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Abstract: Present research in self-regulated learning focused on
contextualized task, which allow students to generalized learning.
However, few researches delve on the role of the practicum
program and the host-training establishment in measuring self-
regulated learning among graduating business students. The
study investigates the significant presence of self-regulated
learners among practicum students through the significant
relationship between grade point average and the supervisor
rated practicum performance. All the 135 business practicum
students from the College of Business Administration for the
academic year 2014-2015 participated in the study. The academic
performance of the students, from their first year to fourth year
demonstrate that the different practicum criteria; duties, quality,
punctuality, attitude and grooming correlates with the different
year level. The ward hierarchal cluster analysis segments the
practicum students between self-regulators and non-self-
regulators. Later the variance of analysis confirmed the
significant differences across all practicum performance criteria.
In addition, the discriminant analysis method shows that that
attitude (0.74) and duty (0.503) were helpful in predicting group
membership between self-regulating and non-self-regulating
students.

Keywords: self-regulated learning, business practicum and
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I. INTRODUCTION

he changing nature of business and industry calls for

changes to the educational process that should drive
business education advancement. The business education
program needs to prepare students in the different scenarios
they shall encounter in the real world (Clinebell & Clinebell,
2008). To some extent, Self-Regulated Learning (SRL) helps
students to conceptualize cohesive business fundamentals that
lead to develop acceptable business strategy and decision
(Pintrich & Zusho, 2007). Over the past few years the self-
regulated learning is part of the business education which aim
to help practicum students learn practical business concepts,
understand the myriad of situations that lead to a better
practice of business administration (Kuiper, Murdock, &
Grant).

Self-regulated learning happens when the student
doing the learning has a major responsibility (Nicol &
Macfarlanea€=Dick, 2006) for planning (McLoughlin &
Lee), practicing (Young, 2005), evaluation (Sungur &
Tekkaya, 2006) of their learning experience. Experts claimed
that self-regulated learning is the way to learn best (Schunk,
2005). However, in the tertiary education, students were
conditioned to learn didactically, a passive learning format

(Banyard, Underwood, & Twiner, 2006). Nevertheless, the
practicum program, a metacognitive learning, requires
students to process and use information from learning
experience daily compared to the didactic classroom setup
(Perry, Hutchinson, & Thauberger, 2008).

In retrospect, self-regulated learning in the practicum
program is not haphazardly conducted and not “learning by
your-self” scheme (Perry, Hutchinson, & Thauberger, 2007).
Rather, the practicum coordinator and assigned supervisor
assist the student in their information gathering and decision-
making. The practicum program has an established purposeful
endeavor, an organized framework in the context of a learning
framework. The learning acquired during practicum is
planned and students recognize learning as it happens
(Loyens, Magda, & Rikers, 2008).

Il. FRAMEWORK

This study is based on the context of Educational
Psychology of Self-Regulated Learning (SRL) theory, which
has become the recent focus of educational practice. The
study of (Zimmerman & Schunk, 1989), (Zimmerman, 1989),
(Zimmerman, 1990) identified the distinctive features of the
student’s capability to acquire knowledge and skills through
self-regulated learning. Zimmerman work on the realities of
student’s academic development. Students are expected to
take greater learning responsibilities as they progress in
college. It was demonstrated in their research that success in
academic occur when teachers and students engages in
metacognitive learning which entails planning, evaluation and
adjustment of thoughts (Azevedo & Hadwin, 2005). Self-
Regulated Learning (SRL) theory details this metacognitive
process. In the span of several years, SRL researches focused
on advances of cognitive science, which proceed to claim that
student engaged in their learning process take greater
responsibility for their learning and their academic
performance improves (Alexander, 2008), (Azevedo, 2009).
The SRL model used the three phases of the feedback cycle:
planning, practice  and evaluation (Nicol &
Macfarlanea€=Dick, 2006).

In each phase of self-regulated learning feedbacks to
learners, improve their work performance. Expected among
learners in the planning are to accurately assess their academic
situation and react correspondingly by choosing a strategy that
can overcome their specific academic challenge. At this
phase, achievable short and long-term objectives are clearly
set (Azevedo, 2005). It is at practice phase, when learners
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implement their selected strategies and calibrate plan as they
self-monitor their progress. The last phase, evaluation,
learners evaluate the effectiveness of their strategy in helping
them achieve their goals (Zimmerman & Kitsantas, 2005).
Gathering feedbacks from the evaluation is the next learning
phase (Nicol & Macfarlanea€«Dick, 2006).

I1l. OBJECTIVES OF THE STUDY

The study aims to determine the different status of
self-regulated learning among practicum students through the
three phases of feedback cycle: planning, practice and
evaluation. In the process, the study determines the presence
of a significant cluster of self-regulated learners and the
quality performance variable that significantly distinguish the
different cluster of self-regulated learners. In the end, the
study identified the present learning phase and recommend
steps for the next learning to design a practicum program that
produce business graduates with industry-based competency.

IV. METHOD

The study used the universal sampling method; all
135 practicum students from the period of the first semester of
school year 2014-2015 from the College of Business
Administration education participated in the study. In order to
determine which variable significantly distinguish clusters of
self-regulated learners, the study used the academic
performance of students through the semester grade point
average (GPA) from their first year to fourth year. In addition,
the study used the Individual Practicum Evaluation from
Academic Planning and Services. The direct supervisor of the
practicum students directly filled up the form based on their
assessment on the quality work performance of the students
dived into two areas: duties, responsibilities, and quality
performance. Furthermore, quality performance is divided
into the following: quality of work, punctuality and
attendance, attitude towards the supervisor and personal
grooming. The filled up evaluation form is enclosed in a
signed sealed envelope and directly sent to the practicum
coordinator. Both the academic performance and individual
practicum evaluation are converted into percentage rating.

This study portrays the SRL as an event, which
demonstrate localized phenomena in the practicum program of
the college, with a beginning and end in time (Winne). The
measure of the SRL as an event is through the supervisor
observation of the practicum student. Measuring SRL is by
questionnaires administered to the supervisor, which is a
recorded trace methodology observational measure of the
practicum students (Matthews, Ponitz, & Morrison, 2009).
Supervisors were asked to evaluate the observable indicator
such as the quality of work, punctuality and attendance,
attitude towards supervisor and personal grooming. Trace
method are often used in older students expected to have
meta-cognitive abilities necessary to demonstrate their SRL
process (Kaplan, Lichtinger, & Margulis). In terms of the
specific instrument, numerous related literatures reveal that
there was no single-report questionnaire frequently used over
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another. This conveys that researchers are still struggling to
define sufficiently SRL (Lennon).

Self-regulated learning (SRL) is either an aptitude or
an event (Moos & Azevedo, 2008). The questionnaire can
measure SRL aptitude, which varies among students across
time, over task and settings. Other studies raises doubt to
categorize SRL as an aptitude or a trait (Malmberg,
JAarvenoja, & JAarvel An).

The study used the ward hierarchal cluster analysis to
segment the practicum students that relate to their present
phases of feedback whether they are in the cluster of planning,
practice or evaluation. Central to this method is the notion of
degree of similarity in the phase of practicum students’ self-
regulated learning. This method subdivided the cluster of
practicum students into agglomerative methods, separating
students into finer groupings. The technique form the
subdivided partition in a technique that minimizes loss
associated with each grouping that is readily interpretable in
terms of error-sum-of square criterion, ESS (Vollmeyer &
Rheinberg, 2006).

In trying to identify which among the scope of work
significantly distinguish the different self-regulated learners
among practicum students, the study used the discriminate
function analysis. This method determines which among the
scope of work discriminate between students in planning,
practice or evaluation phase (Barnard-Brak, Paton, & Lan).

The Grade Point Average (GPA), which
demonstrates the academic performance of students at end of
semester are part of the students’ official academic record,
which reflect in the transcript of record (TOR). To interpret
the academic performance of students, the study used the
undergraduate grading scales from the University of Victoria
British Columbia.

Interpretation

Rating Description

This is earned by work that indicates an
adequate comprehension of the course
material and the skills needed to work with
the course material and that indicates the
student has met the basic requirements for
completing assigned work and/or
participating in class activities.

80 &

below Acceptable

This is earned by work that indicates a good
comprehension of the course material, a good
command of the skills needed to work with
the course material, and the student’s full
engagement with the course requirements and
activities. Normally achieved by the largest
number of students.

This represents a more complex
understanding and/or application of the
course material.

This is earned by work which is technically
superior, shows mastery of the subject matter
This offers original insight and/or goes
beyond course expectations. Normally
achieved by a minority of students.

81t085 Good
86 to 90 Very Good
91to 95

Excellent

96 to 100 Outstanding
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V. STATISTICAL TREATMENT OF DATA

The academic performance of the majority of
students from first year to third year is within the ranges of 81
to 85, which is good. This academic performance is earned
by work that indicates a good comprehension of the course
material, a good command of the skills needed to work with
the course material, and the student’s full engagement with
the course requirements and activities. Meanwhile, academic
achievements significantly improve during fourth year. Most
students in their senior year have a GPA that is within the
range of 86-90, which is very good. This represents a more
complex understanding and/or application of the course
material.

First year

Most first year students, 80 or 59 percent in their first
semester, 90 or 67 percent in their second semester,
academically performed well with GPA of 81 to 85. This
indicate a good comprehension of the course material, a good
command of the skills needed to work with the course
material, and the student’s full engagement with the course
requirements and activities, normally achieved by the largest
number of students. There were 30 or 22 percent and 26 or 19
percent in the first and second semester respectively, have
grades 80 and below. This is acceptable which indicates an
adequate comprehension of the course material and the skills
needed to work with the course material and that indicates the
student has met the basic requirements for completing
assigned work and/or participating in class activities.
Likewise, there were 21 or 16 percent in first semester and 17
or 13 percent in second semester of first year with a very good
GPA of 86 to 90. This is an indication of their ability to
process more complex understanding and/or application of
the course material. A very few, four or three percent and two
or one percent in the first and second semester respectively
reached excellent. This academic performance can only be
earned by work, which is technically superior, shows mastery
of the subject matter.

Second year

Majority of second year students 79 or 59 percent in
both the first semester and second semester earned good GPA
from 81 to 85. This is aptly described as a good
comprehension of the course material, a good command of the
skills needed to work with the course material, and the
student’s full engagement with the course requirements and
activities, normally achieved by the largest number of
students. Further, there were 36 or 27 percent of sophomores
in the first semester and 32 or 34 percent during their second
semester earned a very good GPA, from 86 to 90. This
indicates that their ability for a more complex understanding
and/or application of the course material. Meanwhile, there
were 20 or 15 percent in their first semester and 18 or 13
percent in their second semester, who got an acceptable level
of GPA 80 and below. An indication of an adequate
comprehension of the course material and the skills needed to

International Journal of Research and Innovation in Social Science (JRISS) |Volume V, Issue X, October 2021 |ISSN 2454-6186

work with the course material and that indicates the student
has met the basic requirements for completing assigned work
and/or participating in class activities. However, only six or
four percent of sophomores in their second semester reached a
very good GPA, 86 to 90, which indicate technically superior,
shows mastery of the subject matter.

Third Year

During their third year most students, 78 or 58
percent in the first and 72 or 53 percent in the second semester
realized good GPA, from 81 to 85 rating. This show a good
comprehension of the course material, a good command of the
skills needed to work with the course material, and the
student’s full engagement with the course requirements and
activities, normally achieved by the largest number of
students. Moreover, there were 49 or 36 percent in the first
and 40 or 30 percent in the second semester junior students
earned very good GPA, 86 to 90, which demonstrate their
ability to represents a more complex understanding and/or
application of the course material. Conversely, there were
only eight or six percent in the first, 13 or 10 percent in the
second semester whose GPA is acceptable, 80 and below.
This illustrate an adequate comprehension of the course
material and the skills needed to work with the course
material and that indicates the student has met the basic
requirements for completing assigned work and/or
participating in class activities.

Fourth year

During their senior year, business students really
demonstrate an improvement in their cognitive level through
an increase of their GPA. Unlike in their first year to third
year, most senior 99 or 73 percent in the first and 108 or 80
percent earned a very good GPA, 86 to 90 percent which
confirm their ability to represents a more complex
understanding and/or application of the course material.
Meanwhile, there were 16 or 12 percent in the first and 23 or
17 percent in the second semester realized excellent GPA, 91
to 95, illustrating work which is technically superior, shows
mastery of the subject matter.

In order to determine if there are significant
groupings of practicum students among the fourth year
graduating students of first semester 2014-2015, the cluster
analysis method was used. This method seeks to classify
students as much as differences in their segment in terms of
academic performance and the scope of work in terms of
duties, punctuality, attitude grooming and quality of work.

Utilizing the hierarchical cluster analysis, Ward’s
cluster method with squared Euclidean distance under
measure there were three significant clusters of practicum
students. The first group which are the composed of 15
practicum students, 11 percent, are classified in planning
phase, 99 or 73 percent are in practice phase and 21 practicum
students or 16 percent of the respondents are in evaluation
phase. Furthermore, ANOVA was used in order to verify if
they significantly differ in their consumer behavior.
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Table 1. Percentage Distribution of Grades of Business Students

SY 2010-2011 SY 2011-202 SY 2012-2013 SY 2013-2014
Grades 1st year-1st 1% year-2" 2" year-1% 2" year-2" 37 year-1¥ 37 year-2" 4™ year-1% 4™ year-2M
sem sem. sem. sem. sem. sem. sem. sem.
80 &hbelow | 30 | 22% | 26 | 19% | 20 | 15% | 18 | 13% | 8 | 6% | 13 | 10% | 1 | 1%
811085 80 | 59% | 90 | 67% | 79 | 59% | 79 | 59% | 78 | 58% | 72 | 53% | 17 | 13% | 4 | 3%
86 t0 90 21 | 16% | 17 | 13% | 36 | 27% | 32 | 24% | 49 | 36% | 40 | 30% | 99 | 73% | 108 | 80%
91t0 95 4 | 3% | 2 | 1% 6 | 4% 10 | 7% | 16 | 12% | 23 | 17%
96 to 100 2 | 1%
Total 135 | X |35 | 00 s | 0 fass | D0 fass | D0 | ass | 400 | 135 | 100 | ags | %0
Generally, supervisors of organization rated practicum students as very good (M = 94.93, S.D. =4.96).

practicum students excellent (M = 95.12, S.D.=3.56) in the
delivery of their work duties and task assigned to them in the
organization. Similarly, the evaluating cluster of practicum
students has a rating of excellent (M = 95.95, S.D.=2.71)
while the second cluster of students has a rating of good (M =
88.47, S.D.= 2.42) in their delivery of duties and task.
Business practicum students were rated very good (M =
94.26, S.D.= 4.05) by their supervisors in the quality of their
work. The first cluster of students also earned a very good
rating (M = 94.93, S.D.= 3.57), while, the second cluster of
students earned a good rating (M = 88.93, S.D.= 3.77) in the

Meanwhile, the first cluster of students earned a rating of
excellent (M = 95.83, S.D. =4.01) and on the other hand, the
second cluster of students earned a rating of good (M = 87.67,
S.D. =5.94) in their punctuality. Generally, business
practicum student has an excellent work attitude (M = 97.18,
S.D. =3.90), the first cluster of students was also rated
excellent (M = 98.27, S.D. =2.04) while the second cluster
was rated good (M = 88.47, S.D. =4.34). Lastly, excellent on
grooming (M =97.70, S.D. = 3.52) is the rating of supervisors
to practicum students. The first cluster was excellent (M =
98.28, S.D. =2.69), while the second cluster earned very good

quality of their work. Supervisors rated the punctuality of (M = 93.07, S.D. =93.07) in grooming.
Table 2. Self-Regulators and Non-self-regulators basic practicum performance comparison
N Mean Std. Deviation Minimum Maximum

DUTIES Non-self regulators 15 88.47 2.42 84 90
Self-Regulators 120 95.95 271 90 100
Total 135 95.12 3.56 84 100
QUALITY Non-self regulators 15 88.93 3.77 80 94
Self-Regulators 120 94.93 3.57 90 100
Total 135 94.26 4.05 80 100
PUNCTUAL Non-self regulators 15 87.67 5.94 80 100
Self-Regulators 120 95.83 401 80 100
Total 135 94.93 4.96 80 100
ATTITUDE Non-self regulators 15 88.47 4.34 80 97
Self-Regulators 120 98.27 2.04 90 100
Total 135 97.18 3.90 80 100
GROOMING Non-self regulators 15 93.07 5.59 85 100
Self-Regulators 120 98.28 2.69 90 100
Total 135 97.70 3.52 85 100

A one-way between subjects ANOVA was difference in the scope of work p<.05 level, in terms of duties,

conducted to determine if there is a significant difference
among practicum students when grouped according to their
cluster membership. Practicum students when grouped
together according to their cluster shows a significant

[F(1, 133) = 104.16, p = 0], quality of work [F(1,133) = 37.03,
p = 0], punctuality, [F(1, 133) =49.08, p = 0], attitude, [F(1,
133) = 224.95, p = 0] and grooming, [F(1, 133) =37.26, p =
0]. Taken together, the results suggest that there were
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significant difference manifested among practicum students duties, quality, punctuality and grooming.
grouped according to their self-regulated learning in terms of
Table 3.ANOVA between Self-Regulators and Non-Self Regulators in the Practicum Program
Sum of Squares df Mean Square F Sig.
DUTIES Between Groups 746.67 1 746.67 104.16 0
Within Groups 953.43 133 7.169
Total 1700.10 134
QUALITY Between Groups 478.67 1 478.668 37.03 0
Within Groups 1719.26 133 12.927
Total 2197.93 134
PUNCTUAL Between Groups 889.26 1 889.259 49.08 0
Within Groups 2410 133 18.12
Total 3299.26 134
ATTITUDE Between Groups 1280.53 1 1280.533 224.92 0
Within Groups 757.20 133 5.693
Total 2037.73 134
GROOMING Between Groups 362.85 1 362.848 37.26 0
Within Groups 1295.30 133 9.739
Total 1658.15 134

The person r correlation reports the degree of
freedom, which are 133. The academic performance of
practicum students in the first semester has a very low
correlation with the different indicators on scope of work such
as with duties r(0.262), quality r(0.254) and attitude r(0.204).
Similarly, the academic performance of practicum students
during their second year first semester have a very low
correlation with the different indicators on scope of work such

as with duties r(0.228), quality r(0.257), attitude r(0.285) and
grooming r(0.239) and with the second year, second semester
with duties r(0.178). In their academic performance in the
third year second semester shows a very low correlation exist
with duties r(0.18) and punctuality r(0.195). Lastly, it was
only in the fourth year fourth semester that indicates a very
low correlation with punctuality r(0.182) and attitude r(0.236).

Table 4. Pearson r Correlations Between Academic and Practicum Performance

DUTIES QUALITY PUNCTUAL ATTITUDE GROOMING
FIRST_1 0.262* 0.254* 0.204*
SECOND_1 0.228* 0.257* 0.285* 0.239*
SECOND_2 0.178*
THIRD_2 0.18* 0.195*
FOURTH_1 0.182* 0.236*
*p<0.05

Discriminant Function Analysis

The Wilk’s Lambda table demonstrate that the
discriminant analysis is statistically significant (p<.000). The
classification table above shows that the overall ability of the
discriminate function can predict 99.3 percent accuracy the
first cluster and second cluster of practicum students (cluster
1= 100 percent; cluster 2= 99.2percent). Among the
independent variable that help predict group membership the
table result reveal that the Test of Equality of Group Means

which variable differ between cluster 1 and 2 on a univaraite
basis. These are the second year second semester and fourth
year grades, duties, quality, punctuality, attitude and grooming
(p< 0.05). Considering the variables from a multivariate
perspective the information in the Standardized Canonical
Discriminant Function Coefficients table or in the Structure
matrix table illustrate that attitude (0.74) and duty (0.503)
were helpful in predicting group membership. Although,
punctuality, quality and grooming were helpful to predict
cluster membership but were not as important a predictor as
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attitude and duty. Moreover, the discriminant function
correctly predicted 99.2 percent of the first cluster and 100
percent of the second cluster. The overall predictive accuracy
was 99.3 percent.

VI. RESULTS AND DISCUSSIONS

Researchers believed that self-regulation is relevant
for understanding academic outcome, because through self-
regulation students collect resources to achieve academic
goals. A focused student can utilize cognitive strategies to
solve problems and become more successful. At any academic
level any student can learn to self-regulate and their academic
performance improve. However, fourth year practicum
students did not demonstrate a strong significant correlation
between their level of academic performance and level of
practicum performance (Le, Casillas, Robbins, & Langley,
2005). Self-regulations in some studies are in terms of the
non-cognitive construct such as the presence of experiential
learning in the classrooms (Young, 2005). Among the
practicum course the non-cognitive construct are the duties
(Siadaty et al.), work quality (White & Frederiksen, 2005),
punctuality (Luna & SAjnchez, 2005), attitude (Chen, 2009),
and grooming (Bassi, Steca, Delle Fave, & Caprara, 2007).

Self-efficacy is another non-cognitive skill identified
with self-regulated learning, which students believe that their
own skills can accomplish an objective (Schunk &
Zimmerman). Research validates those students who uses
self-regulated  strategies increases their self-efficacy,
reinforcing students self-regulate further. In other words, self-
efficacy enhances self-regulated learning (Pajares, 2008).

Meanwhile, self-regulated learning does not singly
refer to cognitive but includes emotional, behavioral control
and meta-cognitive strategies, which includes comprehension,
persistence and diligence (Dinsmore, Alexander, & Loughlin,
2008). Therefore, self-regulation involves a myriad of
psychological process and set of skills. In addition self
regulation develop with age, therefore, fourth year students
compared to second year students involves more goal setting,
planning, self monitoring and approaching for help (Schunk,
2005).

It also appears that the student attitude (motivation
component) (Nicol & Macfarlanea€=Dick, 2006), duties &
responsibilities (cognitive strategies) (Pajares, 2008) are the
two significant indicators that separate the numerous self-
regulators from the non-self-regulators in the practicum
program. This specifies that proactive process that students
use to acquire the necessary set of skills rather than the
reactive response define SRL (Zimmerman, 2008).

The cognitive strategies identified as the duties and
responsibilities of practicum students performed to get
through their practicum program includes their ability in
problem solving and critical thinking skills (Sungur &
Tekkaya, 2006). Critical thinking in meeting duties and
responsibilities of practicum students involves a variety of
skills such as using information or creating information
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consistent with prior knowledge learned from lower years.
Practicum activities, which includes oral and written reports to
convey information shows the SRL.

The motivation component, which includes self-
efficacy, a belief among students that they can accomplish the
practicum program enhances their attitude (Usher & Pajares,
2008). Although students’ faces challenges to overcome
embedded, strong, negative self-talk they resort to self-
regulated strategy, which include goal setting, monitoring and
progress (Sungur & Tekkaya, 2006). They enlist the help of
their coordinator and supervisor to replace negative self-talk
with  positive  self-instruction, which reinforces their
persistence and motivation (Pintrich & Zusho, 2007).

VII. CONCLUSION

Although there was an increase of business students
GPA as they progress academically, it was not significant.
However, the significant relationship between the GPA and
practicum performance is very low an indication that the
meta-cognitive level does not manifest in the practicum
program. On the other hand, attitude, duties and
responsibilities significantly distinguish self-regulators from
non-self regulators in the practicum program.

VIIl. RECOMMENDATIONS

The absences of meta-cognitive component
demonstrate that the practicum program should include the
declarative knowledge, specifically; coordinators must
identify factors that influence level of performance. Moreover,
program must also include the procedural knowledge, which
requires students to identify strategies and procedures. Also,
include the conditional knowledge, the ability of student on
why and when to use a particular strategy. One way for the
program to make the three type of knowledge apparent is to
have students performs demonstration through simulation.
Debriefing after simulation can help coordinators identify the
student’s level of declarative, procedural and conditional
knowledge.
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