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Work-integrated learning (WIL) experiences in the curriculum have been shown 

to improve undergraduate student development. However, there are limited 

opportunities in typical forms of WIL for all students to participate prior to graduation. 

This thesis investigates whether an on-campus volunteer program can be converted 

into a co-curricular experiential learning (EL) opportunity. Learning outcomes (LO) were 

developed to formalize the objectives of the program, and EL elements were added to 

complete Kolb’s EL cycle. Volunteer participation was tracked and LO achievement was 

assessed by self and practitioner feedback. Volunteer development was determined by 

self-reports to validated surveys and responses were considered in comparison to 

academically similar, non-volunteer students. Volunteers successfully met most of the 

program LOs. While all students reported improvements in professional skills, 

volunteers reported larger improvements in communication and presentation skills than 

non-volunteers. An on-campus volunteer program can be converted into a co-curricular 

EL opportunity that facilitates volunteer development. 
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Chapter 1: Introduction 

As tuition rises and post-secondary education (PSE)  offerings expand, 

universities are increasingly required to demonstrate the value of completing a degree 

program at their institution (Green, Jones, & Aloi, 2008; Rae, 2005). Students are 

primarily drawn to completing a post-secondary degree to improve their employment 

prospects (Prairie Research Associates, 2012). However, PSE students believe that 

their degree programs are not developing their professional skills and preparing them 

for the workforce (Grant, 2016). Furthermore, despite having a high attainment of 

university education per capita, in Canada there is a current skills gap between 

employers and job seekers (Munro, Maclaine, & Stuckey, 2014; Sullivan, 2017). 

 To address the needs of students and industry, universities must integrate 

professional development into their academic programming (Orrell, 2004). Furthermore, 

universities must integrate accountability measures such as learning outcomes and 

accompanying assessments to demonstrate the student learning and engagement 

(Grant, 2016). As a result, Ontario universities are aiming to increase experiential 

learning (EL) opportunities and learning outcome strategies into their degree programs 

by 2020 (Goverment of Ontario, 2018).  

Experiential learning is a pedagogical tool which requires students to integrate 

hands-on learning with theoretical knowledge (Billett, 2009). However, typical forms of 

EL pedagogies, such as co-op and internships, are finite (Sattler, 2011). Therefore, 

universities must look to other opportunities to engage students in EL. Co-curricular 

experiences are out of the classroom experiences that present an opportunity for 
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students to engage in hands on learning, provided they are relevant to and integrate 

students’ academic learning (Suskie, 2015). This thesis will explore whether an existing 

volunteer program can be transformed into a co-curricular EL opportunity that develops 

students personal and professional competencies.  
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Chapter 2: Literature Review 

2.1 Role of Post-Secondary Education 

2.1.1 History of Higher Education 

Universities were created to provide students with a liberal education focusing on 

academic theory and critical thought (Billett, 2015; Guile & Griffiths, 2001). In the 

decades following World War II, increasing student enrollment in Canada resulted in the 

creation of new universities and colleges (Cameron, 1991; Jones, 2014). Specifically, 

colleges were introduced into Canada’s post-secondary education (PSE) system to 

meet the needs of the labour market following the agricultural and industrial revolution 

to provide students with technical skills and a vocational education (Scott, 2006). 

2.1.2 Current Status of Universities 

As public institutions, universities are influenced by societal needs despite being 

relatively autonomous (Sattler, 2011). Some scholars have advised that universities 

should maintain their objective of providing students with a liberal education focused on 

academic research (Dunne, Bennett, & Carré, 1997; Slaughter, 1998). Concerns have 

been raised regarding the corporatization of university, which has resulted in mass 

education and industrial-based research (Slaughter, 1998). However, Bunney et al. 

assert that universities are a societal resource that are influenced by economic needs 

and therefore should engage students in personal and professional development that 

benefit society (Bunney, Sharplin, & Howitt, 2015).  

As university tuition rises, it is imperative for universities to demonstrate to 

students and stakeholders (e.g., Government and employers) the rationale for engaging 
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in PSE and the quality of student learning taking place (Green et al., 2008; Rae, 2005).  

Faced with globalization and a knowledge society, there is pressure for universities to 

develop skills students require to succeed following graduation (Sattler, 2011). A 

primary motivation for students pursuing PSE is to improve their employment prospects 

(Prairie Research Associates, 2012). Therefore, to meet the demands of students and 

stakeholders, and remain competitive with colleges, universities have integrated 

employability skill development within academic programming (Orrell, 2004). 

Furthermore, as colleges are expanding to include degree programs and research 

opportunities, universities must adapt to compete within the PSE environment (Jones, 

2009). A skills mismatch has been identified within the Canadian workforce. In an effort 

to improve employment prospects, university students are beginning to seek out 

college-based vocational education to develop their technical skills (Miner, 2014). 

Specifically, university graduates comprise 15% of full-time students enrolled at 

Canadian colleges (Miner, 2014). 

2.1.3 Student Capital Development 

With economic globalization, students are required to complete an increasing 

amount of education to be competitive within the global talent pool (Sattler, 2011). Of 

countries within the Organization for Economic Co-operation and Development (OECD), 

including Australia, the US and the UK, Canada has the highest attainment of post-

secondary education (Munro et al., 2014). Yet, there is a skills crisis within Canada, that 

is mirrored within other OECD nations (Desjardins & Rubenson, 2011). Specifically, 

72% of Canadian employers agree that there is an existing skill gap (Environics, 2013). 

An additional study found that 60% of Ontario organizations indicated that their largest 
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challenge was identifying a candidate with adequate qualifications (Sullivan, 2017). 

However, those under 25 are more likely to experience unemployment, 

underemployment, part-time, or contract work (Bernard, 2013).  

According to 74% of students, university education is struggling to prepare 

students with the professional skills (e.g., communication, team work, problem solving) 

required to enter the workforce (Adecco, 2016). A study by The Conference Board of 

Canada found that only 50% of university graduates believed that their PSE developed 

their problem-solving skills, while 73% of students indicated that their education 

developed their analytical skills (Grant, 2016). In addition, a study conducted by Arum & 

Roska (2011) used the standardized Collegiate Learning Assessment test to 2300 US 

undergraduate students and found that following two years of PSE, 45% of students 

demonstrated no improvements in their critical thinking abilities.  

McKinsey & Company investigated the student transition to the workplace from 

the perspectives of students, employers, and education providers (McKinsey & 

Company, 2015). The results of their survey found that 83% post-secondary educators 

believe that students are workforce ready following graduation, compared to 44% of 

students and 34% of employers. These discrepancies are largely due to the 

misalignment between educators and employers on necessary employability skills. 

Specifically, educators place greater emphasis than employers on student practical 

skills (74% vs. 41%) and academic theory (70% vs. 59%). In contrast, employers place 

a greater emphasis than educators on student work ethic (81% vs. 58%), team work 

(78% vs. 65%), and oral communication (77% vs. 67%). Unsurprisingly, there was 
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minimal interaction between employers and educators, with 20% of employers 

indicating they never interact and 71% only occasionally interacting with educators. 

Furthermore, Canadian universities rank helping students find employment and 

partnering with industry eighth and ninth, respectively, out of ten educational priorities 

(McKinsey & Company, 2015). In contrast, Canadian colleges rank these priorities fifth 

and sixth, respectively. Canadian universities place greater priority on recruiting 

students to their institution, increasing graduation rates, maintaining relevant curriculum, 

and attracting and retaining faculty. 

To address the dynamic skills required in society, universities and employers 

must communicate and collaborate to provide ongoing personal and professional 

development opportunities (Anson-Cartwright, Allen, & Byers, 2016; McKinsey & 

Company, 2015). It is key for PSE to embed essential and employability skill 

development within academic programs to prepare students for their transition to the 

workforce regardless of field as 80% of entry level applicants are direct from PSE  

(Grant, 2016; Lapointe, 2008; McKinsey & Company, 2015). Employment-related 

courses that include mentoring and goal setting components have been shown to 

increase career exploration and awareness based on Likert scale survey responses 

from first year animal science students (Kinkel, 2011). 

To address the current skills gap, universities, employers, and government must 

collaborate to support the workforce transition for student and economic benefit (Anson-

Cartwright et al., 2016; Sullivan, 2017). College programs provide an example of how 

collaboration, as part of the accreditation process, has resulted in pedagogical changes 
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within the curricula that develop employability skills relevant to the respective industry. 

The Ontario Colleges of Applied Arts and Technology Act has mandated that all Ontario 

Colleges have advisory committees to ensure student learning aligns with the skills 

required for their field of work. This is not required for Ontario universities (Ministry of 

Training Colleges and Universities, 2002). In addition, the Business Council of Canada 

has recommended that government entities, such as Statistics Canada and the Council 

of Ministers of Education, should collaborate with post-secondary institutions (PSI) and 

industry to collect data on post-secondary graduate skills to identify areas of 

improvement (Drummond & Halliwell, 2016).  

2.1.4 Strategic Mandate Agreements 

Ontario universities are required to release a Strategic Mandate Agreement 

(SMA) outlining their primary objectives and respective implementation strategies over a 

four-year period (Contact North, 2013). A key theme within SMAs for Ontario 

universities is to increase high impact practices (HIPs), particularly experiential learning 

(EL) opportunities, and further develop learning outcome strategies from 2017 to 2020 

(Government of Ontario, 2018). HIPs are pedagogical tools that have been shown to 

develop professional skills sought after by employers (Sandeen, 2012). Professional 

skills are essential for success in all careers regardless of discipline, universities are 

expected to invest in student capital to improve their employability skills, therefore 

increasing employment attainment rates post-graduation (Field, Hoeckel, Kis, & 

Kuczera, 2009). Particularly, a survey of HR professionals identified that skills such as 

communication, problem-solving, critical thinking, leadership, teamwork, and 

professionalism are in-demand, yet limited within the labour pool (Human Resources 
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Professionals Association, 2016). In addition, universities are developing institutional– 

and program-level learning outcomes to guide curriculum development and assess level 

of student achievement to address concerns of accountability. 

2.2 Learning Outcomes 

Learning outcomes (LO) describe theories, competencies, skills and values that 

students demonstrate at the culmination of an experience. Specifically, LOs are a 

statement that include an organizational verb, where the described learning can be 

observed and assessed immediately following the experience (Adelman, 2015). LOs 

can provide program structure and provide a measure for assessing the student 

learning achieved (Halpern, 1987; Harden, 2002). Similar to Bloom’s taxonomy (1956), 

hierarchal levels of LO can be written to guide students through each stage of learning 

(Sridharan, Leitch, & Watty, 2015).  

MacFarlene & Brumwell found that 43% of Canadian universities have 

institutional level LOs, where all departments and programs align with institutional LOs 

in less than 15% of universities (MacFarlane & Brumwell, 2016). Institutions have 

indicated that LOs are used for accountability, accreditation, and program review and 

improvements (Kuh, Jankowski, Ikenberry, & Kinzie, 2014). Specifically, Ontario 

universities use LO assessment results for program review and curriculum modification, 

whereas out-of-province institutions primarily use results for program accreditation 

(MacFarlane & Brumwell, 2016).  



 

9 

 

LOs facilitate program alignment to ensure experiences and assessments 

emphasize student learning (Biggs & Tang, 2011). Aligning program LOs to comparable 

program LOs or institutional LOs can be achieved through the use of curriculum 

mapping (Kopera-Grye, Mahaffy, & Messick Svare, 2008). Curriculum mapping 

assesses the where, when, and how of learning within the delivery method of interest, 

which can be further assessed to examine how that aligns with delivery methods of a 

larger scope (Kopera-Grye et al., 2008). Curriculum mapping can show what students 

are participating in to identify what they are learning, or to map out what students should 

learn to identify what learning opportunities should be delivered to students (Prideaux, 

2003). Furthermore, through curriculum mapping, disparities across LOs levels can be 

identified and addressed as a result (Fig. 1).  

 

 
Figure 1: Curriculum Mapping to align LO students engage in within their PSE. 

University LO

Program/
Department 

LO

Course LO
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2.2.1 Learning Outcomes Assessment 

LOs and their assessment have been integrated into academic programs and 

institutions to support the development and achievement of employability skills (Grant, 

2016). LO assessments are a better indicator of student engagement and learning than 

resource allocations that are often referenced when examining the quality of PSI 

(Weingarten, 2014). Assessment is imperative to the impact of LOs within PSE 

(Weingarten, 2013). For an accurate representation of student learning, assessments of 

LOs should be collected at consistent intervals over the course of the degree program 

(López, 1997). LO rubrics have been developed to allow students and stakeholders to 

assess the degree of LO achievement over time (Clark & Eynon, 2011; Greenhoot & 

Bernstein, 2012). Additionally, surveys have been used to gather data from students 

and alumni on HIPs and LO engagement over the course of their PSE (MacFarlane & 

Brumwell, 2016). Specifically, 70% of Ontario universities evaluate student LOs through 

feedback from students, alumni, and employers using surveys, focus groups, and 

interviews whereas performance and rubric based assessments are only used on 

average by 40% of Ontario universities (MacFarlane & Brumwell, 2016). In relation to 

WIL opportunities, previous literature has employed surveys linked to program and 

institutional LOs for students evaluations completed by students and co-operative 

education (Dressler, Cedercreutz, & Pacheco, 2011). Overall, assessments provide the 

opportunity to reflect on the intended LOs, the experience provided to address the LOs, 

and the LOs achieved by students to stimulate improvements to the program (Knight, 

2002; Prideaux, 2003).  
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2.2.2 Learning Outcomes and Student Engagement 

Student Involvement Theory supports the need for students to be responsible for 

their learning by engaging in experiences to meet expected LOs (Astin, 1984; Harden, 

2007). Programs and institutions that include LOs provide students with clear 

expectations regarding the learning and development expected by their degree 

completion (Barrie, Hughes, & Smith, 2009; Tremblay, Lalancette, & Roseveare, 2012). 

It has been suggested that LO serve as a guide for students, as students who are 

aware of LOs are more likely to focus and engage in learning that results in expected 

outcomes (Marsh, 2007). 

2.3 University Student Engagement 

2.3.1 Astin’s Theory of Student Involvement 

Astin’s Theory of Student Involvement has proposed that student learning and 

development is proportional to student involvement (Astin, 1984; Pascarella & 

Terenzini, 2005). Student engagement is defined as the quantity and quality of energy 

given to a PSE experience (Astin, 1984; Chickering, Arthur Gamson, 1999). Student 

engagement is dynamic and differs amongst each student involved in a specific 

experience, and each experience a student is involved in (Astin, 1999). Therefore, the 

effectiveness of educational experiences is dependent on the level of student 

engagement within the program. As a result, PSIs strive to engage students in 

academic and campus-based experiences. To assess the level of student engagement 

on campus, national student surveys are most often used to determine the level of 

engagement over the course of their PSE (Ahlfeldt, Mehta, & Sellnow, 2005; Carini, 

Kuh, & Klein, 2006).  
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2.3.2 National Survey of Student Engagement 

The National Survey of Student Engagement (NSSE) is a student survey created 

to assess student learning and engagement at the institutional level based on five 

benchmarks of educational practice: active and collaborative learning, student 

interaction with faculty members, level of academic challenge, enriching educational 

experiences, and supportive campus environment (Kuh, 2007). NSSE provides 

governments, employers, students and institutions with reports on the quantity of 

student engagement and indirect student learning assessment (Kuh, 2001). Results 

from the NSSE survey provide indirect evidence of student learning based on self-

reported responses from students. Studies have also used it to assess engagement 

indicators at the class level (Silagyi-Rebovich, 2007). Specifically, they employed NSSE 

to examine the learning experiences and analytic reasoning skills within a dietetic 

course of interest compared to other upper year undergraduate students. In addition, 

the NSSE survey includes student reports of engagement in HIPs, including EL 

opportunities such as internships and field experience. NSSE results of participating 

Canadian institutions found that only 41% of biological science students had 

participated in these types of HIPs by their senior year (Indiana University School of 

Education Centre for Postsecondary Research, 2017). It is important to note, that the 

University of Guelph is included within the Canadian institutions reporting NSSE scores. 

2.3.3 High Impact Practices 

High impact practices are pedagogies that encourage student development through 

active involvement, interaction with peers and faculty, exploration of diverse ideas, 
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integrating theory in real word settings, and reflecting on experiences while receiving 

consistent feedback (Kuh, 2008). Ten HIPs have been identified: 

• First Year Seminars 

• Common Intellectual Experiences 

• Learning Communities 

• Writing-Intensive Courses 

• Collaborative Assignments and Projects 

• Undergraduate Research 

• Diversity and Global learning 

• Service/Community-Based Learning 

• Internships 

• Capstone Courses and Projects 

Numerous studies have supported the benefits of engaging in HIPs including 

increased student engagement and academic outcomes, particularly in at-risk student 

populations (Coco, 2000; Finley & McNair, 2013; Kilgo, Ezell Sheets, & Pascarella, 

2015; Kuh, 2008; Zhao & Kuh, 2004). Furthermore, engagement in HIPs provides 

students with the opportunity to self-reflect, explore their personal identity and 

development, and consider career paths (Kilgo et al., 2015; Zhao & White, 2015). 

Despite the support for implementing HIPs into the undergraduate curriculum, student 

engagement in HIPs is generally untracked due to the administrative burden required to 

coordinate information across academic and student affairs departments (Provencher & 

Kassel, 2017). However, a recent study at U of G surveyed students within the HHNS 
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department on their engagement in HIPs and found that less than 10% of students are 

experiencing EL type learning opportunities such as internships (Cook & Ritchie, 2017). 

2.4 Experiential Learning 

There are numerous existing definitions for EL. For the purpose of this thesis, 

Kolb’s Theory of Experiential Learning will be used (1984). Kolb’s definition of EL is 

“Learning is the process whereby knowledge is created through the transformation of 

experience”. The University of Guelph (U of G) definition for EL is “pedagogical practice 

whereby students gain new knowledge, skills, and abilities by intentionally applying their 

classroom learning in a workplace or simulated workplace setting” (Lachapelle & 

Whiteside, 2017). Experiential Learning is a pedagogical tool whereby students can 

learn from an experience in isolation and integrate the experience with theory gained 

from more traditional educational setting (Billett, 2009). Typically, student EL 

opportunities are offered within the last two years of an undergraduate degree and can 

be completed on a part-or full-time basis (Papakonstantinou, Charlton-Robb, Reina, & 

Rayner, 2013). EL provides students with the opportunity to engage in a different 

process of learning by allowing them to observe, collaborate, and seek guidance from 

peers and mentors (Guile & Griffiths, 2001). EL is of interest as providing students with 

alternate processes of learning can improve motivation and therefore learning (Guile & 

Griffiths, 2001). Specifically, learning is a result of the interaction between the student 

and the learning environment, therefore students will engage and experience EL 

differently based on the different previous experiences they begin with (Illeris, 2003). 

Notably, previous research has found that students who engage in EL, such as 
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internships, report improvements in communication, discipline specific skills, and 

professionalism (Hall, Pascoe, & Charity, 2017). Furthermore, Canadian university 

students with EL experience have a lower unemployment rate than those without EL 

experience (6.7% vs 10.8%) (Peters, Sattler, & Kelland, 2014). 

2.4.1 Kolb’s Experiential Learning Theory 

Kolb’s EL Theory was developed in 1984 and was based on a number of 

previously existing theories, including an education theory by Dewey whereby 

purposeful experience was imperative to the learning process (1938).  Kolb’s EL theory 

is a cycle comprised of four stages: Concrete Experience, Reflective Observation, 

Abstract Conceptualization, and Active Experimentation (Fig. 2). The cycle can begin at 

any stage, but is followed sequentially in a spiral of circles, defined as numerous cycle 

completions, to continually build on their learning (Kolb, 1984) . 
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Figure 2: Kolb’s Experiential Learning Cycle. 

Students participate in the EL cycle differently, concentrating on specific stages 

based on their learning styles defined by Kolb (Kolb, 1984). Specifically, Concrete 

Experience is defined as engaging in the experience which is followed by Reflective 

Observation where the student reflects on the experience. The third stage in the EL 

cycle, Abstract Conceptualization, is where students consider their experiences and 

knowledge to inform their future learning and then follow this up by applying their new 

learning to the initial experience, thereby engaging in Active Experimentation. 

Concrete 
Experience

Reflective 
Observation

Abstract 
Conceptualization

Active 
Experimentation
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2.4.1.1 Reflective Capacity 

Critical reflections engage students in intentional reflection that is learned as they 

continually engage in it and receive feedback (Ash & Clayton, 2009; Dewey, 1933). 

There are two types of reflections (Sattler, 2011): 

Reflection on Action: thinking of actions that occurred in the past 

Reflection in Action: thinking of actions as they are occurring 

The DEAL Model for Critical Reflection, as described by Ash & Clayton (2009), 

has the reflector describe their experience, examine how the experience contributed to 

knowledge, personal, and professional development, culminating in articulation of 

learning including future goals. Students can be guided through the reflective process 

through questions that motivates engagement, stimulates knowledge transformation 

and integrates experiences, and facilitates personal development (Webber, 2012). 

Reflection in EL engages students in critical thinking and self-awareness, as new 

perspectives or perceptions are considered and theory is integrated into the experience 

(Bourner, 2003; Pascarella & Blaich, 2013). As a result, reflections are a key component 

to EL as learning from reflection on experience is the transformative action in the EL 

cycle (Kolb, 1984). 

2.4.2 Work-Integrated Learning 

The Conference Board of Canada (2016) has identified three settings that 

influence skill development: community, school and work. Students benefit from 

engaging in learning opportunities where they are able to connect learning across 
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settings (Pascarella & Terenzini, 1991). PSI are adapting to the needs of stakeholders 

by engaging students in pedagogies that stimulate “cognitive learning, effective 

development, and practical competence” across learning settings (Bowen, 1977). 

Work integrated learning (WIL) is an umbrella term used to describe intentional 

and structured learning through relevant work placements, where students can apply 

their learning in a work environment and participate in professional development 

(Patrick et al., 2008; Sattler, 2011). HEQCO defines WIL as “learning while undertaking 

industry/professional practical experience while in a post-secondary student program” 

(Sattler, 2011). WIL differs from other work experiences as it connects academic theory 

and applies it to the work experience (Sattler, 2011). WIL provides students with the 

opportunity to gain work experience within their field, providing context to the learning 

they have studied in the traditional classroom setting (Phillips, Esterman, & Kenny, 

2015). WIL experiences include apprenticeships, co-op, internships, field experience, 

applied research projects, and service learning (Academica Group, 2016). Industry and 

PSE strive to collaborate to provide students with the opportunity to integrate their 

learning and develop relevant skills through work-integrated learning opportunities 

(Asliturk, Cameron, & Faisal, 2016). However, it is essential that the student, institution, 

and workplace partner have a mutual understanding regarding the goals, requirements, 

responsibilities, and expected outcomes in order for a successful WIL experience 

(Fleming, 2012).  
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2.4.2.1 WIL Benefits 

Students who engage in WIL are immersed in a variety of learning settings where 

they are able to integrate theory and experience (Billett, 2015). Students have the 

opportunity to identify career interests and develop personally and professional prior to 

beginning their career (Peters et al., 2014). A survey to Canadian undergraduate 

students found that nearly 80% of students agreed that their interpersonal skills 

improved as a result of their engagement in WIL (Kramer & Usher, 2011). Furthermore, 

a study of current and recent Canadian PSE students found that of those engaged in 

WIL had a greater level of agreement that their PSE helped develop their people skills 

(79% vs. 46%) and public speaking skills (77% vs. 45%) than those who did not 

(Abacus Data, 2016). In addition, undergraduate exercise sciences students at Griffith 

University who participated in a field project course that blended WIL and career 

development learning reported an increase in work readiness and self-awareness 

compared to their pre-course scores, based on the Measure of Guidance Impact Survey 

(Reddan & Rauchle, 2012). 

Employability of graduates will decrease if they leave their PSE without the skills 

required to succeed in today’s knowledge economy (Sullivan, 2017). Therefore, PSIs 

benefit from providing WIL experiences to students as it increases graduate 

employment, which in turn influences their reputation and student recruitment (Sattler, 

2011). Furthermore, industry partners are able to improve their public relations by 

investing within the community and their profession by forming relationships with 

institutions and students (Sattler, 2011). Employers also receive an economic benefit 
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through no to low-cost employees, as well as tax incentives. With additional employees, 

employers benefit from increased productivity and improved overall employee morale. 

2.4.2.2 WIL Challenges 

 In contrast, a challenge employers face in implementing WIL is the academic 

versus organizational cycle, financial burden, the shortage of opportunities that are 

valuable to students and the availability of staff to mentor students in their role identified 

via employer surveys (Grant, 2016; Sattler, 2011). Industry interest in engaging in WIL 

is higher than actual engagement resulting in inconsistent partnerships between 

industry and PSIs (Grant, 2016). Furthermore, employers often require candidates who 

are job ready with already developed employability skills (Goltz, Hietapelto, Reinsch, & 

Tyrell, 2008). Despite the evidence supporting the learning benefits of WIL, institutions 

have also struggled to implement WIL opportunities to match current engagement 

recommendations (Rees, Forbes, & Keble, 2006). Faculty support and differences in 

stakeholder expectations create challenges for institutions in implementing WIL 

opportunities. Concerns have arisen concerning employer intentions within WIL such as 

the exploitation WIL programs for short-term and no to low-salary employees 

(Papakonstantinou et al., 2013). This mirrors challenges graduates face when seeking 

employment, shedding light on the inequality students face in engaging in WIL 

opportunities based on field of interest, gender, race, etcetera (Billett, 2009). 

Additionally, students are required to balance WIL with additional academic and 

personal responsibilities (Ruhanen, 2005). 
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2.4.2.3 Availability of Work Integrated Learning 

The federal government invested over $73 million to increase WIL opportunities 

(Government of Canada, 2017). Additionally, the Wynne administration assembled 

Ontario’s Highly Skilled Workforce Expert Panel that recommended that all PSE 

students engage in at least one EL opportunity prior to graduation (Conway, Campbell, 

Hardt, Loat, & Sood, 2016). The Business Council of Canada has also recommended 

for PSE students to engage in WIL opportunities.  

Notably, McKinsey (2015) found that 63% of students identify WIL as an effective 

learning pedagogy. However, only 16% of students indicated that their education 

concentrated on applied learning.  In a study by Abacus Data (2016) of Canadian PSE 

students, 47% feel there are limited opportunities to engage in WIL, and 89% believe 

additional WIL opportunities should be made available. Of the students who engaged in 

WIL, over 85% feel they will have an easier time securing employment and transitioning 

to the workplace, and 87% feel all students should engage in WIL. The study also 

suggested that students identified WIL as having greater importance on their 

professional development than networking, working with others, or learning further 

discipline specific knowledge. 

There is a desire for WIL opportunities, but the challenges prevent students from 

participating in such opportunities. Therefore, seeking non-traditional forms of WIL such 

as co-curricular experiences may be an option for engaging students in WIL 

opportunities. 
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2.5 Co-Curricular Learning Experiences 

Existing literature has supported that learning occurs across settings including 

within and outside of formal classroom learning (Astin, 1993; Kuh, Kinzie, Buckley, 

Bridges, & Hayek, 2006; Pascarella & Terenzini, 2005). Co-curricular experiences 

(CCE) are defined as “out-of-classroom experiences that are integrated with academic 

experiences” (Suskie, 2015). CCE can include service learning, clubs, peer support 

services, learning communities, and field experiences. In contrast, extra-curricular 

experiences are out-of-classroom experiences that do not integrate with an academic 

program. However, some of the literature refers to extra-curricular experiences as CCE 

as well (Terenzini, Pascarella, & Blimling, 1999). 

CCEs are characterized by providing students with additional opportunities to 

engage in learning or personal development, while meeting program and/or institutional 

level LOs (Suskie, 2015). Specifically, CCEs connect student academic learning to a 

real world setting where the resulting student development aligns with program and/or 

institutional level LOs  (Pascarella & Terenzini, 2005). To maintain accountability and a 

quality program, student goals and LO achievement must be assessed to implement 

improvements to CCEs (Kirkpatrick & Kirkpatrick, 2006). Dean (2015) recommends 

using institutional research resources to evaluate CCEs, such as national surveys, 

program feedback, or standardized tests. 

2.5.1 Benefits of Co-Curricular Learning 

Kuh (1993) estimates that approximately 50% of student learning at university 

occurs as a result of engagement in CCEs. In a study of first year US college students’, 
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engagement in student government, varsity athletics, or a service oriented honour 

society resulted in improved academic performance, satisfaction with PSE, and 

emotional intelligence compared to peers who were not engaged in a CCE based on a 

researcher designed questionnaire (Elliott, 2009). 

Also, Kuh (1995) interviewed senior US undergraduate students and found that of 

students who engages in CCEs 45% reported improvements in their interpersonal skills 

and 16% in their cognitive complexity. This was further supported by a survey from 

Smith & Chenoweth (2015) who found that involvement in a student organization 

improved self-perceived communication, teamwork, and stress management skills in 

graduating business students at a US institution. In addition, a longitudinal study on 

managers of communications companies identified that managerial quality was 

improved in those who had engaged in CCE during their PSE, whereas grades only 

impacted their motivation and intellect (Howard, 1986). Finally, Huang and Chang  

(2004) surveyed Taiwanese college student and identified a positive linear relationship 

between CCE and interpersonal skills, self-confidence, communication, and cognitive 

skills. 

2.5.2 Challenges of Co-Curricular Experiences 

CCEs present challenges to program administrators including ill-defined LOs, 

limited resources, informational silos, and a lack of assessment methods (Suskie, 

2014). Furthermore, CCEs overseen by academic programs and/or student affairs are 

at-risk due to the limited evidence supporting their program outcomes and the resources 

available to learning opportunities outside of degree programs (Ewell, 2007). These 
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challenges support the importance of implementing and assessing LOs for CCEs to 

provide evidence of the student learning and development taking place (Dressler et al., 

2011; Winston Jr & Miller, 2015). 
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Chapter 3: Statement of Problem, Objectives, and 
Hypotheses 

Post-secondary institutions across Canada are recognizing the importance of 

providing meaningful experiential learning (EL) opportunities for students to develop key 

transferable skills, and the importance of using learning outcomes (LO) to documenting 

this learning. Evidence supports beneficial outcomes, such as professional 

development, for students who engage in EL, but previous research has largely focused 

on co-operative education and internship based WIL. As a result, previous research is 

limited to students in professional programs such as business, medicine, and law, 

where students are more likely to engage in these types of WIL(Kramer & Usher, 2011). 

Financial pressures and supply and demand have been barriers for institutions 

providing typical forms of Work-integrated learning (WIL) opportunities, such as co-

operative placements and internships, to all students (Academica Group, 2016). 

Therefore, it is of interest to identify existing opportunities on campus that are related to 

an academic program that can be converted to act as an alternative form of WIL. Co-

curriculars present an existing opportunity in which students are already engaged and 

can be aligned with academic programming to provide students with WIL outside of the 

classroom (Kramer & Usher, 2011).  

To our knowledge at this time, there are no published studies that investigate the 

use of co-curricular opportunities as WIL, in health science undergraduates or 

otherwise.  
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Given the need to implement EL opportunities at Canadian universities and the 

current gaps in the literature, the overall objective of this thesis was to explore whether 

a co-curricular volunteer program could act as a WIL experience related to a health 

science academic program. 

The aims of this thesis are to: 

1. Create learning outcomes for an existing co-curricular volunteer program and 

determine whether they align with pre-established university academic and/or 

student affair learning outcomes. 

2. Determine whether student volunteers meet the co-curricular volunteer 

program learning outcomes and whether their degree of activity within the 

program influenced their learning outcome achievement. 

3. Determine whether students who participate in a co-curricular experiential 

learning volunteer program experience improved indicators of engagement 

and employability compared to academically similar, non-volunteers.  

Given the aims of this thesis, it was hypothesized that: 

1. The learning outcomes created for the co-curricular volunteer program would 

align with most of the pre-existing academic and student affairs learning 

outcomes. 

2. Student volunteers who engaged in numerous and varied activities offered within 

the program would meet the learning outcomes of program, but students who did 
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not fully engage in the program would not meet all of the program learning 

outcomes. 

3. Students who participated in a co-curricular experiential learning volunteer 

program would have greater indicators of employability and student engagement 

than their peers who engage in a solely academic based curriculum. 
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Chapter 4: Health and Performance Centre Volunteer 
Program and Development 

4.1 Program Setting 

The Health and Performance Centre (HPC) is an allied health clinic located on the 

University of Guelph (U of G) campus, where students and community members are 

treated for activity-related injuries. The multidisciplinary team at the HPC is comprised 

of physiotherapists, dietitians, chiropractors, sports medicine physicians, among other 

health care professionals who work towards preventing and rehabilitating injuries. 

Although the clinic is located on the U of G campus, all health care providers are 

independent contractors and not employed by the university. 

Since 2008, an informal volunteer program has been run through HPC where U of G 

primarily undergraduate health science students shadow a health care practitioner to 

gain knowledge and experience within their field of interest, while applying their 

academic knowledge to an applied setting. Volunteer placements are available within 

the physiotherapy, chiropractic, and nutrition departments. The volunteer program runs 

concurrently with the undergraduate schedule over two twelve-week periods during the 

academic year from September to April. Additional opportunities are available for 

volunteers during exam periods and the summer semester. The volunteer program is 

student-led by two graduate students from the department of Human Health and 

Nutritional Science (HHNS) as graduate service assistants (GSAs). The graduate 

students coordinate the administrative aspects of the program such as recruitment, 

orientation, scheduling, hour tracking, creating of supplemental activities, volunteer 

feedback, and liaising between volunteers and practitioners.
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4.2 Volunteer Activities 

 Volunteers participate in a variety of activities over the course of an academic year (Fig. 3). For most volunteers, 

shadowing a practitioner accounts for the majority of their hours, although other supplemental outreach activities are also 

available. 

 

 
Figure 3: Overview and Timeline of HPC Volunteer Program.
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4.2.1 Shadowing within the HPC Program 

 Physiotherapy and chiropractic volunteers shadow twenty-four hours each 

semester, attending a consistent two-hour shift each week. Within a shift, volunteers 

complete in-clinic cleaning duties (e.g., wiping beds, organizing gym equipment) and 

shadow their assigned practitioners. Volunteers have the opportunity to ask questions to 

expand their knowledge about patient injuries and rehabilitation techniques such as 

taping, acupuncture, and manual therapy. Additionally, practitioners quiz volunteers on 

their existing anatomical, physiological, and biomechanical knowledge providing them 

with the opportunity to apply their academic knowledge to the present case. Volunteers 

are assigned to different practitioners each semester, dependent on availability, to 

explore their differing areas of specialization such as acupuncture, dry needling, and 

active release techniques. Physiotherapy volunteers have the opportunity to directly 

work with patients through concussion screenings, performing ultrasound therapy, and 

guiding pre-planned rehabilitative exercise regimes. All shadowing shifts are tracked 

through sign-in sheets at the clinic. 

Nutrition volunteers do not receive a shadowing placement due to the sensitive 

nature of the client and practitioner’s relationship in the dietetic field (e.g., eating 

disorders). Instead, a nutrition volunteer’s experience consists largely of supplemental 

activities as described below. 

4.2.2 Supplemental Activities 

All volunteers are expected to engage in a minimum of 10 hours supplemental 

activities each semester. Supplemental activity offerings vary over the course of the 
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academic year and are categorized into three main areas: outreach events, department 

specific activities, and content creation (Table 1). Volunteers are required to self-select 

the supplemental activities in which they participate by responding to emails sent by 

GSAs informing them of upcoming supplemental opportunities. After completing an 

activity, volunteers submit a brief document to the GSAs to record their participation. 

GSAs suggest that volunteers engage in supplemental activities that align with their 

personal program goals set at the beginning of the semester to help achieve their 

personal and professional development. However, due to the self-selected nature of 

supplemental activities volunteers often view them as elective rather than compulsory 

and therefore do not engage in the supplemental activities. 

Nutrition volunteers are expected to contribute a greater number of hours to 

supplemental activities than volunteers within the physiotherapy and chiropractic 

departments, since they do not have the opportunity to shadow dietitians. As a result, 

GSAs and dietitians strive to provide students with additional nutrition-specific 

supplemental activities compensate for the lack of shadowing opportunities within the 

dietetic department.  

Table 1: Examples of Supplemental Activities Based on Category 

Outreach Events 
Department Specific 
Activities 

 
Content Creation 

• College Royal (public 
open house) 

• Interaction 
Conference 
(prospective student 
presentation) 

• High School Seminar 

 
• Sports coverage 

(physiotherapy only) 
• Seminar Series 

(nutrition only) 
• Journal Club (nutrition 

only) 

 
• Newsletters 
• Presentations for 

outreach events 
• Interactive activities 

for outreach events 
• Marketing materials 
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4.3 Transforming from a Volunteer Program to an Experiential 

Learning Volunteer Program 

 At the outset of this research project, the existing HPC volunteer program was 

reviewed to determine what aspects of Kolb’s EL cycle were already being addressed, 

and what elements needed to be embedded into the program to fully immerse students 

in EL cycle (Fig. 4). For years, students had been participating in concrete experience, 

through shadowing and supplemental activities. Specifically, volunteers were not 

formally engaging in reflective observation, abstract conceptualization or active 

experimentation. To address these gaps, self- and practitioner- feedback (Appendix 

E&F), reflections (Appendix G), and goal setting activities (Appendix H) were 

incorporated into the volunteer program to provide volunteers with the opportunity to 

complete Kolb’s EL cycle (Fig. 4). 

 

Figure 4: Kolb's Experiential Learning cycle in relation to the HPC volunteer program, where green 
is existing components within the HPC program and red are elements added to the program for 
this research 

Concrete Experience
• Shadowing
• Supplemental Activities

Reflective 
Observation

• Self-Feedback
• Reflections

Abstract 
Conceptualization

• Practitioner Feedback

Active 
Experimentation

• Goal Setting
• Shadowing
• Supplemental Activities
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4.3.1 Feedback 

 To address the Reflective Observation part of Kolb’s EL Cycle, as well as assess 

volunteer learning outcome achievement, feedback exercises were completed for each 

volunteer within the program at the end of each semester by their respective practitioner 

and GSA. A standard feedback form was developed to assess volunteers on their LO 

achievement (based directly from the five HPC volunteer program LO), and goal 

achievement (based on their personal goals set at the beginning of the semester) 

(Appendix H). Practitioners and GSAs were required to identify whether volunteers had 

or had not met each LO, with the option of providing examples to support their 

evaluations. Additional space on the feedback form was provided for practitioners to 

suggest next steps to students based on their evaluations along with other constructive 

feedback they may have. Educational leads, who are practitioners from each 

department, were consulted in the developmental stage of the feedback form to receive 

input from the health care practitioner perspective. Prior to distribution to health care 

practitioners, GSAs fill in personalized information for individual feedback forms 

including name, practitioner, department, and individual learning goals created at the 

beginning of the semester. Practitioners and GSAs complete the feedback forms to 

evaluate individual students directly on their program learning outcome achievement 

and personal goal achievement at the end of the semester. Practitioners and GSAs 

evaluated whether volunteers met the basic and advanced level of each LO, where 

volunteers must satisfy the complete LO statement in order to successfully achieve the 

LO. To help practitioners, feedback forms were accompanied by instructions on how to 

complete, feedback expectations, and coded examples to provide support for the 
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evaluation given. Furthermore, practitioners were provided with examples of how 

volunteers could achieve each LO level to assist in their LO evaluations. Practitioners 

were instructed that it was expected that volunteers would not meet all LO levels based 

solely on their department specific experience and/or within one semester of 

engagement. The feedback form was representative of the entire volunteer program, 

where students are expected to engage in all aspects of the program over the course of 

at least two semesters in order to meet the program LO. GSAs also supplemented 

feedback provided on the practitioner feedback form in regard to the volunteer’s 

engagement in supplemental activities. 

Following feedback received from health care practitioners from the fall 2017 

semester, the feedback form was amended to address concerns raised by practitioners 

that challenged or prohibited their completion of the fall feedback form. Practitioners 

indicated that the feedback forms included program level learning outcomes not 

relevant to department specific experiences being evaluated by practitioners. 

Furthermore, practitioners were uncomfortable with the all-or-nothing evaluations of 

achieving LOs and goals. The feedback form was redesigned to include LO statements 

only relevant to the department-specific experience and reframed to use general over 

academic terminology and assess achievement at a standard level. Practitioners were 

also provided with the option to indicate if they were unable to assess the statement or 

whether volunteers had partially met the learning outcome statement. Volunteers were 

not considered to have achieved a LO if their practitioner indicated that the related 

statement was partially met. The feedback forms were distributed mid-semester to 

provide practitioners the opportunity to complete the feedback forms over the course of 
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the semester while they were actively engaging with students. Earlier distribution of 

feedback forms ensured practitioners were familiar with and could support volunteers 

with their personal goals, as volunteers do not always share their goals with their 

practitioner despite encouragement from GSAs. 

Volunteers complete a feedback form identical to the fall practitioner feedback 

form to self-evaluate their learning outcome and goal achievement within the program. 

Completion of the self-feedback form provides volunteers with an opportunity to reflect 

on their experiences within the HPC program. 

At the beginning of the winter semester, practitioners completed feedback forms 

are returned to students, allowing them to compare to their self-feedback form 

evaluations and to suggest potential future goal directions for their goal setting 

exercises. 

4.3.2 Reflections 

 To address the Reflective Observation and Abstract Conceptualization stages of 

Kolb’s EL cycle, the HPC volunteer program was supplemented with reflection 

exercises at the end of each semester. Although it is likely students engage in informal 

reflection in action, reflecting throughout their experience, it is also essential to the EL 

process that students participate in reflection on action, where they complete structured 

reflections following the experience (Schon, 1984).  

The reflection exercises were developed based on the DEAL model for critical 

reflection by Ash & Clayton (2009). The DEAL model for critical reflection includes: i) 

description of the experience, ii) examination of experiences related to learning 
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outcomes and goals, and iii) articulation of learning through future actions based on 

learning experience. Students provided a thorough description of their general 

involvement over the course of the semester in the reflection form (Appendix G). To 

examine their learning, students were prompted to reflect on whether they met any of 

the 5 HPC specific LO, as well as their three personal goals. This guided reflection 

structure was selected due to the volunteers inexperience engaging in intentional 

reflective exercises (Zapata-Rivera & Greer, 2003). 

4.3.3 Goal Setting 

The goal setting exercises were embedded within the HPC volunteer program to 

serve a dual purpose; to encourage students to engage in self-directed learning and 

engage them in the Active Experimentation stage of Kolb’s EL cycle. The goal setting 

exercise was created to provide volunteers with an outline to allow them to create their 

own learning goals that were relevant to their desired learning and experience. Learning 

goals focus on discovery and learning process rather than outcomes, and work best for 

those with minimal experience within the area of learning (Seijts & Latham, 2001). 

 Specifically, volunteers created two semester goals each semester (short-term) 

and one academic year goal (long-term), relevant to their HPC experience. It was 

selected for volunteers to have three ongoing goals each semester as it encouraged 

volunteers to engage in a variety of ways within the program without causing goal 

fatigue. Volunteers received a brief introduction to creating SMART goals (Doran, 1981) 

during orientation (Fig. 5). Furthermore, students received guidance on creating SMART 

goals within the goal setting exercise via prompts such as “Can I prove to myself/others 
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that I completed this goal (Measurable)”and “Why is this goal important to you 

(Relevant)”. 

 

Figure 5: SMART goals to guide goal setting. 

To introduce volunteers to the student-led learning design of the program, the 

goal setting activity was embedded at the start of the program (September). The same 

goal setting exercise was also embedded mid-way through the academic year, at the 

beginning of the winter semester, to immerse students in the Active Experimentation 

stage of the EL cycle. Students would be involved in Active Experimentation through the 

creation of new semester goals following Concrete Experience, Reflective Observation, 

and Abstract Conceptualization volunteers experience through shadowing, 

supplemental activities, reflections, and self-feedback engaged in the fall semester. 

Additionally, students would participate in the Reflective Observation stage of the EL 

cycle through reflecting on the academic year goal they had created in the fall semester, 

assessing its current relevance, their progress and the proposed plan of action for the 

winter semester. Therefore, adding reflections, feedback, and goal setting exercises to 

the existing volunteer activities ensured that the HPC volunteer program satisfied Kolb’s 
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EL learning cycle. Once the HPC program met the criteria for EL, the next step was to 

create program LOs. 

4.4 Volunteer Program Learning Outcomes 

 Although the HPC volunteer program had been running for many years, the 

program was fairly informal and did not have clearly defined LO. To address the first 

objective of this thesis, the existing program and all activities were reviewed and five LO 

were created. These LO were them mapped onto established institutional level 

academic and non-academic LO (Appendix J). The newly developed LO were used to 

inform students of program expectations and to assess volunteer achievement within 

the program. 

4.4.1 Creating Learning Outcomes 

 In order to develop program LO, an exhaustive list of the activities available 

within the HPC program were documented. With those experiences, a concept map was 

created to provide an overview of experiences and their related skills (Appendix J). Five 

learning outcome domains were identified from the concept maps (Table 2): 

1. Communication 

2. Application of Knowledge 

3. Investigation & Synthesis  

4. Professional Development 

5. Collaboration 
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Basic and advanced level LO statements were created for each learning domain. 

The language and syntax of LO statements were based off of recommendations from 

the National Institute for Learning Outcomes Assessment (Adelman, 2015). Specifically, 

all LO statements included operational verbs and were declarative, assuming volunteers 

were fully immersed within the program activities. LO statements included potential 

examples of how volunteers could meet each of the LOs, dependent on their level of 

involvement and performance. LOs were created with the expectations that volunteers 

would need to participate in a variety of opportunities within the program over the 

course of two semesters to meet all of the program LOs. Furthermore, it was considered 

that the advanced level of LO could not be achieved prior to meeting the requirements 

for the basic LO of each respective domain.  

 The LOs were a central aspect of the volunteer program.  Volunteers were first 

introduced to the LO at orientation night and they were reinforced throughout the 

volunteer program through reflections, feedback, and supplemental activity submission 

forms. 
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Table 2: Health and Performance Centre Volunteer Program Learning Outcomes 

Learning Outcome 
Domain 

Levels and Examples  

Communication Basic: communicates what is presented and does not adapt the information to their audience. E.g. 
Presents a pre-made presentation or completes a writing activity without writing to the level of their audience  
Advanced: adapts their messaging to meet the audiences’ needs by providing examples, metaphors, or 
altering how information is presented. E.g. explaining exercises to children during College Royal 

Application of Knowledge Basic: answers questions based on academic material previously learned E.g. answering anatomy 
questions during shadowing sessions 
Advanced: uses what they know from academics and their experience at the HPC to apply it to new 
scenarios E.g. patient assessments, journal clubs 

Investigation & Synthesis Basic: researches information from three sources to produce information in a written or oral format. E.g. 
writing a newsletter 
Advanced: finds information from different perspectives that relates to their topic and integrates 
information to formulate a cohesive message E.g. journal club 

Professional Development Basic: involved in three different activities at HPC. 
Advanced: able to indicate how the skills they have learned through their involvement at HPC will help 
them in their future experiences. E.g. reflections, supplemental activity submissions  

Collaboration Basic: uses appropriate language when in their role and is accountable for expectations that accompany 
their role E.g. shadowing sessions 
Advanced: takes a lead role within the program and is able to motivate other volunteers to ensure 
successful task completion. E.g. senior role within College Royal 



 

41 

 

4.4.2 Institutional Learning Outcomes 

Following the creation of the five HPC volunteer program LO, they were mapped 

onto institutional level, college/departmental level, and co-curricular curriculum level 

learning outcomes at the U of G (3). It should be noted that the U of G has 

undergraduate learning outcomes, created in 2012, and institution learning objectives, 

created in 1987. For the purpose of this thesis, only the undergraduate LOs were used 

to represent the institution level LOs. 

 The U of G has five LOs for undergraduate students, each with one level: critical 

and creative thinking, literacy, global understanding, communicating, professional and 

ethical behavior (University of Guelph, 2012) (Appendix L).  

 The College of Biological Sciences (CBS), which oversees health science 

programs at the U of G, has six LOs for Bachelor of Science (BSc) students, where 

three LOs are classified as general skills and three LOs are degree related skills & 

knowledge (College of Biological Sciences) (Appendix M). The general skills LOs are 

problem solving & critical thinking, communication, and professional and ethical 

behavior. The degree related LOs are scientific method, breadth & depth of 

understanding in a particular scientific discipline, and scientific technology & techniques 

in a scientific discipline. 

Student Life at Guelph is a co-curricular initiative to provide students with 

recognized on campus opportunities that align with competencies required to succeed 

in the post-graduate environment (Student Life) (Appendix N). Student participation in 
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the Student Life at Guelph program in voluntary. The program was established to 

supplement the learning students receive through their academic programs. 

Student Life at Guelph has eight LO domains: civic engagement, communication, 

diversity and inclusion, engagement in learning, intercultural maturity, leadership, life 

skills, sense of self (Appendix N). Each of the LOs have five levels: awareness, 

exploration, engagement, conversant, and integration. Opportunities may address some 

or all of the LO domains and/or levels within the LO domains. Students engage in 

selected opportunities to complete a core curriculum that touches on each of the LOs. 

Students are able to pursue further professional development by engaging in 

opportunities that align with a specific LO domain, receiving a badge for completing all 

LO levels within said LO domain.
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Table 3: HPC Learning Outcome alignment with Institutional Learning Outcomes at the university, college, and student affairs level. 

HPC 

University of Guelph 
(University Level)  

College of Biological Science (College Level) Student Life at Guelph (Student Affairs Level) 

Communication 
• Written or oral 

communication 
• Adapted to 

audience 

Communicating 
• Interact with variety 

of individuals in oral 
and written 
communication 

Communication 
• Communicates to range of audiences 

in oral and written form 

Communication 
• Responsive to needs of audience 
• Oral, written, artistic, and non-verbal 

Application of Knowledge 
• Apply knowledge 

and experiences 
to new scenarios 

 
Critical and Creative Thinking 

• Applies principles 
to solve problems 

Breadth & Depth of Understanding in a Particular 
Scientific Discipline 

• Apply scientific concepts 
• Demonstrate knowledge 

 
Engagement in Learning 

• Integrate academics with experiential learning. 
• Inquiry to create new knowledge 
• Synthesize multiple sources of information 

Problem Solving & Critical Thinking 
• Find solutions to problems based on 

experiences and knowledge 
• Gather information, evaluate, and 

formulate position 

Investigation & Synthesis 
• Research from 

variety of 
sources 

• Integrates 
information to 
form Stance 

Literacy 
• Extract information 

from sources 
• Assess and use to 

discover new 
knowledge 

Scientific Method 
• Synthesize data to form conclusions 

Professional Development 
• Involved in a 

variety of 
experiences 

• Articulates 
learning 
experiences 

Professional and Ethical 
Behaviour 

• Teamwork and 
leadership 

• Time management 

Professional and Ethical Behaviour 
• Professional development and 

leadership 
• Manage time 
• Work as a team and demonstrate 

respect 

Life Skills 
• Openness to new environments 
• Articulates goals 
• Gives and receives constructive feedback 

Sense of Self 
• Accept accountability 
• Reflect on experiences 

Collaboration 
• Accountable 

within their role 
• Works with team 

Leadership 
• Dependable 
• Supports team 

No Match 
Global Understanding 

• Civic engagement 
and intercultural 
competence 

Scientific Technology & Techniques in a Scientific 
Discipline 

• Conduct research 

Civic Engagement 
• Articulate civic identity 
• Identify issues faced by citizens and community 

Diversity and Inclusion 
• Welcomes diverse perspectives and identifies barriers and 

oppression 

Intercultural Maturity 
• Reflect on cultural traditions and social issues 
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4.4.3 HPC Learning Outcomes in Relation to Institutional Learning Outcomes 

It was determined that HPC LOs aligned fairly well with the university, college, 

and extracurricular curriculum LOs (Table 3). Specifically, the Communication LO 

mapped directly onto all of the institutional communication LOs. Application of 

Knowledge directly mapped onto critical and creative thinking and Investigation & 

Synthesis onto literacy, both university level LOs.  

However, not all HPC LO domains align directly to other institutional domains. 

Therefore, for some HPC LOs an amalgamation of LOs were required to meet a sole 

LO from another learning experience, or vice versa. As seen in Table 3, Collaboration 

and Professional Development LOs at HPC aligns with one domain within the university 

and college LOs, Professional Development. Whereas, two LO domains, life skills and 

sense of self, from the Student Life at Guelph extracurricular curriculum map onto the 

Professional Development LO domains within the HPC volunteer program.  

While the 5 HPC LOs can be mapped onto existing LOs at each of the other 

levels considered, it is important to note that the HPC volunteer experiences does not 

address all of the LOs in the other levels. Specifically, the volunteer program lacks 

opportunities that intentionally provide students with learning related to global 

understanding (university LO), scientific technology & techniques in a scientific 

discipline (college level), and civic engagement, diversity and inclusion and intercultural 

maturity (student affairs level).  
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4.5 Summary 

 The HPC volunteer program was remodeled into an EL program through the 

addition of goal setting, reflection, and feedback exercises. To direct students in 

student-led learning and to assess their progress within the program, program learning 

outcomes were created based on the updated HPC volunteer program. The HPC 

volunteer program was mapped onto institutional learning outcomes at the university, 

college, and student affairs level, which confirmed that the learning within the HPC 

program aligned with the overall student development at U of G.  
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Chapter 5: Health and Performance Centre Volunteer 
Program Evaluation 
5.1 Introduction 

 Given the perceived gap in employability skills indicated by employers and recent 

Canadian graduates it is imperative to investigate learning opportunities that can 

provide students with the skills required to succeed following graduation. However, the 

lack of resources and growing student enrollment at universities presents a challenge to 

provide students with meaningful experiential learning (EL) opportunities within a 

classroom setting. Therefore, the goal of this chapter was to determine whether 

volunteers participating in the updated HPC EL program can achieve specific learning 

outcomes (LO), which are aligned with institution level LOs, through self-selection of 

not-for-credit volunteer activities. Furthermore, this chapter also examines student 

perceptions of their employability skills, engagement in their learning, and experience in 

an EL opportunity to determine if a co-curricular EL opportunity can positively influence 

a student’s learning at university. 

5.2 Methods 

5.2.1 Volunteer Selection Process 

The application process for the 2017-2018 volunteer program took place in 

March 2017, and was highly competitive, with 100 applicants vying for twenty-one 

available positions within the program. Applicants to the program were required to 

complete an application hosted on the University’s student involvement system, 

Gryphlife. The application included demographic questions, volunteer placement 

preferences, short answer questions regarding student motivations and previous 
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experiences (Appendix C). Sixty-two individuals were offered in-person interviews in 

April 2017.  Twenty-minute interviews were conducted by the GSAs and included 

fourteen experience- and opinion-based interview questions (Appendix D). Of those 

who were interviewed, twenty-nine students (47% of those interviewed) were offered a 

position within the HPC volunteer program based on their interview performance as 

judged by two program GSAs. This includes an additional six volunteers that were 

added to the program in January 2018, (including one returning volunteer), to fill vacant 

positions that arose in the physiotherapy and chiropractic departments for the Winter 

2018 semester due to students departing the program as a result of graduation or other 

professional development opportunities. Two of these students were accepted based on 

their application from the previous spring. The remaining three students completed the 

same application process that was done in March 2017, completing the online 

application form and interviews at the beginning of January 2018. Therefore, the 2017-

2018 HPC volunteer program comprised of twenty-nine new and sixteen returning 

volunteers (Fig. 6).  

Volunteers who had previously been accepted and participated in the HPC 

program were eligible to continue in their volunteer role provided they were still 

University of Guelph (U of G) students within the academic year and in good standing 

within the program. Following the 2016-2017 HPC volunteer program, sixteen 

volunteers were eligible and elected to return to the program for the 2017-2018 

academic year. 
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Figure 6: Overview of Volunteer Selection Process. 

5.2.2 Internal Program Evaluation Methodology 

 The second objective of this research was to determine whether volunteers are 

able to meet the HPC volunteer program LOs through self-selected participation in 

activities available over the course of an academic year in the program. To this end, 

volunteer participation in various activities was tracked, and practitioners, GSAs and 

volunteers assessed LO achievement using standardized feedback forms. 

5.2.2.1 Documenting Participation 

Shadowing 

All physiotherapy and chiropractic volunteers are assigned to a mandatory two-

hour weekly shadowing shift, while nutrition volunteers do not specifically shadow the 

dietitians due to the sensitive nature and information shared between patients and 

103 Applicants

62 Interviewed

29 New Volunteers

16 Returning Volunteers

45 Volunteers
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dietitians. To track volunteer participation in these activities, students were required to 

sign-in prior to each shadowing shift in the clinic confirming their attendance for the 

stated two-hour shift. Records were then tallied, and total hours were upload to 

Courselink, on online learning management system, at the end of each semester by 

GSAs.  

Supplemental activities 

All volunteers are expected to take initiative to engage in at least ten hours per 

semester in supplemental activities such as open house outreach events, seminar 

presentations, and event planning. Nutrition volunteers are provided with additional 

discipline-specific supplemental activities to compensate for the lack of shadowing 

opportunities, and therefore are expected to engage in additional supplemental activity 

hours. These expectations are communicated to all volunteers during the initial 

orientation meeting.  To track participation in these activities, ‘supplemental activity 

forms’ were completed by volunteers on an ongoing basis over the course of each 

semester (Appendix I). Supplemental activity forms were submitted through Courselink, 

the university learning management system, to track the supplemental activity and 

number of hours the volunteer had engaged in.  

5.2.2.2 Documenting Learning Outcomes  

In order to determine the LO achievement of volunteers within the program, both 

practitioner-feedback and self-feedback forms were collected. The forms required the 

assessor to select what degree the volunteer met each of the five-program specific LOs 
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(basic, advanced, or N/A), and space to provide a specific example to support their 

selection. Practitioner feedback forms were completed by the volunteer’s individual 

shadowing practitioner and supplemented by the GSA overseeing their volunteer 

placement department on the same feedback form. All volunteers completed the self-

feedback exercise using an identical form as the practitioners. Thirty-nine feedback 

forms in total were distributed directly to the twelve practitioners at HPC via email and 

completed in the last few weeks of the fall and winter semesters. Specifically, one 

nutrition, three chiropractic, and eight physiotherapy practitioners received feedback 

forms only for the volunteers they each oversaw. Thirty-nine volunteers (26 

physiotherapy, 4 chiropractic, and 8 nutrition volunteers) each semester had access to 

complete their feedback forms online (through Courselink) during the same time period.  

5.2.2.1 Statistical Analyses 

Data collected from shadowing sign-in sheets, supplemental activity 

submissions, practitioner and self-feedback forms regarding internal program evaluation 

were inputted into Microsoft excel to generate descriptive statistics and frequency 

distributions. LO data were examined for normality using the Kolmogorov-Smirnov Test 

of Normality using SPSS statistical software (version 25) and determined that the data 

collected were not normally distributed. To examine the difference in the LOs achieved 

in the fall and winter semesters, a non-parametric McNemar Test was performed. To 

examine the difference in LOs achieved between volunteers involved in supplemental 

activities and only shadowing opportunities a chi-square test of independence was 
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performed. All data is reported as mean ± standard deviation with statistical significance 

accepted as p<0.05. 

5.2.3 Questionnaire Methodology 

 The third objective of this research was to determine whether students involved 

in the HPC volunteer program demonstrate greater levels of engagement indicators and 

employability skills than students not involved in the HPC program. To this end, a 

questionnaire was distributed to all HPC volunteer program interviewees for the 2017-

2018 volunteer program at the beginning and end of the academic year. Students who 

interviewed but were not accepted into the program (n=33) were selected as the 

comparison group to the HPC volunteers since they were competitive in the application 

process and demonstrated similar interests and motivations in participating in the 

program but did not participate in the program.  

The fall questionnaire was distributed via email to non-HPC volunteers (n=33) 

and HPC volunteers (n=43) from Monday, September 18th to Sunday, September 24th, 

2017. The winter questionnaire was distributed via email to non-HPC volunteers (n=33) 

and HPC volunteers (n=45) from Monday, March 26th to Sunday, April 1st, 2017. The 

questionnaires required approximately fifteen minutes to complete. Following the 

completion of each questionnaire, participants received a $5 Starbucks e-gift card. The 

research protocol was approved by the University of Guelph Human Research Ethics 

Board (REB#17-07-004) (Appendix A). 
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5.2.3.1 Questionnaire Measures 

The questionnaires were comprised of three validated surveys: NSSE (National 

Survey of Student Engagement, 2018), EL survey (Clem, Mennicke, & Beasley, 2014), 

and Graduating Student Survey on Learning and Work (GSSLW) (Sattler & Peters, 

2012). In addition, six demographic questions were included in the questionnaire 

(Appendix O).  

Graduating Student Survey on Learning and Work 

The survey included two parts to investigate: a) WIL motivations and benefits and 

b) volunteer personal and professional employability skills.  

The 16 questions regarding student motivations for engaging in WIL were 

included in the questionnaire to determine whether volunteers and non-volunteers were 

similar in their motivations. Motivations were rated on a five-point Likert scale from not 

at all influential to very influential. 

Furthermore, four of the five scales from the original survey were included to 

measure student development as a result of the students’ academics and the HPC 

volunteer program experience. Specifically, 35 questions in total from the employability 

skills, personal growth and development, critical reflection, and self-efficacy scales were 

included each with 13, 6, 4, and 12 questions, respectively. The civic responsibility 

scale, comprised of four questions, was omitted as it was not relevant to the HPC 

volunteer program. Statements related to employability skills and personal growth and 

development were rated on a five-point Likert scale from poor to excellent. Statements 



 

53 

 

related to critical reflection and self-efficacy were rated on a five-point Likert scale from 

strongly agree to strongly disagree. 

Questions from the GSSLW were included on the fall and winter questionnaires 

to volunteers and non-volunteers. 

NSSE Survey 

Questions from the NSSE survey were included in the winter questionnaire to 

volunteers and non-volunteers to assess student engagement within their PS 

academics and, if they were a volunteer, the HPC volunteer program. Fourteen 

questions from the NSSE survey were selected for use on the questionnaire from the 

higher-order learning, reflective & integrative learning, and effective teaching practices 

engagement indicators. The questions were rated on a four-point Likert scale from very 

much to very little or very often to never depending on the question. Items were used 

with permission from The College Student Report, National Survey of Student 

Engagement from the Trustees of Indiana University (Appendix A).  

EL Survey 

The 28 questions that comprise the EL survey were included in the winter 

questionnaire to volunteers to assess students’ perceptions of the HPC volunteer 

program, and therefore was not completed by non-volunteers. Items were assessed on 

a seven-point Likert scale from strongly agree to strongly disagree.  
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5.2.3.1 Statistical Analyses  

Survey data was examined for normality using the Kolmogorov-Smirnov Test of 

Normality using SPSS statistical software (version 25) and determined that the data 

collected was not normally distributed. To examine the differences between HPC and 

non-HPC volunteers, a non-parametric Mann-Whitney U test was used. To investigate 

the difference in scores on the GSSLW between the beginning and end of the academic 

year the non-parametric Wilcoxon signed-ranks test was performed. All data is reported 

as mean ± standard deviation with statistical significance accepted as p<0.05. 

5.2.4 Summary 

 Data collection was ongoing at multiple time points across the Fall 2017 and 

Winter 2018 semesters. HPC volunteers and a non-HPC comparison group were 

distributed a pre-program questionnaire at the start of the Fall 2017 semester and post- 

program questionnaire at the end of the Winter 2018 semester. Within the volunteer 

program, HPC volunteers completed ongoing supplemental activity submissions and 

signed-in to shadowing shifts to track their involvement within the program. At the 

conclusion of each semester within the program, practitioners and graduate student 

coordinators completed volunteer feedback forms, while volunteers completed an 

identical self-feedback form based on their self-perceived learning outcome 

achievement. An overview of the study measures is described in Figure 7. 
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Figure 7:Timeline of Research Methods throughout the academic year. 

5.3 Results 

5.3.1 Participant Demographics 

Academic Program.  

HPC volunteers and the student comparison group were primarily enrolled 

Human Kinetics and Bio-Medical Science. These majors are within the HHNS 

department, require completion of an anatomy course prior to graduation, and provide 

students with the pre-requisites for professional health academic programs. The 

proportion of students enrolled in Human Kinetics and Bio-Medical Science was greater 

in those who participated in the HPC volunteer program, 74% (n=34), compared to 

those who interviewed for the program but did not receive a volunteer position, 58% 
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(n=19) (Fig.9a). Students not enrolled in these two programs came from other science-

based programs such as Biological Science (18% of non-HPC volunteers, 4% of HPC 

volunteers) and Applied Human Nutrition (9% of non-HPC volunteers, 11% of HPC 

volunteers) (Fig. 8a) 

Academic Year.  

The proportion of students who seek to get involved with the program is greatest 

in 3rd and 4th year undergraduate students (88% of non-HPC volunteers, 87% of HPC 

volunteers) (Fig.9b). A small proportion of students are motivated to participate in the 

HPC volunteer program as they enter second year (6% non-HPC volunteers, 2% HPC 

volunteers), fifth year (6% non-HPC, 9% HPC volunteers), and graduate programs (2% 

HPC volunteers) (Fig. 8b) 

Volunteer Participation by Department.  

Within the HPC volunteer program 71% of student volunteer in the physiotherapy 

department (n=32), the greatest proportion within the HPC volunteer program (Fig.9c). 

The HPC volunteer program was comprised of 18% nutrition volunteers (n=8) and 11% 

of chiropractic volunteers (n=5) (Fig. 8c) 

 

Volunteer Gender. The volunteers within the program are 62% female (n=28) and 

38% (n=17). 
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a) 

 

b) 

 

c) 
Figure 8: Proportion breakdown of HPC and non-HPC volunteers based on a) academic program 
b) academic year and c) volunteer participation by department. 
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5.3.2 Participation within the HPC volunteer program 

Physiotherapy and chiropractic volunteers shadowed practitioners for an average 

of 23.6 (±2.1, range=19.5-29.5) and 21.9 (±3.0, range=14-27) hours out of 25 available 

hours including a one-hour orientation meeting, in the fall and winter semester, 

respectively (Fig. 9a).  

Overall, 53% of volunteers participated in supplemental activities (Fig. 9b), 

specifically, 88% of nutrition volunteers (n=7), 20% of chiropractic volunteers (n=1), and 

50% of physiotherapy volunteers (n=16). The average engagement in supplementary 

activities was 2.4 hours (±4.6, range 0-15.75) in the fall and 3.7 hours (±6.7, range 0-25) 

in the winter semester (Fig.10c). Nutrition volunteers on average completed more 

supplemental activity hours than for physiotherapy & chiropractic volunteers for in the 

fall (7.7 vs 1) and in the winter (10.1 vs 2.0) semester. However, the number of nutrition 

volunteers engaging in supplemental activities decreased in the winter semester from 

88% to 50%, whereas the number of physiotherapy and chiropractic volunteers 

increased from 13% to 41%. 
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a)         b) 

   

c)         
Figure 9: Volunteer engagement within the HPC volunteer program based on a) average number of 
shadowing hours for the fall and winter semester b) proportion of volunteers who engaged in 
supplemental activities based on volunteer department c) average number of supplemental 
activity hours 
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5.3.3 Volunteer Learning Outcome Achievement 

5.3.3.1 Self-Perceived Learning Outcome Achievement  

Self-feedback forms completed by volunteers were used to determine self-

perceived LO achievement.  In the fall semester, 29 HPC volunteers completed the self-

feedback forms (74% response rate). Specifically, 19 physiotherapy volunteers (73%), 3 

chiropractic volunteers (75%), and 7 nutrition volunteers (88%) completed the forms. In 

the winter semester, 24 HPC volunteers completed self-feedback forms (62% response 

rate). Specifically, 17 physiotherapy volunteers (65%), 1 chiropractic volunteer (25%), 

and 6 nutrition volunteers (75%) submitted their forms. 

Communication  

By the end of the fall semester, 93% of respondents (n=27) felt they had met the 

basic level Communication requirements, while only 47% (n=14) report having reached 

the advanced level. LO achievement improved by the end of the winter semester, with 

100% (n=24) of respondents reporting having met the basic Communication LO, and 

79% (n=19) now achieving the advanced level.  Only 71% of physiotherapy volunteers 

(n=12) felt they met the advanced Communication LO, compared to 100% of 

chiropractic and nutrition volunteers (Fig. 10a). 

Application of Knowledge  

By the end of the fall semester, 97% of respondents (n=28) felt they had met the 

basic level Application of Knowledge requirements, while 72% (n=21) reported having 

reached the advanced level. LO achievement was steady at 96% (n=23) by the end of 
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the winter semester for the basic Application of Knowledge LO and increased to 88% 

(n=21) for the advanced level. Following the winter semester physiotherapy volunteer 

advanced Application of Knowledge increased from 68% to 88% (Fig. 10b). 

Investigation & Synthesis  

  By the end of the fall semester, 28% of respondents (n=8) felt they had met the 

basic level Investigation & Synthesis requirements, while only 24% (n=7) reported 

having reached the advanced level. LO achievement increased to 54% (n=13) by the 

end of the winter semester for the basic Investigation & Synthesis LO but decreased to 

21% (n=5) for the advanced level. Notably, following the winter semester nutrition 

volunteer advanced Investigation & Synthesis decreased from 57% to 33%. However, 

physiotherapy and chiropractic advanced Investigation & Synthesis attainment 

increased or remained the same, respectively (Fig.10c). 

Professional Development  

Of volunteer respondents, 28% (n=8) felt they had met the basic level of 

Professional Development at the end of the fall semester, which rose to 58% (n=14) 

following the winter semester. The advanced level Professional Development LO was 

perceived to rise to 75% (n=18) in the winter semester from 45% (n=13) in the fall 

semester. At the end of the winter semester, physiotherapy volunteers perceived a 

lower achievement of the basic and advanced Professional Development LO (41% and 

65%, respectively) than chiropractic and nutrition volunteers (100% for both levels) 

(Fig.10d). 
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Collaboration 

At the end of the fall and winter semester, 96% of respondents (n=28 and n=23, 

respectively) felt they had met the basic level Collaboration LO. At the end of the winter 

semester, volunteer perceived achievement of the advanced level Collaboration LO 

rose to 33% (n=8) from 24% (n=7) in the fall semester. (Fig.10e) 
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a)          b)  

 
c)         d)         e) 
Figure 10: HPC volunteer LO achievement at the basic and advanced level based on self-feedback within each department 
(physiotherapy, chiropractic, nutrition) in the fall and winter semesters a) communication LO b) application of knowledge LO c) 
investigation & synthesis d) professional development and e) collaboration
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5.3.3.2 Comparison of Learning Outcome Achievement in Volunteers 

By Semesters. 

It should be noted that nineteen HPC volunteers completed both the fall and 

winter self-feedback forms on Courselink. There was no statistically significant 

difference in LO achievement between the fall and winter semester for the volunteers 

who completed self-feedback forms for both semesters. Except for basic Professional 

Development LO achievement (p=0.04). Volunteers who completed both self-feedback 

forms had no statistically significant difference in perceived LO achievement from the 

end of the fall to the end of the winter semester except for the basic Professional 

Development LO (p=0.04) (Fig. 11). 

* 
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Figure 11: Comparison of LO achievement across semesters of volunteers (non-parametric 
McNemar Test) 

 

By Supplemental Activity Involvement.  

 Eighteen physiotherapy and chiropractic volunteers completed their winter self-

feedback forms assessing their LO achievement over the course of the academic year. 

There was only statistically significant difference in basic Professional Development LO 

achievement (p<0.01) between volunteers who engaged in the minimal aspects of the 

program (i.e. shadowing) and those who engaged in supplemental activities. The 

difference in LO achievement did not differ across volunteers who did and did not 
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participate in supplemental activities for all other program LOs. Nutrition volunteers 

were excluded from this analysis as they only participate in supplemental activities (Fig. 

12).  

 

Figure 12: Comparison of LO achievement based on volunteer involvement in supplemental 
activities (Chi-square test of independence) 
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5.3.3.3 Practitioner-Perceived Learning Outcome Achievement  

Each semester 39 feedback forms were distributed to 12 HPC practitioners, 

Specifically, 26 volunteer feedback forms were distributed to eight physiotherapists, four 

feedback forms were distributed to three chiropractors, and eight feedback forms were 

distributed to one dietitian. The HPC volunteer program GSAs provided additional 

feedback on the practitioner feedback forms. One GSA supplemented the feedback on 

the physiotherapy and chiropractic volunteer feedback forms and the other GSA added 

to the nutrition volunteer feedback forms. For the purposes of this thesis, GSAs will be 

included when discussing practitioner-perceived LO feedback. 

At the end of the fall semester, four physiotherapists, one chiropractor, and one 

dietitian submitted completed feedback forms that were then supplemented with 

feedback from one of the HPC program GSAs. As a result, 12 physiotherapy (46%), one 

chiropractic (25%), and eight nutrition (100%) volunteer feedback forms were 

completed. At the end of the winter semester, three physiotherapists, two chiropractors, 

and one dietitian submitted completed feedback forms, resulting in nine physiotherapy 

(35%), two chiropractic (50%), and seven nutrition (88%) feedback forms. 

In the fall semester, practitioners were asked to assess volunteer achievement of 

the five-volunteer program LO at their basic and advanced levels. Following the 

amendment to the feedback form for the winter semester, practitioners were asked to 

evaluate student progress on learning statements that were created from and aligned to 

the volunteer program LO by the GSA.  
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Communication 

By the end of the fall semester, 95% of feedback forms (n=20) indicated the 

basic Communication level LO had been met, and 71% (n=15) assessed the 

achievement of the advanced level LO. LO achievement increased to 77% (n=14) by 

the end of the winter semester for advanced Communication but decreased to 83% 

(n=15) for the basic level. Feedback for nutrition volunteers indicated a decrease for the 

basic and advanced level of the LO following the winter semester to 57% for both levels 

from 100% and 63% in the fall, respectively. However, at the end of the winter semester 

physiotherapy and chiropractic volunteers had 100% basic level Communication 

achievement and 89% and 100% for the advanced level, respectively. (Fig.13a) 

Application of Knowledge 

At the end of the fall semester, 100% of practitioners (n=21) indicated that 

volunteers met the basic Application of Knowledge LO and 48% (n=10) met the 

advanced level. LO achievement increased to 83% (n=15) by the end of the winter 

semester for the advanced Application of Knowledge LO but decreased to 67% (n=12) 

for the basic level. Notably, nutrition volunteer achievement of the basic level of 

Application of Knowledge decreased from 100% to 14% and 63% to 57% for the 

advanced level from the fall to winter semester. However, physiotherapy and 

chiropractic advanced application of knowledge attainment increased or remained the 

same, respectively. Volunteers had a higher perceived LO achievement for advanced 

Application of Knowledge (100%) than physiotherapy or nutrition volunteers (68% and 

71%, respectively). However, following the winter semester, physiotherapy volunteer 
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advanced LO achievement was 100%, an increase from 33% in the fall for 

physiotherapy volunteers. (Fig.13b) 

Investigation & Synthesis  

By the end of the fall semester, 38% (n=8) of volunteers that practitioners 

reported on had met the basic level Investigation & Synthesis requirements, while 19% 

(n=4) reported student achievement of the advanced level. Advanced LO achievement 

increased to 22% (n=4) by the end of the winter semester, but the basic level decreased 

to 28% (n=5). Physiotherapy and nutrition volunteer basic Investigation & Synthesis 

decreased from 25% and 50% in the fall to 22% and 14% in the winter, respectively. 

Furthermore, following the winter semester, assessment of nutrition volunteers meeting 

the advanced LO decreased from 38% to 14% (Fig.13c) 

Professional Development 

Of the volunteer’s assessed by practitioners, 38% (n=8) had met the basic level 

of Professional Development at the end of the fall semester, which rose to 44% (n=8) 

following the winter semester. The advanced level Professional Development LO 

remained consistent from 81% (n=17) in the fall to 83% (n=15) in the winter. By the end 

of the winter semester, nutrition volunteer achievement had decreased from 75% to 

57% for the basic level Professional Development LO and from 100% to 71% for the 

advanced level. However, physiotherapy volunteers increased from 9% to 33% for the 

basic Professional Development D LO and from 66% to 88% for the advanced level. 

(Fig.13d) 
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Collaboration 

At the end of the fall, practitioners indicated that 95% of volunteers (n=20) met 

the basic level Collaboration LO and 29% (n=6) had met the advanced level. By the end 

of the winter semester, practitioner-reported achievement of the basic level decreased 

to 83% (n=15), while volunteers meeting the advanced level rose to 39% (n=7). 

Volunteers meeting the basic level of Collaboration decreased from 100% in the fall 

semester to 71% in the winter semester for nutrition volunteers. The advanced level of 

Collaboration decreased in the winter semester for chiropractic and nutrition volunteers 

from 100% and 50% to 50% and 29%, respectively. However, physiotherapy attainment 

of the advanced collaboration LO increased from 8% in the fall semester to 44% in the 

winter semester. (Fig.13e) 
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a)           b) 

 
c)               d)      e) 
 
Figure 13: Practitioner perceived LO achievement of HPC volunteers at the basic and advanced level based on feedback forms for a) 
communication LO b) application of knowledge LO c) investigation & synthesis LO d) professional development LO and e) 
collaboration.
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5.3.3.4 Comparison of Volunteer and Practitioner Perceived Learning Outcome 

Achievement 

 There were 17 fall semester and 12 winter semester matched feedback forms, 

where both the volunteer and practitioner completed the feedback form. 

Communication  

At the end of the fall, 88% (n=15) of practitioners and volunteers agreed with the 

perceived achievement of the basic Communication LO, and 71% (n=12) for the 

advanced LO. At the end of the winter semester, 86% (n=12) of practitioners and 

volunteer agreed with the level of basic communication LO achievement, while 

agreement of the advanced level increased to 75% (n=9). Practitioners perceived 

greater attainment in the fall for both levels of the LO (12% basic and 24% advanced). 

Whereas, some volunteers had indicated they had met the Communication LO at either 

level when their practitioner disagreed (17% for both levels). (Fig.14a) 

Application of Knowledge 

At the end of the fall, 100% (n=17) of practitioners and volunteers agreed with the 

perceived achievement of the basic Application of Knowledge LO, and 65% (n=11) for 

the advanced LO. At the end of the winter semester, agreement decreased for the basic 

and advanced levels, 75% (n=9) and 58% (n=7), respectively. Notably, 25% of 

volunteers in the fall and 24% of volunteers in the winter had indicated they had met the 

advanced and basic levels of application of knowledge LO, respectively, when their 

practitioner disagreed. (Fig.14b) 
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Investigation & Synthesis (Fig.13c) 

Agreement between practitioners and volunteers regarding perceived 

achievement for the basic and advanced level of Investigation & Synthesis was 71% 

(n=12) and 88% (n=15), respectively, after the fall semester. At the end of the winter 

semester, 50% (n=6) of practitioners and volunteer agreed with the achievement of the 

basic level and 58% (n=7). Volunteers had greater perceived achievement of the basic 

level in the winter semester and the advanced level in both semesters than their 

practitioner. (Fig.14c) 

Professional Development  

At the end of the fall, 71% (n=12) of practitioners and volunteers agreed with the 

perceived achievement of the basic Professional Development LO, and 35% (n=6) for 

the advanced LO. At the end of the winter semester, agreement decreased to 58% 

(n=7) for the basic level and increased to 58% (n=7) for the advanced level.  Upon LO 

achievement disagreement practitioners had assessed greater LO achievement than 

students for the basic level in the fall and the advanced level in both semesters. 

(Fig.14d) 

Collaboration  

At the end of the fall, 88% (n=15) of practitioners and volunteers agreed with the 

perceived achievement of the basic Collaboration LO, and 82% (n=14) for the advanced 

LO. At the end of the winter semester, agreement of perceived LO achievement 

decreased to 67% (n=8) for the basic level and 58% (n=7) for the advanced level. When 
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volunteers and practitioners disagreed with LO assessment more practitioners indicated 

that the volunteer had met the LO when the volunteer did not self-perceive meeting it. 

(Fig.14e) 
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a)          b) 

   
c)     d)     e) 

Figure 14: Proportion of Perceived LO Achievement between volunteers and practitioners for the a) communication LO b) application of 
knowledge LO c) investigation & synthesis LO d) professional development LO and e) collaboration LO. 
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5.3.3.5 LO Summary 

In summary, volunteers and practitioners generally agreed on LO achievement of 

volunteers. Volunteers had highest levels of achievement for the Communication, 

Application of Knowledge and advanced Professional Development LO, all of which can 

be achieved through the minimum requirements of the program, compared to 

Investigation & Synthesis and basic Professional Development LOs that require 

involvement in supplemental activities. 

5.3.4 Questionnaire Results 

5.3.4.1 Volunteers’ Review of the HPC Experiential Learning Program 

To understand volunteers’ perceptions of the updated the HPC program, 28 

questions from the validated EL survey were included on the winter questionnaire. 36 

volunteers completed the survey (80% response rate), where they were asked to rate 

statements on a seven-point Likert scale from strongly disagree to strongly agree. From 

the 28 questions, key themes arose based on volunteer responses. As a result, 12 

statements have been highlighted and described below (Table 4). 

Volunteer Experience  

Eighty-three percent of HPC volunteers agreed that the HPC volunteer program 

was personally valuable and applicable to their interests (n=30). Seventy-seven percent 

of volunteers agreed that their experience within the program was enjoyable. 

Furthermore, 69% of volunteers felt that they were an active part in their learning 
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experience at the HPC. Less than 11% of volunteers disagreed with each of the 

statements mentioned above. (Fig.15a) 

Learning Experience  

 Ninety-two percent of volunteers (n=33) agree that their experience at HPC 

required them to interact with a non-student population. In addition, most volunteers 

agreed that the HPC experience engaged them in realistic problems (81%, n=29) and 

required them to do more than listen (83%, n=30). However, only 53% of volunteers 

(n=19) agreed that they were required to really think about the information presented, 

although another 28% of volunteers (n=10) somewhat agreed with this statement. (Fig. 

15b) 

Future Impact  

 Eighty-three percent of volunteers (n=30) agreed that they can see themselves 

applying the learning they experienced at the HPC in the future and it had prepared 

them for future experiences. Furthermore, 86% (n=31) agreed that they can think of 

ways they can put their learning as a result of their HPC experience into future practice. 

In addition, 81% of volunteers (n=29) indicated that they will continue to use that they 

are being taught after they leave the HPC program. Overall, the program had a positive 

future impact on students experiences as less than 6% somewhat disagreed or more 

with each of the aforementioned statements. (Fig, 15c)
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a)         b) 

 

 

c)
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Figure 15: Volunteer perceptions of HPC volunteer 
program based on Experiential Learning Survey 
questions related to the a) volunteer experience b) 
learning experience and c) impact on future experiences 
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5.3.4.2 Evaluation of Student Engagement 

To investigate student engagement indicators within their academics and HPC, 

14 questions from the NSSE survey were included on the winter questionnaire. Thirty-

six volunteers (80% response rate) and 15 non-volunteers (45% response rate) 

completed the survey, where they were asked to rate these statements on a four-point 

Likert scale from very often to never. Responses can be grouped into themes related to 

three engagement indicators and ten questions are highlighted below (Table 4). 

Engagement in Reflective & Integrative Learning. 

 Significantly more HPC volunteers agreed that they had tried to better 

understand someone else’s view on a topic or issue and examined the strengths and 

weaknesses of their own views on a topic or issue, compared to non-volunteers (81% 

vs. 40%, p<0.01 and 69% vs. 47%, p=0.04). There was no statistically significant 

difference in the proportion of volunteers and non-volunteers who agreed that they had 

connected learning to previous experience or knowledge (92% vs. 100%, respectively). 

In addition, no difference was identified between volunteers and non-volunteers who 

had combined ideas from different courses to form a concept or schema and (69% vs. 

80% respectively). Furthermore, the difference in agreement regarding having learned 

something that changed the way they understood a concept or issue was not different 

for volunteer (77%) and non-volunteers (67%). 
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Engagement in Effective Teaching Practices 

 There was no statistically significant difference in the proportion of volunteers 

who agreed that they had been provided with clearly explained goals and requirements 

and feedback on progress in their university experience (75%, n=27 and 64%, n=23, 

respectively) compared to non-volunteers (53%, n=8 for both statements). 

Engagement in Higher-Order Learning 

  Of HPC volunteers, 77% agreed that they applied facts, theories, or methods to 

practical problems or new situations, which was a statistically significant greater than 

non-volunteer agreement with the same statement (47%) (p=0.02). There was no 

statistical difference between volunteers and non-volunteers in analyzing an idea, 

experience, or line of reasoning in depth by examining its parts (77% vs 60%, 

respectively) and forming a new idea or understanding form various pieces of 

information (69% vs 60%, respectively). 
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Table 3: Student perceptions of HPC volunteer program based on NSSE Survey. 

 
 Very Often/Often Sometimes Very Little/Never 

  Volunteers Non-

Volunteers 

Volunteers Non-

Volunteers 

Volunteers Non-

Volunteers 

Reflective 
& 
Integrative 
Learning 

       

 Combined ideas from 

different courses to form a 

concept or schema. 

 

69% 80% 25% 20% 6% 0% 

 Examined the strengths and 

weaknesses of your own 

views on a topic or issue. 

 

69%* 47% 25% 33% 6% 20% 

 Tried to better understand 

someone else’s views on a 

topic or issue. 

 

81%* 40% 19% 53% 0% 7% 

 Learned something that 

changed the way you 

understand an issue or 

concept. 

 

78% 67% 19% 27% 3% 7% 

 Connected current learning 

to previous experiences and 

knowledge. 

 

 

92% 100% 8% 0% 0% 0% 



 

82 

 

 
 Very Often/Often Sometimes Very Little/Never 

        

  Volunteers Non-

Volunteers 

Volunteers Non-

Volunteers 

Volunteers Non-

Volunteers 

 .       

Higher-
Order 
Learning 

       

 Applying facts, theories, or 

methods to practical 

problems or new situations. 

78%* 47% 14% 40% 8% 13% 

 Analyzing an idea, 

experience, or line of 

reasoning in depth by 

examining its parts. 

78% 60% 14% 27% 8% 13% 

 Forming a new idea or 

understanding from various 

pieces of information. 

71% 60% 23% 27% 6% 13% 

        

Effective 
Teaching 
Practices 

       

 Provided feedback on 

progress 

64% 53% 28% 20% 8% 27% 

 Clearly explained goals and 

requirements 

75% 53% 19% 33% 6% 13% 
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5.3.4.3 Evaluation of Student Employability Indicators 

To evaluate student personal and professional development four scales from the 

GSSLW were included on the fall and winter questionnaires distributed to volunteer and 

non-volunteer students. Specifically, students rated 35 statements based on their post-

secondary learning on a five-point Likert scale. 29 HPC volunteers (64% response rate) 

and 10 non-volunteer students (30% response rate) completed both the fall and winter 

GSSLW survey. Results below are matched to investigate differences between the start 

of the academic year to the end of the academic year. There was no significant 

difference at baseline for any of the following outcome indicators between volunteers 

and non-volunteers. 

Critical Reflection and Self-Efficacy  

 The following results are based on a Likert scale where 1 is strongly disagree 

and 5 is strongly agree. (Fig.16)  

From the beginning to the end of the academic year, non-volunteers reported a 

decreased agreement with several statements. Specifically, whether their post-

secondary education had changed the way they used to do things (4.4±0.5 vs. 4.0±0.7, 

p=0.05), their confidence in their ability to communicate in an effective manner (4.6±0.5 

vs. 4.1±0.3, p=0.03), and ability to perform well during challenges (4.4±1.0 vs. 3.8±1.1, 

p=0.03).   
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 However, there was no statistically significant difference between the beginning 

and end of the academic year scores for HPC volunteers for statements regarding 

personal and professional development. Average scores remained the same for 

whether post-secondary education had changed the way they used to do things 

(4.4±0.6, 4.3±0.9, respectively), their confidence in their ability to communicate in an 

effective manner (4.3±0.8, 4.3±0.8 respectively), and ability to perform well during 

challenges (4.0±0.9, 4.1±0.8, respectively). 

Employability Skills and Personal Growth and Development  

The following results are based on a Likert scale where 1 is poor and 5 is excellent. 

(Fig.17). 

There was no statistically significant difference between volunteers and non-

volunteers at the beginning or at the end of the academic year for any employability skill 

reported. However, when considering changes over time within a group, several 

significant results emerged.  

 Volunteers report a statistically significant improvement in communication and 

presentation skills from the beginning to the end of the year skills (2.5±1.1 vs. 4.1±0.7, 

p<0.01). Surprisingly, volunteer also report a statistically significant decrease in 

numeracy and data skills over the same time period (3.4±0.7vs. 2.9±1.0, p=0.02). There 

was no change in volunteer scores for ability to adapt (3.8±1, 3.9±0.9, respectively), 

critical thinking and self-reflection (3.8±0.8, 4.0±0.6, respectively), thinking and problem-
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solving skills (3.7±0.8, 3.8±1.0, respectively), becoming a lifelong learner (4.0±0.8, 

4.2±0.8, respectively), and ability to work with others (4.1±0.7, 4.3±0.8, respectively). 

 In contrast, non-volunteers report a statistically significant improvement in their 

ability to work with others from the beginning to end of the year (4.1±0.9 vs. 4.5±,0.7, 

p=0.05). There was no change in non-volunteer’s scores for numeracy and data skills 

(3.6±0.7, 3.6±0.8, respectively), critical thinking and self-reflection (3.7±0.5, 4.0±0.5, 

respectively), becoming a life-long learner (4.0±0.5, 4.1±0.7, respectively), thinking and 

problem solving (3.9±0.7, 3.9±0.9), communication and presentation skills (3.8±0.8, 

3.7±0.9) or ability to adapt (4,1±0.7, 4.0±0.8). 
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Figure 16:  Comparison of pre- and post- scores for HPC and non-HPC volunteer students from HEQCO Graduating Student Survey 
related to critical reflection and self-efficacy.*p<0.05   
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Figure 17: Comparison of pre- and post- scores for HPC and non-HPC volunteer students from HEQCO Graduating Student Survey 
related to employability skills and personal growth and development. *p<0.05
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5.3.4.4 Summary of Questionnaire Data 

Overall, volunteers agreed that the HPC volunteer program was a valuable learning 

experience that was applicable to their future goals. Furthermore, the HPC program 

improved volunteer communication skills and had a protective effect on critical reflection 

indicators compared to non-volunteers. In addition, volunteers report greater 

engagement in applying theory learned in class to realistic scenarios than non-

volunteers. However, there was no statistically significant difference between volunteers 

and non-volunteers on many of engagement and personal and professional 

development indicators. 
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Chapter 6: Discussion 
 The objective of this thesis was to explore whether a co-curricular volunteer 

program could act as a work-integrated learning (WIL) experience, despite being 

outside of a formal academic program. The existing HPC volunteer program was 

updated to include critical elements of an experiential learning (EL) cycle, and then 

reviewed in order to develop program specific learning outcomes (LO).  

 As hypothesized, the newly created HPC volunteer program LOs aligned well 

with established co-curricular, program level, and university wide LO. This was 

expected as the program offered students personal and professional development 

opportunities in a field related to their academic program, despite the previous lack of 

formalization regarding program LOs and EL cycle. Furthermore, volunteer achievement 

of said LOs was greater for LOs tied to the basic involvement within the program, 

suggesting that volunteers are not fully engaging within the HPC volunteer program.  

Finally, HPC volunteers reported increased communication and presentation skills from 

the beginning to end of the academic year and greater opportunities to apply facts, 

theories or methods learned in class to practical problems compared to non-volunteers. 

However, other skills of interest, such as connecting previous learning to current 

learning or combining ideas from different courses to form a concept were not different 

between HPC and non-HPC volunteers. Overall, volunteers perceived the HPC 

volunteer program to be a positive experience that will contribute to future learning and 

opportunities. 
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6.1 Co-Curricular Experiential Learning Program  

6.1.1 Key Considerations with Experiential Learning Cycle Activities 

 As HPC volunteers and practitioners likely have minimal formal training on 

providing feedback, written instructions were provided on how to complete the feedback 

forms and examples of how each level of the program LOs can be met through 

involvement in the HPC volunteer program. Specifically, feedback forms were structured 

to guide practitioners and volunteers through feedback that aligned directly to the 

program LOs. An open-ended question was included only on the practitioner feedback 

forms, where practitioners could recommend next steps for the volunteer based on their 

assessment. Previous research has found that when feedback is not guided 40% of 

comments are descriptive in nature (i.e., “good job!) (Hoon, Oliver, Szpakowska, & 

Newton, 2015). However, descriptive feedback drops to less than 10% when prompts 

are provided regarding what students should consider moving forward. Therefore, to 

encourage constructive feedback and minimize descriptive feedback practitioners were 

asked to indicate specific goals volunteers should work on moving forward in the next 

semester. 

 In addition, feedback forms were provided to practitioners earlier on in the winter 

semester compared to the fall semester to allow on-going completion of the feedback 

form and increase the time available to complete. This was implemented as previous 

research by Dawson et al. found that assessments of veterinary students at a Canadian 

university improved when faculty assessors received assessment guidelines and had 

minimal time between clinical rotations and completing student assessments (Dawson, 

Miller, Goddard, & Miller, 2013). 
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Reflections and goal-setting were included for the purpose of students engaging 

in the EL cycle and not for the data collection within this thesis, and therefore the 

content of these activities were not examined. However, these activities provide an 

opportunity for future research to examine what students want out of the program, why 

students feel they met the program LOs, and the benefits and challenges students 

experience as a result of the program. Based on our findings, it is hypothesized that 

students are primarily interested in the shadowing portion of the program, looking to 

explore the specific career while developing skills within communication and application 

of knowledge. Additionally, despite the overall positive experience students indicated 

here, it is hypothesized that the primary challenges students face within the program are 

finding supplemental activities that align with their goals and schedules, as well as their 

personal time management skills.  

6.1.2 Development of Co-Curricular Experiential Learning Outcomes 

It was hypothesized that the LOs created based on the HPC volunteer program 

would align with most of the pre-existing academic and student affairs learning 

outcomes. All five of the HPC volunteer program LOs aligned with existing LO at the 

university, college and extracurricular level at the U of G. However, only Communication 

mapped directly onto the other communication LOs. The remaining program LOs either 

were comprised of multiple LOs from the institutional LOs or a combination of program 

LOs were required to meet an institutional LO. This is unsurprising as the college and 

extracurricular LOs had more than five defined LOs, whereas the HPC volunteer 

program identified five major LOs within the program. 
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Our findings supported our hypothesis that most but not all institutional LOs 

would be met by the HPC volunteer program LOs. Alignment across institutional LOs 

was similar, as all HPC program LOs aligned to an existing institutional LOs. However, 

not all institutional LOs aligned with HPC program LOs, as HPC does not explicitly 

provide learning opportunities related to global understanding and civic engagement. 

Specifically, civic engagement and global understanding are not outcomes explicitly 

addressed in the HPC volunteer program based on current opportunities within the 

program. However, that does not indicate that students will not engage in these 

experiences throughout their experience in the HPC volunteer program. As volunteers 

interact with practitioners and the public from various backgrounds, they may reflect on 

diversity and inclusion non-formally throughout their experience or formally during their 

end of semester reflection.  

As the HPC volunteer program aims to provide students with WIL experience 

related to their academic program, alignment with academic based LOs (university and 

college level) is considered to be more important than alignment with the extracurricular 

LOs. In comparison, the previous offering of the program was better suited to align with 

the extracurricular based LOs, as the program was an extracurricular opportunity for 

students. Specifically, the aim of the volunteer program is to provide volunteers with the 

opportunity to apply what they are learning in class in a realistic setting, while also 

developing personal and professional skills. Therefore, since it compliments in-class 

learning it is imperative that the program aligns with academic based LO and enhance 

student curriculum learning (Lam & Tsui, 2016). In contrast, extracurricular LOs 

supplement students’ personal and professional growth but may not directly relate to 
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students’ academic program. Furthermore, the program is overseen by a faculty 

member and GSAs within the same academic department as students rather than being 

offered through a student affairs department or employer external to the university. 

Basic and advanced levels for each of the LOs were created to guide students 

through their development, and to assess their degree of involvement and learning 

within the program. It was anticipated that students would meet the basic level prior to 

mastering the advanced level. However, volunteers perceived a greater achievement of 

the advanced level Professional Development LO than the basic level suggesting that 

students were confident in their ability to reflect and articulate their learning and skills 

from this experience despite engaging in less than three activities within the program. In 

the LO development stage, it was considered that students who minimally engaged in 

the program would have limited learning experiences to speak to and therefore would 

be unable to reflect and articulate the learning that took place. Yet, volunteers felt that 

they had enough experiences and skill development to meet this LO despite only 

engaging in the minimum requirements of the program. This may be due to the 

examples provided, which suggest that the LO can be met through completion of 

reflections and goal settings. However, it is quality of those submissions and not just 

their completion that indicate students have engaged in critical reflection and articulation 

of learning. The Professional Development LO should be revisited to expand on the 

advanced level to include how engagement in experiences addresses each of the 

program level LOs and their relevance to future experiences. Therefore, students will 

have to engage in various activities to meet the program LOs to articulate their overall 

relevance. Specifically, a study by Jorre de St Jorre & Oliver (2018) facilitated focus 
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groups with undergraduate students across disciplines and found that the most reliable 

evidence of students having the ability to articulating their learning was to have them 

actually engage in it. 

Volunteers and practitioners indicated on feedback forms that some LOs were 

partially met. Following feedback from the fall semester, an additional option for partially 

met was included on the practitioner feedback forms. Research on US university 

students enrolled in online courses across a variety of disciplines found that when 

students do not meet expected learning outcomes their motivation and satisfaction 

decreases (Bishop, 2006). For consistency and volunteer motivation, it may be 

worthwhile to include a partially met option on volunteer self-feedback forms as well. 

6.1.3 Volunteer Program Participation 

 Overall, volunteer participation in supplemental activities was lower than 

expected compared to the volunteer program suggestions. Supplementary activity hour 

engagement for volunteers ranged from 0 to 34.5 over the course of the academic year, 

with only 53% of volunteers participating in supplemental activities. Volunteers are 

expected to engage in 10 hours of supplemental activities per semester with additional 

hours expected of nutrition volunteers due to the absence of shadowing hours within 

their volunteer department. Notably, nutrition volunteers on average participated in 

approximately 22 hours of supplemental activities over the course of the academic year, 

which comprise their whole HPC volunteer program experience. Therefore, they are 

contributing fewer hours to the program than volunteers who are only participating in 

shadowing opportunities within the physiotherapy and chiropractic departments (50 
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hours in two semesters). Certain nutrition activities should be designated as mandatory, 

similar to shadowing hours for physiotherapy and chiropractic volunteers, in which case 

nutrition volunteers must participate to be involved with the program to set similar 

expectations of involvement across volunteer departments. Previous research has 

found that students on average are participating in 5 hours of extra-curricular activities 

per week, whereas our students are expected to participate in 2 hours of shadowing per 

week plus 10 hours of supplemental activities over a 12-week semester. However, 

research on senior year science undergraduates found that students on average are 

engaged in three different extracurriculars (May & Casazza, 2012). Therefore, although 

our volunteers are participating in less than the average number of hours per week 

within the volunteer program our findings do not account for other extracurriculars they 

may be involved in.  

Supplemental activity hours are submitted on Courselink to track participation in 

supplemental activities and their hours of involvement. Furthermore, the form includes 

reflective questions and a LO assessment regarding the specific supplemental activity. 

The purpose of these questions was to engage students in the EL cycle and for internal 

program evaluation. However, students often completed the supplemental activity forms 

at the end of the semester rather than as they participated in them throughout the 

semester. Therefore, students are answering questions also included in the reflections 

and self-feedback forms. In future years, supplemental activity submissions should be 

considered an integral part of supplemental activities and completed at their completion. 

The reason to implement a tighter due date is two-fold, firstly to ensure students are 

reflecting and completing the EL for each of the specific experiences they complete. 
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Secondly, this spreads out reflection and self-assessment over the course of the 

semester rather than completing multiple assessments within one time period and 

forgetting what they have done previously in the semester. This is suggestion is 

supported by previous research where motivation in applying theory to practice during 

clinical placement increased when students were engaged in discussions with critical 

reflection in Australian nursing students (Walker, Cooke, Henderson, & Creedy, 2013). 

               It is known that not all volunteers submitted supplemental activity submissions 

for activities they participated in. This is surprising, since details of volunteer 

participation, including hours of involvement, will not be recorded unless documented 

first by the students. Therefore, volunteers are not recognized for their involvement until 

supplemental activity forms are completed. GSAs oversee volunteer supplemental 

activity opportunities, including recruitment, as well as send out general reminders to all 

volunteers about supplemental activity submissions. Burke et al. (2013) found that 

completion of course elements improved when first year mathematics undergraduate 

student were monitored and followed up with. Therefore, it is recommended that GSAs 

contact individual volunteers who have not completed supplemental activity forms, as 

they may not be aware that they have not submitted a form for a specific activity. It is 

possible that volunteers feel it is not worthwhile to submit their supplemental activity 

hours. However, volunteers often require references when they apply for professional 

programs that include the total number of hours they were involved within the program. 

It is worthwhile to remind students if they are unaware of these procedures as they may 

be unfamiliar with these application procedures and that their total hours would not 

reflect non-submitted supplemental activity hours. 
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 It is noteworthy that supplemental activity hours are self-reported by volunteers 

and therefore may not accurately reflect the true number of participation hours. 

Specifically, volunteers either participate in activities on a set time and date (nutrition 

seminar, high school seminars, etc.) or complete activities individually outside of the 

volunteer program (newsletters, presentation creation, etc.). Casey et al. found that 

during their clerkship, medical students overestimated their clinical hours (Casey, 

Senapati, White, Gruppen, & Hammoud, 2005). Therefore, volunteers may have a 

skewed perception of the number of hours contributed to supplemental activities hours. 

Taking this into account, volunteer involvement may be more dismal than what is being 

reported, where the average supplemental activity hours are already half of what is 

expected of volunteers.  

6.2 Learning Outcome Achievement through Volunteer Self-Selected 
Participation  

Our hypothesis was that volunteers who fully engaged within the program would 

meet the HPC program LOs. Those who only completed the minimum mandatory 

requirements of the volunteer program would not be able to meet all of the program 

LOs. 

6.2.1 Perceived Learning Outcome Achievement 

Overall, volunteers and practitioners agreed that most volunteers successfully 

met the stated basic level of the Communication and Application of Knowledge LOs in 

both semesters, as well as reaching the advanced levels by the winter semester. This 

suggests that through their experience in the HPC volunteer program, students had 

ample opportunity to communicate with others, adapt their message to meet the needs 
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of their audience, and answer questions that are directly related to or build upon their 

previous learning experiences. Furthermore, basic Collaboration and advanced 

Professional Development had a high degree of perceived achievement from volunteers 

and practitioners. These responses indicate that volunteers are accountable in their 

volunteer roles and engaging in professional development tasks such as goal setting, 

feedback, and reflections, respectively. It is hypothesized that the LOs with high 

attainment levels are LOs that students are able to achieve through minimum 

requirements of the program. All volunteers complete goal setting during orientation and 

welcome back nights at the beginning of the semester. Volunteers are individually 

reminded via email to complete self-feedback and reflections at the end of each 

semester. Furthermore, students engage in self-feedback and reflections when 

engaging in supplemental activity submissions that are required to be completed to 

track and verify supplemental activity hours within the program. Through these required 

experiences volunteers are able to address the advanced Professional Development 

LO. Chiropractic and physiotherapy volunteers are required to engage in two hours of in 

clinic shadowing each week. During their shadowing hours volunteers engage in the 

Communication and Application of Knowledge LOs by speaking with patients and 

answering questions posed by practitioners related to the scenario they are presented 

with. Furthermore, volunteers address the basic Collaboration LO through being 

accountable for attending and actively engaging in their shadowing shift. As nutrition 

volunteers are unable to participate in shadowing opportunities, seminars and journal 

clubs are been embedded into the program to provide them with the opportunity to 

engage in previously mentioned LOs. 
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The HPC volunteer program LOs were created based on students’ full 

engagement within the program. Therefore, it is not surprising that LOs such as 

Investigation & Synthesis, basic Professional Development, and advanced 

Collaboration are not met to the same high degree as the other LOs. These LOs in 

particular require volunteers to seek out supplemental activities to address the LO 

definitions, as they are not met solely by the basic requirements of the HPC volunteer 

program. Yet, despite being strongly encouraged, and being imperative to the 

achievement of the volunteer program LOs, only 53% of volunteers (n=24) engaged in 

supplemental activities during the academic year. Interestingly, previous research found 

that students often find that LO definitions to be generic, struggling to contextualize how 

to meet program LO and how they relate to their overall development (Jorre de St Jorre 

& Oliver, 2018). Therefore, explicitly aligning volunteer goals to the HPC volunteer 

program LOs will increase their motivations to participate within all aspects of the 

volunteer program. In addition, when presenting supplemental activity opportunities to 

volunteers, the program LOs they address should be included in all communications. As 

previous studies have shown that student engagement in professional development 

programs increased as student goals are aligned with the program outcomes (Clements 

& Kamau, 2017; Reddan & Rauchle, 2017). 

6.2.2. Comparison of Volunteer and Practitioner Perceived Learning Outcome 
Achievement 

Overall, practitioners and volunteers had a high level of agreement on volunteer 

LO achievement on over half of the program LOs. Upon disagreement of learning 

outcome achievement, practitioners tended to rate volunteers higher for Professional 
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Development and Collaboration, while volunteers rated themselves higher on 

Investigation and Synthesis. Previous research has found mixed results regarding the 

correlation between student self-assessments and practitioner assessments. Similar to 

our findings, medical students who completed assessment forms as part of their 

clerkships had a high level of agreement with their preceptor assessments (Herbert, 

McGaghie, Droegemueller, Riddle, & Maxwell, 1990; Torres & Cochran, 2016). 

However, a study by Hochberg et al. (2017) found that medical student and preceptors 

agreed on less than 40% of assessments, with students having lower self-perceived 

scores than scores by their practitioner. This is in line with the other studies that also 

found that medical students rated themselves lower than faculty on clerkship 

competencies such as communication and professionalism (Huang & Grigoryan, 2017; 

Torres & Cochran, 2016). Specifically, research has found that the accuracy of survey 

self-assessment ratings (Likert scale) improve as medical students progress through 

their degree and engage in more self-assessments (Huang & Grigoryan, 2017). The 

medical students also received assessments from their practitioners following their self-

assessments, similar to how assessments were distributed to students in the HPC 

volunteer program. 

In our study, practitioners and volunteers had a greater level of agreement in the 

fall semester than the winter semester. In examining LOs between the fall and winter 

semesters, practitioner perceived LO achievement decreased for all ten of the LOs 

assessed for nutrition volunteers. Whereas, perceived LO attainment, as rated by 

practitioners, decreased for only one and two and the LOs for chiropractic and 

physiotherapy volunteers, respectively. It is possible that this discrepancy may be a 



 

101 

 

result of students being directed to assess their LO achievement over the course of the 

entire academic year, whereas practitioners assess volunteer LO achievement on a 

semester basis due to mentor partnerships changing each semester. However, if the 

differences seen were a result of time frame of assessment we would expect to see 

more comparable trends across all volunteer departments. It is hypothesized that the 

decrease in LO achievement of nutrition volunteers following the winter semester is due 

to a decrease in the number of nutrition students engaging in the program in the winter 

semester. Specifically, nutrition volunteer engagement in supplemental activities 

decreased by 38% from the fall to winter semester, despite more supplemental activities 

being offered in the winter semester. Similarly, Darby et al. found that as academic 

demands increase over the course of the semester the undergraduate motivation to 

engage in service learning experiences decreases (Darby, Longmire-Avital, Chenault, & 

Haglund, 2013). Therefore, the timing of the supplemental activities may be influencing 

volunteer engagement. However, a number of the supplemental activities (e.g. College 

Royal and Interaction Conference) are events external to the HPC with pre-set dates. 

6.3 Volunteer Outcomes of Engaging in Co-Curricular Experiential 
Learning Program 

It was hypothesized that students who participated in the HPC volunteer program 

would have greater employability and student engagement outcomes than students who 

engaged solely in an academic based curriculum. 

6.3.1 Volunteer Perceptions of Co-Curricular Experiential Learning Program 

The volunteers’ experience within the HPC program was generally considered 

positive based on responses from the EL Survey. Over 80% of volunteers indicated that 
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they agreed that the program was of value, relevant to future experiences, and engaged 

them in real world problems with the non-student community.  

Positive volunteer experiences within co-curricular programs has been echoed in 

research by Herdlein and Zurner (2015). They conducted a separate survey and focus 

groups with undergraduate and graduate students across disciplines to determine 

student perceptions of learning outside of the classroom. Survey responses indicated 

that 70% of students considered co-curricular learning to be a central component in 

student learning at university. However, the study did not determine whether those 

students who were neutral or disagreed with that statement had participated in co-

curricular learning. While focus groups from the study indicated that students who were 

involved in extra-curricular activities had greater satisfaction in their university 

experience than those who were not involved. 

Only 53% of students agreed that the HPC volunteer program required them to 

really think about the information they were engaging in. This is consistent with our 

findings that less than 50% of volunteers report having met the advanced Investigation 

& Synthesis LO within the program, which requires students to think critically and form 

concepts from various sources and/or views. In contrast, previous research has found 

that participating in EL engages learners in critical thinking and develops related skills 

(Coker, 2010; Heinrich, Habron, Johnson, & Goralnik, 2015). The programs assessed 

were similar to offerings in the HPC program, as students were engaged in field 

placements, pre-and post-reflection exercises, and article reviews. However, these EL 

opportunities were integrated in undergraduate and graduate courses across 
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disciplines, where students received in-class instruction from a faculty member. It would 

be of interest to include seminar-based activities into the HPC volunteer program to 

simulate class-based learning where students can integrate their academic knowledge 

to their HPC experience through guidance from a faculty member or GSA. 

6.3.2 Student Engagement in Post-Secondary Education 

Student engagement indicators were assessed using NSSE survey items to 

determine volunteer and non-volunteer level of engagement with certain learning 

experiences over the course of the academic year. Previous research on internship 

experiences in health science students in professional based programs found via self-

evaluation questionnaires and preceptor assessments that those who engage in EL are 

exposed to learning experiences that are key to the EL cycle, such as applying theory in 

realistic scenarios and reflecting on theirs experience (Gilbert, Banks, Houser, Rhodes, 

& Lees, 2014; Zigmont et al., 2015). Similarly, HPC volunteers indicated a statistically 

significant greater level of engagement in reflective learning, such as examining one’s 

views, or applying facts, theories or methods to practical problems than non-volunteers. 

This key finding supports that the updated HPC volunteer program can serve as an EL 

opportunity as students are actively engaging in tasks, such as shadowing hours and 

reflections, that meet the tenants of EL. 

There was no difference between volunteers and non-volunteer in their 

experiences connecting current learning to previous experiences and knowledge, as 

well as combining ideas from different courses to form a concept or schema. This result 

is not surprising since, by design, the volunteers and non-volunteers are engaged in 
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similar academic programs at the U of G. Specifically, health science academic 

programs at the U of G (e.g. human kinetics, bio-medical science) integrate foundational 

learning from previous years and complementary courses within the same semester. In 

addition, the students included in the survey, volunteers and non-volunteers, 

demonstrated interest in the HPC volunteer program. Therefore, the students surveyed 

are keen to gain experience and apply their learning outside of the classroom. It would 

be of interest to examine the results of students in the same academic program who do 

not seek out extra-curricular or EL learning opportunities in comparison to HPC 

volunteers, as previous research has shown that students involved in CCEs have 

greater emotional intelligence and a more positive experience in their PSE than 

students who are not involved outside of their academics (Elliott, 2009). 

6.3.3. Student Employability Indicators 

 Paired responses from the beginning of the fall semester to the end of the winter 

semester yielded intriguing results for HPC volunteers and non-HPC volunteer students. 

Interestingly, HPC volunteers either maintain or improve their skills over the course of 

the academic year, while non-volunteers became weaker in key areas over time. 

 The HPC volunteer program had a seemingly protective effect on volunteer 

critical reflection and self-efficacy skills. It is possible non-volunteers over-reported in 

the fall semester and their decline was result of the Dunning-Kruger effect. As 

previously seen in statistics students, whereas student mastery of statistics increased  

their perception of their learning and performance decreased (Hartwig & Dunlosky, 

2017). The HPC program provided opportunities for volunteers to engage in these skills 
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and therefore, volunteers were able to build on these skills negating a potential loss in 

perceived skill. HPC volunteers reported improved communication and presentation 

skills from the start to the end of the academic year while non-volunteers experienced 

no change. Perception of communication and presentation skills in HPC volunteers 

increased from between average and good to greater than good, based on Likert scale 

responses over the course of the academic year. As most of the learning opportunities 

within the HPC volunteer program engage students in oral or written communication, 

such as practitioner shadowing, newsletters, and seminars, volunteers have numerous 

hours developing said communication skills within the program. Furthermore, this 

supports our LO achievement findings, as volunteers and practitioners indicated that 

volunteers had a high achievement level for the Communication LO at the basic and 

advanced level within the program. 

Interestingly, perceived ability to work with others increased from the start of the 

fall to the end of the winter semester for non-HPC volunteers, but not for HPC. This 

result may be an additional example of the Dunning-Kruger effect, as HPC volunteer 

students are exposed to learning environments where they are required to communicate 

and collaborate with non-students from diverse backgrounds and education levels. 

Volunteers who have been exposed to working with others outside of school may have 

realized their ability to work with others from a variety of backgrounds is not as strong 

as they had perceived at baseline. Whereas, non-volunteers are working with other 

students on their academics and have not been exposed to various setting where they 

have to apply their teamwork skills. 
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Perceptions of other skills of interest such as ability to adapt, critical thinking and 

self-reflection, thinking and problem solving, and becoming a lifelong learner were not 

significantly different between the beginning and the end of the academic year. Folsom 

& Reardon (2003) performed a meta-analysis on career development within education 

and found that, although 88% of studies indicated positive outcomes, 12% of studies did 

not find any changes in professional development outcomes between comparison 

groups. However, the minimal increase in employability skill and personal growth and 

development seen in the current study may be a result of students’ high level of 

perceived skill possession at baseline. Specifically, volunteers and non-volunteers 

indicated they were above average on these skills prior to the fall semester. Therefore, 

improvements in self-perceived skill possession can only increase from good to 

excellent over the course of the academic year. As previously noted, volunteers and 

non-volunteers are students motivated to participate in a co-curricular EL opportunity 

such as this program, and therefore may differ from the general student body. Notably, 

previous research by Elliot (2009) found that students who were involved on campus 

has a statistically significant higher GPA than students who were unengaged beyond 

their academics. 

6.4 HPC Volunteer Program Challenges 

Volunteer Motivation 

One of the novel aspects of this thesis was that this EL opportunity was co-

curricular. By its very nature, challenges arose related to engagement within the 
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volunteer program. HPC volunteers receive no academic credit or monetary incentive 

for participating in the program. Rather, their engagement within the HPC volunteer 

program is based on internal motivation to gain relevant experience in their academic 

discipline and professional development. Michalec et al. (2017) investigated a program 

where undergraduate health science students are mentored by a community member 

suffering from a chronic condition as part of their degree and through interviews found 

that time constraints and lack of accountability can be barriers to student engagement 

within the program. Students within said study expressed that the pass/fail nature of the 

course encouraged apathic attitudes towards the program, as they could receive a pass 

with a minimum level of engagement. Consistent with this concept, an Australian study 

found that student motivation and LO achievement significantly improved in exercise 

science students who were involved in a WIL program that was graded compared to 

pass/fail (Reddan & Rachle, 2012). However, extrinsic motivators are not sustainable 

within the current program. Therefore, the program should continue to embed intrinsic 

motivators such as aligning program activities to student goals and explicitly stating how 

the activities meet the program LOs during activity sign-ups. Smith et al. (2010) 

investigated volunteer habits and motivations in undergraduate students from five 

countries (US, Australia, Canada, New Zealand, and United Kingdom) and found that 

students with extrinsic motivators, such as professional development, had decreased 

volunteer engagement in frequency and hours than students with intrinsic motivators 

such as self-satisfaction and the opportunity to learn. Furthermore, our findings are 

unsurprising as academic courses also struggle with engagement despite their inclusion 

of external motivators such as grades (Kim, Park, Huynh, & Schuermann, 2015). To 
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maintain volunteer accountability, the program currently will not extend an offer to return 

to the program in the following academic year if volunteers do not meet shadowing hour 

expectations. However, this scenario rarely occurs as, if this issue arises over the 

course of the program, it is addressed and corrected via intervention by a GSA. Despite 

being strongly encouraged, supplemental activity engagement remains relatively low 

with no consequences. It has been a challenge to implement consequences for 

volunteers who do not meet the engagement expectations for supplemental activities, 

due to their self-selection participation and the volunteer nature of the program. It is 

recommended that supplemental activities be rebranded into professional development 

activities to deter volunteer perceptions that they are elective. Furthermore, volunteer 

expectations and consequences for lack of involvement should be formally documented 

and shared with the volunteers at the beginning of the academic year to demonstrate 

program expectations. 

Practitioner and GSA Engagement 

The HPC volunteer program also faces challenges regarding practitioner and 

GSA engagement. The current program employs two GSAs each for five hours per 

week. However, the time commitment of GSAs is often much higher at critical points in 

the semester in order to provide support to volunteers, manage the administrative 

aspects of the program, liaise with practitioners, and facilitate supplemental learning 

opportunities for volunteers, resulting in extra hours being ‘banked’ to the summer 

semester when there are fewer tasks. Since these facilitation roles are filled by graduate 

students and not a permanent employee, there is the potential for high turnover rates as 
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graduate students complete their academic programs. This is a challenge as it is time-

intensive to orientate new GSAs to the program and have them build relationships with 

volunteers and practitioners. A minimum duration of involvement should be required of 

GSAs to reduce turnover, however this is an additional challenge as the GSA union 

stipulates that GSA positions must be distributed equally amongst graduate students. In 

addition, the interest level and relevant experience of graduate students in the role may 

vary. Therefore, it would be beneficial to ensure that there is at least a one semester 

overlap between an existing GSA and an incoming GSA. This would provide a smoother 

and safer transitionary period for the incoming GSA, as guidance would be provided by 

the returning GSA with previous experience and knowledge of the program. The 

program could also benefit from two full GSAs (10 hours/week) compared to the two 

halves currently available so that volunteers could be provided with more support and 

program learning opportunities, as this is currently limited based on GSA availability. 

Volunteers’ experiences within the HPC volunteer program may be impacted by 

the practitioner(s) they are paired with, as the level of interaction during shadowing 

hours, completion of volunteer feedback, and willingness to contribute to supplemental 

activities for volunteers varies between practitioners and departments. HPC 

practitioners receive no financial compensation for their role within the program but are 

expected to facilitate volunteer shadowing experiences as a result of their role at the 

HPC clinic. Although volunteers shadow a practitioner one on one, the nine 

physiotherapists often oversee two to five volunteers and the three chiropractors 

oversee one to two volunteers per semester depending on scheduling and availability. 

In contrast, there is only one dietitian in the program who works with the all eight 
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nutrition volunteers over the course of the academic year. Volunteers are paired with a 

different practitioner each semester to expand on their knowledge and experiences 

based on the practitioners’ specific expertise, as well as to mitigate differences in the 

volunteer experience within the program. However, the number of volunteers a 

practitioner oversees does not seem to impact the quality of engagement from a 

practitioner, as practitioners with a greater number of volunteers engage students 

during their shadowing hours and provide volunteer feedback. Anecdotally, 

practitioners’ passion for the HPC volunteer program and volunteer learning impacts 

practitioner level of engagement. Notably, Henderson (2010) compared feedback from 

nursing student clinical rotations and found that preceptors who had received education 

development training provided more positive learning environments than those who did 

not. Therefore, it would be of interest to provide practitioners with semester reports 

summarizing volunteer learning to demonstrate their impact on volunteer learning within 

the program.  

Practitioners have expressed their discomfort in giving students negative 

feedback. To combat this, feedback forms were amended in the winter semester so that 

practitioners could indicate whether students were on their way to achieving a program 

LO rather than the all-or-nothing based assessment form from the fall semester. In 

addition, the practitioner feedback form included a section for next steps to encourage 

practitioners to view the feedback forms as an opportunity to guide students in their 

development and goals within the program. As volunteers are expected to share their 

goals with their practitioners it may be beneficial for volunteers to share how this 
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feedback has influenced their goals to demonstrate the importance of practitioner 

feedback for volunteer development. 

The learning opportunities available within each of the volunteer departments at 

HPC varies. As previously noted, unlike physiotherapy and chiropractic volunteers, 

nutrition volunteers are unable to engage in shadowing opportunities with dietitians. 

Department specific nutrition opportunities are unpredictable in timing and content as 

they are dependent on the dietitians’ current client portfolio. As a result, timing 

constraints are a greater challenge for nutrition students as they are unable to schedule 

their involvement with HPC like physiotherapy and chiropractic volunteers. Furthermore, 

it can be challenging for volunteers to meet their goals if activities don’t arise or align 

with their schedules that would allow them to meet said goals. In an effort to mitigate the 

variance in the nutrition volunteer program, GSAs offered a nutrition specific journal club 

in the fall semester for volunteers to participate in. However, due to the time constraints 

of the GSAs it is difficult for them to create enough opportunities to provide varied and 

consistent nutrition supplemental activities. As a recommendation based on the result of 

this thesis, the nutrition specific volunteer role should be suspended due to a lack of 

consistent opportunities for volunteers. In the interim, nutrition supplemental activities 

can be offered to physiotherapy and chiropractic volunteers allowing them to engage in 

multidisciplinary learning across HPC departments. 
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6.5 Limitations 

 There are several factors that may have impacted the results of this thesis.  Non-

HPC volunteer students were selected as the comparison group as they were 

academically similar and interested in and had similar motivations for participating in the 

HPC volunteer program (Appendix P). However, these students were not successful in 

receiving a role within the HPC volunteer program following their interview, which 

suggests that are differences between them and the volunteers who were successful in 

receiving a volunteer position. An effort was made to select students who both 

performed well in their interview and would benefit from the HPC volunteer program. For 

example, students who had previous experience at an allied health clinic may have not 

been selected to participate in the HPC program since they already had experiences 

similar to the minimum requirements of the HPC program and therefore the limited 

number of spaces were offered to equally motivated students. It should be noted that 

the HPC volunteer program is distinct from shadowing opportunities at off campus 

health clinics. The HPC volunteer program is a WIL experience, rather than just 

employment experience, as it explicitly states the expected LOs of the program, guides 

volunteers through the EL cycle, and provides additional opportunities for personal and 

professional development through supplemental activities.  

The small sample size should also be considered when examining the results of 

this study. Due to the limited number of available positions within the HPC volunteer 

program and the response rate of the study measures, the number of student 

responses in this study may increase both type I and type II statistical errors (Button et 
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al., 2013). In addition, the response rate of non-volunteers was lower than volunteers. 

The study may have also been affected by self-selection bias related to the students 

within the study groups, as well as the students who participated in the study (Heckman, 

1990).  Kuh et al. (1991) suggests that approximately 80% of undergraduate students 

will engage in an extracurricular activity prior to graduation. However, the students 

considered within this thesis are not representative of students who choose not to 

engage in learning opportunities outside of the classroom, such as the HPC volunteer 

program. However, the aim of this study was to evaluate the learning experience of 

volunteers in a co-curricular EL opportunity compared to the general learning 

experiences of students with similar motivations and of the same academic background.  

The results from the questionnaire may be influenced by socially desirable 

outcomes on employability skills (Steenkamp, de Jong, & Baumgartner, 2010). 

Specifically, students may be inclined to over-report their employability skills as they are 

necessary skills to possess in today’s society for professional success. To mitigate this 

student responses were anonymous and were self-administered via online survey 

software, so their responses were not associated with them and influential on their role 

within the program. Finally, perceived attainment of program LOs may not equate to 

actual attainment of program LO (Green et al., 2008). Rather, Jackson (2013) found that 

self-assessments demonstrate student confidence in said ability rather than 

competence for third year undergraduate students who engage in WIL. To mitigate this 

potential difference, practitioners and GSAs completed feedback forms to compare 

volunteer perceived LO achievement within the program, in which there was a high level 

of agreement. Based on the results, it would be worthwhile to examine what activities 
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students correlate with the program LOs to identify overlap and gaps within the 

program. Furthermore, it would be of interest to follow up with alumni from the program 

to see if their demonstrated confidence in the LOs translates to success in their post-

graduate experiences. 

6.6 Implications and Future Studies 

6.6.1 Implications 

Despite the limitations of this thesis, the findings of this research have important 

contributions to the area of the scholarship of teaching and learning related to co-

curricular EL opportunities.  

This research is novel in that existing volunteer programs can be supplemented to 

engage students in EL learning opportunities. Specifically, our program engages 

students in co-curricular EL as students are provided with the opportunity to engage in 

an experience within their field of academic study and apply the theory learned in class 

to real scenarios encountered within the program. This is of particular importance, as it 

is challenging to ensure consistency across co-ops and internships offered off-campus 

and overseen by external industries (Yorke, 2011). Universities are looking to embed 

career development into academic programs to meet the needs of stakeholders, 

including students and industry (Orrell, 2004). Furthermore, students are seeking out 

PSE to improve their employability prospects (Smith et al., 2009).  As shown by our 

research, co-curricular EL provides students with opportunities to develop skills such as 

communication and presentation skills that are sought after by employers (Chhinzer & 

Russo, 2018).  
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Based on the findings of this research, it is recommended that universities identify 

on-campus extracurricular opportunities that relate to an offered academic program. 

These extracurricular experiences, such as volunteer programs, may offer an untapped 

resource for co-curricular EL. Learning opportunities can be embedded into these 

activities to engage students in EL and co-curricular learning. Students can therefore 

benefit from developing their personal and professional skills, while applying their 

academic knowledge to a realistic setting through EL co-curricular learning (Billett, 

2009). 

6.6.1 Future Studies 

 To our knowledge, this was the first study to investigate the use of a volunteer 

program as a co-curricular EL opportunity. In relation to the findings within this research 

it would be of interest to investigate what supplemental activities provide the greatest 

learning value based on LO achievement. This is of particular importance due to the 

limited time students and GSAs are able to engage within the current program, as 

previously noted. Furthermore, it would be of interest to explore volunteer motivations 

related to employability skills as 74% of US students believe their PSE is not preparing 

them for post-graduation (Adecco, 2016). Research has focused on employer, 

graduate, and education providers perceptions of employability skills but not current 

students (Blackwell, Bowes, Harvey, Hesketh, & Knight, 2001; Human Resources 

Professionals Association, 2016; McKinsey & Company, 2015; Tymon, 2013).  

Volunteer goals could be further explored in relation to the supplemental 

activities engaged in and the program LOs achieved. Specifically, the LO achievement 
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and supplemental activity participation could be examined based on the volunteer goals 

created at the beginning of the semester. The findings could be used to inform and 

refine the existing HPC volunteer program LOs to align learning to institutional and 

student desired outcomes. Furthermore, supplemental activities could be changed or 

added to address student goals that are not currently being met.  

 It would be of value to assess whether the HPC volunteer program influences 

student performance within relevant academic courses such as anatomy or applied 

biomechanics. Furthermore, it would be of interest to see the applicability and relevance 

of volunteers’ experience in the HPC program in their future experiences in graduate 

school, professional school or the workforce. Future studies should explore the learning 

experiences and employability skill development of students involved in a co-curricular 

EL opportunity to the general student population. As non-HPC volunteer students who 

participated in this study were motivated to participate in the HPC volunteer program 

and likely to engage in other extra-curricular experiences that may mediate personal 

and professional development (Tran, 2017). It would be of interest to assess student 

engagement and employability skills of co-curricular EL volunteers compared to other 

forms of WIL such as internship or co-op students to examine differences in personal 

and professional development across experiences. This is of particular important as it is 

difficult to ensure consistency across off-campus WIL (Smith & Worsfold, 2015). 

Furthermore, it is increasingly a challenge for students to engage in common forms of 

WIL due to a shortage of typical WIL opportunities and increased enrollment in PSE. 

(Casares, Bradley, Jaffe, Lee, 2003; Shields & Taylor, 2014). 
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Chapter 7: Conclusion 
 This thesis investigated whether students could engage in meaningful 

experiential learning (EL) through participation in an existing on campus volunteer 

program. The results of this research support student participation within co-curricular 

EL opportunities via volunteer programs to achieve learning outcomes (LO) aligned to 

institutional LOs and engage in personal and professional development. 

 The first hypothesis was that LOs created for the co-curricular volunteer program 

would align with most of the pre-existing academic and student affairs LOs. This 

hypothesis was accepted, as all LOs developed for the HPC volunteer program mapped 

onto existing LOs at the university, college, and co-curricular level but did not address 

all of their respective LOs.  

The second hypothesis was that students who engaged in numerous and varied 

activities offered within the program would meet the program LOs, whereas those who 

engaged in the minimum requirements would not. This hypothesis was partly accepted. 

For LOs with high levels of attainment such as Communication and Application of 

Knowledge, perceived achievement was similar for all volunteers regardless of the 

degree of their involvement within the program. However, for LOs with lower attainment 

levels such as Professional Development and advanced Collaboration volunteers who 

engaged in supplemental activities in addition to the basic requirements of the program 

perceived reported greater levels of LO achievement for lower attainment LOs. 

The final hypothesis was that HPC volunteers would have greater employability 

and student engagement indicators than non-HPC volunteer students. This hypothesis 



 

118 

 

was partially accepted, as this was only true for a few employability and engagement 

indicators such as communication and presentation skills, and applying fact, theories, 

and methods to new scenarios. Whereas, the remaining indicators surveyed had no 

statistically significant improvement over the course of the program. 

 The findings of this thesis suggest that volunteer programs can be remodeled 

into co-curricular EL opportunities that align with institutional level LOs, although some 

challenges exist. Volunteers who participate in a variety of opportunities demonstrate 

greater success within the program than those who engage only in the minimum 

requirements. However, the co-curricular EL program engages students in an enjoyable 

learning experience that is relevant and applicable to future experiences, while they can 

develop specific personal and professional skills addressed within the program. 
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Appendix C. HPC Volunteer Application Form 
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Appendix D. Health and Performance Centre Interview Questions 

HPC Volunteer Interview Questions 

Candidate Name:  

Position:  

Date:   

Interviewer Name:   

Thanks for meeting with us today. We have some short questions for you and hope 
to finish this brief interview in 10-15 minutes. We’ll jump right in. 

1. What program and year are you in as of the fall?  

2. How did you hear about the HPC program and what interested you in applying 

for a position? 

3. Provide us with a non-academic example of a time you were busy and how you 

dealt with that?  

4. Describe a situation in which you were dependable or demonstrated initiative. 

Secondly, can you identify a situation in which you were not as dependable as 

you would have liked?  

5. Can you tell us about one of your strengths and support it with an example? 

6. If you could change one aspect of your personality with the snap of your fingers, 

what would you change?   
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7. Which of the following statements do you identify most with and explain why. “Be 

good at many things or, be great at one thing?”  

8. Can you tell us about a time you went above and beyond, in a previous role you 

had, than what was expected? 

9. Can you tell us about a time where you did something outside your comfort 

zone? Explain how that was. 

10. What are your expectations for this volunteer position?  

11. Can you tell me about some experiences that you have had that you can relate to 

this position?  

12. Can you confirm what semesters you are available for volunteering? 

13. Would you be available for May 1st orientation?  

14. Do you have any questions for us?   

Notes: 
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Appendix E: Volunteer Self-Feedback Form 

Please read the descriptions of the learning outcomes below and select whether you 
believe you met them over the course of your experience at HPC. 

Note: you must meet ALL parts of the description in order to successfully achieve the 
learning outcome. 

 

Communication Basic: relays information to patient/audience. 

Yes 

No 

 

Communication Advanced: Adapts messaging of information being relayed to meet the 
needs of the audience (Ie. Providing examples, metaphors) 

Yes 

No 

 

If you selected yes for the basic or advanced communication learning outcomes, please 
provide examples below. If you have partially met the learning outcome(s) please 
explain how you are on your way to complete the learning outcome(s). 

 

Application of Knowledge Basic: Answers questions posed that are directly related to 
material previously learned from academics or HPC. 

Yes 

No 

 

Application of Knowledge Advanced: Integrates their experience at HPC with academic 
learning and applies it to new scenarios faced with. 

Yes 

No 
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If you selected yes for the basic or advanced Application of Knowledge learning 
outcomes, please provide examples below. If you have partially met the learning 
outcome(s) please explain how you are on your way to complete the learning 
outcome(s). 

 

Investigation & Synthesis Basic: Researches information from at elast three sources to 
learn something new/apply to HPC experience 

Yes 

No 

 

Investigation & Synthesis Advanced: Researched information that examines different 
perspectives/disciplines and integrates information to formulate a cohesive idea. 

Yes 

No 

 

If you selected yes for the basic or advanced investigation & synthesis learning 
outcomes, please provide examples below. If you have partially met the learning 
outcome(s) please explain how you are on your way to complete the learning 
outcome(s). 

 

Professional Development Basic: Involved in three different activities in HPC program 
that focus on different learning domains (Ie. Shadowing, newsletter, new volunteer 
support) 

Yes 

No 

 

Professional Development Advanced: Able to indicate how skills learned through their 
involvement will help them in the future, give themselves constructive feedback, and 
create goals that address practitioner and self-feedback. 

Yes 

No 
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If you selected yes for the basic or advanced professional development learning 
outcomes, please provide examples below. If you have partially met the learning 
outcome(s) please explain how you are on your way to complete the learning 
outcome(s). 

 

Collaboration Basic: Uses appropriate language when in their role and is accountable 
for the expectations of their role. 

Yes 

No 

 

Collaboration Advanced: Takes a lead role within the program and is able to work with 
other volunteers to ensure project runs smoothly and is completed in a timely manner. 

Yes 

No 

 

If you selected yes for the basic or advanced collaboration learning outcomes, please 
provide examples below. If you have partially met the learning outcome(s) please 
explain how you are on your way to complete the learning outcome(s). 

 

Did you meet your Goal #1 from (Fall 2017/Winter 2018) semester? 

Yes 

No 

 

Did you meet your Goal #2 from (Fall/ 2017/Winter 2018) semester? 

Yes 

No 

 

Winter Only: Did you meet your long-term goal created back in the fall 2017 semester? 

Yes 

No 
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Appendix F: Practitioner Feedback Forms 

HPC Feedback Form 
Fall 2017 

Volunteer Name:   
 
Discipline:  Physiotherapy    Chiropractic   Nutrition  
 
Name/position of practitioner completing form:       
 

Theme Learning Outcomes Learning 
Outcome Met in 
F’2017 

Supporting 
Example/Notes 

Communication Basic: relays information to 
patient/audience 

  

Advanced: adapts messaging of 
information being relayed to meet the 
needs of the audience (Ie. Providing 
examples, metaphors) 

  

Application of 
Knowledge 

Basic: answers questions posed that 
are directly related to material 
previously learned from academics or 
HPC 

  

Advanced: integrate their experience 
at HPC with academic learning and 
apply it to new scenarios faced with  

  

Investigation & 
Synthesis 

Basic: researches information from at 
least three sources to learn 
something new/apply to HPC 
experience 

  

Advanced: researches information 
that examines different 
perspectives/disciplines and 
integrates information to formulate a 
cohesive idea 

 - 

Professional 
Development 

Basic: involved in three different 
activities in HPC program that focus 
on different learning domains 

  

Advanced: able to indicate how skills 
learned through their involvement 
will help them in the future, give 
themselves constructive feedback, 
and create goals that address 
practitioner and self-feedback 
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Collaboration Basic: uses appropriate language 
when in their role and is accountable 
for the expectations of their role 

  

Advanced: takes a lead role within 
the program and is able to work with 
other volunteers to ensure project 
runs smoothly and is completed in a 
timely manner 

  

Did you meet your F’17 goals? 

Volunteer Goal #1   

Volunteer Goal #1   

Next Steps: 
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HPC Feedback Form 

Winter 2018 
Volunteer Name:   
 
Discipline:  Physiotherapy    Chiropractic   Nutrition  
 
Name/position of practitioner completing form:       
Learning Outcome No Sometimes Yes Supporting 

Example (If 
applicable) 

Student relays information to level of 
audience they are speaking to and 
employs active listening techniques. 

    

Student answers questions directly related 
to their academics. 
Ie.  anatomy, biomechanics, etc. 

    

Student is able to apply what they have 
learned in class/at HPC to new scenarios. 

    

Student performs research on topic 
related to their volunteer department. 

    

Student performs research on topic that 
includes information from multiple health 
disciplines. 

    

Student takes on a lead role within the 
clinic.  
Ie. creates new opportunities to get 
involved, helping other volunteers, goes 
above and beyond in their role etc. 

    

Student is a team player and works well 
with others in the clinic. 

    

Student is accountable in their role.  
Ie. Present for shifts, finds 
coverage/follows absence protocol, is 
dependable, completes tasks required of 
in their role. 

    

Student is self-aware and confident in 
their abilities, and willing to take on new 
and challenging opportunities. 

    

Student is able to receive and build upon 
feedback provided in the clinic, 

    

Goals:  
Volunteer Goal #1  
Volunteer Goal #2  
Volunteer Goal #3   

 
Next Steps: 
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Appendix G: Volunteer Reflective Exercise 

Question 1. Provide a brief description of your involvement with HPC over the past 
semester.  

Ex. Practitioner(s) you worked with, tasks/activities completed, etc. 

Questions 2. Do you feel you met any of the following learning domains based on your 
experience at HPC in the (Fall 2017/Winter 2018) semester? 

Please reference the learning outcome table with descriptions of the learning outcomes. 
In order to meet a learning outcome you must satisfy the entire description. 

 

Communication 

Application of Knowledge 

Investigation & Synthesis 

Professional Development 

Collaboration 

Question 3. For each of the domains you selected in the question above, expand on 
what you have learned/improved on over the course of this semester at HPC> Please 
address which level you consider to. Be met as a result of this opportunity and 
specifically draw back to the descriptions of that learning outcome to prove it was met. 

For assistance please see the learning outcome rubric from question 4. 

Question 4. The following question has two parts: 
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a) What was the most challenging aspect of your participation this semester at HPC 
and why? 

b) How would you deal with this experience differently in future semesters? 

Question 5. The following question has two parts: 

a) What was the best experience you had this semester in the HPC program? 
b) Of all your experiences at HPC this semester, why was this your best 

experience? 
Ie. Did you learn something interesting, did it meet a goal you set at the 
beginning of the semester, etc. 

Question 6. How has your experience this semester at HPC influenced your future in 
relation to your academic interests and career aspirations, if at all? 

Question 7. Did you accomplish each of the goals you set out for yourself at the 
beginning of the semester? Please specify for each goal. If not, why do you think you 
were unable to achieve your goal(s)? 

Question 8. As of the end of the (Fall 2017/Winter 2018) semester, what are your 
academic/career considerations and/or plans for after graduation? 
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Appendix H: Volunteer Goal Setting Exercises 

Fall 2017 Goal Setting Exercise 

Create three goals that are specific and attainable for your role at the Health and 
Performance Centre. Aim to create two goals that focus on the fall semester (short-
term) and one foal that focuses on the year (long-term). 

Think about the following when writing goals: 

• Why is this goal important/relevant to you? 
• Can this goal be accomplished through your role at HPC? 
• Can I prove to myself/others that I completed this goal? 
• Can this goal be realistically achieved within the timeframe specified? 

Goal #1: Create a goal for HPC that is achievable by the end of the fall semester. 

What is your goal? 

Why is this goal important to you? 

How do you intend to achieve this goal within the time frame? 

Goal #2: Create a goal for HPC that is achievable by the end of the fall semester. 

What is your goal? 

Why is this goal important to you? 

How do you intend to achieve this goal within the time frame? 

Goal #3: Create a goal for HPC that is achievable by the end of the winter 2018 
semester. 

What is your goal? 

Why is this goal important to you? 

How do you intend to achieve this goal within the time frame? 
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Winter 2018 Goal Setting Exercise 

Create two goals that are specific and attainable for your role at the Health and 
Performance Centre this semester (short-term). Reflect on your long-term goal you 
created in September (if you do not recall what your long-term goal was please contact 
a volunteer coordinator).  

Think about the following when writing goals: 

• Why is this goal important/relevant to you? 
• Can this goal be accomplished through your role at HPC? 
• Can I prove to myself/others that I completed this goal? 
• Can this goal be realistically achieved within the timeframe specified? 

Goal #1: Create a goal for HPC that is achievable by the end of the winter semester. 

What is your goal? 

Why is this goal important to you? 

How do you intend to achieve this goal within the time frame? 

Goal #2: Create a goal for HPC that is achievable by the end of the winter semester. 

What is your goal? 

Why is this goal important to you? 

How do you intend to achieve this goal within the time frame? 

Goal #3: Reflect on your yearlong HPC goal that you created at the beginning of the 
year (Goal Setting Fall 2017). 

Please reiterate your goal. 

Is this goal still important to you? Why or why not? If not, please amend your goal to 
better align with your current self. 

What progress have you made on your goal thus far? 

How do you intend to achieve this goal by the end of this semester? 
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Appendix I: Supplemental Activity Submission 

Project Title: 

Total Hours: 

Provide a description of the activity completed and a step by step guide of your 
involvement with the activity. 

 

Did this activity address any of the following learning domains? 

 

Communication 

Application of Knowledge 

Investigation & Synthesis 

Professional Development 

Collaboration 

 

For each of the domains you selected in the previous question, expand on what you 
have learned/improved on as a result of this activity? Please address which level you 
consider to be met as a result of this opportunity and specifically draw back to the 
descriptions of that learning outcome to prove it was met. For assistance please see the 
learning outcome rubric and examples from question 4. 

 

The following question has two parts: 
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a) What was the most challenging aspect of this project and why? 
b) If you could do this activity again, what would you do differently and why? 

 

How can your experience with this activity apply to other future experiences you may 
have? Ie. Academics, applications, jobs, personal life, etc. 

 

Did this activity align with any of the goals you set for yourself at the beginning of the 
semester? Explain and be specific. Please indicate which goal(s) you are discussing. 
Include how this activity has helped you progress towards or reach your specific goal. 
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Appendix J: Concept Map of HPC Volunteer Program Activities and Associated 
Learning Outcomes 
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Appendix K: University of Guelph Experiential Learning Criteria 

1.The student must be in a workplace or simulated workplace. 

2. The student must be exposed to authentic demands that improve their employability, 
interpersonal skills, and transition to the workforce. 

3. The experience should be structured with purposeful and meaningful activities. 

4. The student must apply university or college program knowledge and/or essential 
employability skills. 

5. The experience should include student self-assessment and evaluation of the 
students’ performance and learning outcomes by the employer and/or 
university/college. 

6. The experience should count towards course credit or credential completion, or be 
formally recognized by the college or university as meeting the five criteria above. 
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Appendix L: University of Guelph Learning Outcomes 

 

 

 

University of Guelph 2012 Learning Outcomes 
Undergraduate Degree 

 
 

Critical and Creative Thinking 
Inquiry and Analysis ∙ Problem Solving ∙ Creativity ∙ Depth and Breadth of Understanding 

Critical and creative thinking is a concept in which one applies logical principles, after much inquiry 
and analysis, to solve problems in with a high degree of innovation, divergent thinking and risk taking. 
Those mastering this outcome show evidence of integrating knowledge and applying this knowledge 
across disciplinary boundaries. Depth and breadth of understanding of disciplines is essential to this 
outcome.  
 

Literacy 
Information Literacy ∙ Quantitative Literacy ∙ Technological Literacy ∙ Visual Literacy 

Literacy is the ability to extract information from a variety of resources, assess the quality and 
validity of the material, and use it to discover new knowledge. The comfort in using quantitative 
literacy also exists in this definition, as does using technology effectively and developing visual literacy.  
 

Global Understanding 
Global Understanding ∙ Sense of Historical Development ∙ Civic Knowledge and Engagement 

Intercultural Competence 

Global understanding encompasses the knowledge of cultural similarities and differences, the 
context (historical, geographical, political and environmental) from which these arise, and how they 
are manifest in modern society. Global understanding is exercised as civic engagement, intercultural 
competence and the ability to understand an academic discipline outside of the domestic context.  
 

Communicating 
Oral Communication ∙ Written Communication ∙ Reading Comprehension ∙ Integrative Communication 

Communicating is the ability to interact effectively with a variety of individuals and groups, and 
convey information successfully in a variety of formats including oral and written communication. 
Communicating also comprises attentiveness and listening, as well as reading comprehension. It 
includes the ability to communicate and synthesize information, arguments, and analyses accurately 
and reliably.  
 

Professional and Ethical Behaviour 
Teamwork ∙ Ethical Reasoning ∙ Leadership ∙ Personal Organization and Time Management 

Professional and ethical behaviour requires the ability to accomplish the tasks at hand with 
proficient skills in teamwork and leadership, while remembering ethical reasoning behind all decisions. 
The ability for organizational and time management skills is essential in bringing together all aspects of 
managing self and others. Academic integrity is central to mastery in this outcome. 
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Appendix M: Bachelor of Science Science Learning Outcomes 
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Appendix N: Student Life at Guelph Learning Outcomes 

Civic Engagement 

• Exhibit a sense of belonging and kinship within diverse community contexts. 
• Articulate your civic identity and a continued commitment to public action. 
• Identify ethical and moral considerations that underlie issues faced by citizens 

and communities. 
• Demonstrate an understanding of and commitment to the principles of reciprocity 

and social justice. 

Communication 

• Demonstrate the ability to clearly articulate information, ideas and feelings. 
• Use content, language, and non-verbal cues that meet the needs of the audience 

and setting. 
• Select a delivery method that meets the needs of the audience. 
• Display an awareness of how non-verbal cues, attitudes and feelings can affect a 

message. 
• Adapt content to a variety of communication technologies. 
• Employ active listening techniques. 

Diversity and Inclusion 

• Demonstrate the ability to consider the needs of others in decision-making. 
• Identify biases and prejudices that perpetuate barriers and oppression. 
• Able to work in diverse settings. 
• Recognize that individuals are autonomous and unique even when identifying 

with a group or community. 
• Accept and empowered to declare your personal identities. 

Engagement in Learning 

• Integrate academic learning with personal and experiential learning. 
• Take an active role in your learning through critical reflection. 
• Demonstrate the ability to use and synthesize multiple sources of information. 
• Articulate a commitment to lifelong learning. 
• Demonstrate the ability to use the process of inquiry to create new knowledge 

and understanding. 
• Exhibit behaviours consistent with the five tenets of academic integrity. 

Intercultural Maturity 

• Critically reflect upon your own cultural traditions, values and biases. 
• Critically reflect on social issues as members of a global community. 
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• Demonstrate an understanding of different cultural traditions and values. 
• Demonstrates an openness and confidence to navigate culturally diverse 

environments. 

Leadership 

• Exhibit ethical reasoning and act with integrity. 
• Assess and take calculated risks. 
• Nurture creativity and promote innovation. 
• Demonstrate skill in guiding and supporting teams or groups. 
• Manage conflicts with civility. 
• Exemplify dependability and trustworthiness. 
• Accept personal accountability. 
• Engage in principled dissent. 

Life Skills 

• Practice self-care. 
• Employ self-advocacy skills.      
• Demonstrate an openness and confidence to navigate new environments and 

challenging experiences. 
• Use past experiences to address future challenges. 
• Articulate a sense of purpose and defined goals. 
• Demonstrate the ability to give and receive constructive feedback. 

Sense of Self 

• Understand multiple aspects of your personal identity and values. 
• Accept personal accountability and act in accordance with your personal values. 
• Refine and clarify your personal worldviews in relation to the worldviews of 

others. 
• Apply reflective practices to engage in on-going personal development. 
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Appendix O: Thesis Questionnaire 

 

 

Co-Curricular Opportunities in Higher Education: Survey

Consent form

Consent Form
Thank you for volunteering to complete this questionnaire that is conducted by Dr. Kerry Ritchie and
Taylor Trottier-Scully from the Department Human Health and Nutritional Sciences (HHNS) at the
University of Guelph. The results from this study will contribute to Taylor Trottier-Scully’s Masters
Thesis.
If you have any questions or concerns regarding the research, please contact Taylor Trottier-Scully at
ttrottie@uoguelph.ca.

Purpose of the Study
The purpose of this study is to better understand students’ learning opportunities while at university,
including the motivations for engaging in different opportunities, and how these experiences at
university influence key employability skills.

The results of this questionnaire will be used to inform higher education institutions of learning
opportunities that are associated with students’ academic programs, which improve the development
of employability skills (soft skills).

General Procedure
The questionnaire is comprised of three validated surveys and a demographic information survey, and
is available for one week (March 26th, 2018 to April 1st, 2018). The questionnaire requires your
student ID, as we will be linking your data between both time points for the HEQCO survey.

Data from the questionnaires will be stored on a password protected qualitrics account on a
password-protected computer.

If you volunteer to participate in this research, we ask that you complete the questionnaire provided
through qualitrics. The questionnaire will take approximately 15 minutes. If you wish to receive the
aggregated results of this study, please contact Taylor Trottier-Scully at ttrottie@upguelph.ca.
If you consent to participate in this study, you will receive a $5 Starbucks e-gift card.

Participation and Withdrawal
By completing and submitting your responses to this questionnaire via qualitrics you indicate your
voluntary agreement to participate in this study. You may withdraw your consent at any time and
discontinue participation without penalty by choosing to not complete and submit the questionnaire.
You may also refuse to answer any questions you don’t want to answer and remain in the study. If
you choose to withdraw from this study following the completion of the questionnaire and have your
data securely deleted, please contact Taylor Trottier-Scully at ttrottie@uoguelph.ca.

You do not waive any legal rights by agreeing to take part in this study. This study has been reviewed
by the Research Ethics Board for compliance with federal guidelines for research involving human
participants.
If you have questions regarding your rights and welfare as a research participant in this study (REB
#17-07-004), please contact: Director, Research Ethics; University of Guelph, reb@uoguelph.ca;
(519)824-4120 (Ext.56606).

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

1 of 22 2018-07-10, 1:47 a.m.
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Demographics

The following six questions will ask you about your demographic Information.

UofG Student Number

Sex

Major (Ie. Biomedical Science, Human Kinetics, Biological Science, etc)

Current Year of Study

Male

Female

2nd

3rd

4th

5th

Graduate Student

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

2 of 22 2018-07-10, 1:47 a.m.
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Are you currently involved in or have you been previously been involved in any of
the following activities during your University experience?
Please select all that apply.

How long have you been/were you involved with each of the experiences
selected above?
(Ie. RezLife Residence Assistant - 2 years (Fall 2014-Winter 2016) and Orientation
Volunteer- 3 years (Fall 2014, 2015, 2016)

Student Government (CBSSA, Senate, Board of Govenors, etc.)

ResLife (IHC, RA)

Peer Helper Program

Health and Performance Centre (HPC)

An on campus club

Orientation Volunteer

Project Serve Day

Project Serve Week

Conversation Partners

LINK Program

Lab/Research volunteer

Other on campus. Please identify.

Shadowing a career off campus. If so, what and where?

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

3 of 22 2018-07-10, 1:47 a.m.
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HEQCO Motivation

The following 16 questions will ask you about your current motivations for
participating in the Health and Performance Centre Volunteer Program (HEQCO
Motivation).

Please rate the extent to which each of the following motivations currently
influence your participation in the Health and Performance Centre Volunteer
Program.

Gain practical work experience

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

4 of 22 2018-07-10, 1:47 a.m.
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Enhance my résumé

Meet mandatory requirements for a program I am enrolled in

Apply theory/skills learned in the class

Improve employability skills

Experience a professional work environment

Make job search contacts

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

5 of 22 2018-07-10, 1:47 a.m.
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Determine fit with the career/industry

Get a job in the company/program

Work in a position with greater responsibility

Increase earning potential

Explore different career options

Help people in need

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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Contribute to my community

Prepare for further education

Earn money

NSSE Survey

The following 14 questions will ask you about your previous experience with a
variety of educational activities as a university student.

Items 4.3 to 4.18 used with permission from The College Student Report, National Survey of Student Engagement, Copyright

2001-18. The Trustees of Indiana University.

Thinking back on the academic year, how much have your academics and
experience at the Health and Performance Centre emphasized the following?

Combined ideas from different courses to form a concept or schema

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Not at all
influential

A little influential Somewhat
influential

Quite influential Very Influential

Very often Often Sometimes Never

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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Connected your learning to societal problems or issues

Included diverse perspectives in discussions or activities

Examined the strengths and weaknessess of your own views on a topic or issue

Tried to better understand someone else's views on a topic or issue

Tried to better understand someone else's views by imagining how an issue
looks from their perspective

Learned something that changed the way your understand an issue or concept

Connected current learning to previous experiences and knowledge

Thinking back on the academic year, how much have your academics and

Very often Often Sometimes Never

Very often Often Sometimes Never

Very often Often Sometimes Never

Very often Often Sometimes Never

Very often Often Sometimes Never

Very often Often Sometimes Never

Very often Often Sometimes Never

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

8 of 22 2018-07-10, 1:47 a.m.
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experience at the Health and Performance Centre emphasized the following?

Applying facts, theories or methods to practical problems or new situations

Analyzing an idea, experience, or line of reasoning in depth by examining its
parts

Evaluating a point of view, decision, or information source

Forming a new idea or understanding from various pieces of information

Thinking back on your experience at the Health and Performance Centre, to what
extent has the following been done?

Clearly explained goals and requirements

Provided feedback on progress

Very much Quite a bit Some Very little

Very much Quite a bit Some Very little

Very much Quite a bit Some Very little

Very much Quite a bit Some Very little

Very often Often Sometimes Never

Very often Often Sometimes Never

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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HEQCO Survey

The following 35 questions will ask you about how your post-secondary
education and your experience at the Health and Performance Centre has
impacted your personal, professional, and skill development (HEQCO Growth
and Development).

Please describe the quality of your post-secondary education (ie. classes) and
experience at the Health and Performance Center has had in developing your
knowledge and skills over the past academic year (Fall 2017-Winter 2018) in the
specific areas listed below.

Knowledge of your particular field of study

Thinking and problem solving skills

Critical thinking and self-reflection

Ability to adapt to different situations

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...

10 of 22 2018-07-10, 1:47 a.m.
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Participating in and managing tasks and projets

Becoming a lifelong learner

Ability to work with others

Information management and computer literacy skills

Personal and social responsibility

Social-confidence and positive attitude

Numeracy and data skills

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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Communication and presentation skills

Knowledge of workplace safety

Understanding of people from different races and cultures

Moral and ethical development

Understanding of global issues

Understanding of local issues or community problems

Understanding of national issues

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Poor Fair Average Good Excellent

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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Appreciation of arts and culture

Please indicate your level of agreement with the following statements about the
impact of your post-secondary education in developing your reflective capacity.

As a result of my post-secondary education, I have changed the way I look at
myself.

As a result of my post-secondary education, I have changed the way I used to do
things.

During my post-secondary education, I discovered faults in what I had previously
believed to be right.

My post-secondary education has challenged some of my firmly held beliefs.

Poor Fair Average Good Excellent

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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I have confidence that I will be able to perform job-related tasks assigned to me.

I am confident that I can perform many different tasks effectively.

I believe that I can obtain outcomes that are important to me.

I am able to successfully overcome many challenges.

I feel certain that I will accomplish difficult tasks when faced with them.

I have confidence in my ability to communicate in an effective manner.

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Qualtrics Survey Software https://uoguelph.eu.qualtrics.com/ControlPanel/Ajax.php?action=G...
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I believe that I can succeed at almost anything to which I set my mind.

I am able to perform quite well even when things are tough.

I am able to do most tasks very well compared to other people.

I believe that I will achieve most of the career goals that I have set for myself.

I am confident that I will be able to progress through the ranks in my place of
employment.

I am confident about finding a job that interests me.

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree

Strongly agree Somewhat agree Neither agree nor
disagree

Somewhat
disagree

Strongly disagree
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Experiential Learning Survey

Please answer the following in consideration of your experience at the Health
and Performance Centre. (Experiential Learning Survey)

The setting where I learn helps me understand material better

I expect real world problems to come up during the learning experience

The environment I learn in does not enhance the learning experience

The learning experience requires me to interact with people other than students
and
teachers

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree
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I expect to return to an environment similar to the one where this learning
experience
occurs

I am stimulated by what I am learning

The learning experience requires me to do more than just listen

The learning experience is presented to me in a challenging way

I find this learning experience boring

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree
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I feel like I am an active part of the learning experience

The learning experience requires me to really think about the information

I am emotionally invested in this experience

I care about the information I am being taught

The learning experience makes sense to me

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree
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This learning experience has nothing to do with me

This learning experience is enjoyable to me

I can identify with the learning experience

This learning experience is applicable to me and my interest

I am encouraged to share my ideas and past experiences

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree
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This learning experience falls in line with my interests

I can think of tangible ways to put this learning experience into future practice

This learning experience will help me do my job better

This learning experience will not be useful to me in the future

I will continue to use what I am being taught after this learning experience has
ended

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree
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I can see value in this learning experience

I believe this learning experience has prepared me for other experiences

I doubt I will ever use this learning experience again

I can see myself using this learning experience in the future

End

Would you like to receive the $5 Starbucks e-gift card for completing the survey?

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Strongly
agree

Agree Somewhat
agree

Neither
agree nor
disagree

Somewhat
disagree

Disagree Strongly
disagree

Yes

No
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Appendix P: Questionnaire Data 

Demographic Data 
 Volunteers Non-Volunteers 
Gender Male 36% 35% 

Female 64% 65% 
Major Biomedical Science 

or Human Kinetics 
64% 57% 

Other 36% 43% 
Year 2nd 2% 5% 

3rd 38% 57% 
4th 47% 33% 
5th 11% 5% 
Grad Student 2% 0% 

 
Motivation to Engage in HPC Volunteer Program 
 % Influential or Greater Responses 

Volunteers Non-Volunteers 
Gain practical work 
experience 

95% 100% 

Enhance my resume 79% 94% 
Meet mandatory 
requirements for a program I 
am enrolled in 

16% 6% 

Apply theory/skills learned in 
the class 

68% 75% 

Improve employability skills 74% 100% 
Experience a professional 
work environment 

82% 100% 

Make job search contacts 61% 94% 
Determine fit with the 
career/industry 

87% 88% 

Get a job in the 
company/program 

24% 50% 

Work in a position with 
greater responsibility 

39% 81% 

Increase earning potential 26% 31% 
Explore different career 
options 

76% 63% 

Help people in need 68% 88% 
Contribute to my community 61% 75% 
Prepare for further education 84% 100% 
Earn money 8% 19% 
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NSSE Survey 
 % of Often or Greater 

Responses  
Volunteers Non-Volunteers 

Connected your learning to societal problems or issues 56% 47% 
Included diverse perspectives in discussions or activities 
or issues 

61% 40% 

Tried to better understand someone else's views by 
imagining how an issue looks from their perspective 

64% 53% 

Evaluating a point of view, decision, or information source 58% 60% 
 
GSSLW Survey, where 1 is poor/strongly disagree and 5 is excellent/strongly agree 
 Pre- 

volunteers 
Post-
volunteers 

Pre- 
nonvolunteers 

Post -
nonvolunteers 

Knowledge of your particular 
field of study 
 

3.9 3.9 3.8 3.7 

Participating in and managing 
tasks and projects 
 

3.8 4.1 3.8 4.1 

Information management and 
computer literacy skills 
 

3.3 3.4 3.8 3.7 

Personal and social 
responsibility 
 

4.2 4.0 4.1 4.2 

Social-confidence and positive 
attitude 
 

4.0 3.8 4.0 3.8 

Knowledge of workplace safety 
 

3.2 3.3 3.3 3.0 

Understanding of people from 
different races and cultures 
 

3.5 3.4 3.6 3.2 

Moral and ethical development 
 

3.8 3.4 3.6 3.1 

Understanding of global issues 3.2 3.0 3.0 3.0 
Understanding of local issues or 
community problems 
 

3.1 3.4 2.7 3.1 

Understanding of national 
issues 
 

3.0 3.1 2.7 2.9 

Appreciation of arts and culture 
 

2.7 2.7 2.6 2.5 

As a result of my post-
secondary education, I have 

4.2 4.2 4.3 4.3 
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changed the way I look at 
myself. 
 
During my post-secondary 
education, I discovered faults in 
what I had previously believed 
to be right. 
 

4.2 4.3 4.3 4.0 

My post-secondary education 
has challenged some of my 
firmly held beliefs. 

4.7 4.0 3.6 3.6 

I have confidence that I will be 
able to perform job-related tasks 
assigned to me. 

4.4 4.4 4.6 4.4 

I am confident that I can perform 
many different tasks effectively. 

4.5 4.3 4.7 4.5 

I believe that I can obtain 
outcomes that are important to 
me. 

4.5 4.5 4.4 4.5 

I am able to successfully 
overcome many challenges. 

4.4 4.3 4.4 4.6 

I feel certain that I will 
accomplish difficult tasks when 
faced with them. 

4.0 4.3 4.5 4.1 

I believe that I can succeed at 
almost anything to which I set 
my mind. 

4.1 4.2 4.3 4.0 

I am able to do most tasks very 
well compared to other people. 

3.6 3.9 4.0 3.7 

I believe that I will achieve most 
of the career goals that I have 
set for myself. 

4.0 4.1 4.2 3.7 

I am confident that I will be able 
to progress through the ranks in 
my place of employment. 

4.0 4.0 4.1 3.9 

I am confident about finding a 
job that interests me. 

3.8 4.0 4.1 4.2 

 
Experiential Learning Survey 
 % Agree or Greater  
The setting where I learn helps me understand material better. 78% 
The environment I learn in does not enhance the learning experience. 6% 
I expect to return to an environment similar to the one where this 
learning experience 
occurs. 

56% 

I am stimulated by what I am learning. 69% 
The learning experience is presented to me in a challenging way. 50% 
I find this learning experience boring. 8% 
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I am emotionally invested in this experience. 44% 
I care about the information I am being taught. 86% 
The learning experience makes sense to me. 81% 
This learning experience has nothing to do with me. 8% 
I can identify with the learning experience. 69% 
I am encouraged to share my ideas and past experiences. 58% 
This learning experience falls in line with my interests. 81% 
This learning experience will help me do my job better. 75% 
This learning experience will not be useful to me in the future. 14% 
I doubt I will ever use this learning experience again. 6% 

 

 


