: Category Groups Frequencies 

Indicator 
learning 

Learning styles 

Written discussion 

Open -minded 

Assimilates information 

Not need immediate 
feedback 

Weak at visual 
discussions 

Thinks prior to 
response 

Commitment 

Not need constant 
attention /feedback 

Good student 

Work with others 

Quiet area at home 

Not need to feel a part 
of a class 

Online learning can 
have quality 

Speaks up 

Self- assessment 

Classroom discussion 
not always helpful 

Figure out instructions 
for self 

Scheduling Freedom 

Integrating knowledge 
on own 

Mandatory 
Nursing 1 Occurrences 

o o 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

o 0 

0 0 

0 0 

0 0 

0 0 

0 8 

0 0 

0 0 

0 0 

0 0 

0 0 

o 0 

Priority 
Frequency 
per 87 
Occurrences 

Priority 
Frequency 
per 38 
Articles 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.09 0.21 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 

0.00 0.00 
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Table 7 Note 1: The nursing group did not result in any occurrences so all 

frequencies were zero. Thus frequencies for nursing were left off this 

table. 

3. 49 indicators were originally identified. After reviewing the indicators and 

the original text, 44 indicators remained the same, one was modified, and 

4 were removed. Thus, a total of 45 indicators resulted and have been 

reported on. 

a. The four indicators that were removed are found in Table 8: 

Indicator Modifications 

Table 8: Indicator Modifications 

New Indicator Original Indicators 

good student Good Student 

Good grades 

Written communication Able to communicate in writing 

Able to communicate by typing 

Typing Ability to communicate by typing 

Typing skills 

High Need High Need 

Has need to take classes now 

b. The modified indicator was classroom discussion not always 

helpful. The original indicator was does not learn from classroom 

discussion. After rereading the articles there was no indication that 
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the student does not learn, but instead the opinion of the student is 

that the discussions in the classroom are not always helpful. 

4. Inter -rater reliability of the indicators is noted in Table 5. 

a. The reliability of the indicators was 92 %, reliability of the mandatory 

grouping was 99 %, and reliability of the nursing grouping was 

100 %. 

5. Evaluation of the indicator analysis validity. 

a. Accepted standards for internal validity require the documentation 

of the selection process of the articles to review, the data coding 

process, and the analysis process. This has been done throughout 

this paper. The accepted standard for the reliability in this paper 

was 80% and all reliability factors, exceeded that requirement. 

Additionally, transcripts of the indicator database are included in 

Appendix B: Data. 

b. Two experts were selected for this project. The first is a PhD who 

is a course designer for online educational programs, and has been 

working in the field since 1990. In designing online courses, he 

frequently works with both teachers and students in preparing to 

use the software. Additionally, he works with both groups in 

identifying needs in order to promote successful courses. The 

second expert has worked in student development and assessment 
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for 30 years. She has developed several assessment protocols 

and studies the productivity of assessment exams. 

c. Both experts found the indicators to be accurate. Both reduced the 

number of indicators to 42, and removed the same indicators as 

noted in Table 9. Both agreed with the mandatory findings, and 

stated they did not know if there were any indicators with a nursing 

emphasis. 

Table 9: Indicator Suggestions from Experts 

New Indicator Original Indicators 

High Need High Need 

Compelling Reason 

Assimilates information Assimilates information 

Figure out instructions for self 

Integrating knowledge on own 

Not need constant attention /feedback Not need immediate feedback 

Not need constant attention /feedback 

Summary 

This study reviewed 38 articles divided into three categories 

(assessments, information, and research). An exploratory content analysis was 

conducted using frequencies of word or phrases to identify potential indicators for 

learner readiness in online nursing classes. Two separate coders were used and 

45 indicators were selected. There was a 92% agreement between the coders. 

The data were submitted to two experts for review. The experts agreed with the 

findings but recommended that the same three indicators be removed. 
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The indicators were also grouped into mandatory indicators and nursing 

indicators by statements in the original text. Six mandatory indicators were 

found, and no nursing indicators. The agreement between coders was 99% and 

100% respectively. The experts agreed with the mandatory findings, and 

expressed no knowledge of any nursing indicators. 
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CHAPTER FIVE: Discussion of Results and Recommendations 

The purpose of this study was to identify potential indicators of learner 

readiness, also referred to as student preparation, for online nursing courses. 

This study fielded three questions of which the interpretation of the results is 

covered in this chapter. Limitations of the study, implications for nursing and 

future research, and a conclusion are also discussed. 

Interpretation of Results 

Question 1 

The first research question asked what are the potential indicators of 

learner readiness for online education? This study found 42 to 45 potential 

indicators. This variance occurred because 45 indicators were initially identified 

by me and a second coder, while the experts identified 42 of the same indicators. 

They stated that the remaining 3 indicators were duplicate concepts of three of 

the other indicators. These indicators cover concepts such as access to 

computers and the internet, ability to communicate in writing, discipline in 

initiating and completing tasks, and independence. As noted these are potential 

indicators. Although the results were supported by two experts, the study did not 

research the indicators themselves but instead looked at what articles on the 

subject of learner readiness stated. If those articles had been research on 

learner readiness, then it may be possible to state that the research had already 

been done into the variables themselves and this study was simply comparing 

findings among various research articles. However, of the 38 articles identified, 
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only nine were research articles. Thus, the validity of these potential indicators as 

being actual indicators is in question. 

The indicators that the experts wanted to adjust are high need, assimilates 

information, and not need constant attention /feedback. The indicators that they 

grouped under these three are found in Table 10: Suggested Indicators by 

Experts. After reviewing the original text again and contacting the experts to 

clarify their thoughts, I agree with the not need constant attention /feedback 

recommendation and the high need recommendation. However, I do not agree 

with assimilates information. While it can be argued that the three indicators that 

the experts wanted combined into this one indicator all deal with a student 

integrating knowledge and they two of the indicators have low frequencies, the 

three indicators express different qualities of this concept that are mentioned 

separately in the literature. Assimilates information does not indicate any 

independence in this process while integrating knowledge on their own does. 

Also, figuring out instructions for self refers more to being able to follow directions 

and problem solve, then on just integrating knowledge. 

The fact that integrating knowledge has such a low frequency and 

assimilates information is much higher is significant when looking at the literature 

in which this concept arose. In reviewing the articles, integrating knowledge on 

own is only found in the assessment tools articles; none of the research or 

information articles mentions this concept. Therefore, I agree with combining 

assimilates information and integrating knowledge on own. However the third 
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indicator, figuring out instructions for self is mentioned in both research articles 

and assessments, and following directions is not clearly captured in any other 

indicator; I will retain it. 

Overall, 43 indicators have been identified as potential indicators of 

learning readiness for online education. All 43 were selected regardless of 

number or frequency of occurrence, because they were noted by the experts as 

being potential indicators and because this is an exploratory study. As an 

exploratory study, I feel it is necessary to provide all the options for potential 

indicators and not assume their validity as indicators until additional research is 

done. It may be that the less frequent indicators are actually part of some of the 

other indicators, as was already noted in the reduction from 45 to 43 indicators 

via comments by the experts. Finally, the intent of this study was to explore 

potential indicators via frequencies and validation by experts, not to define the 

intent of the concept nor the relationships between concepts. As noted in the 

methodology this requires relational content analysis (Palmquist, Carley, & Dale, 

1997). Table 10 provides the final list of indicators after the recommendations of 

the experts were considered. 

Table 10: Final Indicator List 

Final Indicators Final 
Occurrences Initial Indicator 

Initial 
Occurrences 

Computer access 38 Computer access 38 

Internet access 38 Internet access 38 

Computer knowledge 38 Computer knowledge 38 

Independent 38 Independent 38 
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Table 10: Final Indicator List 

Final Indicators Final 
Occurrences 

Comfortable with 
technology 

High Need 

Good reader 

Not a procrastinator 

Ease at learning software 

Prioritizes tasks 

Self- discipline 

Dedicated time 

Time management 

Accomplishes tasks 

38 

38 

36 

35 

34 

34 

32 

32 

32 

32 

Meet minimum program 32 
requirements 

Self- starter 29 

Weak at audio learning 28 

Learn from reading 

Utilize experiences 

Decision making part of 
learning 

Not need constant 
attention /feedback 

Typing 

Assimilates information 

Strong writing skills 

Share experiences 

26 

26 

26 

24 

24 

22 

22 

22 

Critical thinking part of 22 
learning 

Learning styles 22 

Initial 
Initial Indicator Occurrences 

Comfortable with 
technology 38 

Good reader 36 

Not a procrastinator 35 
Ease at learning 
software 34 

prioritizing tasks 34 

Self- discipline 32 

Dedicated time 32 

Time management 32 

Accomplishing tasks 32 
Meet minimum 
program requirements 32 

Self- starter 

High Need 
Weak at audio 
learning 

Compelling Reason 

Learn from reading 

29 

28 

28 

26 

26 

Utilize experiences 26 

Decision making part 
of learning 26 

Typing 24 

Strong writing skills 22 

Share experiences 22 
Critical thinking part of 
learning 22 

Learning styles 22 

Written discussion 21 
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Table 10: Final Indicator List 

Final Indicators Final 
Occurrences Initial Indicator 

Initial 
Occurrences 

Written discussion 

Open- minded 

Weak at visual 
discussions 

21 

21 

18 

Thinks prior to response 18 

Commitment 

Good student 

Work with others 

16 

14 

14 

Quiet area at home 12 

Not need to feel a part of 12 
a class 

Online learning can have 12 
quality 

Speaks up 11 

Self- assessment 9 

Classroom discussion not 9 

always helpful 

Figure out instructions for 9 

self 

Scheduling Freedom 6 

Open -minded 
Assimilates 
information 

Not need immediate 
feedback 
Weak at visual 
discussions 
Thinks prior to 
response 

21 

21 

18 

18 

18 

Commitment 16 
Not need constant 
attention /feedback 16 

Good student 14 

Work with others 14 

Quiet area at home 12 
Not need to feel a part 
of a class 12 
Online learning can 
have quality 12 

Speaks up 11 

Self- assessment 9 
Classroom discussion 
not always helpful 9 
Figure out instructions 
for self 9 

Scheduling Freedom 6 
Integrating knowledge 
on own 6 
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Question 2 

There were six indicators noted as being mandatory to learner readiness 

for online education. Similar to the overall selection of the indicators, all six 

indicators were selected in order to provide a complete selection of potential 

indicators that could be researched in the future. 

One concern in discussing mandatory indicators is the definition of 

mandatory. It is fairly evident that a computer, Internet access, and some degree 

of knowledge about using these tools would be required to access online 

education. Since the definite definitions or relationships were not investigated in 

this study, it is not as clear that high need, self discipline, or online learning can 

have quality are mandatory. These indicators are noted in Table 11: Mandatory 

Group Indicators. 

Table 11: Mandatory Group Indicators 

Indicator 
Indicator 

Occurrences 
Mandatory 

Occurrences 

Computer knowledge 38 22 

High Need 28 18 

Computer access 38 15 

Internet access 38 15 

Self -discipline 32 9 

Online learning can have quality 12 8 

Question 3 

No indicators were noted as pertaining specifically to nursing student 

readiness for online nursing courses. The experts stated they did not know of 
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any indicators for use in any nursing program at any level, but they also stated 

they did not handle admission needs for nursing programs. None of the 

literature, even those studies on nursing programs mentioned any distinctive 

preparation that nursing students need. One indicator, critical thinking as part of 

learning, does contain a concept that is regularly mentioned in nursing literature, 

critical thinking. However, whether preparation for critical thinking is required is 

not indicated. 

Research in this area is still new with little research conducted, so it is not 

surprising that literature does not exist specifically looking at nursing. 

Additionally, it may require a more detailed type of research like relational 

content analysis or ethnography to identify this level of meaning from the 

indicators. 

Limitations 

Research stipulates that content analysis is an objective technique. In the 

context of content analysis, objective refers to the extent to which categorization 

of sections of transcripts is subject to influence by the coders. This technique, 

perhaps more so than any other qualitative technique, is susceptible to the 

infiltration of subjectivity and interpretive bias (Bullen, 1998; Hara, Bonk & Angeli, 

2000.) Mower's (1996) discussion of reliability is illustrative: 

In instances of disagreement, [rater 1] agreed that [rater 2's] evaluation 

could be correct. In other instances of disagreement, it was determined 

that remarks could fit into either one of two categories depending upon the 
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[rater's] interpretation. It was concluded that sometimes, subjective 

judgment was involved in assigning some topics to categories (p. 220). 

Mower's reveals a pervasive issue in content analysis studies. While some 

amount of subjectivity may be unavoidable in coding transcripts, a quantitative 

study should not conclude with an admission that objectivity and reliability have 

not been achieved. Rather, the discovery of an excessive degree of subjectivity 

should signal to the research team that further refinement is needed in category 

definition or coding protocol (Mower, 1996). The inter -rater agreements in this 

study indicate that some subjectivity may have been present during the coding 

process, but the final indicators are supported by experts reviewing the data. 

Thus, refinement did occur during the identification of the indicators and 

subjectivity was minimalized. 

The reliability of a coding scheme can be viewed as a continuum, 

beginning with coder stability (one coder agreeing with herself over time), to 

inter -rater reliability (two or more coders agreeing with each other), and ultimately 

to replicability (the ability of multiple and distinct groups of researchers to apply a 

coding scheme reliably). Thus, the definitive test of a coding scheme is 

replicability. This lack of replication in this study can be considered a limitation. In 

most fields, even when a valid study yields statistically significant findings, the 

results are described cautiously as "supportive" until they have been replicated. 

Reliable application of a coding scheme by researchers who are not involved in 

its creation would be a convincing testament to its efficacy. As an exploratory 
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study, it is hoped that future studies use this data to enhance the validity and 

findings of this study. 

Content analysis can be subject to increased error not only from 

subjectivity, but from overall coding as more "interpretation" and analysis of the 

indicators are conducted and results move farther away from the original 

language in the texts. Since this study focused only on conceptual analysis, this 

layer of error was minimalized but could sill be present. 

In addition to the issue of objectivity content analysis suffers from several 

disadvantages, both theoretical and procedural. In particular, this study, as is true 

of many content analyses, does not make use of an extensive theoretical base. 

It is exploratory, using primarily word counts as statistical evidence, and therefore 

may lack generalizability. While I did reflect on the theories that are involved in 

the study area, I did not directly attempt to link those theories as part of the 

study. Future studies using a more quantitative framework may establish a 

stronger theoretical base. This study is exploratory in nature and uses conceptual 

content analysis. As such the frequency of the words is a primary factor in 

determine the analysis. The actual themes or interpretation of the concepts are 

not present nor is the relationships between the concepts. As noted in the 

Discussion of the findings, no value can be placed on any indicator other than 

saying one concept occurred more frequently than another concept. Why one 

was more frequent or the degree of relationship between concepts was unclear. 

Thus 43 indicators were selected out of the 43 final indicators. It was not 
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possible to narrow down selection based on the types of data available with any 

degree of reliability or validity. Thus, additional research using more quantitative 

techniques or even more meaning oriented qualitative techniques like relational 

content analysis or ethnography is required for more detailed analysis. 

The generalizability of the study has limits. The generalizability of a 

researcher's conclusions is very dependent on how that researcher determines 

concept categories, as well as on how reliable those categories are. It is 

imperative that one defines categories that accurately measure the idea and /or 

items one is seeking to measure. The level of generalizability is determined by 

the degree to which the study invites the readers to make connections between 

elements of the study and their own experiences. The extent to which the results 

can be applied in one context to another similar context, and finally, the degree to 

which the findings and conclusions from the study conducted on a sample 

population can be applied to the population at large. For this study, the results 

are really left as a foundation for future research and are not intended to be 

generalized as evidence of indicators of learner readiness in online nursing 

education programs for the entire population. 

Implications and Relationship to Nursing 

The ultimate goal for educational programs is to help students succeed. 

Nursing educational programs are no different. As noted in this study, nursing 

schools around the country are seeking ways to enhance their programs and 

increase the numbers of both enrolled students and those who successfully 
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complete and pass their licensing exams. As these schools have begun to 

increasingly use online classes as a way to address and meet these needs, the 

issue of students not only passing the classes but passing the exams holds 

sway. 

Schools have increased the training of their staff in using online 

technology, in design and development of online classes, in teaching in an online 

environment. But is it enough? Studies are just being done in this area, but can 

schools afford to wait for results? It appears that they cannot. Assessment tools 

exist for most of the schools that offer online courses. These tools vary from 

simple question and answer to a list of things to consider before enrolling or 

actual entrance exams that must be passed to enroll in online programs. As 

noted at the beginning of this study, there is not a lot research founding these 

exams. They are based on theories of learning from brick -and -mortar education 

and from the demographics of previous online students. 

As these study demonstrated, several of those indicators are consistent 

not only among the various assessment tools, but among articles and research in 

learner readiness. But are they valid? This study did not seek to prove that 

question. It did show that these concepts are potential indicators that, if further 

research supports, nursing schools with online programs, can use to assess 

students prior to and during the nursing program to identify if a student has more 

or fewer indicators that they are ready for those types of courses. For students 

that do not, schools can offer additional classes or resources to assist students in 
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getting up to speed. For items that are "mandatory" like a computer and Internet 

access, they can be used as admissions standards. 

With all these standards and preparation, the hope of every educational 

institution and every teacher is that more students will be ready for the online 

classes, be better prepared to succeed in those classes, and finally better 

prepared to become nurses. 

Implications 

The purpose of this study was to identify potential indicators of leaner 

readiness in online nursing programs. That task was accomplished. Beyond the 

results broader implications await. 

Online Education Research 

As noted in various parts of this study, online education research as been 

somewhat limited and short -sighted. Some may say it is in its infancy. This study 

and others seek to strike into new territories and ask new questions. However, 

there is still the potential that the research in this area remains the same. David 

Noble (1998) brings up an interesting issue in online education. Although 

focusing primarily on administrative and corporate exploitation of university 

faculty and students through the proliferation of online courses, he addresses the 

paucity of empirical findings supportive of online education investment in his 

series, Digital Diploma Mills (1998). Noble looks at technozealots who simply 

view computers as the panacea for everything, because they like to play with 

them. With the avid encouragement of their private sector and university patrons, 



80 

they forge ahead, without support for their pedagogical claims about the alleged 

enhancement of education, without any real evidence of productivity 

improvement, and without any effective demand from either students or teachers. 

There are also problems in current research on the impact of technology 

on learning and the directions taken in the research. Most of the research in 

instructional technology assumes that education is governed by natural laws and 

therefore can be studied in a manner similar to other natural sciences such as 

chemistry and biology. Wrong assumptions continue to be made about the 

nature of the phenomena studied and hence thus do we ask the wrong or right 

questions (what is the basis for your claim here ?). Educational researchers face 

many difficulties in trying to conduct controlled studies in university settings, 

because threats to validity and reliability are often beyond the influence of the 

investigator. As a result, a number of people who are interested in the 

application of technology to teaching have abandoned traditional research 

models, opting instead for "proof in practice" (Neal, 1998; Reeves, 1995). 

It is hoped that by pushing the boundaries of some of the researched 

areas, that this concerns are being met. This study provides a foundation on 

which to build additional research. It is initial steps like this study that begin 

moving research forward. 

Online Nursing Course Design 

In recent studies of online courses the quality of the course is established 

by comparing the achievement of online students with that of traditional students 
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(Mock, 2001). The online instruction is deemed effective if the outcome for online 

students is no worse than the outcome for the comparison group, traditional 

classroom students. A common interpretation of such a finding is that using 

online technologies causes the learning outcomes. Unfortunately, this type of 

research does not rule out the possibility that the ability and motivation (or other 

initial differences) of online students causes the learning outcomes. We might 

ask if these students would do just as well with a good textbook, a 

correspondence course, or a telecourse. These simplified approaches to 

evaluating online course quality may prove to be misleading for a number of 

reasons stemming from the confounding problems of initial differences and 

causal attribution. 

First, they rely on an underlying assumption that online and classroom 

students are similar populations for statistical comparisons. Second, they infer 

that assessment of student achievement, usually measured by test performance, 

yields findings about course effectiveness or quality and not something else, like 

student differences (and this is related to the first issue, also). Third, they infer 

that the introduction of online technologies causes differences in student 

achievement. Fourth, these approaches do not necessarily control for reactive 

effects such as the Novelty Effect, refers to increased interest, motivation, or 

participation on the part of students simply because they are doing something 

different; the John Henry effect refers to control groups feeling threatened or 

challenged by being in competition with a new program or approach, and as a 
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result, outdoing themselves and performing well beyond what would normally be 

expected; the Hawthorne effect refers to the effect upon behavior of the subject's 

knowing he or she is in an experiment. 

These approaches may camouflage important omissions in online course 

content by assuming that common classroom pedagogies are effective for all 

students (so, we should look beyond group means), or that online students need 

and benefit from the same pedagogical practices that have proven effective for 

traditional students in college classrooms and lecture halls. And finally, they 

assume that preparation for one type of learning environment is identical to all 

other environments; although, even simple observation of a clinical or lab versus 

a lecture indicates the environments are different and learning via a computer 

with no visible teacher is different form a lecture or a clinical or lab. 

By building on what we have learned thus far about studying the effects of 

online education on student learning and performance, we can now begin to 

design research studies that will answer questions teachers have about 

designing online courses. 

Student Success 

As fanciful as this notion is, the ultimate goal for most research in 

education is improving student success. As research has indicated, learner 

readiness has been linked to student success. This study is a first step in 

identifying factors that may promote, if not actually predict, student success in 

online education. 



83 

However, even with the identification of indicators of learner readiness, or 

the existence of practical theory for online education like the adaptive 

instructional strategies of Kennedy, there is still the issue of using the research. 

Before any teacher can use a finding, he or she must know of its existence and 

must be convinced of its efficacy. Many teachers are not aware of a great deal of 

educational research. Even when they do know of a new study, its suitability 

may be elusive, since research often brings results that can be interpreted 

differently when used under alternative conditions, by teachers with a variety of 

skills (Bennett, 1997). 

In a report published by the American Association for Higher Education, 

the ways educational quality has been measured were explored. Of particular 

interest are the ways institutions were measured for their ability to bring about or 

facilitate positive growth in students via an input- environment -output model. The 

input variables represented what students brought with them, the environment 

represented educational programs and other institutional characteristics to which 

students were exposed, and the output component was the desired goals and 

objectives of the academic experience, i.e. cognitive and affective changes. By 

controlling for student input variables, the model assesses the contribution of the 

environmental variables to the outcomes; thus, isolating the impact of the 

institution. Using this model, future research into the contribution of online 

education to student learning should: (1) focus on defining appropriate student 

input variables that reflect the complex nature of students and learning; (2) be 
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more explicit in defining the outcome variables and their appropriateness to the 

questions under study; and (3) provide information teachers can use to design 

online courses that meet the needs of all students, not only the needs of the 

"average" students or the mature, capable learners (Lawrence and Green, 

1980) 

Thus, the outcomes of research, even research with idealistic tendencies 

like student success, should be practical theories and tools that teachers can 

grasp and use in their classrooms, tools that educational institutions can identify 

as a means to an end, not just something on paper. 

Recommendations for Further Research 

The background research for this study found that online courses, like all 

courses, should be designed for students, not for the delivery mode. That is, 

online courses should not be simple transformations of classroom strategies into 

online techniques. Instead, in designing an online course, teachers should start 

at the beginning by considering what students need from the course, and then 

think about appropriate strategies to address those needs. Teachers will have to 

make a number of tradeoffs between quality and workload in this process, and 

new research into the effects of specific strategies will help teachers make those 

tradeoffs. 

This study itself takes that idea of online courses needing distinctive 

strategies and tools, and looks at one such area: how to help students prepare 

(be ready) for the online learning experience. This issue assumes there is a 
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difference in the learning readiness needs between an online class and a brick - 

and- mortar class. Evidence indicates that the nature of online education is one 

where independence, visual learning, and written communication or more 

common than in the brick -and -mortar classroom. If they are different, the degree 

of difference still needs to be investigated. 

Furthermore, this exploratory study identified five areas of research that 

can be developed: 1. Research into the validity of the categories and their related 

indicators possibly using relational content analysis, ethnography, and /or a 

quantitative method. 2. Research into whether the indicators are only for 

readiness or can potential indicate student success. 3. Research into developing 

a resource tool containing these indicators. 4. Research into if any of these 

indicators are more common or less common amongst nursing students. In 

particular, critical thinking may be an indicator to which to begin. 5. Research into 

if there are any other indicators directly linked to nursing education. 

Summary 

The growing need for nurses in the United States has lead many schools 

of nursing to explore online education as a way to increase enrollments and 

access. With this new mode of delivery several issues have arisen. One such 

issue is the preparation of students for this mode. While evidence is still needed 

to demonstrate the degree of this difference, the study did find background 

information that can inform future research: 1. One must determine the 

perceptions of the student towards success and any factors related to achieving 
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that success, be it how they value technology or even the field they are studying 

like nursing. 2. Student learning and performance are influenced by a number of 

factors, including factors relating to student goals, student academic practices, 

and the mode of course delivery. 3. Previous research has fallen short in many 

areas, frequently that of causality. 

The study itself finds evidence that there is a set of common indicators 

that are used in online learner readiness. Whether these indicators are valid still 

needs more research. The study also found that several of the indicators are 

mandatory for online education, and that their status of mandatory makes logical 

sense. To participate in online education computers and Internet access are 

required, therefore they are mandatory learner readiness indicators. However, 

one of the intents of the study was to look at learner readiness indicators 

specifically for nursing students and none were found. Whether this is because 

no distinctive indicators exist or just not yet identified is unknown. 

In conclusion, the overall findings provide a strong basis for further 

research. They in themselves do not support use as being valid indicators of 

learner readiness, but they are a place to start for research into this area. 

Regardless of the findings, I believe it is essential for educational institutions to 

find ways to help students succeed and if learner readiness assessments provide 

some help then there use is substantiated. Whether the help is simply because 

the attention a student needs to succeed is provided, or they actually predict 

readiness still needs to be researched. As more nurses are needed and more 



87 

nursing programs move to online course -work, research in this area can only 

provide teachers with more tools to help nursing students be prepared for the 

courses, pass their courses, and obtain their licenses as nurses. The patients, 

the students, and the community benefit from work that helps lead to those ends. 
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Appendix A: Carley's Eight Steps for Content Analysis 
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CARLEY'S EIGHT STEPS FOR CONTENT ANALYSIS 

1 Determine level of analysis. 

a. One must determine whether to code only from a pre -defined set of 

concepts and categories, or if one will develop some or all of these 

during the coding process. 

b. For example, using a predefined set, researchers would code only 

for a list of specific tress. But, if researchers coded interactively, 

they may have decide to code for bushes as well. 

2. Decide how many words or word phrases to code for. 

a. 150 - 200 are standard but depend on the area of research and 

number of items to be reviewed. 

b. If the number is unknown an estimate should be made to ensure 

that an adequate number of articles are selected for review. 

3. Decide whether to code for frequency or existence. 

a. The researchers must decide if they are going to count a concept 

only once, for existence, no matter how many times it appears, or if 

they will count it each time it occurs. 

4. Decide how to distinguish concepts or indicators. 

a. Decide whether concepts are to be coded exactly as they appear, 

or if they can be recorded in some altered or collapsed form. 

b. For example in coding trees, individually coding "White Oak" and 

"Red Oak" could be done as two separate concepts. Or, by 
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CARLEY'S EIGHT STEPS FOR CONTENT ANALYSIS Continued 

generalizing their meaning, i.e. they both express the same idea; 

she could group them together as one item, i.e. "oak trees." Will 

they be grouped into broad categories, i.e. "deciduous trees "? Will 

any other groupings occur, like "survived fire "? 

5. Develop coding rules and set rules for validity and reliability 

6. Decide what to do with irrelevant information 

7 Code the data 

8. Analyze results 
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Appendix B: Data and Analysis Protocols 



Protocols for Content Analysis 

Establish rules for coding. 

Decide how much of the 
original text is used in the 
coding. 

Identify if any groupings will be 
used. 

Read articles. 

Code text and enter into 
database if used. 

Identify and code groupings 

Decide what to do with 
uncoded text 

Check Reliability 

Stability 

Accuracy. 

Reproducibility 

Clean Data 

92 

Process Used in this Study 

Code in written article and in 
database. Articles were coded 
twice by original coder, and 
once by a secondary coder. 

Start with original text narrow to 
indicators through analysis. 
Compare indicators using 
Cohen's kappa between 
coder's. 

2 groupings were used: 
Mandatory and Nursing 

Articles were read twice, and 
then reviewed again if 
clarification for a code was 
required. 

Test was coded on the written 
document and the indicators 
were input into the database. 

The two code groupings were 
identified during the coding 
process 

Ignored for this study 

Reliability using Cohen's kappa 
was checked. 

Initial coder coded twice three 
months apart. 

Constant comparison was used 

Second coder was used, and all 
protocols are provided so the 
study can be replicated. 

Data was cleaned by a 
statistician 
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Process Used in this Study 

Decide if using frequencies or 
occurrences. 

Run statistics 

Analyze results 

Check reliability 

Internal validity 

External validity 

Frequencies were used 

Appendices D and E contain 
data. 

Results were analyzed and 
reported in Chapter 4 and 
discussed in Chapter 5. 

Reliability was check via 
Cohen's kappa using two 
separate coders. 

Internal validity is checked by 
provided all protocols and data 
results. Statistician reviewed all 
protocols and results. 

Two experts were used to check 
the data 
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Appendix C: Code Types 
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Code Ranges and Types 

Coder 
A 
B 

Word Phrase Code 
coder A = 1000's - 3000's 
coder B = 5000's - 7000's 

Article Type 
AT = Assessment Tool 
I = Information Article 
R = Research Article 

Article Code 
AT= 1 -11 
R =20 -29 
I = 40 - 58 

Nursing Group 
Y =Yes 
N =No 

Mandatory /Priority Group 
Y =Yes 
N =No 
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Appendix D: Data Sheets 



97 

LEARNER READINESS DATA 

Article Article 
Indicator ID Indicator Nursing Mandatory Type Code 

1 computer access Y AT 1 

1 computer access Y AT 2 

1 computer access Y AT 3 

1 computer access Y AT 4 

1 computer access Y AT 5 

1 computer access Y AT 6 

1 computer access Y AT 7 

1 computer access Y AT 8 

1 computer access Y AT 9 

1 computer access Y AT 10 

1 computer access Y AT 11 

1 computer access Y I 41 

1 computer access Y I 42 
1 computer access Y I 43 

1 computer access Y I 44 

1 computer access Y I 45 

1 computer access Y I 46 

1 computer access Y I 47 
1 computer access Y I 48 

1 computer access Y I 49 
1 computer access Y I 50 

1 computer access Y I 51 

1 computer access Y I 52 

1 computer access Y I 53 

1 computer access Y I 54 

1 computer access Y I 55 

1 computer access Y I 56 

1 computer access Y I 57 

1 computer access Y I 58 

1 computer access Y R 21 

1 computer access Y R 22 

1 computer access Y R 23 
1 computer access Y R 24 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

1 computer access Y R 25 

1 computer access Y R 26 

1 computer access Y R 27 

1 computer access Y R 28 

1 computer access Y R 29 

2 Internet access Y AT 1 

2 Internet access Y AT 2 

2 Internet access Y AT 3 

2 Internet access Y AT 4 

2 Internet access Y AT 5 

2 Internet access Y AT 6 

2 Internet access Y AT 7 

2 Internet access Y AT 8 

2 Internet access Y AT 9 

2 Internet access Y AT 10 

2 Internet access Y AT 11 

2 Internet access Y I 41 

2 Internet access Y 42 

2 Internet access Y 43 

2 Internet access Y 44 

2 Internet access Y 45 

2 Internet access Y 46 

2 Internet access Y 47 

2 Internet access Y 48 

2 Internet access Y 49 

2 Internet access Y 50 

2 Internet access Y 51 

2 Internet access Y 52 

2 Internet access Y 53 

2 Internet access Y 54 

2 Internet access Y 55 

2 Internet access Y 56 

2 Internet access Y 57 

2 Internet access Y 58 



99 

LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

2 Internet access Y R 21 

2 Internet access Y R 22 

2 Internet access Y R 23 

2 Internet access Y R 24 

2 Internet access Y R 25 

2 Internet access Y R 26 

2 Internet access Y R 27 

2 Internet access Y R 28 

2 Internet access Y R 29 

3 Computer knowledge Y AT 1 

3 Computer knowledge Y AT 2 

3 Computer knowledge Y AT 3 

3 Computer knowledge Y AT 4 

3 Computer knowledge Y AT 5 

3 Computer knowledge Y AT 6 

3 Computer knowledge Y AT 7 

3 Computer knowledge Y AT 8 

3 Computer knowledge Y AT 9 

3 Computer knowledge Y AT 10 

3 Computer knowledge Y AT 11 

3 Computer knowledge Y I 41 

3 Computer knowledge Y 42 
3 Computer knowledge Y 43 
3 Computer knowledge Y 44 
3 Computer knowledge Y 45 
3 Computer knowledge Y 46 
3 Computer knowledge Y 47 

3 Computer knowledge Y 48 

3 Computer knowledge Y 49 

3 Computer knowledge Y 50 

3 Computer knowledge Y 51 

3 Computer knowledge Y 52 

3 Computer knowledge Y 53 

3 Computer knowledge Y 54 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

3 Computer knowledge Y I 55 

3 Computer knowledge Y I 56 

3 Computer knowledge Y I 57 

3 Computer knowledge Y I 58 

3 Computer knowledge Y R 21 

3 Computer knowledge Y R 22 

3 Computer knowledge Y R 23 

3 Computer knowledge Y R 24 

3 Computer knowledge Y R 25 

3 Computer knowledge Y R 26 

3 Computer knowledge Y R 27 

3 Computer knowledge Y R 28 

3 Computer knowledge Y R 29 

4 Typing AT 1 

4 Typing AT 2 

4 Typing AT 3 

4 Typing AT 4 

4 Typing AT 5 

4 Typing AT 6 

4 Typing AT 7 

4 Typing AT 8 

4 Typing AT 9 

4 Typing I 41 

4 Typing 42 

4 Typing I 43 

4 Typing I 44 

4 Typing I 45 

4 Typing I 46 

4 Typing I 47 
4 Typing 48 
4 Typing 49 
4 Typing I 50 

4 Typing I 51 

4 Typing R 21 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

4 Typing R 22 

4 Typing R 23 

4 Typing R 24 

5 Speaks up AT 1 

5 Speaks up AT 2 

5 Speaks up AT 3 

5 Speaks up AT 4 

5 Speaks up AT 5 

5 Speaks up AT 6 

5 Speaks up AT 7 

5 Speaks up I 52 

5 Speaks up I 53 

5 Speaks up I 54 

5 Speaks up R 25 

6 Independent AT 1 

6 Independent AT 2 

6 Independent AT 3 

6 Independent AT 4 

6 Independent AT 5 

6 Independent AT 6 

6 Independent AT 7 

6 Independent AT 8 

6 Independent AT 8 

6 Independent AT 9 

6 Independent AT 9 

6 Independent I 41 

6 Independent 42 

6 Independent 43 
6 Independent 44 
6 Independent 45 
6 Independent 46 
6 Independent 47 
6 Independent 48 
6 Independent 49 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

6 Independent I 50 

6 Independent I 51 

6 Independent I 52 

6 Independent I 53 

6 Independent I 54 

6 Independent I 55 

6 Independent I 56 

6 Independent I 57 

6 Independent I 58 

6 Independent R 21 

6 Independent R 22 

6 Independent R 23 

6 Independent R 24 

6 Independent R 25 
6 Independent R 26 

6 Independent R 27 
6 Independent R 28 

6 Independent R 29 

7 Self- starter AT 1 

7 Self- starter AT 2 

7 Self- starter AT 3 

7 Self- starter AT 4 

7 Self- starter AT 5 

7 Self- starter AT 6 

7 Self- starter AT 7 

7 Self- starter AT 8 

7 Self- starter AT 9 

7 Self- starter AT 10 

7 Self- starter I 41 

7 Self- starter I 42 

7 Self- starter I 43 
7 Self- starter I 44 
7 Self- starter I 45 
7 Self- starter I 46 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

7 Self- starter I 47 

7 Self- starter I 55 

7 Self- starter I 56 

7 Self- starter I 57 

7 Self- starter I 58 

7 Self-starter R 21 

7 Self- starter R 22 

7 Self- starter R 23 

7 Self- starter R 24 

7 Self- starter R 26 

7 Self- starter R 27 

7 Self- starter R 28 

7 Self- starter R 29 

8 Self -discipline Y AT 1 

8 Self -discipline Y AT 2 

8 Self -discipline Y AT 3 

8 Self -discipline Y AT 4 

8 Self -discipline Y AT 5 

8 Self -discipline Y AT 6 

8 Self- discipline Y AT 7 

8 Self -discipline Y AT 8 

8 Self -discipline Y AT 9 

8 Self -discipline Y AT 10 

8 Self -discipline Y AT 11 

8 Self -discipline Y I 41 

8 Self -discipline Y 48 
8 Self -discipline Y 49 
8 Self -discipline Y 50 

8 Self- discipline Y 51 

8 Self -discipline Y 52 

8 Self- discipline Y 53 

8 Self- discipline Y 54 

8 Self- discipline Y 55 

8 Self -discipline Y 56 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

8 Self -discipline Y I 57 

8 Self -discipline Y I 58 

8 Self -discipline Y R 21 

8 Self -discipline Y R 22 

8 Self -discipline Y R 23 

8 Self -discipline Y R 24 

8 Self- discipline Y R 25 

8 Self -discipline Y R 26 

8 Self- discipline Y R 27 

8 Self -discipline Y R 28 

8 Self -discipline Y R 29 

9 Good student AT 1 

9 Good student AT 2 

9 Good student I 42 

9 Good student I 43 

9 Good student I 44 

9 Good student I 45 

9 Good student I 46 

9 Good student I 47 

9 Good student I 48 

9 Good student I 49 

9 Good student R 25 

9 Good student R 26 

9 Good student R 27 

9 Good student R 28 

10 Self- assessment AT 3 

10 Self- assessment AT 4 

10 Self- assessment AT 5 

10 Self- assessment AT 6 

10 Self- assessment AT 7 

10 Self -assessment AT 8 

10 Self- assessment AT 9 

10 Self- assessment I 50 

10 Self- assessment I 51 
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LEARNER READINESS DATA 

Indicator ID Indicator 
Article 

Nursing Mandatory Type 
Article 
Code 

11 Dedicated time AT 1 

11 Dedicated time AT 2 

11 Dedicated time AT 3 

11 Dedicated time AT 4 

11 Dedicated time AT 5 

11 Dedicated time AT 6 

11 Dedicated time AT 7 

11 Dedicated time AT 8 

11 Dedicated time AT 9 

11 Dedicated time AT 10 

11 Dedicated time AT 11 

11 Dedicated time I 41 

11 Dedicated time I 42 

11 Dedicated time I 43 
11 Dedicated time I 44 

11 Dedicated time I 45 

11 Dedicated time I 46 

11 Dedicated time I 47 

11 Dedicated time I 48 
11 Dedicated time I 49 
11 Dedicated time I 52 

11 Dedicated time I 53 

11 Dedicated time I 54 

11 Dedicated time I 55 

11 Dedicated time I 56 

11 Dedicated time I 57 

11 Dedicated time I 58 

11 Dedicated time R 21 

11 Dedicated time R 22 
11 Dedicated time R 23 

11 Dedicated time R 24 
11 Dedicated time R 29 
12 Strong writing skills AT 1 

12 Strong writing skills AT 2 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

12 Strong writing skills AT 3 

12 Strong writing skills AT 4 

12 Strong writing skills AT 5 

12 Strong writing skills AT 6 

12 Strong writing skills AT 7 

12 Strong writing skills AT 8 

12 Strong writing skills AT 10 

12 Strong writing skills AT 11 

12 Strong writing skills I 41 

12 Strong writing skills 42 

12 Strong writing skills 50 

12 Strong writing skills 51 

12 Strong writing skills 52 

12 Strong writing skills 53 

12 Strong writing skills 54 

12 Strong writing skills 55 

12 Strong writing skills 56 

12 Strong writing skills I 57 

12 Strong writing skills I 58 

12 Strong writing skills R 25 

13 High Need Y AT 1 

13 High Need Y AT 2 

13 High Need Y AT 3 

13 High Need Y AT 4 

13 High Need Y AT 5 

13 High Need Y AT 6 

13 High Need Y AT 7 

13 High Need Y AT 9 

13 High Need Y AT 10 

13 High Need Y AT 11 

13 High Need Y I 43 

13 High Need Y I 44 

13 High Need Y I 45 

13 High Need Y I 46 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

13 High Need Y I 47 

13 High Need Y I 48 
13 High Need Y I 49 

13 High Need Y I 50 

13 High Need Y I 51 

13 High Need Y I 52 

13 High Need Y I 53 

13 High Need Y I 54 

13 High Need Y R 21 

13 High Need Y R 22 

13 High Need Y R 26 

13 High Need Y R 27 

13 High Need Y R 28 

13 High Need Y R 29 
Ease at learning 

14 software AT 1 

Ease at learning 
14 software AT 2 

Ease at learning 
14 software AT 3 

Ease at learning 
14 software AT 4 

Ease at learning 
14 software AT 5 

Ease at learning 
14 software AT 6 

Ease at learning 
14 software AT 7 

Ease at learning 
14 software AT 8 

Ease at learning 
14 software AT 9 

Ease at learning 
14 software AT 10 

Ease at learning 
14 software AT 11 
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Indicator ID Indicator 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
Ease at learning 

14 software 
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Article 
Nursing Mandatory Type 

Article 
Code 

I 41 

I 42 

I 43 

I 44 

I 45 

I 46 

I 47 

I 48 

I 49 

I 50 

I 51 

I 55 

I 56 

I 57 

I 58 

R 21 

R 23 

R 24 

R 25 



109 

LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

Ease at learning 
14 software R 26 

Ease at learning 
14 software R 27 

Ease at learning 
14 software R 28 

Ease at learning 
14 software R 29 
15 Quiet area at home AT 1 

15 Quiet area at home AT 8 

15 Quiet area at home AT 9 

15 Quiet area at home AT 10 

15 Quiet area at home AT 11 

15 Quiet area at home I 52 
15 Quiet area at home I 53 
15 Quiet area at home I 54 

15 Quiet area at home I 55 
15 Quiet area at home I 56 
15 Quiet area at home R 22 
15 Quiet area at home R 23 
16 Commitment AT 2 

16 Commitment AT 3 

16 Commitment AT 4 
16 Commitment AT 5 

16 Commitment I 41 

16 Commitment 42 
16 Commitment 43 
16 Commitment 44 
16 Commitment 45 
16 Commitment 46 
16 Commitment 47 
16 Commitment 48 
16 Commitment 57 
16 Commitment 58 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

16 Commitment R 24 
16 Commitment R 25 

16 Commitment R 26 
17 Compelling Reason AT 1 

17 Compelling Reason AT 2 

17 Compelling Reason AT 3 

17 Compelling Reason AT 4 

17 Compelling Reason AT 5 

17 Compelling Reason AT 6 

17 Compelling Reason AT 7 

17 Compelling Reason AT 8 

17 Compelling Reason AT 9 

17 Compelling Reason AT 10 

17 Compelling Reason AT 11 

17 Compelling Reason I 41 

17 Compelling Reason I 42 

17 Compelling Reason I 49 

17 Compelling Reason I 50 

17 Compelling Reason I 51 

17 Compelling Reason I 52 

17 Compelling Reason I 53 

17 Compelling Reason I 54 

17 Compelling Reason I 55 

17 Compelling Reason I 56 

17 Compelling Reason I 57 

17 Compelling Reason I 58 

17 Compelling Reason R 27 
17 Compelling Reason R 28 
17 Compelling Reason R 29 
18 Scheduling Freedom AT 6 

18 Scheduling Freedom AT 7 

18 Scheduling Freedom AT 8 

18 Scheduling Freedom AT 9 

18 Scheduling Freedom I 43 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

18 Scheduling Freedom I 44 

19 Learn from reading AT 1 

19 Learn from reading AT 2 

19 Learn from reading AT 3 

19 Learn from reading AT 4 

19 Learn from reading AT 5 

19 Learn from reading AT 6 

19 Learn from reading AT 7 

19 Learn from reading AT 8 

19 Learn from reading AT 9 

19 Learn from reading AT 10 

19 Learn from reading AT 11 

19 Learn from reading I 41 

19 Learn from reading 45 

19 Learn from reading 46 

19 Learn from reading 47 

19 Learn from reading 48 

19 Learn from reading 49 

19 Learn from reading 50 

19 Learn from reading 51 

19 Learn from reading 52 

19 Learn from reading 53 

19 Learn from reading 54 

19 Learn from reading 55 

19 Learn from reading 56 

19 Learn from reading 57 

19 Learn from reading 58 

20 Written discussion AT 1 

20 Written discussion AT 2 

20 Written discussion AT 3 

20 Written discussion AT 4 

20 Written discussion AT 5 

20 Written discussion AT 6 

20 Written discussion AT 7 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

20 Written discussion AT 8 

20 Written discussion AT 10 

20 Written discussion AT 11 

20 Written discussion I 42 
20 Written discussion I 43 

20 Written discussion I 44 
20 Written discussion I 45 
20 Written discussion I 46 
20 Written discussion I 47 
20 Written discussion I 48 
20 Written discussion R 21 

20 Written discussion R 22 

20 Written discussion R 23 
Not need immediate 

21 feedback AT 1 

Not need immediate 
21 feedback AT 2 

Not need immediate 
21 feedback AT 3 

Not need immediate 
21 feedback AT 4 

Not need immediate 
21 feedback AT 5 

Not need immediate 
21 feedback AT 9 

Not need immediate 
21 feedback AT 10 

Not need immediate 
21 feedback AT 11 

Not need immediate 
21 feedback I 49 

Not need immediate 
21 feedback I 50 

Not need immediate 
21 feedback I 51 

21 Not need immediate I 52 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

feedback 
Not need immediate 

21 feedback I 53 
Not need immediate 

21 feedback I 54 
Not need immediate 

21 feedback I 55 
Not need immediate 

21 feedback I 56 
Not need immediate 

21 feedback R 24 
Not need immediate 

21 feedback R 25 

22 Time management AT 1 

22 Time management AT 2 

22 Time management AT 3 

22 Time management AT 4 

22 Time management AT 5 

22 Time management AT 6 

22 Time management AT 7 

22 Time management AT 8 

22 Time management AT 9 

22 Time management AT 10 

22 Time management AT 11 

22 Time management I 41 

22 Time management 42 

22 Time management 43 

22 Time management 44 
22 Time management 45 

22 Time management 46 
22 Time management 47 
22 Time management 48 
22 Time management 50 

22 Time management 51 

22 Time management 52 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

22 Time management I 53 

22 Time management I 54 

22 Time management I 57 

22 Time management I 58 

22 Time management R 26 

22 Time management R 27 

22 Time management R 28 

22 Time management R 29 
Integrating knowledge 

23 on own AT 6 

Integrating knowledge 
23 on own AT 7 

Integrating knowledge 
23 on own 41 

23 Time management 55 
Integrating knowledge 

23 on own 56 
Integrating knowledge 

23 on own 57 
Integrating knowledge 

23 on own 58 
Not need constant 

24 attention /feedback AT 1 

Not need constant 
24 attention /feedback AT 2 

Not need constant 
24 attention /feedback AT 3 

Not need constant 
24 attention /feedback AT 4 

Not need constant 
24 attention /feedback AT 5 

Not need constant 
24 attention /feedback AT 6 

Not need constant 
24 attention /feedback AT 8 

24 Not need constant AT 9 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

attention /feedback 
Not need constant 

24 attention /feedback I 42 
Not need constant 

24 attention /feedback I 43 
Not need constant 

24 attention /feedback I 44 
Not need constant 

24 attention /feedback I 45 
Not need constant 

24 attention /feedback I 46 
Not need constant 

24 attention /feedback I 47 
Not need constant 

24 attention /feedback R 21 

Not need constant 
24 attention /feedback R 22 

25 Accomplishing tasks AT 1 

25 Accomplishing tasks AT 2 

25 Accomplishing tasks AT 3 

25 Accomplishing tasks AT 4 

25 Accomplishing tasks AT 5 

25 Accomplishing tasks AT 6 

25 Accomplishing tasks AT 7 

25 Accomplishing tasks AT 8 

25 Accomplishing tasks AT 9 

25 Accomplishing tasks AT 10 

25 Accomplishing tasks AT 11 

25 Accomplishing tasks I 41 

25 Accomplishing tasks I 42 
25 Accomplishing tasks I 43 
25 Accomplishing tasks I 44 
25 Accomplishing tasks I 48 
25 Accomplishing tasks I 49 
25 Accomplishing tasks I 50 



LEARNER READINESS DATA 

Indicator ID Indicator 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
25 Accomplishing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
26 prioritizing tasks 
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Article 
Nursing Mandatory Type 

Article 
Code 

I 51 

I 52 

I 53 

I 54 

I 55 

I 56 

I 57 
I 58 

R 23 
R 24 
R 25 
R 26 
R 27 
R 28 

AT 1 

AT 2 

AT 3 

AT 4 
AT 5 

AT 6 

AT 7 

AT 8 

AT 9 

AT 10 

AT 11 

I 41 

42 
45 
46 
47 
48 
49 
50 

51 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

26 prioritizing tasks I 52 

26 prioritizing tasks I 53 

26 prioritizing tasks I 54 

26 prioritizing tasks I 55 

26 prioritizing tasks I 56 

26 prioritizing tasks I 57 

26 prioritizing tasks I 58 

26 prioritizing tasks R 21 

26 prioritizing tasks R 22 

26 prioritizing tasks R 23 

26 prioritizing tasks R 24 

26 prioritizing tasks R 25 

26 prioritizing tasks R 26 

26 prioritizing tasks R 29 

27 Not a procrastinator AT 1 

27 Not a procrastinator AT 2 

27 Not a procrastinator AT 3 

27 Not a procrastinator AT 4 

27 Not a procrastinator AT 5 

27 Not a procrastinator AT 6 

27 Not a procrastinator AT 7 

27 Not a procrastinator AT 8 

27 Not a procrastinator AT 9 

27 Not a procrastinator AT 10 

27 Not a procrastinator AT 11 

27 Not a procrastinator I 43 
27 Not a procrastinator 44 
27 Not a procrastinator 45 
27 Not a procrastinator 46 
27 Not a procrastinator 47 
27 Not a procrastinator 48 
27 Not a procrastinator 49 
27 Not a procrastinator 50 

27 Not a procrastinator 51 
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LEARNER READINESS DATA 

Indicator ID Indicator 
Article 

Nursing Mandatory Type 
Article 
Code 

27 Not a procrastinator I 52 

27 Not a procrastinator I 53 

27 Not a procrastinator I 54 

27 Not a procrastinator I 55 

27 Not a procrastinator I 56 

27 Not a procrastinator I 57 

27 Not a procrastinator R 21 

27 Not a procrastinator R 22 

27 Not a procrastinator R 23 

27 Not a procrastinator R 24 

27 Not a procrastinator R 25 

27 Not a procrastinator R 26 

27 Not a procrastinator R 27 

27 Not a procrastinator R 28 

27 Not a procrastinator R 29 
Not need to feel a part 

28 of a class AT 7 

Not need to feel a part 
28 of a class AT 8 

Not need to feel a part 
28 of a class AT 9 

Not need to feel a part 
28 of a class AT 10 

Not need to feel a part 
28 of a class 41 

Not need to feel a part 
28 of a class 42 

Not need to feel a part 
28 of a class 43 

Not need to feel a part 
28 of a class 44 

Not need to feel a part 
28 of a class 45 

Not need to feel a part 
28 of a class 46 

28 Not need to feel a part 47 
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LEARNER READINESS DATA 

Article Article 
Indicator ID Indicator Nursing Mandatory Type Code 

of a class 
Not need to feel a part 

28 of a class I 58 
Classroom discussion 

29 not always helpful AT 1 

Classroom discussion 
29 not always helpful AT 2 

Classroom discussion 
29 not always helpful AT 3 

Classroom discussion 
29 not always helpful AT 4 

Classroom discussion 
29 not always helpful AT 5 

Classroom discussion 
29 not always helpful AT 11 

Classroom discussion 
29 not always helpful I 48 

Classroom discussion 
29 not always helpful I 49 

Classroom discussion 
29 not always helpful I 50 

Figure out instructions 
30 for self AT 6 

Figure out instructions 
30 for self AT 7 

Figure out instructions 
30 for self AT 8 

Figure out instructions 
30 for self 51 

Figure out instructions 
30 for self 52 

Figure out instructions 
30 for self 53 

Figure out instructions 
30 for self 54 

Figure out instructions 
30 for self 55 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

Figure out instructions 
30 for self R 27 

Comfortable with 
31 technology AT 1 

Comfortable with 
31 technology AT 2 

Comfortable with 
31 technology AT 3 

Comfortable with 
31 technology AT 4 

Comfortable with 
31 technology AT 5 

Comfortable with 
31 technology AT 6 

Comfortable with 
31 technology AT 7 

Comfortable with 
31 technology AT 8 

Comfortable with 
31 technology AT 9 

Comfortable with 
31 technology AT 10 

Comfortable with 
31 technology AT 11 

Comfortable with 
31 technology 41 

Comfortable with 
31 technology 42 

Comfortable with 
31 technology 43 

Comfortable with 
31 technology 44 

Comfortable with 
31 technology 45 

Comfortable with 
31 technology 46 

Comfortable with 
31 technology 47 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

Comfortable with 
31 technology I 48 

Comfortable with 
31 technology I 49 

Comfortable with 
31 technology I 50 

Comfortable with 
31 technology I 51 

Comfortable with 
31 technology I 52 

Comfortable with 
31 technology I 53 

Comfortable with 
31 technology I 54 

Comfortable with 
31 technology I 55 

Comfortable with 
31 technology I 56 

Comfortable with 
31 technology I 57 

Comfortable with 
31 technology I 58 

Comfortable with 
31 technology R 21 

Comfortable with 
31 technology R 22 

Comfortable with 
31 technology R 23 

Comfortable with 
31 technology R 24 

Comfortable with 
31 technology R 25 

Comfortable with 
31 technology R 26 

Comfortable with 
31 technology R 27 

Comfortable with 
31 technology R 28 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

Comfortable with 
31 technology R 29 

32 Good reader AT 1 

32 Good reader AT 2 

32 Good reader AT 3 

32 Good reader AT 4 

32 Good reader AT 5 

32 Good reader AT 6 

32 Good reader AT 7 

32 Good reader AT 8 

32 Good reader AT 9 

32 Good reader AT 10 

32 Good reader AT 11 

32 Good reader I 41 

32 Good reader I 42 

32 Good reader I 43 

32 Good reader I 44 
32 Good reader I 45 

32 Good reader I 46 

32 Good reader I 47 
32 Good reader I 48 
32 Good reader I 49 
32 Good reader I 50 

32 Good reader I 51 

32 Good reader I 52 

32 Good reader I 53 

32 Good reader I 56 

32 Good reader I 57 

32 Good reader I 58 

32 Good reader R 21 

32 Good reader R 22 

32 Good reader R 23 

32 Good reader R 24 
32 Good reader R 25 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

32 Good reader R 26 

32 Good reader R 27 

32 Good reader R 28 
32 Good reader R 29 

33 Open -minded AT 1 

33 Open -minded AT 2 

33 Open -minded AT 3 

33 Open -minded AT 4 

33 Open -minded AT 5 

33 Open -minded AT 6 

33 Open- minded AT 9 

33 Open- minded AT 10 

33 Open- minded I 41 

33 Open -minded I 42 
33 Open- minded I 43 

33 Open- minded I 44 

33 Open -minded I 45 

33 Open- minded I 46 
33 Open- minded I 54 

33 Open -minded I 55 

33 Open- minded I 56 

33 Open- minded I 57 

33 Open -minded I 58 

33 Open -minded R 28 

33 Open -minded R 29 

34 Share experiences AT 1 

34 Share experiences AT 2 

34 Share experiences AT 3 

34 Share experiences AT 7 

34 Share experiences AT 8 

34 Share experiences AT 9 

34 Share experiences AT 10 

34 Share experiences AT 11 

34 Share experiences I 47 
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LEARNER READINESS DATA 

Indicator ID Indicator 
Article 

Nursing Mandatory Type 
Article 
Code 

34 Share experiences I 48 

34 Share experiences I 49 

34 Share experiences I 50 

34 Share experiences I 51 

34 Share experiences I 52 

34 Share experiences I 53 

34 Share experiences I 54 

34 Share experiences I 55 

34 Share experiences R 21 

34 Share experiences R 22 

34 Share experiences R 23 

34 Share experiences R 24 

34 Share experiences R 25 

35 Utilize experiences AT 4 

35 Utilize experiences AT 5 

35 Utilize experiences AT 6 

35 Utilize experiences AT 7 

35 Utilize experiences AT 8 

35 Utilize experiences AT 9 

35 Utilize experiences AT 10 

35 Utilize experiences AT 11 

35 Utilize experiences I 41 

35 Utilize experiences I 42 

35 Utilize experiences I 43 

35 Utilize experiences I 44 
35 Utilize experiences I 45 

35 Utilize experiences I 46 

35 Utilize experiences I 47 

35 Utilize experiences I 48 
35 Utilize experiences I 49 
35 Utilize experiences I 56 
35 Utilize experiences I 57 
35 Utilize experiences I 58 

35 Utilize experiences R 21 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

35 Utilize experiences R 22 

35 Utilize experiences R 26 

35 Utilize experiences R 27 

35 Utilize experiences R 28 

35 Utilize experiences R 29 

36 Weak at audio learning AT 1 

36 Weak at audio learning AT 2 

36 Weak at audio learning AT 3 

36 Weak at audio learning AT 4 

36 Weak at audio learning AT 5 

36 Weak at audio learning AT 6 

36 Weak at audio learning I 41 

36 Weak at audio learning I 42 

36 Weak at audio learning I 43 

36 Weak at audio learning I 44 

36 Weak at audio learning I 45 

36 Weak at audio learning I 46 

36 Weak at audio learning I 47 

36 Weak at audio learning I 48 

36 Weak at audio learning I 49 

36 Weak at audio learning I 50 

36 Weak at audio learning I 51 

36 Weak at audio learning I 52 

36 Weak at audio learning I 53 

36 Weak at audio learning I 54 

36 Weak at audio learning I 55 

36 Weak at audio learning I 56 

36 Weak at audio learning I 57 

36 Weak at audio learning I 58 

36 Weak at audio learning R 23 

36 Weak at audio learning R 24 

36 Weak at audio learning R 25 

36 Weak at audio learning R 26 

37 Weak at visual AT 1 
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Indicator ID Indicator 
discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Weak at visual 

37 discussions 
Meet minimum 

38 program requirements 
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Article 
Nursing Mandatory Type 

Article 
Code 

AT 7 

AT 8 

AT 9 

AT 10 

AT 11 

I 50 

I 51 

I 52 

I 53 

I 54 

I 55 

I 56 

I 57 

I 58 

R 27 

R 28 

R 29 

AT 1 
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Indicator ID Indicator 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 

127 

Article Article 
Nursing Mandatory Type Code 

AT 2 

AT 3 

AT 4 

AT 5 

AT 6 

AT 7 

AT 8 

AT 9 

AT 10 

AT 11 

41 

42 

43 

44 

45 

46 

47 

48 

49 
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Indicator ID Indicator 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Meet minimum 

38 program requirements 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
Critical thinking part of 

39 learning 
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Article 
Nursing Mandatory Type 

Article 
Code 

I 50 

I 51 

I 52 

I 53 

I 54 

I 55 

I 56 

I 57 

I 58 

R 21 

R 22 

R 23 

AT 2 

AT 3 

AT 4 

AT 5 

AT 6 

AT 7 

AT 8 
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LEARNER READINESS DATA 

Article Article 
Indicator ID Indicator Nursing Mandatory Type Code 

Critical thinking part of 
39 learning AT 9 

Critical thinking part of 
39 learning 41 

Critical thinking part of 
39 learning 42 

Critical thinking part of 
39 learning 43 

Critical thinking part of 
39 learning 44 

Critical thinking part of 
39 learning 45 

Critical thinking part of 
39 learning 46 

Critical thinking part of 
39 learning 47 

Critical thinking part of 
39 learning 48 

Critical thinking part of 
39 learning 49 

Critical thinking part of 
39 learning 50 

Critical thinking part of 
39 learning 51 

Critical thinking part of 
39 learning 52 

Critical thinking part of 
39 learning 53 

Critical thinking part of 
39 learning 54 

Decision making part 
40 of learning AT 1 

Decision making part 
40 of learning AT 2 

Decision making part 
40 of learning AT 3 

Decision making part 
40 of learning AT 4 
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LEARNER READINESS DATA 

Article Article 
Indicator ID Indicator Nursing Mandatory Type Code 

Decision making part 
40 of learning AT 5 

Decision making part 
40 of learning AT 6 

Decision making part 
40 of learning AT 10 

Decision making part 
40 of learning AT 11 

Decision making part 
40 of learning 41 

Decision making part 
40 of learning 42 

Decision making part 
40 of learning 43 

Decision making part 
40 of learning 44 

Decision making part 
40 of learning 45 

Decision making part 
40 of learning 46 

Decision making part 
40 of learning 47 

Decision making part 
40 of learning 48 

Decision making part 
40 of learning 49 

Decision making part 
40 of learning 50 

Decision making part 
40 of learning 51 

Decision making part 
40 of learning 55 

Decision making part 
40 of learning 56 

Decision making part 
40 of learning 57 

Decision making part 
40 of learning 58 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing 
Article 

Mandatory Type 
Article 
Code 

Decision making part 
40 of learning R 24 

Decision making part 
40 of learning R 25 

Decision making part 
40 of learning R 26 

41 Assimilates information AT 1 

41 Assimilates information AT 2 

41 Assimilates information AT 7 

41 Assimilates information AT 8 

41 Assimilates information AT 9 

41 Assimilates information AT 10 

41 Assimilates information AT 11 

41 Assimilates information I 41 

41 Assimilates information I 42 

41 Assimilates information I 43 

41 Assimilates information I 44 

41 Assimilates information I 45 
41 Assimilates information I 46 
41 Assimilates information I 52 

41 Assimilates information I 53 

41 Assimilates information I 54 

41 Assimilates information I 55 

41 Assimilates information I 56 

41 Assimilates information I 57 

41 Assimilates information I 58 

41 Assimilates information R 27 
Thinks prior to 

42 response AT 3 

Thinks prior to 
42 response AT 4 

Thinks prior to 
42 response AT 5 

Thinks prior to 
42 response I 41 
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LEARNER READINESS DATA 

Article Article 
Indicator ID Indicator Nursing Mandatory Type Code 

Thinks prior to 
42 response 42 

Thinks prior to 
42 response 43 

Thinks prior to 
42 response 47 

Thinks prior to 
42 response 48 

Thinks prior to 
42 response 49 

Thinks prior to 
42 response 50 

Thinks prior to 
42 response 51 

Thinks prior to 
42 response 52 

Thinks prior to 
42 response 53 

Thinks prior to 
42 response 54 

Thinks prior to 
42 response 55 

Thinks prior to 
42 response 56 

Thinks prior to 
42 response 57 

Thinks prior to 
42 response 58 

Online learning can 
43 have quality Y AT 6 

Online learning can 
43 have quality Y AT 7 

Online learning can 
43 have quality Y AT 8 

Online learning can 
43 have quality Y I 44 

Online learning can 
43 have quality Y I 45 
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LEARNER READINESS DATA 

Indicator ID Indicator Nursing Mandatory 
Article 
Type 

Article 
Code 

Online learning can 
43 have quality Y I 46 

Online learning can 
43 have quality Y I 47 

Online learning can 
43 have quality Y I 48 

Online learning can 
43 have quality Y I 49 

Online learning can 
43 have quality Y I 50 

Online learning can 
43 have quality Y I 51 

Online learning can 
43 have quality Y R 28 
44 Work with others AT 9 

44 Work with others AT 10 

44 Work with others AT 11 

44 Work with others I 41 

44 Work with others I 42 
44 Work with others I 43 
44 Work with others I 44 
44 Work with others I 52 
44 Work with others I 53 

44 Work with others I 54 
44 Work with others I 55 

44 Work with others I 56 

44 Work with others I 57 
44 Work with others I 58 
45 Learning styles AT 1 

45 Learning styles AT 2 

45 Learning styles AT 3 

45 Learning styles AT 4 
45 Learning styles AT 5 

45 Learning styles AT 6 

45 Learning styles AT 7 
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LEARNER READINESS DATA 

Indicator ID Indicator 
Article 

Nursing Mandatory Type 
Article 
Code 

45 Learning styles AT 8 

45 Learning styles I 45 

45 Learning styles I 46 
45 Learning styles I 47 
45 Learning styles I 48 
45 Learning styles I 49 

45 Learning styles I 50 

45 Learning styles I 51 

45 Learning styles I 52 

45 Learning styles I 53 

45 Learning styles I 54 

45 Learning styles I 55 

45 Learning styles R 21 

45 Learning styles R 22 

45 Learning styles R 29 
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OCCURRENCES SUMMARY 
Indicator 

ID Indicator 
Indicator nursing priority 

occurrences occurrences occurrences 
1 computer access 38 0 15 

2 Internet access 38 0 15 

3 Computer knowledge 38 0 22 
6 Independent 38 0 0 

31 Comfortable with technology 38 0 0 

32 Good reader 36 0 0 
27 Not a procrastinator 35 0 0 

14 Ease at learning software 34 0 0 

26 prioritizing tasks 34 0 0 

8 Self- discipline 32 0 9 

11 Dedicated time 32 0 0 

22 Time management 32 0 0 

25 Accomplishing tasks 32 0 0 
Meet minimum program 

38 requirements 32 0 0 

7 Self- starter 29 0 0 

13 High Need 28 0 18 

36 Weak at audio learning 28 0 0 

17 Compelling Reason 26 0 0 

19 Learn from reading 26 0 0 
35 Utilize experiences 26 0 0 

Decision making part of 
40 learning 26 0 0 
4 Typing 24 0 0 
12 Strong writing skills 22 0 0 
34 Share experiences 22 0 0 

Critical thinking part of 
39 learning 22 0 0 
45 Learning styles 22 0 0 
20 Written discussion 21 0 0 
33 Open -minded 21 0 0 
41 Assimilates information 21 0 0 

Not need immediate 
21 feedback 18 0 0 
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OCCURRENCES SUMMARY 
Indicator 

ID Indicator 
Indicator nursing priority 

occurrences occurrences occurrences 
37 Weak at visual discussions 18 0 0 
42 Thinks prior to response 18 0 0 
16 Commitment 16 0 0 

Not need constant 
24 attentionlfeedback 16 0 0 
9 Good student 14 0 0 

44 Work with others 14 0 0 
15 Quiet area at home 12 0 0 

Not need to feel a part of a 
28 class 12 0 0 

Online learning can have 
43 quality 12 0 8 

5 Speaks up 11 0 0 
10 Self -assessment 9 0 0 

Classroom discussion not 
29 always helpful 9 0 0 
30 Figure out instructions for self 9 0 0 
18 Scheduling Freedom 6 0 0 

Integrating knowledge on 
23 own . 6 0 0 

1053 87 
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