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ABSTRACT 

 

The purpose of this research is to develop a new model of individual-

organisation congruence, which incorporates a unique set of constructs that have not 

been used to operationalise congruence in a knowledge-intensive context. More 

specifically, this research investigates the relationships between learning style, 

learning climate congruence, current and preferred learning climate congruence 

(subjective congruence), perceived congruence and the self-efficacy and affective 

commitment of employees in a knowledge-intensive context, while taking into 

consideration various demographic attributes. In addition, this research aims to 

generate hypotheses for future researchers to examine. 

 

Although, various content dimensions have been used to operationalise 

individual-organisation congruence, learning style and learning climate have not been 

used to operationalise individual-organisation congruence in a knowledge-intensive 

context. However, there are distinct implications in the learning style literature with 

regard to the importance of achieving congruence between learning style and various 

elements in the learning environment.  Furthermore, although individual-organisation 

congruence has been operationalised in a diverse range of contexts, few researchers 

have specifically targeted employees in a knowledge-intensive context. Additionally, 

empirical research on individual-organisation congruence indicates that even in a 

diverse range of contexts, using various content dimensions, congruence is 

significantly related to positive employee attitudes, such as job satisfaction, 

organisational commitment, turnover intentions and job performance. Such positive 

outcomes are key issues for organisations in a knowledge-intensive context where 

their competitive advantage lies in the knowledge and skills of their employees 

 

The proposed model, developed from this thesis, used two types of employee 

attitudes that are particularly relevant in a knowledge-intensive context.  First, self-

efficacy relates to the confidence and competence to perform a given task. Employee 

competence is viewed as the most significant dimension in a knowledge-intensive 

context. Second, affective commitment, the extent to which employees want to remain 

with the organisation, is also particularly important for organisations operating in a 
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knowledge-intensive context.  For example, employees are their most valuable 

resource, and their replacement can be very costly for the organisation, particularly 

for those in high levels of employment. Various demographic attributes were also 

included in the proposed model, as the investigation of demographic attributes is 

crucial to gaining an understanding of individual differences, as well as the likely high 

level of demographic diversity that exists amongst employees in a knowledge-

intensive context.  

 

The paradigm of this research is postpositivism. The strategy of inquiry for 

this research is quantitative, involving a non-experimental design for the survey 

research. The research survey investigated the relationships between the six constructs 

used in the proposed model. A non-probability sample of 900 academics from a large 

Australian university was selected to represent the population of employees in a 

knowledge-intensive context.  

 

Five major conclusions were found from the study. First, learning styles were 

related to certain learning climates.  Second, the subjective congruence between 

learning styles and learning climate was related to the self-efficacy and the affective 

commitment of academics.  Third, the subjective congruence between the current and 

preferred learning climate factor was related to academics‟ affective commitment. 

Fourth, perceived congruence was related to the self-efficacy and affective 

commitment of academics. Finally, certain relationships were discovered between 

demographic attributes, congruence and employee attitudes. The most convincing 

results were the relationship between the subjective congruence between learning 

styles and learning climate, and academic‟s intention to stay with the university, and 

the relationship between affective commitment and academics‟ promotional 

occurrences.   

 

Overall, this study confirmed the importance of understanding the interplay 

between the individual and the organisation in order to enhance the competence and 

commitment of employees in a knowledge-intensive context. 
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CHAPTER 1: INTRODUCTION 

 

1.1  Congruence in a Knowledge-Intensive Context 

Individual-organisation congruence helps to explain the fundamental 

psychological process underlying the daily experiences of individuals in organisations 

(Wheeler, Gallagher, Brouer, & Sablynskil, 2007). According to Kristof (1996), 

individual-organisation congruence is the similarity between individuals and the 

organisations in which they work. Specifically, Kristof (1996) defines congruence as 

the similarity between individual characteristics (such as values, goals, personalities 

and attitudes), and organisational characteristics (such as culture, climate, values, 

goals and norms). Individual-organisation congruence originated from the domain of 

interactional psychology and and assumes that continuous interaction between the 

individual and the environment influences individual behaviour (Downey, Hellriegel, 

& Slocum, 1975; Holland, 1973; Lewin, 1951; Terborg, 1981).  This congruence 

between various individual and organisational characteristics simultaneously 

influences work attitudes (Kristof-Brown, Jansen, & Colbert, 2002). The current study 

includes three aspects of congruence, which relate to individuals‟ perceptions of the 

similarity between their learning style and their preferred learning climate, their 

preferred learning climate, the organisation‟s current learning climate, and an overall 

evaluation of whether individuals perceive their learning values to be congruent with 

the learning values of the organisation. Furthermore, this study contends that 

congruence between the individual and the organisation will relate to the self-efficacy 

and affective commitment of employees in a knowledge-intensive context. 

 

In a knowledge-intensive context, the interface between the individual and the 

organisation is critical to effectively managing, retaining and motivating employees 

(Alvesson, 2004). Ng and Burke (2005) note that the positive work-related outcomes 

of individual-organisation congruence are especially important in industries where the 

“war for talent” is high, and where organisations have to compete fiercely for the best 

talent (Thite, 2004). In addition, highly skilled employees generally have greater job 

mobility, thus the positive employee attitudes associated with the individual-

organisation concept is particularly important in a knowledge-intensive context 

(Wheeler et al., 2007).  



 

2 

 

 A knowledge-intensive context exists when the work in an organisation is of 

an intellectual nature, and where highly skilled, well-educated, qualified employees 

form the major part of the workforce (Alvesson, 2000). Thus, not all employees in a 

knowledge-intensive context are knowledge employees. Knowledge employees are 

the highly skilled, well-educated, qualified employees operating within knowledge-

intensive organisations. A knowledge-intensive context recognises knowledge as a 

strategic resource and creates knowledge that can be processed into useful external 

offerings by exploiting the knowledge power of its intellectual capital, of which the 

employee, in a knowledge-intensive context, is a critical component (Botha, 2000). 

Swart and Kinnie (2003) propose that a knowledge-intensive context emphasises: the 

nature and quality of their highly skilled human capital; the work processes that create 

market value through knowledge; and the deployment of such knowledge involving 

innovation, initiative and competence building in the provision of services. According 

to Glazer (1991), in knowledge-intensive contexts, knowledge is a core feature of the 

market offering. In conventional, less knowledge-intensive contexts, the market 

offering is dominated by product and service characteristics. Although knowledge 

serves as a resource to improve the offering, it is not directly part of what is offered to 

customers. Consequently, in conventional contexts, knowledge is a means to an end, 

whereas knowledge is an end in itself in knowledge intensive contexts (Ustuner, 

2005). 

 

Organisations in knowledge-intensive industries increasingly depend on their 

employees becoming successful at contributing to effective decision making and 

creating innovation (Oliver, Handzic, & Van Toorn, 2003). Thus employees in a 

knowledge-intensive context are key organisational assets, and the retention of these 

employees is a prime organisational objective (Alvesson, 2000; Amar, 2002; Benson 

& Brown, 2007; Lee-Kelley, Blackman, & Hurst, 2007; Lee & Maurer, 1997). While 

the ability to attract, retain and develop competent employees is a problem for all 

organisations, Alvesson (1995, 2000, 2004) contends that the issue is amplified in a 

knowledge-intensive context, as employees are the most significant and, sometimes, 

the only significant resource (Alvesson, 2000; Roberston & Hammersley, 2000). In 

addition, employees in a knowledge-intensive context are unlike employees in other 

contexts, not only because of their access to educational opportunities, but also 
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because the employees own the means of production: their knowledge (Blacker, 1995; 

Drucker, 1993; Kinnear & Sutherland, 2000). 

 

Further knowledge employees represent a new breed of employee with 

different needs, values and motivators to those of traditional employees (Kelloway & 

Barling, 2000). Despres and Hiltrop (1995) found that the turnover of knowledge 

employees is significantly higher than for other employee groups. Similarly, Horwitz, 

Heng, and Quazi‟s (2003) research of 44 chief executive officers, in a variety of 

knowledge-intensive organisations, confirmed the notion that the turnover of 

knowledge employees is higher than the rest of the workforce. More specifically, the 

researchers found that 71% of employers stated that the turnover of non-knowledge 

employees was less than 10%, compared to 64% of employers with this level of 

turnover for knowledge employees. Therefore,  Horwitz et al. (2003) suggest that it is 

important to develop strategies to reduce the turnover of knowledge employees, due to 

the scarcity of their skills and competencies.  

  

Research in a knowledge-intensive context often focuses on the 

commercialisation of knowledge, innovation and creativity, or the work of experts. 

One area of deficiency is research within universities, where there is the virtuous 

circle of teaching, research and consulting professional work (Oliver et al., 2003). 

More specifically, the most research on individual-organisation congruence has been 

conducted in a non knowledge-intensive context (Boxx, Odom, & Dunn, 1991; 

Brkich, Jeffs, & Carless, 2002; Cable & DeRue, 2002; Cable & Edwards, 2004; 

Coote, Price, & Ackfeldt, 2004; Lauver & Kristof-Brown, 2001; Posner, 1992; 

Valentine, Godkin, & Lucero, 2002; Vandenberghe, 1999; VanVianen, DePater, & 

VanDijk, 2007; Westerman & Cyr, 2004). Any research that has ben undertaken has 

been based, in the main, on students or graduates (Bretz, Ash, & Dreher, 1989; Bretz 

& Judge, 1994; Cable & Judge, 1996; Carless, 2005; Judge & Cable, 1997; Kristof-

Brown et al., 2002; Ng & Burke, 2005; Saks & Ashforth, 2002; Sims & Keon, 1997).  

 

Other research that has been conducted in a knowledge-intensive context has 

included high school teachers (Erdogan & Bauer, 2005; Erdogan, Kraimer, & Liden, 

2004; Ostroff, 1993; Ostroff & Rothausen, 1997; Vancouver & Schmitt, 1991) and 
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accountants (O'Reilly, Chatman, & Caldwell, 1991; Westerman & Yamamura, 2007). 

Two studies by Erdogan and Bauer (2005) and Siegall and McDonald (2004) have 

surveyed academic employees to investigate individual-organisation congruence. The 

current study; however, uses different employee attitudes to the ones in the previously 

mentioned studies. Erdogan and Bauer‟s (2005) survey of 203 university professors in 

the United States (US) investigated individual-organisation congruence with job and 

career satisfaction, while Siegall and McDonald‟s (2004) survey of 135 public 

university faculties in the US investigated individual-organisation congruence with 

employee burnout.   

 

Wheeler, Gallagher, Brouer and Sablynskil (2007) contend that individual-

organisation research, in a knowledge-intensive context, is limited, and so further 

research is required to determine the influence individual-organisation congruence has 

on employees in a knowledge-intensive context, as it is these employees that 

organisations cannot afford to lose.    As a result, the current study aims to add to the 

literature and knowledge on individual-organisation congruence by developing a new 

model of individual-organisation congruence in a knowledge-intensive context. Such 

an understanding will help managers effectively meet the increasing challenges 

currently facing organisations in a knowledge-intensive context.  

 

1.2  Challenges in a Knowledge-Intensive Context 

There are a number of challenges facing organisations operating in a 

knowledge-intensive context, including high costs associated with replacing human 

resources, increases in employee transience, shortages of knowledge employees, and 

the ability to manage the diversity of knowledge employees.  

 

1.2.1  Costs of Replacing Knowledge Employees 

The first challenge in a knowledge-intensive context is the cost of replacing 

their highly skilled employees (Alvesson, 2004; Janz & Prasamphanich, 2003; Lee & 

Maurer, 1997; Mitchell, Holtom, & Lee, 2001). Employees are very costly to replace, 

not only due to typical costs associated with recruiting, socialising and training 

employees, but also because of the costs when irreplaceable knowledge assets are lost 

(O'Neill & Adya, 2007). 
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Consequently, productivity is now, more than ever, dependent on the 

contributions of knowledge employees (O'Donohue, Sheehan, Hecker, & Holland, 

2007; Tovstiga, 1999). Furthermore, Swart and Kinnie (2003) postulate that 

employees are central to the creation of a competitive advantage, as well as to the 

survival of organisations in a knowledge-intensive context. Therefore, the loss of 

knowledge employees to an organisation means the loss of both tangible and 

intangible knowledge and, importantly, potential competitive advantage (Alvesson, 

2000; Kinnear & Sutherland, 2000). Similarly, Smith and Kelly (1997) note that 

future economic and strategic advantage will rest with the organisations that can most 

effectively attract, develop and retain knowledge employees.  

 

Comparisons between public and private sector employees revealed 

significantly higher levels of commitment among private sector employees (Zeffane, 

1995). Boyne‟s (2002) analysis of 34 empirical studies found weak support for the 

view that public and private management are fundamentally dissimilar in all important 

respects. However, certain differences that were found include: public organisations 

are more bureaucratic; and public managers are less materialistic and have a weaker 

organisational commitment than do their private sector counterparts. Thus public 

organisations are more bureaucratic and less conducive to the creation of employee 

commitment (Odom, Boxx, & Dunn, 1990). Consequently, the investigation of the 

commitment of knowledge employees in the public sector is particularly important. 

Hence, the proposed model of individual-organisation congruence in a knowledge-

intensive context focuses solely on the public sector, and is not generalisable to 

knowledge employees in the private sector. 

 

1.2.2  Increases in Employee Transience 

The second challenge in a knowledge-intensive context is the increase in 

employee transience (Janz & Prasamphanich, 2003). Alvesson (2000) has identified 

that organisations in a knowledge-intensive context risk their employees leaving and 

forming new organisations, taking their knowledge and clients with them. 

Furthermore, knowledge employees are generally autonomous people who enjoy 

occupational advancement and mobility, and resist a traditional command and control 

culture, with their commitment more occupationally than organisationally oriented 
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(Alvesson, 2000; Benson & Brown, 2007; Cook, 1996; Despres & Hiltrop, 1995; 

Horwitz et al., 2003; May, Korczynski, & Frenkel, 2002; O'Neill & Adya, 2007; 

Roberston & Hammersley, 2000; Thite, 2004; Vandenberg & Scarpello, 1994)  

 

 Employees in a knowledge-intensive context, as noted by Lee, Mitchell, 

Holtom, McDaniel and Hill (1999), follow different patterns of behaviour and have 

different career structures to traditional models of employment. These include actions 

such as planning to resign after a certain period, and being confident of finding 

alternative employment (Mitchell et al., 2001). According to Flood, Turner, 

Ramamoorthy and Pearson (2001) and Wheeler, Gallagher, Brouer and Sablynski 

(2007), highly skilled employees, such as those in a knowledge-intensive context, 

have great job mobility and may search for job alternatives, regardless of prevailing 

job availability conditions, because their high marketability protects them from 

prevailing economic conditions. 

 

 Similarly, the temptation for knowledge employees to resign is high, a 

consequence of their attractiveness on the labour market, where their wide 

interactions with people in other organisations exposes them to job opportunities, as 

well as the options to form their own organisations (Alvesson, 2000). More 

specifically, highly educated employees, such as academics,  are likely to perceive 

fewer obstacles in finding alternative employment and are, therefore, less likely to 

feel “locked into” the organisation (Joiner & Bakalis, 2006). 

 

 In addition, with the increasingly transitory nature of work, the reduction in 

lifelong employment, the younger generation of employees are more likely to take a 

more active role in their career planning and execution. As a result, it is likely that, if 

the younger generations' preferences are not realised in the work environment, this 

impatience and increased mobility may result in them leaving the organisation 

(Westerman & Yamamura, 2007). 

 

Baby Boomers are often associated with values such as optimism, team 

orientation, and personal gratification. They tend to be independent thinkers, 

extremely competitive and very concerned with their own self-interests. The advanced 
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careers of Baby Boomers make them more entrenched within their organisations, 

while their age and family commitments may make them less mobile (Westerman & 

Yamamura, 2007). Thus, older employees may be more likely to stay with the 

organisation as they have no other choice. For this reason, within a knowledge-

intensive organisation issues, such as career plateauing, retirement planning and 

retraining of older employees to avoid skill obsolescence, pose severe challenges to 

human resource administrators (De Cieri et al., 2008), along with the rising costs of 

benefits and sick leave of these older employees. 

 

In contrast, Westerman and Yamamura (2007) see the younger employee 

(Generation X and Y) as being strongly influenced by the unique experiences of their 

childhood (e.g. recurrent layoffs since the 1980s, the development of transitory career 

paths, two working parents, divorce etc). Additionally, they are also practical, 

technically competent and comfortable with diversity, change, multi-tasking, and 

competition (Kupperschmidt, 2000).  

 

 Further, younger employees value unexpected rewards for work 

accomplishments, opportunities to learn new things, praise, recognition and support 

from their superiors (De Cieri et al., 2008), while being “less loyal to the company” 

(Smola & Sutton, 2002, p. 378). Thus they may take the view that nothing is 

permanent, and they may seek work environments that match their preferences. When 

this match does not occur they may become more dissatisfied and more willing to 

leave the organisation. Organisations are also confronted by these employees‟ desires 

to be promoted more quickly than their older counterparts (indicating high 

expectations for job challenge, success, and accomplishment). Consequently a work 

environment that provides suitable levels of job challenge, participation, and strong 

expectations for accomplishment, is likely to be more strongly connected to employee 

satisfaction and intention to remain with an organisation.  

 

1.2.3  Shortage of Knowledge Employees 

The third challenge in a knowledge-intensive context is the shortage of 

knowledge employees, and the increased level of competition in the marketplace 

(Janz & Prasamphanich, 2003). Horwitz, Heng and Quazi (2003) suggest that the 
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knowledge employees possess, particularly skills that are in high demand, allow 

greater choice about who the employee wants to work for. As a result, organisations 

compete for the knowledge employees rather than the knowledge employees 

competing to join a particular organisation.  

 

According to Nunes, Annansingh, Eaglestone and Wakefield (2006), one 

important phenomenon is the loss of long-term employees through early retirements 

and redundancies; therefore, organisations are losing their chief assets in the process. 

Consequently, the potential loss of these key employees leads to the fear that the 

organisation could lose its competitive edge, which depends on the knowledge 

acquired and developed by their employees. Therefore, a particular problem for many 

organisations is the need to ensure that they retain their key employees, thus making 

commitment and loyalty a significant issue (Alvesson, 2000).  

 

Currently, potential young employees are not available in sufficient numbers 

to fill the needs of these knowledge-intensive organisations.  This outcome is a 

consequence of the falling birth rates of the 1960s and 1970s. It is expected, therefore, 

that a high proportion of future staff increases will need to be met from the pool of 

older people, who are expected to postpone retirement or re-enter the workfoce. 

Patrickson and Ranzijn (2004) found that, older employees are more willing to stay 

with their organisation given the existing labour shortage, government policies 

directed towards enabling older people to remain working longer, and the decreasing 

returns on superannuation investments that are currently reducing retirement incomes. 

A feasible solution for organisations may be to continue the employment of those 

wanting to work. 

 

Therefore, pressures have increased on organisations to provide older 

employees with training and career development opportunities befitting their learning 

styles, and to ensure that the performance measures reflect actual competence, 

especially, as the status and experience of the employees over 50 years has increased 

(Patrickson & Hartmann, 1995).  According to Bartlett (2003), more needs to be 

understood about the aging population, including evidence on values and attitudes 

across the generation and the expectations and needs of the older age employees. 
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1.2.4  Diversity of Knowledge Employees 

The fourth challenge in a knowledge-intensive context is the diversity of the 

workforce (Ng & Burke, 2005). Young and Hurlic (2007) highlighted that 

organisations in a knowledge-intensive context must be able to manage the diversity 

of individuals that work for them.  Thus, human resource practices now need to be re-

examined to provide a better fit with the new strengths and challenges of change, 

innovation and diversity. Such outcomes could include better approaches in relation to 

retention and more effective management strategies and processes (D'Netto & Sohal, 

1999; Pfeffer, 1994). As Alvesson (2000) observes, the failure to recognise age, 

gender and cultural diversity in an organisation has important negative implications in 

a knowledge-intensive context.  

 

Due to these confronting challenges, Janz and Prasamphanich (2003) see it as 

pertinent that organisations thus develop ways to sustain, and effectively utilise, the 

knowledge and expertise that lies within their existing employee base. Lee, Carswell 

and Allen (2000) suggest that employee turnover may be reduced when a similarity 

exists between the employee and the organisation‟s goals and values. Likewise, 

according to Flood, Turner, Ramamoorthy and Pearson (2001), when employee 

expectations have been met, employees are more likely to feel an obligation to 

contribute to the organisation. In turn this results in a higher level of commitment to 

the organisation and a greater propensity for the employee to stay with the 

organisation. In addition, Alvesson (2000, 2001) proposes that the loyalty of the 

individual is reinforced by their fitting with, and vice versa, the norms and values 

prescribed by the corporate culture of the organisation. The outcome is a match 

between the work culture of the individual-job fit and the individual-organisation fit, 

that ensures employee commitment and career advancement (Alvesson, 2001). 

  

The congruence between the values, interests, beliefs and needs of the 

individual and the organisation relate to an employee‟s career involvement, job 

satisfaction, organisational commitment, turnover intentions and career success (Bretz 

& Judge, 1994; Chatman, 1991; Kristof, 1996; Vancouver & Schmitt, 1991). Indeed 

Bretz and Judge (1994) suggest that individuals find comfort and flourish in an 

organisation that supports their individual preferences. Likewise, individuals will 
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wither and “die” when they work in non-congruent organisations. In knowledge-

organisations where the workforce is diverse, and change and innovation is crucial for 

survival (Griggs & Hyland, 2003), it is important to identify how the interplay 

between the individual and the organisation facilitates, inhibits, or impedes individual 

feelings of competence, and commitment to work (Sims, 1983). 

 

1.3  The Research Problem 

Many researchers have operationalised the individual-organisation congruence 

theory through examining the congruence between various individual and 

organisational characteristics to gain a better understanding of the attitudes and 

behaviours of individuals within an organisation (Bretz & Judge, 1994; Chatman, 

1991; Kristof, 1996; Lauver & Kristof-Brown, 2001; Posner, 1992; Schneider, 1987; 

Vancouver & Schmitt, 1991). However, the research pertaining to the 

operationalisation of individual-organisation congruence is limited to certain 

individual and organisational characteristics.  Those individual characteristics most 

commonly include: values, goals, personalities, preferences, needs and attitudes 

(Kristof-Brown, Zimmerman, & Johnson, 2005; Kristof, 1996). On the other hand, the 

organisational characteristics most commonly include: culture, climate, values, goals 

and norms (Kristof-Brown et al., 2005; Kristof, 1996).  

 

A meta-analysis of individual-organisation congruence, by Kristof (1996) and 

Kristof-Brown, Zimmerman and Brown (2005), revealed four content dimensions that 

are commonly used to operationalise congruence, the value or culture congruence; the 

goal congruence; the need and structure congruence; and the climate congruence. 

Interestingly 78% of the individual-organisation congruence research focuses on the 

value or culture congruence (Piasentin & Chapman, 2006) 

 

However, within a knowledge-intensive context the research on individual-

organisation congruence is limited (Wheeler et al., 2007); most research has been 

conducted in the non knowledge-intensive context. As mentioned earlier, individual-

organisation congruence research, in a knowledge-intensive context, has primarily 

involved students or graduates, with a number of other involving high school teachers, 
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accountants and academic university employees. Previous studies that have involved 

academics differ to the current study because different employee attitudes are used. 

 

1.4  The Significance of the Research 

The present research has both theoretical and practical importance. 

Theoretically the research proposes a new model of individual-organisation 

congruence in a knowledge-intensive context. This contribution is unique to the field, 

as no such model has been developed on individual-organisation congruence in a 

knowledge-intensive context. Practically the study‟s results will enable the 

development of more efficient human resource strategies in the retention and 

management of employees. 

 

Briefly, individual-organisation congruence, the compatibility between the 

individual and the organisation (Kristof, 1996), is linked to positive work-related 

outcomes, such as: job satisfaction, organisational commitment, identification, and 

retention (Boxx et al., 1991; Bretz & Judge, 1994; Brigham, DeCastro, & Shepherd, 

2007; Cable & Edwards, 2004; Cable & Judge, 1996; Coote et al., 2004; Erdogan & 

Bauer, 2005; Hoffman & Woehr, 2006; Huang, Cheng, & Chou, 2005; Kristof-Brown 

et al., 2005; Kristof, 1996; Lauver & Kristof-Brown, 2001; O'Reilly et al., 1991; 

Ostroff, 1993; Posner, 1992; Saks & Ashforth, 1997; Silverthorne, 2004; Sims & 

Keon, 1997; Valentine et al., 2002; Vancouver & Schmitt, 1991; VanVianen, 2000; 

Verquer, Beehr, & Wagner, 2003; Westerman & Cyr, 2004; Westerman & 

Yamamura, 2007; Wheeler et al., 2007). Such positive outcomes are key issues for 

organisations where competitive advantage lies in the knowledge and skills of their 

employees (Alvesson, 2004). 

 

The proposed individual-organisation congruence model incorporates a unique 

set of constructs that have not been used previously to operationalise individual-

organisation congruence in a knowledge-intensive context, namely, learning style; 

learning climate; self-efficacy; and affective commitment. 

 

The content dimensions used in the current study were learning style and 

learning climate to operationalise the individual-organisation congruence. Learning 
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style relates to how individuals organise and process information, which, in turn, leads 

to changes in knowledge and skills (Honey & Mumford, 1986; Kolb, 1976). 

Furthermore, learning style is not a fixed trait, rather it is a differential preference for 

learning, which according to Boyatzis and Kolb (1995), represents the deep structure 

of the knowledge that is imparted in knowledge specialties and professions. 

Additionally, learning style involves the investigation of individual differences; 

people perceive and gain knowledge differently; they form ideas and think differently; 

and they act differently (Duff, 2000; Duff & Duffy, 2002).  These differences are 

relevant to the diversity of employees in a knowledge-intensive context. Indeed most 

learning style literature highlights the importance of matching various learning styles 

to appropriate learning environments in order to achieve positive outcome, despite the 

context.    

 

Learning style has become a complex concept, involving much debating, and 

multiple definitions and interpretations.  The current study, nevertheless, uses a 

specific conceptual approach to learning styles that is relevant to individual-

organisation congruence research, namely Kolb (1976) and Honey and Mumford 

(1986) learning style conceptualisations. Furthermore, the conceptualisation of 

learning styles coincides with this operationalisation, to limit confusion and 

strengthen the overall concept. While the operationalisation of a learning style can be 

problematic, due to the weaknesses in the reliability and validity of the learning style 

instruments (Curry, 1991; Sadler-Smith, 2001). This problem is minimised by using a 

well-known and validated measurement scale of learning style, namely, Honey and 

Mumford‟s (1986) learning style questionnaire.    

 

Learning climate was selected in this study as a way to examine the learning 

environment in a knowledge-intensive context. Pedler, Burgoyne and Boydell (1991), 

Watkins and Marsick (1993) and Ortenblad (2002) identified learning climate, 

including the structural elements within an organisation, as a valid mechanism that 

facilitates learning within an organisation. Indeed the learning climate contributes 

significantly to the processes of knowledge creation, as well as the management of 

knowledge employees (Roberston & Hammersley, 2000). Moreover, an employee‟s 

ability and willingness to utilise, share and synthesise existing knowledge to create 
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new ideas is critical to the organisation‟s success (Lee-Kelley, Blackman, & Hurst, 

2007). 

 

The controversy about what a learning climate is increases the complexity of 

how learning climate is used in this study.  For example, culture and climate are both 

seen as distinct organisational variables, sometimes arising from different academic 

traditions, and as rival theoretical concepts. However, culture and climate are also 

viewed as reflecting similar manifestations (Braithwaite, Greenfield, & Westbrook, 

2008). Rather than looking at how a learning organisation can be designed to achieve 

specific outcomes, the current study accepts the learning organisation as the entity 

itself. More specifically, the study focuses on the climate aspect of the learning 

organisation concept. Thus employees are able to identify the structural and 

procedural elements of the learning organisation so that they can determine the 

influence that these elements have on their attitudes and behaviours. 

 

It is usually assumed that individuals with different learning styles prefer 

different learning environments (Fry & Kolb, 1979; Honey & Mumford, 1986). 

However, Murray (2002) contends that the learning style of an individual must be 

matched with work conditions that bring out the best in them, rather than conditions 

that oppress or pacify. Therefore, the interplay between the individual and the 

learning environment, as noted by Sims (1983), may facilitate, inhibit, or impede 

individual feelings of competence, satisfaction, and commitment to work. Learning 

styles and learning climate were used in the proposed model of individual-

organisation congruence, because of their relevance in the knowledge-intensive 

context, and because neither have been used to operationalise congruence in a 

knowledge-intensive context.  

 

Another important aspect of the current research is based on an individual‟s 

perceptions of congruence, and how those perceptions influence certain attitudes and 

behaviours. Cable and Judge (1997) and Cable and DeRue (2002), saw that employee 

perceptions of the work environment were critical determinants of their behaviours 

and attitudes. Furthermore, individual perceptions were seen as the most appropriate 
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mechanisms for assessing individual behaviours, because perceptions shape an 

individual‟s behaviour (Holton, Bates, & Ruona, 2000). 

 

Employee attitudes and behaviours, such as self-efficacy and affective 

commitment, have also been are included in the proposed model, as there is limited 

data available on the relationships between individual-organisation congruence, self-

efficacy and affective commitment, in a knowledge-intensive context.  Self-efficacy is 

particularly relevant as it relates to an individual‟s confidence and ability to perform a 

given task (Zimmerman, 1995).  Affective commitment, an individual‟s emotional 

attachment to, identification with, and involvement in an organisation (Meyer & 

Allen, 1991), is also important as employees are the most valuable resource, and 

replacing them can be very costly (Alvesson, 2004). The growth of a new knowledge-

based economy has meant increased pressures on individual‟s maintaining a work-life 

balance, particularly for women academics. These pressures, along with unrealistic 

workload expectations, impact upon the commitment of academics to the organisation 

(Fisher, 2007). Indeed, Fisher‟s (2007) research on university academics in Australia 

found that organisational commitment is much lower than either professional or career 

commitment. Similarly, Benson and Brown‟s (2007) findings confirm that employees 

in a knowledge-intensive context tend to be more committed to their profession, rather 

than to the organisation. For this reason it is important to find ways to enhance the 

commitment of such employees. 

 

Various demographic attributes (academic discipline, academic level, type of 

employment, length of service, intended service, promotions, age and gender) are also 

included in the proposed model, to determine how they relate to individual-

organisation congruence, to fill the gap in the research and to attempt to unravel the 

earlier, seemingly confused findings.  Furthermore, Chuang, Rotman and Rotman 

(2004) and Young and Hurlic (2007) identified a new trend in the composition of a 

workforce that fosters a greater degree of demographic diversity amongst employees. 

Thus understanding why different individuals support or discard an organisation will 

provide strategies that will help an organisation to achieve its objectives and goals 

(Young & Hurlic, 2007). According to Scott (2005), knowledge employees are able to 

work in ways that capitalise on their individual strengths of knowledge work when the 
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environment is flexible enough to accommodate them, and it is able to rely on the 

individual differences and talents of knowledge employees. Additionally, 

demographic attributes (such as age, position, experience, tenure and gender) exhibit 

strong relationships with employees‟ work attitudes (Shum & Cheng, 1997).  

 

The findings from Kristof-Brown, Zimmerman and Johnson‟s (2005) meta-

analysis of individual-organisation congruence research revealed that few studies have 

examined demographic variables as a moderator of individual-organisation 

congruence. Chatman‟s (1991) survey of accountants and O‟Reilly, Chatman and 

Caldwell‟s (1991) survey of accountants, and business students, found that 

demographic attributes, such as age, tenure and gender, were not significantly related 

to individual-organisation congruence. Similarly, Posner‟s (1992) study of 1634 

professional and management personnel found that demographic attributes, such as 

age, gender, ethnic background, organisational level, management position, length of 

service, and functional area did not moderate the relationship between the individual-

organisation value congruence and work attitudes. 

 

These results contrasted with the findings of Jackson, Brett, Sessa, Cooper, 

Julin and Peyronnin (1991), who identified demographic attributes as powerful 

determinants of perceptions of individual-organisation congruence. Furthermore, 

Hofstede, Bond and Luk‟s (1993) survey of 1300 employees also found that 

demographic attributes, such as age and gender, had an impact on the degree of 

individual-organisation congruence. Moreover, two quantitative studies on business 

students, conducted by Lovelace and Rosen (1996) revealed that race and gender were 

related to perceived individual-organisation congruence, while Kristof‟s (1996) meta-

analysis revealed that tenure was significantly related to individual-organisation 

congruence. 

 

According to Lovelace and Rosen (1996), most individual-organisation 

congruence studies have been blind to individual demographics, with the studies 

implicitly assuming that achieving individual-organisation congruence is the same for 

all groups of individuals. Given the diversity of employees in a knowledge-intensive 

context, it would seem that the retention of employees may depend on how different 
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demographics influence different perceptions of congruence. Future investigations, 

therefore, will need to determine the moderating effects of various demographic 

variables on individual-organisation congruence (Ostroff, Shin, & Kinicki, 2005). 

 

The research is important in a practical sense.  For example, the results will 

provide useful information and feedback to human resource administrators in 

knowledge-intensive organisations, about how to develop learning climates that are 

congruent with the different learning values and preferences of their employees, thus, 

enabling more efficient and effective human resource strategies for use in their 

retention and management of employees. 

 

1.5  The Purpose of the Research 

The purpose of the current research was to develop a new model of individual-

organisation congruence that will provide an understanding of the relationships 

between learning style, learning climate congruence, current and preferred learning 

climate congruence (subjective congruence), as well as perceived congruence and the 

self-efficacy and affective commitment of employees in a knowledge-intensive 

context, taking into consideration various demographic attributes. In addition, the 

research aims to generate hypotheses for future researchers to examine.  

1.6  The Research Question 

The main research question for this study was: 

How do individual and organisational characteristics of learning style and 

learning climate interact with the various types of congruence; how do they relate to 

the self-efficacy and affective commitment of employees in a knowledge-intensive 

context; and what role do demographic attributes play in explaining these 

relationships. 
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The five subordinate Research Questions were: 

RQ1. To what extent do certain individual learning styles relate to different 

types of learning climates? 

RQ2.  To what extent does the subjective congruence between learning styles 

and preferred learning climate relate to self-efficacy and affective commitment? 

RQ3.  To what extent does the subjective congruence between current and 

preferred learning climate relate to self-efficacy and affective commitment? 

RQ4. To what extent does perceived congruence relate to self-efficacy and 

affective commitment? 

RQ5.  To what extent do the demographic attributes relate to perceived and 

subjective congruence, self-efficacy and affective commitment? 

 

The content dimensions predominately used to operationalise the individual-

organisation congruence theory include, personality, values, goals, climate, culture 

and attitudes. Additionally, a new model of individual-organisation congruence has 

been proposed, which incorporates a unique set of six constructs: 1. learning style, 

learning climate congruence; 2. current and preferred learning climate congruence; 3. 

perceived congruence; 4. self-efficacy; 5. affective commitment; and 6. demographic 

attributes. 

 

Three types of congruence were measured in this study, namely: 1. subjective 

commensurate congruence; 2. subjective non-commensurate congruence; and 3. 

perceived congruence. The congruence between the current and preferred learning 

climate represents a commensurate subjective measure of individual-organisation 

congruence. Commensurate measures of individual-organisation congruence describe 

both the individual and the organisation characteristics using the same content 

dimensions (Kristof, 1996). For example, the same learning climate items represent an 

organisation‟s current learning climate and the individual‟s preferred learning climate.  

Further the congruence between learning style and preferred learning climate 

represents a non-commensurate, subjective measure of individual-organisation 

congruence. These non-commensurate measures use different content dimensions to 

describe individual and organisational characteristics (Kristof, 1996). For example, a 

learning style represents the individual characteristic, while the learning climate 
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represents the organisation characteristic. Finally, the perceived congruence consists 

of an overall evaluation of whether individuals‟ perceive their learning values to be 

congruent with the learning values of the organisation.  Thus perceived congruence 

reflects an individual‟s direct assessment of the similarity between themselves and the 

organisation (Kristof, 1996). 

 

Although individual-organisation congruence has been operationalised in a 

diverse range of contexts, little research has specifically targeted employees in a 

knowledge-intensive context. Existing empirical research on individual-organisation 

congruence indicates that, even in a diverse range of contexts, using various content 

dimensions, individual-organisation congruence is significantly related to positive 

employee attitudes. Thus the proposed model is based on an individual‟s perceptions 

of congruence, and how these perceptions influence certain attitudes and behaviours. 

More specifically, the current study postulates that congruence between the individual 

and the organisation relates to self-efficacy and affective commitment by the 

employees in a knowledge-intensive context.  

 

Various demographic attributes (academic discipline, academic level, type of 

employment, length of service, intended service, promotion, age and gender) were 

also included in the proposed model to determine how they relate to individual-

organisation congruence. Based on previous related research,  demographic variables, 

such as age, gender, position, type of employment, and length of service and 

discipline to highlight differences in work stress, morale and motivation between 

academic staff, were used (Winter, Taylor, & Sarros, 2000). However, two additional 

demographic attributes (whether academics intended to stay with their university, and 

whether they had experienced a promotion) were considered important to the 

commitment of employees in a knowledge-intensive context.   

 

The current study does not seek to test specific hypotheses, rather it seeks to 

investigate the relationships between the various constructs used in the proposed 

model of individual-organisation congruence, using a combination of descriptive and 

exploratory statistics. Figure 1 graphically represents the proposed model of 

individual-organisation congruence in a knowledge-intensive context. 
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Figure 1. A Proposed Model of Individual-Organisation Congruence in a 

Knowledge-Intensive Context 
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1.7  Data Collection and Analysis Procedures 

A quantitative approach was used to investigate the relationships between six 

constructs, the learning style, learning climate congruence, current and preferred 

learning climate congruence (subjective congruence), perceived congruence, 

demographic attributes, self-efficacy and affective commitment. These constructs 

form the proposed model of individual-organisation congruence in a knowledge-

intensive context. The developed paradigm is postpositivism. The quantitative 

strategy of inquiry, a non-experimental design research survey, was selected for three 

reasons. First, quantitative approaches, such as survey research, are best suited to 

studies that aim to identify relationships between characteristics (Creswell, 2003). 

Second, survey research is the most appropriate technique to measure self-reported 

attitudes, beliefs and/or behaviours (Neuman, 2000; Saari & Judge, 2004). Finally, 

survey research is more appropriate when there are a large number of constructs to be 

measured. 

 

The data collection instrument was a cross-sectional, self-administered 

questionnaire (Appendix B, p. 295). The questionnaire comprised 86 items.  Items 1-

78  were measured on 5-point Likert scales, and included items relating to learning 

styles, current and preferred learning climate, perceived congruence, self-efficacy and 

affective commitment. Items 79-86 related to demographic information, measured on 

a combination of nominal and ordinal scales.  

 

A non-probability sample of 900 academics from a large Australian university 

was selected as well as representing the population of employees in a knowledge-

intensive context. The academics‟ contact details (email and office locations) were 

obtained via the university website. An advance notice email was sent to each 

academic one week prior to the research being conducted.  The email informed the 

sample about the questionnaire. A prize incentive was available to participating 

academics. The questionnaire, cover letter, prize information and a pre-addressed 

return envelope were then mailed out to each academic. The anonymity of the 

participation was assured by getting participants to mail back the completed 

questionnaire. The participants were asked to complete and return the questionnaire, 

by mail, within three weeks. A reminder email was sent to academics one week after 
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the survey‟s distribution. This was followed by a replacement questionnaire, which 

was sent via email, two weeks after the initial questionnaire distribution. Finally, three 

weeks after the initial distribution of the questionnaire, an email was sent to thank 

those academics who had participated in the research. 

 

Upon receipt the questionnaire data were entered and coded using the 

Statistical Product and Service Solutions (SPSS) computer program. The data analysis 

procedures included, descriptive statistics, principal components analysis, reliability 

coefficients, Pearson‟s product-moment correlation, hierarchical, multiple and simple 

linear regression, analysis of variance and independent t-test. 

 

The descriptive statistics (means, standard deviations, frequencies and 

percentages) were used to develop profiles from the research sample. Correlations and 

cross tabulations were also performed to determine if significant relationships existed 

between the demographic variables.  

 

A confirmatory and exploratory principal components analysis was then 

performed to determine the factor structure of the previously verified questionnaires. 

The exploratory principal components analysis was conducted using Pedler, Burgoyne 

and Boydell‟s (1991) Learning Climate Questionnaire. It explored any factor 

structures that may have emerged, as there was no documented reliability for the 

questionnaire.  The confirmatory principal components analysis was performed to 

determine whether the data supported the proposed factor structure for: Honey and 

Mumford‟s (1986) Learning Style Questionnaire; Saks and Ashforth‟s (1997) 

Perceived Individual-Organisation Congruence Scale; Chen, Gully and Eden‟s (2001) 

General Self-efficacy Scale; and Allen and Meyer‟s (1990) Affective Commitment 

Scale.  The confirmatory principal components analysis were conducted on the scales 

that had well-documented reliability 

 

Next, the reliability coefficients were determined for each of the questionnaire 

scales.  
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Then the Pearson‟s product-moment correlation was used to assess the 

relationships between: learning styles and preferred learning climate; current and 

preferred learning climate; perceived congruence and self-efficacy and affective 

commitment. These correlations are the most widely used to assess the relationships 

between two variables and to test individual differences (Chamorro-Premuzic & 

Furnham, 2008; Verquer et al., 2003). Further, correlational indices assess the 

similarity between an individual‟s rankings of dimensions included within the 

congruence measure (Verquer et al., 2003). Indeed correlations have been used in 

various individual-organisation congruence studies to examine the relationships 

between the individual and organisation variables (Cable & Judge, 1996; Cable & 

Parsons, 2001; Cooper-Thomas, Van Vianen, & Anderson, 2004; Garavan, 1997; 

Harris & Mossholder, 1996; Kim, Cable, & Kim, 2005; Krausz, Sagie, & Bidermann, 

2000; Li, 2006; Nikolaou, 2003; Ostroff, 1993; Ostroff & Rothausen, 1997; Ostroff et 

al., 2005; Saks & Ashforth, 1997; Saks & Ashforth, 2002; Sims & Keon, 1997; 

Turban & Thomas, 1993; Vancouver & Schmitt, 1991). 

 

The hierarchical linear regressions and interactions, through multiple linear 

regressions, were then used to determine the relationship between: subjective 

congruence (learning styles and preferred learning climate and current and preferred 

learning climate) and self-efficacy and affective commitment. These techniques have 

been successfully used to measure individual-organisation congruence (Brigham et 

al., 2007; Christiansen, Vilanova, & Mikulay, 1997; Cooper-Thomas et al., 2004; 

Garavan, 1997; Harris & Mossholder, 1996; Hesketh & Gardner, 1993; Judge & 

Cable, 1997; Kim et al., 2005; Krausz et al., 2000; Lauver & Kristof-Brown, 2001; 

Nikolaou, 2003; O'Reilly et al., 1991; Ostroff & Rothausen, 1997; Turban & Thomas, 

1993; Westerman & Cyr, 2004; Wheeler et al., 2007).  

 

This measure was followed by an analysis of variance, with independent t-

tests being used to investigate the relationships between the demographic attributes 

and learning styles, perceived congruence, self-efficacy and affective commitment.  

An analysis of variance has been used successfully in various individual-organisation 

congruence studies to test the direct and interactive effects of demographic attributes 

on various elements of congruence and employee attitudes and behaviours (Chatman 
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& Barsade, 1995; Erdogan et al., 2004; Li, 2006; Posner, 1992; Posner & Schmidt, 

1993). Ultimately, the analysis of variance helps to uncover any significant 

differences between the demographic groups. Independent t-tests were used to collect 

gender data, where only two groups existed (male and female). 

 

Finally, simple and multiple linear regressions were used to assess the 

relationships between perceived congruence, demographic attributes and self-efficacy 

and affective commitment. This analysis was also to determine the level of variance 

predicted by the various independent variables on the dependent variables. 

 

1.8 Dissertation Structure 

Chapter 1: Introduction provides an introduction and brief overview of the 

research. It includes the research problem, research significance, research purpose, 

research questions, research approach, and data collection and procedures. The 

chapter also includes an outline of the dissertation. 

 

Chapter 2: Literature Review is divided into two parts. Part one forms a 

comprehensive review of the individual-organisation congruence literature, including 

the underlining theories, conceptualisations, operationalisations and empirical 

research, which draws on an individual psychology perspective within the field of 

interactional psychology. Firstly, the importance of individual-organisation 

congruence in a knowledge-intensive context is discussed. Secondly, the pioneers 

(Argyris, 1957; Dawis & Lofquist, 1984; Schneider, 1987) in the field of individual-

organisation congruence and their underlying theories are presented.  Thirdly,  the 

four conceptualisations of individual-organisation congruence based on the work of  

Kristof (1996), Piasentin and Chapman (2006), Kristof-Brown, Zimmerman and 

Johnson (2005) and Morley (2007) is described to clarify and justify the conceptual 

position of the study. Fourthly, the dominant operationalisations in the literature are 

outlined in order to identify potential weaknesses and gaps in the literature. This is 

significant since the research pertaining to individual-organisation congruence is 

limited in the characteristics used to represent the individual and the organisational 

characteristics, within the operationalised context. The current study proposes a new 

model of individual-organisation congruence, which incorporates a unique set of 
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constructs that have not been used previously to operationalise congruence in a 

knowledge-intensive context. For example, the individual characteristic is 

operationalised by the learning style, while the organisational characteristic is 

operationalised by the current learning climate. Fifthly, the empirical evidence on 

individual-organisation congruence is reviewed.  Finally, the chapter outlines the 

research relating to how demographic attributes influence individual-organisation 

congruence.  

 

Part two provides a review of each construct in the proposed model of 

individual-organisation congruence.  Firstly, the chapter reviews the various 

definitions, debates, conceptualisations, theories and models in the literature on 

learning style. Furthermore, specific learning style models, used to operationalise 

learning styles, along with various empirical studies are discussed. Secondly, the 

literature on learning climate is discussed, such as conceptual differences between 

organisational learning and learning organisations, along with a typology of learning 

in organisations. As this research is concerned with the learning climate of a learning 

organisation, not how organisations learn; this section also discusses theoretical 

frameworks, conceptualisations, operationalisations and empirical research in the 

literature.  More specifically, the conceptual models and research pertaining to the 

learning climate of learning organisations are discussed. Thirdly, the literature relating 

to the conceptualisations and operationalisations of self-efficacy and affective 

commitment of employees is also discussed. The final section discusses the 

relationships between the proposed model constructs.  

 

Chapter 3: Methodology presents a detailed description of the method used 

in this study. Firstly, the research design, including the nature of the research and the 

strategy of inquiry, is outlined. Secondly, the sampling technique and participants are 

described and discussed. Thirdly, the data collection techniques and research 

procedures are outlined, including details of the model constructs and questionnaire 

instrument. Fourthly, the pilot study and data analysis procedures are reviewed. 

Finally, a brief statement incorporates the ethical considerations of this study. 
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Chapter 4: Results is divided into two parts.  Part one outlines the results of 

the preliminary statistics, including the descriptive statistics and the principal 

components analysis. Descriptive statistics (questionnaire response rate, frequencies, 

percentages, correlations and cross tabulations) were used to determine the sample‟s 

demographics, while the exploratory and confirmatory principal components analyses 

were used for each independent and dependent constructs. 

Part two presents the results for each of the research questions. Research 

question 1 examined to the extent to which certain learning styles relate to different 

types of learning climates. Research question 2 discussed the extent to which the 

subjective congruence between learning styles and preferred learning climate relates 

to self-efficacy and affective commitment. Research question 3 addressed the extent 

to which the subjective congruence between current and preferred learning climate 

relate to self-efficacy and affective commitment. Research question 4 investigated the 

extent to which perceived congruence relates to self-efficacy and affective 

commitment. Research question 5 looked at how demographic attributes relate to 

perceived and subjective congruence, self-efficacy and affective commitment? 

 

Chapter 5: Discussion is also divided into two parts. Part one presents the 

results relating to the research sample demographics and the factor structure of the 

learning climate and learning style questionnaire. Part two discusses the research 

results as they relate to the five research questions. The interesting results are 

presented. Interestingly, it appears that the demographic attribute of promotion was 

influenced by length of service, academic level and age, while a high percentage of 

academics identified as not intending to stay with the university.  Importantly, the 

majority of participants in the study were over the age of 46 (61.4%). These 

academics from the academic discipline of the Arts, Languages and Criminology and 

Business and Commerce disciplines experienced higher levels of tenure than other 

disciplines. Finally, the average level of self-efficacy was high for university 

academics.   

 

The findings from the five research questions show the following. Learning 

styles are related to learning climate (RQ1); the congruence between learning styles, 

and learning climate, was negatively related to the self-efficacy and affective 
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commitment of university academics (RQ2); the congruence between current and 

preferred learning climate was partially related to self-efficacy and affective 

commitment (RQ3); perceived congruence was related to the self-efficacy and 

affective commitment of academics (RQ4); and various relationships were discovered 

between demographic attributes, congruence and employee attitudes (RQ5). Indeed, 

perceived congruence was related to length of service and academic level; learning 

climate congruence was related to academic level, type of employment and age; and 

learning style, learning climate congruence was related academic discipline, 

promotion and intent to stay with the university. The most convincing findings were 

that the subjective congruence of learning styles and learning climate was related to 

an academic‟s intention to stay with the university; that self-efficacy was not related 

to any of the demographic attributes; that affective commitment was related to length 

of service and promotion; and more specifically, that academics who had experienced 

a promotion were more likely to have a higher level of affective commitment. 

 

Chapter 6: Conclusion and Future Research provides a summary of the 

research, including the theoretical and practical importance of the proposed model of 

individual-organisation congruence, as well as an overview of the research design. 

The main conclusions of the study are outlined, with the areas requiring future 

research being identified, including specific hypotheses developed from the five 

research question.  Finally, the theoretical and methodological limitations of this study 

are outlined.  

 

Figure 2 provides an overview of the dissertation. 
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CHAPTER 2: LITERATURE REVIEW  

PART 1: INDIVIDUAL-ORGANISATION CONGRUENCE 

 

2.1 Introduction 

Individual-organisation congruence is the similarity between individual 

characteristics (such as values, goals, personalities and attitudes) and organisational 

characteristics (such as culture, climate, values, goals and norms) (Kristof, 1996). 

Individual-organisation congruence theories originate from the field of social 

psychology, specifically interactional psychology. Interactional psychology assumes 

that there is a continuous interaction between the individual and the environment 

which influences individual behaviour (Downey et al., 1975; Holland, 1973; Lewin, 

1951; Terborg, 1981).  According to Pervin (1989), interactional psychology suggests 

that behaviour is determined by both the individual‟s needs or goals, and the 

individual‟s perceptions of the environment which is seen as being capable of 

satisfying these needs or goals. 

 

Furthermore, Pervin (1978), Terborg, (1981), Schneider (1987), Chatman 

(1989), Ostroff (1993) and Westerman and Vanka (2005) contend that it is impossible 

to understand behaviour in organisations without understanding the interaction 

between features of the organisational context, and the characteristics of the 

individual operating within the organisation. Similarly, Schneider (1987) notes that 

investigating the interaction between the individual and the organisation is the best 

way to examine behaviour in organisations, as it acknowledges that both the 

individual and the organisation influence behaviour. In addition, individuals placed in 

work environments, which are congruent to their needs and preferences, are more 

likely to intrinsically enjoy their work. The reverse is also true for those placed in 

work environments that are not congruent. For these employees, normal daily work 

occurrences may be unpleasant and be interpreted more negatively, thus resulting in 

negative outcomes, such as boredom, poor work performance, and lack of satisfaction 

and commitment.  
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Morley‟s (2007) investigations found that individual-environment congruence 

is an appealing concept, due to the positive psychosomatic consequences that can 

accumulate when individuals perceive a good fit between themselves and their 

environment. There are five distinct elements within the individual-environment 

congruence theory: (1) individual-job congruence, (2) individual-vocation 

congruence, (3) individual-individual congruence, (4) individual-group congruence, 

and (5) individual-organisation congruence.  The current study focuses on individual-

organisation congruence. Essentially, the individual-organisation congruence theory 

posits that there are characteristics of an organisation that have the potential to be 

congruent with the characteristics of an individual (Hoffman & Woehr, 2006).  As 

indicated by Caplan (1987) and O‟Reilly, Chatman and Caldwell (1991), 

organisations and their employees have an important stake in how well the 

characteristics of the individual and organisation‟s environment are congruent with 

one another. 

 

The following is a comprehensive review of the individual-organisation 

congruence literature, including, the underlining theories, conceptualisations, 

operationalisations and empirical research, from an individual psychology perspective 

within the field of interactional psychology. The first section discusses the importance 

of individual-organisation congruence in a knowledge-intensive context. The second 

section briefly outlines the pioneers in the field of individual-organisation congruence 

and their underlying theories, including the work of Argyris (1957), Dawis and 

Lofquist (1984) and Schneider (1987).  Multiple definitions of congruence have 

created confusion in the literature.  Thus, to clarify and justify the conceptual position 

of this study the third section outlines the four conceptualisations of individual-

organisation congruence, based on the work of  Kristof (1996), Piasentin and 

Chapman (2006), Kristof-Brown, Zimmerman and Johnson (2005) and Morley 

(2007). Such a conceptual position includes a combination of the supplementary and 

the needs-supplies congruence perspectives.  

 

The fourth section presents the main ways that individual-organisation 

congruence have been operationalised, and identifies potential weaknesses and gaps in 

the literature. Finally, the empirical research on individual-organisation congruence is 
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discussed. Importantly the available research pertaining to individual-organisation 

congruence is limited in the characteristics used to represent the individual and 

organisational characteristics, and in the context in which it is operationalised. The 

study proposes a new model of individual-organisation congruence, incorporating a 

unique set of constructs that have not been used previously to operationalise 

congruence in a knowledge-intensive context. For example, the individual 

characteristic is operationalised by the learning style, and the organisational 

characteristic is operationalised by the current learning climate. The fifth section 

reviews the empirical research on the individual-organisation congruence.  Earlier 

research has been investigated on how individual-organisation congruence influences 

organisation attraction, selection and socialisation practices. However, most of the 

research has related to how high levels of individual-organisation congruence creates 

positive employee outcomes, such as job satisfaction, organisational commitment, 

turnover intentions and job performance. The final section addresses the extent to 

which demographic attributes influence individual-organisation congruence. Figure 3 

provides an overview of this chapter. 
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Figure 3. Overview of Chapter 2 – Part I 

Individual-Organisation Congruence and a Knowledge-Intensive Context

Theories: Argyris (1957), Dawis & Lofquist, 1984 and Schneider (1987)
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2.2  Congruence and the Knowledge-Intensive Context 

Individual-organisation congruence is based on the assumption that each 

individual seeks to achieve, maintain and optimise their correspondence with a 

specific environmental component, such as their organisation (Dawis & Lofquist, 

1984). Early theorists, such as Pervin (1968), postulated that the interaction between 

the individual and the situational variables determines the majority of the variance in 

behavioural and attitudinal variables.  Likewise, Locke (1976) contends that the 

congruence between employees‟ preferences for a work environment and the existing 

work environment in an organisation has a direct effect on attitudes. In addition, 

Dawis and Lofquist (1984) noted that if a correspondent relationship of “fit” with the 

organisation is found, then the individual will prosper and remain in the organisation, 
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this is a key issue for the effective management of employees in a knowledge-

intensive context (Alvesson, 2004).   

 

Over the years research has found that individual attitudes and behaviours are 

influenced by the degree of congruence between individuals and organisations (Boxx 

et al., 1991; Bretz & Judge, 1994; Cable & Judge, 1996; Christiansen et al., 1997; 

Hoffman & Woehr, 2006; Kristof-Brown et al., 2005; Kristof, 1996; Lauver & 

Kristof-Brown, 2001; O'Reilly et al., 1991; Ostroff, 1993; Posner, 1992; Saks & 

Ashforth, 1997; Vancouver & Schmitt, 1991; VanVianen, 2000; Verquer et al., 2003). 

However, Saari and Judge (2004), identified the need for a better understanding of the 

interplay between the individual and the organisation, and the various internal and 

external factors that influence employee attitudes. 

 

In addition, Werbel and DeMarie (2005) suggested that individual-

organisation congruence benefits both the employer and the employee.  For example, 

the employer benefits from higher levels of productivity, morale, organisational 

commitment, and employee retention, while the employee benefits from favourable 

work attitudes and lower levels of work stress.   Furthermore, other beneficial 

outcomes, such as satisfaction, commitment and turnover intention, are associated 

with increased individual-organisation congruence. These outcomes are particularly 

important in a knowledge-intensive context, where competitive advantage lies in the 

highly skilled employees, who are difficult and costly to replace (Wheeler et al., 

2007). Consequently, as Ng and Burke (2005) have pointed out, positive work-related 

outcomes of individual-organisation congruence are especially important in highly 

skilled industries where the war for talent is high. 

 

Of significance to the work in this study is the realisation that the majority of 

research has been conducted in a non knowledge-intensive context, particularly in 

relation to telecommunications managers (Cable & DeRue, 2002), retail employees 

(Coote et al., 2004; VanVianen et al., 2007), transport employees (Boxx et al., 1991; 

Lauver & Kristof-Brown, 2001), telemarketing employees (Brkich et al., 2002), 

manufacturing employees (Posner, 1992), healthcare employees (Vandenberghe, 

1999), office and administration employees (Christiansen et al., 1997; Valentine et al., 
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2002), sales representatives (Westerman & Cyr, 2004), and water treatment 

employees (Cable & Edwards, 2004).  

 

Although, some individual-organisation congruence research has been 

conducted in a knowledge-intensive context, the majority of that research has been 

based on students or graduates (Bretz et al., 1989; Bretz & Judge, 1994; Cable & 

Judge, 1996; Carless, 2005; Judge & Cable, 1997; Kristof-Brown et al., 2002; Ng & 

Burke, 2005; Saks & Ashforth, 2002; Sims & Keon, 1997). Two studies, that did 

investigate academic employees and individual-organisation congruence, applied 

different employee attitudes to the ones used in this study. Furthermore, both studies 

examined the value and goal congruence between academics and their university, 

rather than learning. Specifically, Erdogan and Bauer‟s (2005) survey of 203 

university professors in the US investigated the congruence between values and 

culture with job and career satisfaction, while Siegall and McDonald‟s (2004) survey 

of 135 university faculties in the US investigated goal congruence with employee 

burnout.   

 

Wheeler, Gallagher, Brouer and Sablynskil (2007) have argued that employees 

in a knowledge-intensive context have highly marketable skills and are therefore the 

most susceptible to individual-organisation misfit, job dissatisfaction and intent to 

leave because of the greater degree of job mobility within their profession. However, 

they noted the limitations of the existing research, and suggested that further research 

be undertaken to determine the influence that individual-organisation congruence has 

on employees in a knowledge-intensive context, as it is these employees that an 

organisation cannot afford to lose. The current research aims to increase the 

knowledge and understanding of individual-organisation congruence through the 

development of a new model of individual-organisation congruence in a knowledge-

intensive context. The following section discusses individual-organisation congruence 

theories and conceptualisations. 
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2.3  Underlying Theories of Individual-Organisation Congruence 

The main assumption of the individual-organisation congruence theory is that 

“good fit” is the meshing of both individual and organisational characteristics, which 

is at the heart of interactional psychology (Schneider, 1987). The use of individual–

organisation congruence theories can be traced to Argyris‟ (1957)  theoretical work in 

participatory management. Argyris claimed that an individual‟s organisational 

behaviour results from the interaction between the individual and the organisation. 

Thus, incongruence between the individual and the organisation can produce lethargic 

and unmotivated individuals. While most congruence theories assume that the 

individual should fit the organisation; Argyris contends that organisations should be 

re-structured to fit the individual. 

 

A central proposition of individual-organisation congruence theories is that 

people will leave the organisation if their characteristics are not congruent to those of 

the organisation (VanVianen, DePater & VanDijk, 2007). The two main theories are 

those of Dawis and Lofquist (1984) (work adjustment theory) and Schneider (1987) 

(attraction-selection-attrition theory). The work adjustment theory (consistent with 

interactional psychology) is based on the assumption that the individual seeks to 

achieve and maintain correspondence with their work environment. Thus congruence 

results from the fit between the demands of the organisational setting and the supplies 

the individual provides to meet such demands (Dawis & Lofquist, 1984). 

 

According to VanVianen, DePater and Vandijk (2007), Schneider‟s (1987) 

important attraction-selection-attrition theory has a framework derived from 

interactional psychology (Jackson et al., 1991). It provides the theoretical basis for 

understanding the processes by which preferences for homogeneity occur among 

individuals, and within organisations (Westerman, 1997).  In addition, Schneider 

postulates that, as long as the organisation and the individual remain mutually 

attracted, the individual will remain with the organisation. However, if either the 

organisation or the individual, at some point, feels that the individual no longer fits 

with the organisation, the individual will leave the organisation (Schneider, 1987).  
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Caldwell and O‟Reilly (1990) criticise the individual-organisation congruence 

theory, believing that organisations often have too many activities, and so the 

congruence between the activities and the needs of employees are difficult to identify. 

Furthermore, a precise definition for individual-organisation congruence is difficult to 

achieve because it has multiple conceptualisations and operationalisations, with 

limited distinctiveness from other forms of individual-environment congruence (Judge 

& Ferris, 1992; Kristof, 1996; Rynes & Gehart, 1990). Similarly, Rynes and Gerhart 

(1990) suggest that the concept of individual-organisation congruence is elusive, and 

has an imprecise and inconsistent definition.  The next section discusses how 

individual-organisation congruence is conceptualised in the literature to help clarify 

and justify the conceptual position of this study. 

 

2.4  Four Conceptualisations of Individual-Organisation Congruence 

These multiple definitions of congruence create research challenges in terms 

of the conceptualisation, measurement and analysis. Kristof (1996), supporting and 

expanding the work of Argyris (1957), has defined individual-organisation 

congruence as the compatibility between the individual and the organisation, which 

occurs when at least one entity provides what the other needs, or when the entities 

share similar fundamental characteristics, or both of the above.  

 

However, differences exist in how “compatibility” is conceptualised (Piasentin 

& Chapman, 2006).  Kristof (1996), Piasentin and Chapman (2006), Kristof-Brown, 

Zimmerman and Johnson (2007) and Morley (2007) define four distinct ways of 

conceptualising the compatibility between individuals and organisations, namely, 

supplementary congruence, complementary congruence, needs-supplies and demands-

abilities perspectives. 

 

The first conceptual distinction lies between supplementary and 

complementary congruence (Chatman, 1991; Kristof-Brown et al., 2005; Kristof, 

1996; Morely, 2007; Muchinsky & Monahan, 1987). Supplementary congruence 

refers to how an organisation and an individual share similar characteristics or culture 

(Kristof, 1996), especially in terms of values (Carless, 2005; Kristof, 1996; 

Muchinsky & Monahan, 1987). Indeed, Piasentin and Chapman‟s (2006) meta-
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analysis of the individual-organisation congruence literature found that the majority of 

research (87%) conceptualises congruence from the supplementary perspective. Such 

congruence is most typically represented by research that examines the value 

congruence between individuals and organisations (Kristof, 1996). 

 

On the other hand, complementary congruence, that is how an organisation 

and an individual contribute to the fulfilment of each other‟s needs (Kristof, 1996), is 

typically mis-conceptualised in the individual-organisation congruence research in 

terms of its conceptual overlap with the needs-supplies and/or demands-abilities 

perspective (Cable & DeRue, 2002; Kristof-Brown et al., 2005; Piasentin & 

Chapman, 2006). Furthermore, Piasentin and Chapman (2006) strongly suggest that 

complementary congruence is more related to congruence with the job, rather than 

with the organisation.  Edwards (1991), O‟Reilly, Chatman and Calwell (1991) and 

Carless (2005) affirm that individual-job congruence results from a match between 

individual knowledge, skills and abilities, and the demands of the job, or the needs of 

an individual, and what is provided by the job. Although complementary and 

supplementary congruence are interrelated, they both contribute independently to 

various outcomes (Cable & Edwards, 2004). 

 

For example, complementary congruence, according to Muchinsky and 

Monahan (1987), is only relevant to organisational-level outcomes. In a more recent 

and contradictory finding, Kristof-Brown, Zimmerman and Johnson‟s (2005) meta-

analysis of 172 congruence studies revealed that complementary congruence 

influences individual-level outcomes, such as strain and job performance. 

Furthermore, there appeared to be relationship between complementary congruence 

and organisational commitment, job satisfaction and turnover intention; however, this 

relationship was weak in comparison to supplementary congruence. To strengthen the 

results associated with congruence, this study uses both the complementary and the 

supplementary perspectives of congruence. 

  

The second conceptual distinction lies between the needs-supplies and 

demands-abilities perspective. The needs-supplies perspective occurs when an 

organisation satisfies the needs, desires and/or preferences of an individual.  Indeed, 
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this perspective describes congruence in terms of the organisation being able to satisfy 

certain individual needs or preferences (Caplan, 1987; Chan, 1996; Edwards, 1991; 

Kristof, 1996), or the compatibility between individuals‟ needs or preferences and the 

organisation‟s structure or systems. The needs-supply perspective assumes that 

congruence between the individual and the organisation leads to satisfaction, another 

important individual outcome (Kristof, 1996). According to Cable and DeRue (2002), 

this perspective is the most important type of congruence from an employee 

perspective, as the perspective relates to meeting employee needs.  Further the 

perspective is primarily related to employee outcomes, rather than organisational 

outcomes (Piasentin & Chapman, 2006). 

 

While, Kristof-Brown, Zimmerman and Johnson (2005) have shown that the 

needs-supplies congruence perspective traditionally emphasises individual needs and 

preferences, the perspective also includes the type of values a person desires in an 

organisation.  Thus, value fulfilment corresponds most directly to the needs-supplies 

perspective. 

 

In contrast, the demands-abilities perspective suggests that congruence occurs 

when an individual has the abilities or skills required to meet the demands of the job 

or the organisation (Chan, 1996; Dawis & Lofquist, 1984). This perspective, 

according to Kristof-Brown, Zimmerman and Johnson (2005), has the least amount of 

influence on employee attitudes, because it emphasises meeting environmental needs, 

rather than individual needs. Further, as Chan (1996), Cable and DeRue (2002) and 

Piasentin and Chapman (2006) reflect the demands-abilities perspective underlines the 

traditional model of the individual-job congruence in selection research. The author‟s 

model aims to identify individuals‟ knowledge, skills and abilities that are required to 

achieve high levels of job performance (Chan, 1996).  

 

The complementary congruence perspective, as noted by Muchinsky and 

Monahan (1987), coincides with the needs-supplies and demands-abilities 

perspectives. However, Westerman (1997) suggests a different way in which the four 

perspectives overlap.  Thus, although both complementary congruence and the 

demands-abilities perspective refer to traditional skills-based individual-job 
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congruence, the supplementary congruence and the needs-supplies perspective 

incorporate a larger set of congruence variables.  Similarly, it appears that positive 

work attitudes result from individual-organisation congruence, conceptualised from a 

needs-supplies perspective, as well as from the supplementary perspective.  Figure 4 

provides an illustration of the supplementary and complementary congruence 

perspectives. 

 

Figure 4. Supplementary and Complementary Congruence Perspectives 

Supplementary 
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Individual and 
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Individual
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Individual meets the 
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Individual-Organisation Congruence

Note: The red outlined area indicates the congruence perspectives used in this study

 

The perspective taken by the current study involves a combination of the 

supplementary and the needs-supplies concepts. The supplementary congruence 

perspective looks at the similarities between individual and organisational 

characteristics, while the needs-supplies congruence perspective contends that the 

compatibility between individuals‟ needs or preferences, and the organisation‟s 

structure or systems, will result in positive employee attitudes. Monahan  (1987) and 

Caplan (1987) suggest incorporating the four perspectives to optimise individual and 

organisation data (Kristof-Brown et al., 2005; Tziner, 1987).  The present study 
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however, only includes the supplementary and the needs-supplies perspectives, as 

they are perceived to be the most relevant to the aims of the study. That is to 

determine the extent to which the congruence between individual preferences of 

learning style and learning climate, and the organisation‟s current learning climate, 

influence employee attitudes. Furthermore, both the perspectives focus on the 

individual‟s viewpoints (rather than the organisation), and are primarily related to 

positive individual outcomes (rather than organisational outcomes). 

 

Indeed the demands-abilities congruence perspective, which relates more to 

how individuals‟ possess various characteristics required to meet the demands of the 

organisation, is not consistent with the aims of the current study, which relates to the 

needs of the individual. Moreover, this study does not seek to use the demands-

abilities perspective to identify the congruence between individuals‟ and the more 

specific job characteristics, instead of organisational characteristics (Carless, 2005; 

Edwards, 1991; O'Reilly et al., 1991). The following section reviews how the 

individual-organisation congruence theory has been operationalised.  

 

2.5  Operationalisations of Individual-Organisation Congruence 

Many researchers have operationalised individual-organisation congruence by 

examining the congruence between the individual and the organisation. This approach 

allows the researchers to gain a better understanding of the attitudes and actions of 

individuals within organisations (Boxx et al., 1991; Bretz & Judge, 1994; Chatman, 

1991; Lauver & Kristof-Brown, 2001; O'Reilly et al., 1991; Posner, 1992; Schneider, 

1987; Vancouver & Schmitt, 1991). However, congruence can also be operationalised 

using different content dimensions (Kristof-Brown et al., 2005). Indeed the current 

study has used learning style and learning climate as the content dimensions to 

examine the operationalisation of individual-organisation congruence. 

 

Kristof‟s (1996) framework of individual-organisation congruence, supported 

by Dawis and Lofquist (1984), Chatman (1991) and Cable and Judge (1994), found  

that organisational characteristics are operationalised in terms of climate, cultural 

elements, values, goals and norms, while individual characteristics are operationalised 

in terms of personality, values, goals, preferences and attitudes. Kristof (1996) and 
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Kristof-Brown, Zimmerman and Johnson‟s (2005) meta-analyses of the individual-

organisation literature suggests that four content dimensions operationalise 

congruence, namely, value/culture congruence, goal congruence, needs-structure 

congruence and climate congruence. 

 

2.5.1  Value/Culture Congruence 

The first content dimension, value congruence or individual-culture, has been 

researched widely (Boxx et al., 1991; Bretz & Judge, 1994; Cable & DeRue, 2002; 

Cable & Edwards, 2004; Erdogan & Bauer, 2005; Harris & Mossholder, 1996; Huang 

et al., 2005; Lauver & Kristof-Brown, 2001; Meglino, Ravlin, & Adkins, 1989; 

O'Reilly et al., 1991; Posner, 1992; Silverthorne, 2004; Valentine et al., 2002; 

Vandenberghe, 1999; Westerman & Yamamura, 2007; Wheeler et al., 2007). Such 

values represent components of an organisation that guide employee behaviour 

(Schein, 1985). According to Schein (1985) and Chatman (1991), individual-culture 

congruence measures value congruence in terms of the individual and the 

organisation. Furthermore, individual-culture congruence assumes that organisations 

possess cultural elements that represent fundamental, enduring values, which continue 

to guide individual behaviour. 

 

Kristof (1996), Verquer, Beehr and Wagner (2003), Piasentin and Chapman 

(2006), Kristof-Brown, Zimmerman and Johnson (2005) and Morley‟s (2007) meta-

analyses of the literature found that value congruence was the most frequently used 

operationalisation of individual-organisation congruence from the supplementary 

congruence perspective.  More specifically, Piasentin and Chapman‟s (2006) meta-

analysis reveals that 78% of individual-organisation studies focused on value 

congruence. However, Kristof-Brown, Zimmerman and Johnson (2005) contend that 

other content dimensions, such as personality traits, may be a more stable predictor of 

employee attitudes, rather than values (Kristof-Brown et al., 2005).  

 

2.5.2  Goal Congruence 

The second content dimension, goal congruence (Coote et al., 2004; 

Schneider, 1987; Vancouver & Schmitt, 1991), forms part of the supplementary 

congruence perspective. Goal congruence is consistent with Schneider‟s (1987) 
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attraction-selection-attrition framework, where similar types of individuals are 

attracted to and selected by, organisations whose goals are also similar (Kristof, 

1996). However, as Kristof-Brown, Zimmerman and Johnson (2005), state the 

measurement of goal congruence can be limited as the goals are less stable than are 

the values, and thus are harder to appraise.  

 

2.5.3  Needs-Structure Congruence 

The third content dimension, the congruence between individual needs and 

preferences and organisational systems and structures (Bretz et al., 1989; Cable & 

Judge, 1994; Turban & Thomas, 1993), comes, and is operationalised, from the needs-

supplies perspective, where an individual may be more satisfied with their work if the 

environment fulfills their needs.  Needs-structure congruence, as noted by Kristof 

(1996) is often used in individual-vocation congruence. Dawis and Lofquist‟s (1984) 

work adjustment theory is consistent with the needs-structure operationalisation of 

individual-organisation congruence.  

  

2.5.4  Climate Congruence 

The fourth content dimension, climate congruence (Bowen, Ledford, & 

Nathan, 1991; Burke & Deszca, 1982; Christiansen et al., 1997; Kristof, 1996; Sims 

& Keon, 1997; Tziner, 1987), incorporates a combination of the supplementary and 

needs-supplies perspectives. First, the individual-climate congruence describes the 

congruence between two entities, which then reflects the supplementary congruence 

perspective.  Second, the individual-climate congruence operationalises climate in 

terms of organisational supplies and individual personality needs, thus reflecting the 

needs-supplies congruence perspective. While climate congruence is unique in that is 

can incorporate multiple perspectives into one operationalisation, optimal climate 

congruence may include the fulfillment of needs and the sharing of similar 

characteristics (Kristof, 1996). 

 

2.5.5  Learning Style and Learning Climate Congruence 

Although the current study corresponds to the perspectives used in the above 

operationalisation of congruence, the content dimensions used here include individual 

learning style and organisational learning climate, which have not been previously 
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used. The use of these new content dimensions have implications for this study as 

they may not need to be congruent in order to achieve positive outcomes, or perhaps 

the two characteristics are incompatible. 

 

Learning styles and learning climate were used in the proposed model of 

individual-organisation congruence, because learning is a central component of 

organisations operating in a knowledge-intensive context. Although the characteristics 

of learning style and learning climate have not been operationalised together in the 

individual-organisation literature, there are distinct implications in the literature on 

learning styles and its importance in achieving congruence between learning style and 

the various elements in the learning environment and the learning climate (Allinson & 

Hayes, 1988, 1990, 1996; Bostrom & Lassen, 2006; Buch & Bartley, 2002; Cybela, 

1986; Dunn, 2003; Dunn & Griggs, 1990; Dunn, Sklar, Beaudry, & Bruno, 1990; 

Garlinger & Frank, 1986; Ingham, 1989; James-Gordon & Bal, 2001; Klein, Swaby, 

Richardson, & Leung, 2003; Riding & Douglas, 1993; Riding & Sadler-Smith, 1992; 

Sadler-Smith, 2001b; Sein & Bostrom, 1989; Sims, 1983; Vondrell & Sweeney, 

1989). An in-depth analysis of the two content dimensions, and their relationships 

with individual-organisation congruence, will be discussed in the second part of this 

chapter.  

 

VanVianen, DePater and VanDijk (2007) note that individual-organisation 

congruence studies vary with respect to the content and the outcomes they employ, as 

well as the methods they use to establish the level of individual-organisation 

congruence. One limitation is that researchers only use a few types of fit in a single 

study.  The use of multidimensional (rather than single) content dimensions according 

to a number of researchers (Kristof-Brown et al., 2005; Lauver & Kristof-Brown, 

2001; Ostroff et al., 2005; VanVianen et al., 2007), have stronger effects on 

organisational commitment, job satisfaction and turnover intention (Kristof-Brown, 

Zimmerman & Johnson, 2005). The next section outlines the empirical research on 

individual-organisation congruence research to determine the gaps in the literature.   
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2.6  Empirical Research 

Kristof (1996) notes that the outcomes associated with individual-organisation 

congruence relate to various stages of the employment experience, including 

organisational entry, socialization, and individual and organisational outcomes. This 

study focuses explicitly on how individual-organisation congruence influences 

individual-level outcomes, especially, self-efficacy behaviours and affective 

commitment.   

 

2.6.1  Organisational Entry 

The relationships between individual-organisation congruence and the 

organisational entry stage covers individual job search and job choice, organisational 

recruitment and selection and generally involves respondents (job seekers, graduates 

and/or new employees) (Kristof, 1996).  The organisational entry stage screens out 

people who have values that are incompatible with the organisation‟s values and 

norms (Westerman, 1997). Early research on graduating university students in the US 

by Bretz, Ash and Dreher (1989), Cable and Judge (1994) and Turban and Keon‟s 

(1993), found that individual-organisation congruence influenced the level of 

organisational attractiveness.  

 

In addition, Judge and Cable‟s (1997) survey of 182 business, engineering and 

industrial relations graduates in the US found that individual-organisation congruence 

was related to organisational attraction. Similarly, a recent meta-analysis of 

individual-organisation congruence and recruiting outcomes by (Chapman, 

Ugglerslev, Carroll, Piasentin, & Jones, 2005) revealed that individual-organisation 

congruence influences applicant organisation attraction. Furthermore, Carless‟s 

(2005) research study of 93 graduate applicants for a telecommunications company in 

Australia discovered that individual-organisation congruence was significantly related 

to organisation attraction.  Interestingly, Carless (2005) also found that individual-

organisation congruence perceptions were unrelated to job acceptance intentions. 

Moreover, a survey of 113 graduates from a large Canadian University (Saks & 

Ashforth, 2002) discovered that individual-organisation congruence was important in 

linking job search to employment quality.  
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Likewise, Cable and Judge‟s (1996) survey of 96 job seekers in the US found 

that individual-organisation congruence had a strong relationship with employee work 

attitudes, such as perceived job opportunities, organisational commitment, job 

satisfaction and intent to leave. Similarly, a study of new employees and recruiters in 

68 different Netherland organisations, by VanVianen (2000) identified that new 

employees‟ perceptions of culture congruence were related to organisational 

commitment and turnover intentions.  However, the recruiter perceptions of culture 

congruence were not related to the affective outcomes of new employees.  

 

Saks and Ashforth (1997), surveying 172 newly employed business graduates 

in Canada, found a significant negative relationship between perceived individual-

organisation congruence, intentions to quit and actual turnover.  

 

2.6.2  Socialisation 

Individual-organisation congruence and socialisation experience relates to how 

individuals understand the values, abilities and expected behaviours essential for 

engaging in their job role and participating as an organisational member (Chatman, 

1989). Chatman‟s (1991) survey of 171 recruits, in eight of the largest American 

public accounting firms, found that high individual-organisation congruence enabled 

recruits to adjust more quickly to the organisation, which facilitated higher levels of 

socialisation and job satisfaction, and that recruits were thus more likely to remain 

with the organisation. In addition, recent research by Kim, Cable and Kim (2005) of 

279 employees from seven organisations in South Korea found a positive relationship 

between institutionalized socialisation tactics and individual-organisation congruence 

perceptions. Therefore, it appears that high levels of employee socialisation influence 

organisation commitment (O'Reilly et al., 1991) and employee tenure (Cable & 

Parsons, 2001; Chatman, 1991; Schneider, 1987). 

 

2.6.3  Individual Outcomes 

Within individual-organisation research, various types of congruence 

(value/culture, goal, climate and style) are seen as determining their influence on 

different individual outcomes, such as job satisfaction, organisational commitment, 

turnover intentions and job performance (Kristof, 1996). According to Kristof (1996), 
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Verquer, Beehr and Wagner (2003), Piasentin and Chapman (2006), Kristof-Brown, 

Zimmerman and Johnson (2007) and Morley (2007) the supplementary congruence 

perspective, in particular the value congruence, is the most frequently used in 

individual-organisation research, in order to understand and predict individual 

attitudes and behaviours. The various types of congruence (value/culture, goal, 

climate and style), are discussed below. More specifically, how they may influence 

different individual outcomes, such as job satisfaction, organisational commitment, 

turnover intentions and job performance (Kristof, 1996).  

 

2.6.4  Value/Culture Congruence 

Posner‟s (1992) research on 1634 professionals and management personnel of 

a large manufacturing firm in the US found that high individual-organisation values 

congruence is directly related to positive work attitudes. For example, Verquer, Beehr 

and Wagner‟s (2003) meta-analysis of 21 studies, which investigated the relationship 

between individual-organisation congruence and attitudinal outcomes, found modest 

correlations between individual-organisation congruence and job satisfaction (r=0.25), 

organisational commitment (r=0.27), and intention to quit (r=-0.18). Similarly, 

Kristof-Brown, Zimmerman and Johnson‟s (2005) meta-analysis of 172 studies found 

that individual-organisation congruence had strong correlations with job satisfaction 

(r=0.44) and organisational commitment, (r=0.39), and a more moderate correlation 

with intention to quit (r=0.-37).  

 

Further, Harris and Mossholder‟s (1996) survey of 245 managers and 

executives of a large American corporation revealed that individual-organisation 

congruence was significantly related to job satisfaction, job involvement, 

organisational commitment and turnover intentions. While, Cable and DeRue‟s (2002) 

survey of managers from a variety of industries (service, health care, high technology, 

education, food and beverage service, entertainment, consumer goods) in the US 

found that perceived individual-organisation congruence was related to organisation 

identification, citizenship behaviour, job satisfaction, career satisfaction and 

occupational commitment.  
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Indeed O'Reilly, Chatman and Caldwell‟s (1991) research on a diverse group 

of respondents in the US, including, MBA students, new and certified accountants and 

middle-level managers also revealed that individual-organisation value congruence 

predicted job satisfaction, organisation commitment and actual turnover. 

Vandenberghe (1999) replicated O‟Reilly, Chatman and Caldwell‟s (1991) study 

using 630 Belgian healthcare employees and established that value congruence was 

predictive of actual turnover.  

 

In a challenge to the above findings, Hoffman and Woehr‟s (2006) meta-

analysis of quantitative individual-organisation congruence research indicated that 

perceived individual-organisation congruence was weakly related to behavioural 

outcomes, while subjective congruence was more moderately related to behavioural 

outcomes. The authors also found that individual-organisation congruence was 

weakly related to organisational citizenship behaviour and job performance. These 

conflicting results between perceived and subjective congruence prompted the current 

study to use both perceived and subjective techniques to measure congruence (see 

Chapter 4 for further detail). 

 

Similar results were also revealed in Kristof-Brown, Zimmerman and 

Johnson‟s (2005) meta-analysis; and while, Valentine, Godkin and Lucero‟s (2002) 

survey of young working adults attending a variety of higher education institutes in 

the US found that individual-organisation congruence was positively related to 

organisational commitment. Furthermore, Silverthorne‟s (2004) study of 120 

Taiwanese employees discovered that congruence influenced organisational 

commitment and turnover.  

 

Recent research consisting of various full-time employees in the US conducted 

by Wheeler, Gallagher, Brouer and Sablynskil (2007), found that individual-

organisation congruence was directly related to employee job satisfaction, and 

indirectly related to turnover. Interestingly, the authors revealed that decreases in 

individual-organisation congruence, which led to decreases in job satisfaction, were 

more likely to result in intent to turnover if the individual also perceived alternative 

job opportunities. Highly skilled employees have greater job mobility because their 
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high marketability protects them from prevailing economic conditions (Wheeler et al., 

2007).  In addition, Bretz and Judge‟s (1994) survey of 652 industrial relations 

graduates in the US determined that individual-organisation congruence was related to 

individual and organisation success, to higher levels of job satisfaction, and to 

extrinsic success and tenure. Similarly, studies of 104 office personnel and 127 

drivers in a large trucking company in the US (Lauver & Kristof-Brown, 2001), and 

234 accountants in western US (Westerman & Yamamura, 2007) revealed that 

individual-organisation congruence was a significant predictor of job satisfaction and 

turnover intention.  

 

Two studies conducted by Erdogan and Bauer (2005) consisting of high school 

teachers and university professors in Turkey, revealed that high individual-

organisation value congruence was significantly related to job satisfaction. Cable and 

Edwards‟ (2004) research of 963 employees from four large water treatment agencies 

in the US discovered that value congruence influenced employee work attitudes.  In 

addition, people became dissatisfied when the environment did not meet their needs 

and values. Work value congruence was positively related to job and career 

satisfaction, when perceived organisational support was low, but not related to job and 

career satisfaction when perceived organisational support was high. 

 

Furthermore, Meglino, Ravlin and Adkins (1989) survey of 191 production 

workers in the US and Boxx, Odom and Dunn‟s (1991) survey of 387 highway and 

transport executives in the US uncovered that value congruence influenced job 

satisfaction and organisational commitment. Correspondingly, Huang, Cheng and 

Chou‟s (2005) research of 51 managers and 129 employees from 37 large companies 

in Taiwan found that individual-organisation value congruence had a significant effect 

on organisational commitment, job satisfaction and extra effort to work.   

 

2.6.5  Goal Congruence 

Vancouver and Schmidtt (1991) conducted a large study of 356 principals and 

14,721 teachers in 364 schools in Canada on the relationship between individual-

organisation goals congruence and employee attitudes. The authors found that 

congruence between hierarchical levels (teachers and principals) and among members 
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(teachers) positively influenced job satisfaction and organisational commitment, but 

negatively influenced intention to quit.  Furthermore, congruence among teachers had 

a greater impact on attitudes and intention to quit than did congruence between 

teachers and principals. Similarly, a recent study of British customer-contact 

employees in food retail (n=500) and bank retail (1500), by Coote, Price and Ackfield 

(2004), found that individual-organisation goal congruence was significantly related 

to organisational commitment. 

 

2.6.6  Climate Congruence 

Tziner (1987) and Tziner and Falbe (1990) studied industrial employees in 

Israel. They found that high levels of congruence between organisation climate and 

individual preferences for the type of climate created higher levels of satisfaction and 

organisational commitment. Interestingly, Downey, Hellriegel and Slocum‟s (1975) 

research of 92 managers from a US industrial firm and indicated that job satisfaction 

is a result of the interaction between the personality characteristics and organisational 

climate. Adding to this knowledge, Ostroff‟s (1993) results of canonical correlational 

analysis and moderated regressions indicated that the congruence between 

organisational climates and individual‟s personality orientations led to higher 

satisfaction, commitment, involvement in work, adjustment to work, and 

performance, along with less stress, turnover intent, and absenteeism of teachers in the 

US. Further, Sims and Keon‟s (1997) survey of 98 employed business students in the 

US found that the congruence between individual preferences for an ethical work 

climate and the organisation‟s current ethical climate reduced the likelihood of 

individuals leaving their positions. Research of 138 non-academic employees from a 

large public university in the US, by Christiansen, Vilanova and Mikulay (1997), 

revealed that individual-organisation political climate congruence was related to a 

wide range of work attitudes, including satisfaction with co-workers, trust in 

management, and evaluation of self.  

 

Broadening the context, Mikkelsen, Saksvik and Ursin‟s (1998) survey of 383 

Norwegian postal service employees revealed that incongruence between individual 

perceptions of the learning climate was found to be an important source of stress. The 

authors are amongst the few that have used individual perceptions of learning climate 
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to determine individual-organisation congruence. Thus indicating the potential to 

further investigate the relationship between learning climate in the individual-

organisation congruence framework, and one of the reasons that learning climate has 

been included in the proposed model of individual-organisation congruence. 

 

2.6.7  Style Congruence 

Previously developed individual characteristics of the individual-organisation 

congruence framework include: values, goals, personalities and attitudes.  However, 

Chan (1996) demonstrated that incorporating cognitive style at the individual level 

was also a viable approach to examining individual-organisation congruence. The 

study of 253 engineers in the US found that incongruence between individuals‟ 

cognitive style and the style demands of the work context was a valid predictor of 

actual turnover.  

 

Allinson, Armstrong and Haye‟s (2001) research review found that cognitive 

style is associated with various relational outcomes, such as positive attitudes between 

parties in a relationship, satisfaction with the relationship, similarity in perception of 

the relationship, high performance, effective interpersonal relations, mutual 

understanding and liking, and effective communications.  However, the authors‟ 

survey of 142 manager-subordinate dyads in two large British manufacturing 

organisations failed to support the idea that the congruence between the cognitive 

styles of managers and their subordinates resulted in positive leader-member 

relationships.  Indeed, Brigham, DeCastro and Shepherd‟s (2007) survey of 159 

owner-managers in small high-technology firms in the US revealed that, if the 

decision-making style was congruent with the levels of formalisation, structure in the 

firm, then satisfaction was high, and intentions to exit were low.   

 

Although, individual styles, such as cognitive style and decision-making style 

have been applied in the individual-organisation congruence research, learning style 

has not been operationalised in individual-organisation congruence research. 

However, there are definite linkages in the learning style literature which highlights 

the importance of matching various learning styles to appropriate learning 

environments in order to achieve positive outcomes. 
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2.6.8  Multiple Conceptualisations 

Bretz and Judge (1994) and Westerman and Cyr (2004) are among the few 

researchers who have used multiple conceptualisations of congruence to investigate 

employee attitudes.  Bretz and Judge (1994) surveyed 652 industrial relations 

graduates in the US and found that value congruence, personality and organisational 

image congruence, individual needs and organisation reinforcement systems supplies 

and individual knowledge, skills and abilities, and job requirement congruence, had 

powerful effects on job satisfaction. Further, recent research of 105 sales employees 

in the western US, conducted by Westerman and Cyr (2004), revealed that value 

congruence and work environment congruence had stronger effects on job satisfaction 

and organisational commitment than did personality congruence. 

 

The research on individual-organisation congruence indicates that, even in a 

diverse range of contexts, using various content dimensions, individual-organisation 

congruence is significantly related to positive employee attitudes. The dominant 

employee attitudes used in individual-organisation congruence research include, job 

satisfaction, organisational commitment, turnover intentions and job performance. For 

the purpose of the current study, employee attitudes, such as self-efficacy and 

affective commitment have been are included in the proposed model, as there is 

limited research on these employee attitudes and their relationships with individual-

organisation congruence in a knowledge-intensive context.   

 

Self-efficacy is predominately used as an influencing or mediating variable in 

individual-organisation congruence research, whereby, high levels of self-efficacy 

enhance perceptions of congruence, which then influence work performance (DeRue 

& Morgeson, 2007; Judge, Shaw, Jackson, Scott, & Rich, 2007; Young & Hurlic, 

2007). The current study aims to satisfy a variance in the literature by using self-

efficacy as an outcome variable in the proposed model of individual-organisation 

congruence. Furthermore, although the research between individual-organisation 

congruence and organisational commitment is plentiful, only a few researchers have 

investigated the relationship between individual-organisation congruence and 

affective commitment (Cable & DeRue, 2002; Koslowsky, 1990; Sims & Kroech, 

1994; Van Vuuren, De Jong, & Seydel, 2007; VanVianen, 2000). 
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The next section outlines the empirical relationships between various 

demographic attributes and individual-organisation congruence perceptions. 

 

2.6.9  Demographic Attributes 

The congruence framework, as described by Downey, Hellriegel and Slocum 

(1975), assumes that individuals vary both in their sensitivity to different 

organisational cultures and in their behaviour. Likewise, Hawkins (2005) suggests 

that individuals in the same organisation may differ in their perceptions of the 

organisation‟s learning culture.  Thus, variability in employees‟ perceptions can exist, 

depending on each employee‟s experiences with other employees, leaders and other 

aspects of the organisation. 

 

An important component of the individual-organisation congruence theory is 

demographic similarity (Ferris & Judge, 1991).  Jackson, Brett, Sessa, Cooper, Julin 

and Peyronnin (1991) and Judge and Ferris (1992) found that demographic attributes, 

such as age, gender and tenure are powerful determinants of both perceptions of 

similarly and perceptions of individual-organisation congruence. In contrast, Cable 

and Judge (1996), found that demographic similarity did not influence individual-

organisation congruence perceptions. Likewise, Chatman (1991), O‟Reilly, Chatman 

and Caldwell (1991) and Posner (1992) found that age, gender and tenure were not 

significantly related to individual-organisation congruence. Furthermore, Posner 

(1992) also revealed that other demographic attributes, such as ethnic background, 

organisational level, position, length of service, and functional area, did not moderate 

the relationship between individual-organisation congruence and positive work 

attitudes.   

 

According to Young and Hurlic (2007), few researchers have focused on 

gender and related issues in terms of individual-organisation congruence. However, a 

recent study by Young and Hurlic (2007) found that gender does influence individual-

organisation congruence perceptions and, therefore, impacts upon individuals‟ career 

decisions.  
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However, most individual-organisation congruence studies, as noted by 

Lovelace and Rosen (1996), are blind to individuals‟ demographics, with the studies 

implicitly assuming that achieving individual-organisation congruence is the same for 

all groups of individuals. Given a more diverse workforce, the retention of employees 

may depend on how the different demographics influence different perceptions of 

congruence. They recommend that future investigations are required to determine the 

moderating effects of various demographic variables on individual-organisation 

congruence (Ostroff et al., 2005; Young & Hurlic, 2007). For these reason various 

demographic attributes are included in the proposed model of individual-organisation 

congruence.  

 

2.7  Summary 

A central proposition of individual-organisation congruence theories is that 

people will leave the organisation if their characteristics are not congruent to those of 

the organisation (VanVianen et al., 2007). Four perspectives (supplementary, 

complementary, needs-supplies and demands-abilities) help conceptualise the 

compatibility between the individual and the organisation. The perspective of this 

study is taken from the supplementary and needs-supplies congruence perspectives.  

The supplementary perspective looks at the similarities between the individual 

characteristics and the organisational characteristics. In addition, the needs-supplies 

congruence perspective postulates that the compatibility between individuals and 

organisations influences employee attitudes and behaviours. The majority of 

individual-organisation congruence research is conceptualised from the 

supplementary congruence perspective (Piasentin & Chapman, 2006), typically 

operationalised through examining the value congruence between individuals and 

organisations (Kristof, 1996). Limitations may exist due to the way individual-

organisation is conceptualised in this study.  Furthermore, the proposed model draws 

on previous models, conceptualisations and operationalisations in the individual-

organisation literature. This study does not deny that various limitations and problems 

previously recognised in the literature may have been inherited in the proposed model. 

These limitations will be discussed further in Chapter 6. 
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Various content dimensions are used to operationalise the individual-

organisation congruence theory, which specifies the individual and organisational 

characteristics, such as personality, values, goals, climate, culture and attitudes.  

However, the current study proposes a new model of individual-organisation 

congruence, which incorporates a unique set of characteristics.  The individual 

characteristic is operationalised by demographic attributes, learning style and 

preferred learning climate. The organisational characteristic is operationalised by the 

current learning climate. Although these characteristics have not been used previously 

to operationalise the individual-organisation congruence theory, there are distinct 

implications in the literature in regard to learning styles and their importance in 

achieving congruence between learning style and various elements in the learning 

environment.  Learning styles and learning climate have also been included in the 

proposed model, as learning is a significant component of organisations operating in a 

knowledge-intensive context. Furthermore, although individual-organisation 

congruence has been operationalised in a diverse range of contexts, few researchers 

have specifically targeted employees in a knowledge-intensive context.  

 

The empirical research on individual-organisation congruence indicates that, 

even in a diverse range of contexts, using various content dimensions, individual-

organisation congruence is significantly related to positive employee attitudes. The 

new model is based on individuals‟ perceptions of congruence, and how these 

perceptions influence certain attitudes and behaviours. Self-efficacy and affective 

commitment have been are included in the proposed model as there is limited research 

on these employee attitudes and their relationships with individual-organisation 

congruence in a knowledge-intensive context.  More specifically, the study contends 

that employee perception of the congruence between learning style and learning 

climate will influence the self-efficacy and affective commitment of employees in a 

knowledge-intensive context. 

   

Various demographic attributes are also included in the proposed model to 

help determine how they relate to individual-organisation congruence, as little 

research has been conducted to determine how various demographic attributes 
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influence individual-organisation congruence; the little research that has been 

conducted has revealed mixed findings.   

  

The next chapter provides an in-depth review of each of the constructs in the 

proposed model of individual-organisation congruence, which include learning style, 

learning climate and employee attitudes (self-efficacy and affective commitment). 

The research outcomes‟ relating to the demographic attributes and the model 

constructs will be incorporated throughout the chapter. It will outline the theoretical 

and empirical relationships between each of the constructs, as well as the individual-

organisation congruence to justify why each of the constructs has been selected in the 

proposed model.  Additionally the theories, conceptualisations, operationalisations 

and empirical research of each of the model constructs will also be outlined to clarify 

perspectives, identify weaknesses and justify the use of each of the model constructs.  

Finally, a summary of the relationships between the model constructs, which form the 

research questions in this study, is presented. 
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PART 2: THE PROPOSED MODEL 

 

2.8  Introduction 

The second part of this chapter consists of four sections. The first three 

sections review each of the constructs in the proposed model of individual-

organisation congruence: learning style, learning climate, employee attitudes (self-

efficacy and affective commitment). The final section discusses the research questions 

which integrate the proposed model constructs. The research relating to demographic 

attributes and the constructs of the proposed model will be incorporated in each 

section. 

 

The learning styles section discusses the importance of learning style in 

relation to individual-organisation congruence to explain why learning style has been 

incorporated in the proposed model.   Next, the origins of learning style research and 

the various definitions and conceptualisations of learning style are outlined to clarify 

how the learning styles will be conceptualised. Finally, empirical research on the 

learning styles literature are reviewed. 

 

The learning climate section presents a discussion of the importance of climate 

and individual-organisation congruence to justify why learning climate has been 

incorporated in the proposed model.  The conceptual differences between 

organisational learning and learning organisations, and a typology of learning in 

organisations are then outlined to clarify how learning climate is conceptualised in 

this study.  

 

The employee attitude section identifies the importance of employee attitudes 

and individual-organisation congruence to justify why employee attitudes were 

incorporated in the proposed model. The conceptualisations, and empirical research of 

self-efficacy are outlined, followed by a discussion of the conceptualisations and 

empirical research of affective commitment. 
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The final section summarises the relationships between the model constructs, 

which form the research questions for this study. Figure 5 provides an overview of 

this chapter. 

 

Figure 5. Overview of Chapter 2 – Part II 

Learning Style Learning Climate

Self-efficacy Perceptions

I-O Congruence and 

Self-efficacy

Conceptualisations:
Eg: Bandura (1986), 

Gist & Mitchell (1992)

Empirical Research:
Eg: Mathieu & Martineau (1993), 

Potosky & Ramakrishna (2002), 

Tannenbaum, Mathieu, Salas & 

Cannon-Bower (1991), 

Shum & Cheng (1997)

Affective Commitment

I-O Congruence and 
Affective Commitment:

Eg: Koslowsky, 1990, Sims & Kroeck, 

1994, VanVianen, 2000, Cable & 

DeRue, 2002, VanVuuren, DeJong & 

Seydel, 2007)

Conceptualisations:
Eg: Mowday, Porter & Steers (1982), 

O‟Reilly & Chatman (1986), Meyer & 

Allen (1990)

Empirical Research:
Eg: Mathiew & Zajac (1990), Allen & 

Meyer (1990), Wallace (1995), 

Thompson & Heron‟s (2005), 

McDonald & Makin (2000)

Employee Attitudes

Learning Style and 

I-O Congruence

Origins of Learning Style:
Eg: Jung (1921), 

Myers & Briggs (1962)

Conceptualisations:
Eg: Curry‟s (1983) Onion Model,

Coffield, Moseley, Hall & Ecclestone‟s

(2004) Continuum Model

Models and Measures:
Eg: Kolb (1984), Honey & Mumford 

(1986)

The Proposed Model

Climate and 

I-O Congruence

Employee Attitudes

and I-O Congruence

Empirical Research:
Congruence

Education: Eg: Garlinger & Frank 

(1986), Sein & Bostron (1989), 

Vondrell & Sweeney (1989), Dunn & 

Griggs (1990), Dunn, Sklar, Beaudry & 

Bruno (1990),  Riding & Sadler-Smith 

(1992), Riding & Douglas (1993), 

Allinson & Hayes (1988, 1990), Sadler-

Smith (2001), Dunn (2003), Klein, 

Swaby, Richardson & Leung (2003), 

Bostrom & Lassen (2006)

Business: Eg: Sims (1983), Cybela

(1986), Ingham (1989),  Hayes & 

Allinson (1993, 1996), Buch & Bartley 

(2002), James-Gordon & Bal (2002)

Research Questions

1. To what extent do certain 

individual learning styles 

relate to different types of 

learning climates?

2. To what extent does the

subjective congruence 

between learning styles and 

preferred learning climate 

relate to self-efficacy and 

affective commitment?

3. To what extent does the 

subjective congruence 

between current and 

preferred learning climate 

relate to self-efficacy and 

affective commitment?

4. To what extent does 

perceived congruence relate to 

self-efficacy and affective 

commitment?

5. To what extent do the 

demographic attributes relate 

to perceived and subjective 

congruence, self-efficacy and 

affective commitment?

Learning Organisation and 

Conceptualisations:
Eg: Senge (1990), Pedler, Burgoyne 

and Boydell (1991), Garvin (1993), 

Watkins & Marsick‟s (1993)

Learning Organisation

Culture versus Climate:
Eg: Senge (1990),

Pedler, Burgoyne & Boydell (1991)

Empirical Research:
Learning Climate

Eg: Mikkelsen, Ogaard & Lovrich

(2000), Mikkelsen, Saksvik & Ursin

(1998)

Learning Climate:
Eg: Pedler, Burgoyne & Boydell

(1991), Slater & Narver (1995), 

Mikkelsen, Saksvik & Ursin (1998)
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2.9 Learning Style 

Firstly, this section discusses the learning style literature. Learning style is 

used in the proposed model of individual-organisation congruence. A discussion of 

the relationships between learning style and individual-organisation congruence sets 

out why learning styles were incorporated into the model. Secondly, the origins of 

learning style research, including the early pioneers in style research, such as Jung 

(1921) and Myers and Briggs (1962), are outlined.  Thirdly, the various definitions 

and conceptualisations of learning style in the literature are discussed.  The section 

draws on the conceptual models of Curry (1983) and Coffield, Moseley, Hall and 

Ecclestone‟s (2004) to help clarify how learning style is conceptualised.  Indeed the 

conceptualisation of learning styles in the current study is consistent with Curry‟s 

(1983) information processing layer, and Coffield, Moseley, Hall and Ecclestone‟s 

(2004) fourth stage of the continuum, where learning style is the organising and 

processing of information which leads to changes in knowledge and skill.  

Furthermore, learning style is not a fixed trait, but is instead, a differential preference 

for learning. Fourthly, Kolb (1976) and Honey and Mumford‟s (1986) learning styles 

models and measures are discussed as they correspond to how learning styles are 

conceptualised in this study.  Finally, the empirical research in the learning style 

literature will be reviewed to identify potential weaknesses. 

 

2.10 Learning Style and Congruence 

Individual characteristics most commonly used in research on individual-

organisation congruence include characteristics such as values, goals, personalities, 

preferences, needs and attitudes (Kristof-Brown et al., 2005; Kristof, 1996).  

However, the current study investigates individuals‟ learning style as an individual 

characteristic. Learning style involves the investigation of individual differences 

(Duff, 2000; Duff & Duffy, 2002) and  refers to a learner‟s pattern of behaviour in 

approaching a learning experience, taking in new information, developing new skills, 

retaining new information and applying new skills to life situations (Kolb, 1984).  

Boyatzis and Kolb (1995) confirm that learning styles are a useful way to define 

knowledge specialities and professions. 
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The fundamental work of Pervin (1968) revealed that, when a match between 

individual and organisation characteristics exists, performance and satisfaction will be 

high and stress will be low. Also, the pioneering work of Witkin (1976) gave serious 

attention to matching individual learning style to the learning environment. Witkin, 

Moore, Goodenough, and Cox (1977) suggest that cognitive similarity will lead to 

smoother interaction and positive mutual feeling between individuals owing to shared 

interests, common personality attributes and equivalent modes of communication. 

Conversely, mismatching on cognitive style is more likely to result in conflict. 

 

Thus learning styles influence how the environment is perceived and 

manipulated. Therefore, learning style can be used to predict how individuals react to 

situations and solve problems (Ribbens, 1997). Interestingly, Boyle (2005) contends 

that the workplace needs to be designed in a way that capitalises on individuals‟ 

learning strengths in order to enhance employee productivity. Furthermore, producing 

a good fit, between learning style and the learning demands of a job, facilitates the 

development of the competencies necessary for effective performance (Sims, 1983). 

Similarly, Sadler-Smith (2001b) suggests that academic success and learning is 

influenced by the interaction between the learning environment and how the learner 

processes the information.  

 

In addition, Kolb (1984) affirms that learning experiences are congruent with a 

learning style that positively influences the choice of future learning, and that work 

experiences reinforce that particular learning style.  On the other hand, individuals 

who find a learning environment incongruent with their learning style move away 

from this kind of environment in terms of future learning and work choices. 

Furthermore, the author argues that, while it is desirable to develop learning 

environments that accommodate all learning styles, individualising the learning 

process to match the learners‟ learning style will lead to increased learning 

performance. Driver (1987) supports this proposition by suggesting that executive 

jobs, which require multifunctional attention patterns to permit the rapid tracking of a 

great deal of complex data, might be performed most effectively by people who have 

cognitive styles which match this requirement.  
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Similarly, Hayes and Allinson (1998) note that work situations differ in terms 

of the information-processing demands that they make on individuals. Additionally, 

individuals also differ in the way they prefer to process information. For example, 

some individuals prefer to work in situations where there is time to think about every 

aspect of a problem, with time to consider how the various elements relate to each 

other, before making a carefully considered decision; whereas others prefer to work in 

situations where they have to make inspired guesses without access to all the facts. 

Moreover, the authors found that the congruence between the information-processing 

requirements of the situation and the individual‟s cognitive style, or preferred 

approach, to processing information enhances the learning and the performance.  

 

Indeed evidence presented by Fry and Kolb (1979) suggest that people with 

different learning styles prefer different learning environments. Likewise, Carter 

(1985) asserts that a mismatch between the preferred learning style and the job or task 

results in inefficiency and ineffectiveness. However, a match between the learning 

style and the job appears to improve job satisfaction, efficiency and effectiveness.  

Kolb (1976) and Honey and Mumford (1986), argue that individuals have natural 

preferences for distinct ways of learning and, therefore, these should be recognised as 

a prelude to broadening individual repertoires, as different environments favour 

different learning styles.   

 

There is evidence that learning can be improved by making learners more 

aware of their styles. This information can help people see the correct type of learning 

that a particular task and environment demands (Sadler-Smith, 2001b). Likewise, 

Murray (2002) states that the learning style of individuals must be matched with 

conditions that brings out the best in them, rather than conditions that oppress and 

pacify. Differences between learners in terms of their learning style are important in 

the learning process and are therefore of considerable relevance to human resource 

developers (Sadler-Smith, 1996).  

 

While the majority of the learning style literature highlights the importance of 

matching various learning styles to appropriate learning environments in order to 

achieve positive outcome, learning style has not been operationalised in individual-
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organisation congruence research. The current study provides a unique opportunity to 

assess the proposed model of individual-organisation congruence, using learning style 

as the individual characteristic.  The next section presents a discussion of origins of 

learning style theory. 

 

2.11 Learning Style Theory 

Research on style as an individual trait has been of interest to psychologists for 

many years, beginning with theorists such as Jung (1921) and Myers and Briggs 

(1962). In psychology, “style” has been developed in a number of areas, including; 

personality, cognition, communication, motivation, perception, learning and 

behaviour. The emergence of “style theory” entails both separate and related 

developments, reflecting both a philosophical and psychological concern for 

individuality (Rayner & Riding, 1997). According to Sternberg and Grigorenko 

(1997), style is a bridge between people‟s cognitive factors and their personality 

factors. Similarly, Sadler-Smith (1998) notes that style may be considered as a 

behavioural manifestation of an individual‟s personality. However, style has a greater 

practical value than personality, since it has greater functional proximity and 

relevance to workplace behaviours. 

 

 Learning is an activity in which style has traditionally been viewed as being 

potentially important (Sternberg & Grigorenko, 1997). In a workplace learning 

contexts the distinction between different style types, as noted by Berings, Poell and 

Simons (2005), are even more complicated than in an educational context.  In an 

educational context, learning is usually the main activity that learners perform, 

whereas in a workplace learning context, people are working, thinking, making 

decisions, innovating and learning at the same time.  

 

Many terms in style research have been applied to workplace learning 

situations that cover topics closely related to learning styles (personality types, 

cognitive styles, thinking styles and decision-making styles) (Berings et al., 2005). 

First, personality types are a set of orientations and attitudes that describe basic 

individual preferences that accompany a person‟s interaction with the environment 

(Jung, 1923).  Second, cognitive styles represent individual differences in how a 
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person perceives, thinks, solves problems, and learns (Witkin et al., 1977). Third, 

thinking styles refer to the ways in which people choose to use or exploit their 

intelligence and their knowledge (Sternberg, 1999). Fourth, the decision-making style 

is an individual‟s characteristic mode of perceiving and responding to decision-

making tasks (Harren, 1979).  Importantly the current study focuses specifically on 

learning styles, concentrating on the learning aspect of the style distinctions.  The next 

section presents an overview of the definitions of learning styles in the literature. 

 

2.12 Learning Style Definitions 

The concept of a learning style has an „intuitive appeal‟ (Delahaye, 2005). 

Indeed learning style involves the investigation of individual differences: people 

perceive and gain knowledge differently; they form ideas and think differently; and 

they act differently (Duff, 2000; Duff & Duffy, 2002). These differences are relevant 

to the diversity of employees in a knowledge-intensive context. 

 

The conceptual definitions in the literature that constitutes a „learning style‟ 

are confusing due to the multiplicity of terms and definitions (Desmedt & Valcke, 

2004; Sadler-Smith, 1996, 1999; Sadler-Smith & Riding, 1999). Additionally, 

different disciplines have different interpretations of the term (Sadler-Smith, 2001b).  

For example, management development specialists view „style‟ in association with the 

various stages in the learning cycle, as exemplified in the work of Kolb (1976, 1984) 

and Honey and Mumford (1986, 1992). In contrast, a psychologist is likely to view 

„style‟ as an individual's habitual way of representing and processing information in 

memory, i.e. cognitive style (Kirton, 1989; Riding, 1991). 

 

In addition, Dunn (1983) and DeBello (1990) define learning style as the way 

people absorb or retain information. Thus learning style orientation can be seen as a 

way to bridge the gap between personality and cognition. It has been described as the 

way in which learners‟ concentrate on the process and retain new and difficult 

information (Dunn, Griggs, Olsen, Beasley, & Gorman, 1995). Similarly, Sadler-

Smith (2001b) defines learning styles as a preference that an individual has for 

processing information in a particular way, when carrying out a learning activity.  
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Furthermore, Dunn, Beaudry and Klavas  (1989) contend that the way people 

learn is impacted upon by certain factors that are used as the dimensions in the study 

of learning styles.  According to the authors, learning styles have at least four general 

dimensions. First, the „cognitive‟ dimension looks at how individuals process 

information, as they perceive, think, solve problems, remember and relate to others. 

Second, the „affective‟ dimension views learning in relation to a person‟s personality, 

and considers characteristics such as attention, emotion, motivation, incentive, 

curiosity, boredom, anxiety and frustration. Third, the „physiological‟ dimension 

views learning as it relates to the biological characteristics, that is, what senses 

(auditory, visual or kinesthetic) are used for learning. Fourth, the „psychological‟ 

dimension views learning as the inner strength and uniqueness of an individual.   

 

The most relevant definitions of learning style used in the current study are 

drawn from Honey and Mumford (1992), Ladd and Ruby (1999) and Kolb (1984). 

Honey and Mumford (1992) define a learning style as a description of attitudes and 

behaviours, which determine an individual‟s preferred way of learning, while Ladd 

and Ruby (1999) define it as "characteristic cognitive, affective, and physiological 

behaviours that serve as relatively stable indicators of how learners perceive, interact 

with, and respond to, the learning environment" (p. 363).  Similarly, learning style 

refers to a learner‟s pattern of behaviour in approaching a learning experience, taking 

in new information, developing new skills, retaining new information and applying 

new skills to life situations (Kolb, 1984).  

 

One of the principal debates in the field of individual differences in learning 

styles is the level of relatedness between cognitive style and learning style (Berings et 

al., 2005). The clarification of this issue provides a clearer understanding of how 

learning style is defined in this study.   

 

2.12.1 Cognitive Style versus Learning Style 

The concepts of learning style and cognitive style are often seen as 

interchangeable, which causes confusion in the learning style literature (Berings et al., 

2005; Cassidy, 2004; Curry, 1983; Desmedt & Valcke, 2004; Goolam & Rawaf, 

2007; Rayner & Riding, 1997; Riding & Cheema, 1991; Sadler-Smith, 2001b). 
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Riding and Cheema (1991) report that the term „cognitive style‟ was replaced 

by the term „learning style‟ in the 1970s, as cognitive style is only part of an 

individual's learning style.  Similarly, cognitive style, as noted by Curry (1983), 

Reynolds (1997) and Riding (1997), is a predecessor of learning style. In contrast, 

Hayes and Allinson (1994, 1996, 1998) contend that learning style is a subcategory of 

cognitive style. However, Berings, Poell and Simons (2005) note that learning style 

can be regarded as a broader term that includes the construct of cognitive style, as 

well as the other dimensions of learning.  In another sense, the term learning style can 

be regarded as a narrower term that concentrates on the domain of learning only, 

whereas the term cognitive style is used only when there is no learning involved.  

 

Cognitive style is the way in which individuals characteristically approach 

different cognitive tasks, whereas learning styles are the ways in which people 

approach different learning tasks (Cassidy, 2004). Similarly, Hayes and Allinson 

(1994) distinguish learning style and cognitive style; learning styles are consistent 

individual differences in the ways of changing meanings, values, skills and strategies; 

cognitive style are consistent individual differences in the ways of organising 

experiences into meanings, values, skills and strategies. Interestingly, Riding and 

Cheema (1991) and Swanson (1995) note that learning style is more related to 

practical applications, while cognitive style is more related to theoretical or academic 

research. Furnham (1992) suggests that cognitive style and learning style need to be 

considered as separate constructs if the field of learning style is to progress.  

 

Cognitive style was used by Chan (1996) and Allinson, Armstrong and Hayes 

(2001) to operationalise the individual characteristic in individual-organisation 

congruence research. However, the present study concentrates on the learning style of 

individuals, as although there are distinct links between matching learning styles and 

the learning environment in the learning style literature, this research is limited in the 

operationalisation of these constructs in the individual-organisation congruence 

research. The next section discusses various conceptualisations of learning styles, 

related to the vast number of learning style definitions in the literature. 
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2.13 Learning Style Conceptualisations 

Many researchers (Curry, 1983; Riding & Rayner, 1998; Sternberg & 

Grigorenko, 1997) have attempted to provide conceptual frameworks into which the 

various constructs of learning styles can be usefully categorised. According to Sadler-

Smith and Smith (2004) these researchers have all postulated the role of cognition as 

an underlying process, and have separated out phenomena that reflect individuals‟ 

habitual information processing modes (cognitive style), behaviours (learning style) 

and predispositions (learning preferences) from those that are responses to a given 

context (learning strategy). However, due to the proliferation of labels, the term 

„learning style‟ has resulted in haphazard expansion, over-extension, semantic 

confusion and divergence. Thus, there is no unifying taxonomy in the field of learning 

styles (Moran, 1991). 

 

This section discusses Curry‟s (1983) and Coffield, Moseley, Hall and 

Ecclestone‟s (2004) conceptualisations of learning styles to help clarify how learning 

style is conceptualised in the current study. According to Sadler-Smith (2001b), 

Curry‟s (1983) onion model is one of the most significant developments in the 

learning style field. The model is used to conceptualise learning styles; it is one of the 

most prominent and pioneering models in the literature on learning styles.  

Alternatively, Coffield, Moseley, Hall and Ecclestone‟s (2004) model provides  more 

recent conceptualisations of learning styles.  

 

2.13.1 Curry’s Onion Model 

Curry‟s (1983) Onion Model (Figure 6) organises the different conceptual 

learning style theories so that the various constructs are analogous to the different 

levels of a person‟s characteristic or style, including personality, information 

processing, social interaction and instructional preferences. Rayner and Riding (1997) 

and Coffield, Moseley, Hall and Ecclestone‟s (2004), contend that the onion model is 

useful as it emphasises the notion of an individual‟s psychology and seeks to explain 

the formation of individual learning behaviour. On the other hand, Sadler-Smith 

(2004) criticises Curry‟s (1983) onion model as a simple taxonomy, as the model does 

not elaborate on the processes and relationships between an individual‟s difference 

constructs. However, this criticism does not pose a threat as the present study is not 
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concerned with the relationships between the individual differences of learning styles, 

but is instead concerned with the interaction between learning styles and learning 

climate and their relationship with self-efficacy, affective commitment and various 

demographic attributes.  

 

Figure 6.  Curry’s Onion Model 

Social Interaction: Dunn 

(1983), Reichmann & 

Grasha (1974)

*Information Processing: 

Kolb (1974), Honey & 

Mumford (1986), Allinson & 

Hayes (1988)

Cognitive Personality Style: 

Myers (1978), Jackson 

(2002), Riding & Rayner

(1998)

Instructional Preferences:

Entwistle (1998), Sternburg

(1999), Vermunt (1998)

Stable 

Core

Note: The shaded red area indicated the conceptualisation of learning style used in this study

 

  First, at the core of the onion is the individual‟s „cognitive personality style‟, 

consisting of fairly stable and fixed personality characteristics. Researchers in this 

area, such as Riding and Rayner (1998), affirm that learning styles are static and 

relatively in-built features of the individual.  Similarly, Myers (1978), Jackson (2002) 

and Berings, Poell and Simons (2005) view learning style as one part of the 

observable expression of a relatively stable personality trait. They assess the 

influences of basic personality traits on preferred approaches to acquiring and 

integrating information. Instruments developed within this area assess the influence of 

basic personality on preferred approaches to acquiring and integrating information 

(Swanson, 1995). 
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The second layer, „information processing‟, is the individual‟s preferred 

intellectual approach to assimilating information. One of the most influential models 

in this area is Kolb‟s (1976) Experiential Learning Model. For Kolb (1984), and other 

researchers such as Honey and Mumford (1992) and Allinson and Hayes (1996), 

learning style involves the organising and processing of information which leads to 

changes in knowledge and skill.  Furthermore, Kolb (1984) argues that learning style 

is not a fixed trait, but a differential preference for learning. However, learning styles 

are influenced by an individual‟s personality traits (Kolb, 1984). Importantly Curry 

(1983) believes that measures of this style are more stable than instructional 

preference, but are still modifiable by learning strategies.    

 

The current study is consistent with the information processing layer and, as 

with Kolb (1974), Honey and Mumford (1986) and Allinson and Hayes‟ (1988) 

thinking, it assumes that learning behaviour is neither situationally specific nor cross-

situationally consistent. Furthermore, it appears that individuals adapt their preferred 

combination of learning activities to different situations in a consistent way, 

depending on their learning style (Berings, Poell, Simons, & VanVeldhoven, 2007). 

The reason why the information processing later has been used to determine learning 

styles in the current study is due to the fact that this conceptualisation is the most 

relevant to the individual-organisation congruence research, as theorists in the 

information processing layer, such as Kolb (1974), Honey and Mumford (1986) and 

Allinson and Hayes (1988), all acknowledge that the interaction between the 

individual and the environment influences individual outcomes. 

 

The third layer, „social interaction‟, relates to individuals‟ preference for social 

interaction during learning. For example, the learning style paradigms of Dunn (1983) 

and Reichmann and Grasha (1974) went beyond this information processing 

perspective and encompassed preferences for social interactions in specific learning 

environments. They included student attitudes towards learning, their views of 

teachers and/or peers, reactions to classroom procedures, and even physiological 

stimuli, such as `time of day'.  
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The final layer of the model, „instructional preference‟, includes the 

individuals‟ preference for the environment in which they learn. Entwistle (1998), 

Sternburg (1999) and Vermunt (1998) are dominant researchers in this area.  They 

explore a holistic, active view of learning approaches and strategies, as opposed to 

styles that take into consideration the effects of contextual influences, such as the 

learning environment.  Cassidy (2004) notes that the outermost layer of Curry‟s model 

is the most observable and the most susceptible to influence and, therefore, is the least 

stable level of measurement. 

 

Due to the various debates, multiple definitions and interpretations in the 

literature, Curry‟s (1983) onion model helps to clarify how learning style will be used 

in this study.  Thus the use of learning style is consistent with Curry‟s (1983) 

information processing layer, whereby learning style involves the organising and 

processing of information, which leads to changes in knowledge and skill.  In 

addition, learning style is not a fixed trait, but rather a differential preference for 

learning (Kolb, 1984, Honey & Mumford, 1992, Allinson & Hayes, 1996).  

 

As mentioned above, the theorists in information processing layer (Kolb, 

1984, Honey & Mumford, 1992, Allinson & Hayes, 1996) acknowledge that the 

interaction between the individual and the environment influences individual 

outcomes, which forms the basis of the current study. Moreover, the information-

processing perspective is important in a knowledge-intensive context. From the 

information-processing perspective, knowledge is neither data nor information, 

however, it is based on both (Staples, Greenaway, & McKeen, 2001). Tsoukas and 

Vladimirou (2001) note that knowledge is both an outcome and framework, and a 

process for incorporating new experiences and information. 

 

Furthermore, Hayes and Allinson (1998) and Armstrong and Mahmud (2004) 

contend that the context of the learning environment, and the individual differences in 

their preferred ways of organising and processing information and experience, have a 

profound effect on the acquisition of tacit knowledge. Additionally, different learning 

styles influence the level and content of how acquired knowledge occurs across 

individuals who appear to have similar abilities (Wagner & Sternberg, 1987). 
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Similarly, Kolb (1984) suggests that learners who are matched with environments that 

complement their unique learning styles, acquire more knowledge and achieve 

significantly greater learning outcomes. The next section discusses Coffield, Moseley, 

Hall and Ecclestone‟s (2004) conceptualisations of learning styles. 

 

2.13.2 Coffield, Moseley, Hall and Ecclestone’s Continuum Model 

A more recent conceptualisation of the learning style construct is a continuum 

model presented by Coffield, Moseley, Hall and Ecclestone (2004) (Figure 7). The 

learning style continuum is based on Curry (1983) and Vermunt‟s (1998) conceptual 

learning styles models, and includes five points based on the extent to which the 

developers of learning style models and instruments appear to believe that learning 

styles are fixed. The learning style field as a whole draws on a variety of disciplines, 

although cognitive psychology is dominant.  On the left hand side of the continuum, 

as seen in Figure 7, researchers in this area have strong beliefs about the influence of 

genetics on fixed, inherited traits, and about the interaction of personality and 

cognition.  Conversely, on the right hand side of the continuum, researchers are more 

interested in personal factors, such as motivation and environmental factors, like 

cooperative or individual learning (Coffield, Moseley, Hall & Ecclestone, 2004). 
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Figure 7. Coffield, Moseley, Hall and Ecclestone’s Learning Style 

Continuum 

STAGE 1

Constitutionally 

Based

Gregorc‟s (1985)

Dunn & Dunn 

(1999)

Flexible

Personal

Factors

Fixed

Inherited

Traits

STAGE 2

Cognitive 

Structure

Riding (1991)

STAGE 3

Stable 

Personality 

Type

Apter (2001)

Jackson (2002)

Myer (1962)

STAGE 4

*Flexible Stable 

Learning 

Preferences

Allinson & Hayes 

(1996)

Herrmann (1989) 

Kolb (1976)

Honey & Mumford 

(1986)

STAGE 5

Learning 

Approaches 

and Strategies

Entwistle (1998) 

Sternberg (1999) 

Vermunt (1998)

Note: The red area indicated the conceptualisation of learning style used in this study

 

The first stage of the continuum, starting on the left hand side, includes style 

and preference models, that are not necessarily learning focused, where styles are 

constitutionally based and difficult to change.  Sitting within this first stage, Gregorc‟s 

(1985) Mind Styles Model includes the two dimensions of unconscious mediation 

abilities of perception and ordering, concrete-abstract and sequential-random; these 

styles incorporate natural abilities and difficult to change.  Dunn and Dunn‟s (1999) 

learning style model includes motivation factors, social interaction, physiological and 

environmental elements, and is a model of instructional preference, not learning.  

  

The second stage of the continuum includes learning style models where 

learning styles reflect deep-seated features of the cognitive structure, including 

patterns of ability. Riding‟s (1991) Cognitive Styles Analysis model suggests two 

dimensions of learning strategies (holist-analytic and verbaliser-imager), which are 

independent of intelligence and can be learned and improved. 
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The third stage of the continuum includes learning style models where 

learning styles are a relatively stable personality type. Apter‟s (2001) Motivational 

Style model identifies four domains of experiences (means-ends, rules, transaction, 

and  relationships) where there is interaction between emotion, cognition and volition. 

Jackson‟s (2002) model identifies four styles that are a subset of personality, these 

include initiator, analyst, reasoner and implementer. Myer‟s (1962) Myer-Type Briggs 

Indicator views 16 personality types, which include learning, but they are not 

specifically about learning. 

 

The fourth stage of the continuum includes learning style models where 

learning styles are flexibly stable learning preferences. First, Allinson and Hayes‟ 

(1988) Cognitive Style model uses a single bipolar dimension of intuition-analysis, 

which underpins the aspects of learning style. Herrmann‟s (1989) Whole Brain model 

postulates four learning styles (theorists, organisers, innovators and humanitarians) 

that relate to learnt patterns of behaviour. Kolb‟s (1976) learning style model of four 

types of learning styles (accommodating, diverging, assimulating and converging) are 

both flexible and stable. Honey and Mumford‟s (1986) model suggests that attitudes 

and behaviours determine four preferences with regard to learning, such as activists, 

pragmatists, theorists and reflectors.  

 

However, as mentioned in the discussion about Curry‟s (1983) model of 

learning styles, the current study‟s conceptualisation of learning style is more 

consistent with authors such as Kolb (1974), Honey and Mumford (1986), Allinson 

and Hayes (1988).  These theorists acknowledge the interaction between the 

individual and the environment, which is central to the proposed model of individual-

organisation congruence. 

 

The final stage, at the right hand side of the continuum, includes models that 

move from learning styles to learning approaches, strategies, orientations and 

conceptions of learning. Entwistle‟s (1998) model encompasses approaches to 

learning, study strategies, intellectual development skills and attitudes in higher 

education. Sternberg‟s (1999) model proposes 13 thinking styles, based on the 
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functions, forms, levels and scope of learning in government. Vermunt‟s (1998) 

model applies to the thinking and learning of university students; however, the model 

does not acknowledge how personality interacts with learning styles. 

 

The current study‟s conceptualisation of learning styles is consistent with 

Curry‟s (1983) information processing layer, and Coffield, Moseley, Hall and 

Ecclestone (2004) fourth stage of the continuum, whereby learning style is the 

organising and processing of information which leads to changes in knowledge and 

skill.  This approach of conceptualisation sits along the notion that learning style is 

not a fixed trait, but is instead a differential preference for learning, especially within 

the knowledge-intensive context in which the study takes place.  The diversity of 

employees in this context is a major aspect of this study, namely that people are 

different and therefore, they learn differently. 

 

Although, Coffield, Moseley, Hall and Ecclestone‟s (2004) conceptualisation 

of Allinson and Hayes (1988) Cognitive Style model, and Herrmann‟s (1989) Whole 

Brain model, are consistent with the current study, these two models, in themselves,s 

are not relevant to this study for a number of reasons.  Firstly, Herrmann‟s (1989) 

model predominantly focuses on general thinking styles, which are not specific to 

learning situations.  Similarly, Allinson and Hayes (1988) model focuses on cognitive 

style, which is not specific to learning, but rather is a subset of cognitive style.  

 

Secondly, both models are more closely related to personality than to learning 

(Coffield, Moseley, Hall & Ecclestone, 2004).  Finally, Swanson (1995) and Sadler-

Smith (1998) suggest that Allinson and Hayes‟ (1988) model is better conceptualised 

in the core of Curry‟s (1983) model relating to an individual‟s cognitive personality 

style, consisting of fairly stable and fixed personality characteristics, and so is not 

consistent with the purpose of this study. 

 

Kolb (1976) and Honey and Mumford‟s (1986), conceptualisations and 

operationalisations of learning styles correspond with the aims of this study, as the 

theorists acknowledge that the interaction between the individual and the environment 

influences individual outcomes. In the next section Kolb‟s (1976) experiential 
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learning theory, and Kolb‟s (1976) and Honey and Mumford‟s (1986) 

conceptualisations and operationalisations of learning styles are discussed, to 

demonstrate their relevance to this study. 

 

2.14  Experiential Learning Theory 

The experiential learning theory, as noted by Boyatzis and Kolb (1995), is 

holistic and includes affective, perceptual, behavioural and cognitive strategies. The 

theory also emphasises the central role that experience plays in the learning process, 

an emphasis that distinguishes the experiential learning theory from both the cognitive 

learning theories, which tend to emphasise cognition over affect, and the behavioural 

learning theories that deny any role for subjective experience in the learning process 

(Kolb & Boyatzis, 2000).  

 

According to Kim (2004), the experiential learning theory comes from the 

school of thought that best accommodates the two aspects of learning. First, the 

acquisition of skill and know-how implies the physical ability to produce some action. 

Second, the acquisition of know-why, which implies the ability to articulate a 

conceptual understanding of an experience. Kolb‟s (1984, p. 38) definition of learning 

encompasses both aspects, and notes, “learning is the process whereby knowledge is 

created through the transformation of experience”.  

 

As the experiential learning process moves through time, the implicit 

assumption is that the learner is operating on the basis of previous accumulated 

knowledge (Comas & Sieber, 2001). Furthermore, experiential learning, according to 

Comas and Sieber (2001), is dynamic at two levels.  The first level defines the 

learning process as an oscillation cycle between tacit and explicit knowing.  The 

second level is the movement through the cycle, a transaction of productive inquiry, 

which means that learning is a transaction between a conscious agent and the 

knowledge embedded in the social context. Furthermore, experiential learning is the 

epistemic work that develops practices that allow the generative dance between 

knowing and what is known. 
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Within the experiential learning framework, Kolb (1984) defines learning 

styles as distinctive individual differences in the learning process that arise from 

consistent patterns of transaction between the individual and their environment. 

Furthermore, according to Kolb, learning style differs from personality traits, which 

focus on specific attributes peculiar to each individual.  Thus a learning style is much 

broader, and focuses on how individuals deal with ideas and day-to-day situations. 

The current study focuses on learning style and recognises that learning style is 

distinct from personality. The next section continues the discussion of the dominant 

theorists learning styles used in this study. More specifically, Kolb‟s (1976) 

experiential learning model, and Honey and Mumford‟s (1986) learning style model 

are outlined. 

 

2.15  Theoretical Models of Learning Styles 

In accordance with Curry‟s (1983) and Coffield, Moseley, Hall and 

Ecclestone‟s (2004), conceptualisation of the learning style literature, the learning 

style models relevant to the current study include Kolb‟s (1976) Experiential Learning 

Model, and Honey and Mumford‟s (1986) Learning Style Model.  

 

2.15.1 Kolb’s Experiential Learning Model 

Kolb‟s (1976, 1984) model of experiential learning has been widely used as a 

basis for helping individuals identify the kinds of learning activity that are the most 

satisfying, and will improve an individual‟s learning achievement. As a basis for 

identifying different learning styles, psychologists such as Kolb (1976, 1984) have 

attempted to describe the overall learning process.  A fundamental notion of Kolb‟s 

(1984) experiential learning model is that, because of generic qualities and 

environmental demands, the learning process is not the same for everybody.  This 

theory has received most attention in the management literature (Furnham, 1992). For 

example, Desmedt and Valcke‟s (2004) meta-analysis of 349 learning style scholarly 

articles found that Kolb is the most cited author in the learning style literature (49%).  

 

According to KoIb‟s (1984) model, learning is a circular process that begins 

with the acquisition of concrete experience (feeling), followed by reflection and 

observation (watching), the formulation of abstract concepts and generalisations 
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(thinking), and active experimentation (doing). People vary in their preferences for 

information perception, along an abstract-concrete dimension, as well as in their 

preferences for information processing, along an active-reflective dimension. The 

combination of preferences along these two dimensions results in four learning styles 

labeled as converger, diverger, assimilator, and accommodator. 

 

The „converger‟s‟ greatest strengths are in the practical application of ideas, 

whereby they do best when there is a single correct answer or solution to a problem; 

they are relatively unemotional and have narrow techniques of interest. „Diverger‟s‟, 

having the opposite strengths to a converger, excel in their ability to view situations 

from a variety of perspectives; they are more emotional and have broader cultural 

interests. The „assimilator‟s‟ greatest strength lies in their ability to create theoretical 

models. They are more concerned with abstract concepts and theories, and are logical 

and precise.  Finally, the „accommodator‟s‟ strengths are opposite to those of the 

assimilator; consequently, their strengths lie in doing things, being involved in new 

experiences, and being able to adapt to specific immediate circumstances (Kolb, 

1976).  

 

However, Kolb's (1984) model has not been without its critics. DeCiantis and 

Kirton (1996) argue that the experiential learning model is unrelated to style, and is 

simply a 'map' of the learning process. Furthermore, the authors argue that Kolb‟s 

model does not account for the effectiveness of the individual or how an individual 

accomplishes each stage of the learning cycle. In contrast, Mainemelis, Boyatzis and 

Kolb (2002), in summarising the evidence for and against the experiential learning 

theory, found that out of 81 studies, 61.7% supported Kolb‟s experiential learning 

theory. The following moves from Kolb‟s theory to an outline of Honey and 

Mumford‟s (1986) learning style model.  

 

2.15.2 Honey and Mumford’s Learning Style Model 

Honey and Mumford (1986) took Kolb's (1974) model and applied it in a 

management-development context (Sadler-Smith, 1998). Their model is comprised of 

four learning styles: theorist, pragmatist, reflector and activist.  The model is similar 

to Kolb‟s (1984) model and suggests that individuals have natural preferences for 
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distinct ways of learning. For example, theorists (assimilators) prefer to think 

problems through in a vertical, systematic manner; pragmatists (convergers) prefer to 

try out theories, ideas, and techniques to see if they work; reflectors (divergers) prefer 

to observe and ponder on what they have experienced; while activists 

(accommodators) prefer the challenge of new experiences and involvement with 

others. Finally, their model focuses on real work activities, unlike Kolb‟s model, 

which uses abstract words.  

 

Mumford and Honey (1992) note three main advantages of their four learning 

styles over Kolb‟s (1984) learning styles.  Firstly, the four learning styles are easy to 

remember.  Secondly, the learning styles reinforce the stages people need to go 

through in order to be balanced learners.  Thirdly, the four learning styles are widely 

understood, accepted and used by learners. However, Coffield, Moseley, Hall and 

Ecclestone (2004) criticise Honey and Mumford‟s (1986) learning style model 

because the four learning styles are not distinct and, therefore, people may exhibit 

more than one strong preference. Similarly, Delahaye (2005) contends that, although 

the learning style questionnaires identify a preferred style, people may have a variety 

of learning preferences and may also move from one style to another. 

 

Another distinction occurs in the usage. Honey and Mumford‟s (1986) 

Learning Style Questionnaire is predominately applied in management development 

and training, while Kolb‟s (1984) learning styles are predominately applied in a 

student versus teacher context.  The simplicity and familiarity of the model are 

definite advantages, however, the fact that the model was specifically developed for a 

work organisational context indicates that Honey and Mumford‟s (1986) learning 

style model would be more suitable than Kolb‟s (1984) learning style model for the 

current study. 

 

The main criticism for both models relates to the reliability, validity and factor 

structure of the learning style measures (Curry, 1991; Sadler-Smith, 2001). However, 

Honey and Mumford (1986) and Kolb‟s (1984) learning style measures are used in the 

present study, as they are consistent with how learning styles are conceptualised in 

this thesis. The reliability, validity and factor structure of the learning style measure 
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will be discussed further in Chapter 4. Figure 8 provides an illustration of Kolb‟s 

(1984) and Honey and Mumford‟s (1986) learning style models.  

 

Figure 8. Kolb and Honey and Mumford’s Learning Style Models 
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The next section outlines how learning style is operationalised in the literature.  

 

2.16  Learning Style Operationalisation 

Operationalising learning style is a necessary, but highly problematic, 

endeavour (DeBello, 1990).  The confusion about the definition causes concerns 

related to weaknesses in reliability and validity of the learning style instruments 

(Curry, 1991; Sadler-Smith, 2001). Curry (1991, p. 248) identifies three areas of 

continuing concern for the operationalisation of learning style (confusion in 

definitions, weaknesses in reliability and validity of measurement, and identification 

of the most relevant style characteristics in learners and instructional settings). These 

issues may cause potential problems for any study, however, this study aims to 

minimise these problems by clearly defining and outlining the relevant 

conceptualisations.  While this study uses a well-known and validated measurement 

scale of learning style, the reliability, validity and factor structure of most learning 
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style measures, including the one used in this study, are often criticised.  Therefore, 

limitations may exist in the measurement of learning styles in the current study.   

 

Freedman and Stumpf (1981) have criticised the psychometric properties of 

some of the available measures of learning styles. Likewise, Robotham (1995) 

questions whether the approaches used to identify individual learning styles are valid. 

These authors note that existing inventories of learning styles simply allocate a 

narrow range of categories containing a limited number of learning activities to which 

individuals, in theory, are best suited.  

 

In addition, Coffield, Moseley, Hall and Ecclestone (2004) suggest that the 

effectiveness of learning style measures are so varied and contested that the choices 

about the most suitable measures are difficult to substantiate. Likewise, Berings, 

Poell, Simons and VanVeldhoven (2007) criticise the instruments, referred to above, 

as they measure learning styles with one general questionnaire intended to cover all 

learning situations, and thus reduce the reliability and predictive validity of the 

instruments. 

 

Nevertheless, it is important to determine particular learning styles so that 

people are able to see where their competencies lie and direct their actions 

accordingly. In order to cope with rapid changes in the environment, Kolb (1976) 

states that individuals need to develop characteristic ways of thinking and working 

together, with different styles of decision-making and problem-solving. Thus, if 

learning styles can be identified and analysed, then individual learning styles may be 

better aligned with the task and the environmental demands. 

 

The relevant measures of learning style are consistent with those who contend 

that learning styles are flexible stable learning preferences.  Thus the learning style 

instruments relevant to this study include Kolb‟s (1976) Learning Style Inventory and 

Honey and Mumford‟s (1986) Learning Style Questionnaire. Both measures have 

frequently been used to assess the congruence between learning style and various 

aspects of the learning environment. The next section discusses these measures to help 

clarify their relevance to this study. 
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2.16.1 Kolb and Honey and Mumford’s Learning Style Measures 

Kolb‟s (1976) Learning Style Inventory was designed to measure the strengths 

and weaknesses of individual learning abilities; it has been the main inspiration for a 

large number of theorists and practitioners, who have used his instrument to generate 

their own questionnaires and teaching methods (Coffield, Moseley, Hall & 

Ecclestone, 2004). Within the Learning Style Inventory measures are four learning 

styles (converger, diverger, assimilator, and accommodator). The inventory is used 

mainly in education research to investigate the notion that high levels of performance 

result in a congruence between learning style and teaching methods (Gardner & 

Korth, 1998; Katz, 1990; Loo, 2004; McNeal & Dwyer, 1999). Only a few studies 

have used Kolb‟s (1974) instrument in organisational research, and to match 

employee learning style and training delivery mode (Buch & Bartley, 2002).  

 

The Learning Style Questionnaire developed by Honey and Mumford (1986) 

asks questions that probe general behavioural tendencies rather than seeking to 

identify how people how they learn, as in Kolb‟s Learning Style Inventory. The 

questionnaire represents four learning style preferences (activists, reflectors, theorists 

and pragmatists), and is defined in terms of employee learning, rather than student 

learning. Duff‟s (2000) view, emphasised by Honey and Mumford (2000), is that the 

questionnaire is used in the main, for personal and organisational development 

purposes.  Measures such as the Learning Style Inventory (Kolb, 1976) and the 

Learning Style Questionnaire (Honey and Mumford, 1986) deal with information 

processing style concepts applicable at the intersection between fundamental 

personality level individual differences and environmentally offered learning format 

choices (Riding, 1997). Thus, according to Duff (2000), the Learning Style 

Questionnaire is preferable to the Learning Style Inventory as it focuses on observable 

behaviour and has more convincing face validity.   

 

Furnham (1992) and Jackson and Lawty-Jones (1996) found a high correlation 

between the classic personality variables and Honey and Mumford‟s (1986) four 

learning styles. For this reason the Learning Style Questionnaire is predominately 

applied in management development and training, and is used to investigate the 

relationships between learning style, performance and different instructional methods 
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(Allinson & Hayes, 1988; Coffield et al., 2004; DeCiantis & Kirton, 1996; Fatt, 1993; 

Furnham, Jackson, & Miller, 1999; Swailes & Senior, 1999). In addition, Klein, 

McCall, Austin and Piterman (2007) contend that the instrument has also been used 

regularly in educational settings (Cockerton, Rukhsana, & Sheppard, 2002; Duff & 

Duffy, 2002; Fung, Ho, & Kwan, 1993; Sadler-Smith, 2001; Sims, Veres, & Shake, 

1989). 

 

Kolb‟s (1976) and Honey and Mumford‟s (1986) conceptualisations and 

operationalisations of learning styles are, therefore, more appropriate to the current 

study as they both focus specifically on the learning content of individual style 

differences. They also acknowledge that the interaction between the individual and 

environment influences individual outcomes. Both aspects are central to this study. 

The next section outlines the empirical research on learning style.  

 

2.17 Empirical Research 

Learning style has been the focus of a vast number of research and practitioner 

based studies (Cassidy, 2004). Honey and Mumford (1992), suggests that the 

differences between learners, in terms of their learning style, are important in the 

learning process, and are especially relevant within education and business. However, 

the majority of learning style research has taken place in an education setting, 

between students and teachers; and there has been little empirical research to evaluate 

the application of learning styles between employees and their work organisation 

(Berings et al., 2005; Hayes & Allinson, 1997), particularly in a knowledge-intensive 

context.   

 

Similarly, Hayes and Allinson (1997) suggest that there is a clear need for the 

empirical evaluation of the congruence between learning styles and various 

environmental factors in settings other than schools or colleges. The authors stress the 

need to build on the work of Sims (1983) and Boyatzis and Kolb (1995), who 

explored learning style as a basis for matching people to jobs.  
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2.17.1 Education 

Studies on learning styles in educational settings have primarily focused on the 

notion that the congruence between students‟ learning styles, teacher‟s strategies, 

learning activities and the learning environment, lead to higher levels of student 

achievement, motivation, academic success and learning performance. 

 

An early meta-analysis of seven studies by Garlinger and Frank (1986) 

supported the notion that matching learning style and learning activities increased 

student achievement and performance. Similarly, studies by Sein and Bostron (1989) 

and Vondrell and Sweeney (1989), also found that the congruence between students‟ 

learning style and their learning activity improves the learning achievement and 

satisfaction.  In addition, Dunn and Griggs (1990) found that different student 

learning styles influenced motivation and the ability to learn with others. Recent 

surveys of teachers and students by Dunn (2003) and Klein, Swaby, Richardson and 

Leung‟s (2003), identified that matching students‟ learning style preferences was 

beneficial to their academic achievement.  

 

Riding and Douglas (1993), Riding and Sadler-Smith (1992) and Dunn, Sklar, 

Beaudry and Bruno (1990), found that learning style was linked to performance.  

However, Allinson and Hayes (1988, 1990) found no support for the proposition that 

the congruence between student learning style and learning activities improved 

performance. 

 

Nevertheless, recent research by Bostrom and Lassen (2006) found that 

student achievement and motivation was increased by matching learning style and 

teaching strategies. Sadler-Smith (2001b) also found evidence to suggest that 

academic success and trainee learning is influenced by the congruence between the 

learning style and learning environment. 
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2.17.2 Business 

Second, in relation to learning styles in the area of human resources 

development, Hayes and Allinson (1996) confirmed that the proposition of achieving 

congruence between learning styles and the learning environment has been adopted 

and developed by many training and development specialists. 

 

Ingham‟s (1989) experimental survey of 314 employees in the US, including 

sales representatives, mechanics, and managers found that matching individual 

employees‟ perceptual preferences with complementary instructional strategies, to 

increase training achievement and promote more positive attitudes toward company-

sponsored training programs, was not effective. Sims‟s (1983) surveyed 479 engineers 

and social workers in the US assessing congruence from a perspective of cognitive 

style and learning competencies. The evidence suggested that selection, placement, 

and transfer decisions, that produce a good fit between learning style and the learning 

demands of a job, enhances job satisfaction and facilitates the development of the 

competencies necessary for effective performance.  

 

Later research by Hayes and Allinson (1996) also found positive support, in 

the literature, for the hypothesis that the congruence between the learning styles of 

trainers and trainees has a positive effect on trainee‟s attitudes. Similarly, Buch and 

Bartley‟s (2002) recent research on 165 finance professionals from a large US 

financial institution, and James-Gordon and Bal‟s (2001) research of 42 British 

engineers revealed that the congruence between learning style and training delivery 

preference increased training efficiency. 

 

A similar finding was not evidenced by Cybela‟s (1986) study that examined 

how the compatibility of employee and supervisor learning styles influences 

employee job satisfaction.  The author sampled 54 supervisors and 108 employees 

from a medium-size city-county government in Central Wisconsin. No significant 

relationships were found between employee job satisfaction and the degree of 

matched learning styles, or for interpersonal compatibility between supervisors and 

employees.  
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Hayes and Allinson‟s (1993) meta-analysis, of the research on the congruence 

effects of cognitive/learning style and learning activity, found that 12 of the 19 studies 

offered some support for the hypothesis that matching learning style and learning 

activity had a positive effect on learning performance. In addition, the authors found 

that individual-environment interaction studies, that focused on learners‟ 

characteristics, such as gender, age and aptitude, produced little evidence of an 

interaction effect with the learning activity. However, research focused on learning 

style has produced results that appear to be more promising.  Thus, learning style may 

be a more potent characteristic of learning than any other individual learner 

characteristic examined so far. 

 

Additionally, the majority of the learning style literature focuses on matching 

learning style to some aspect in the learning environment. Limited research has been 

conducted whereby learning style is examined with other variables, such as 

demographic attributes. Sadler-Smith (1996, 1998) and Coffield, Moseley, Hall and 

Ecclestone (2004) found statistically significant differences between gender and 

learning styles. Their results contradict Riding and Rayner‟s (1998) findings that no 

differences were identified between gender and learning style. According to Coffield 

et al. (2004) larger samples may be required to detect significant relationships 

between gender and learning style. For example Furnham, Jackson and Miller‟s 

(1999) survey of 203 sales employees found that learning styles and personality to be 

a significant predictor of performance. Similarly, Furnham (1992), Lim (1994) and 

Jackson and Lawty-Jones (1996) found moderate relationships between learning style 

and personality.  



 

85 

 

2.18 Summary 

This section has discussed the literature on the individual characteristic of 

learning style used in the proposed model of individual-organisation congruence. The 

majority of the learning style literature highlights the importance of matching various 

learning styles to appropriate learning environments in order to achieve positive 

outcome. Chan (1996) and Allinson, Armstrong and Hayes (2001) used cognitive 

style to operationalise the individual characteristic in individual-organisation 

congruence research and found positive relationships between the congruence of 

cognitive style and positive employee outcomes. However, learning styles have not 

been used in individual-organisation congruence research.   

 

The proposed model of individual-organisation congruence uses learning style 

as the individual characteristic, as there are distinct implications in the literature in 

regard to the importance of achieving congruence between learning style and various 

elements in the learning environment. 

 

However, the literature on learning style is confusing due to the multiplicity of 

terms and definitions (Desmedt & Valcke, 2004; Sadler-Smith, 1996, 1999; Sadler-

Smith & Riding, 1999). Debates continue in the literature on the level of relatedness 

between cognitive style and learning style (Berings et al., 2005). For the purpose of 

this study, style is concerned with the learning aspect of the way in which individuals 

organise and process information, which in turn leads to changes in knowledge and 

skills.  Furthermore, learning style is not a fixed trait, but is instead a differential 

preference for learning. 

 

Kolb (1976) and Honey and Mumford‟s (1986) conceptualisations and 

operationalisations of learning styles are the most appropriate background to the 

current study, as not only do they both focus specifically on the learning content of 

individual style differences, but they also acknowledge that the interaction between 

the individual and environment influences individual outcomes; both aspects are 

central to this study. Regretably, discrepancies are prevalent in Kolb‟s (1976) and 

Honey and Mumford‟s (1986) learning style measures. Thus, limitations may exist in 

the proposed measurement of learning styles in this study.   
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The main premise in the research on learning styles, and a key aspect of this 

study, is that learning styles need to be congruent with various elements of the 

learning environment in order to achieve positive outcomes, such as enhanced 

learning, performance, achievement, motivation, training efficiency and satisfaction 

(Buch & Bartley, 2002; Hayes & Allinson, 1993, 1996; James-Gordon & Bal, 2001; 

Sims, 1983). However, most learning style research has taken place in an education 

setting, between students and teachers, and there has been little empirical research to 

evaluate the application of learning styles in work organisations (Berings et al., 2005; 

Hayes & Allinson, 1997), particularly in a knowledge-intensive context. 

 

The next section will review the literature on the unique constructs used in the 

proposed model of individual-organisation congruence in a knowledge-intensive 

context. These include: learning style, learning climate, self-efficacy and affective 

commitment.  
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2.19 Learning Climate 

Discussed here is the literature on the constructs, preferred and current 

learning climate used in the proposed model of individual-organisation congruence. 

First the relationships between the learning climate and individual-organisation 

congruence are addressed to explain and justify why the learning climate has been 

incorporated in the proposed model. Second, the learning organisation 

conceptualisations are discussed. Importantly, the perspective of this study 

incorporates themes from the learning organisation literature and is consistent with 

researchers such as Pedler, Burgoyne, Boydell (1991), Senge (1990), Garvin (1993) 

and Watkins and Marsick (1993). More specifically, this research focuses on Pedler, 

Borgoyne and Boydell‟s (1991) learning climate framework. They contend that a 

positive learning climate is one in which individual members are encouraged to learn 

and to develop their full potential. Third, the learning organisation research is outlined 

briefly, followed by a discussion of learning organisation culture and climate in order 

to clarify why learning climate was selected for this study. Finally, the learning 

climate literature and empirical research is outlined.  For example, previous research 

has found that a positive learning climate leads to positive outcomes, such as job 

satisfaction, commitment, retention, increased employee interaction and less stress.  

 

2.20 Learning Climate and Congruence 

The organisational characteristics most commonly used in the research on 

individual-organisation congruence include characteristics such as culture, climate, 

values, goals and norms (Kristof, 1996, Kristof-Brown, Zimmerman & Brown, 2005).  

The current study has used the learning climate as the organisational characteristic, 

which includes structural elements within the organisation that are used to facilitate 

learning (Ortenblad, 2002). Employees appear to perceive learning practices, 

procedures and rewards for learning in particular ways, and cluster their experiences, 

perceived learning, events and priorities into meanings which form the basis of the 

organisation‟s learning climate (Schneider & Reichers, 1993).  

 

 A learning environment may facilitate, inhibit or impede individual feelings of 

competence, satisfaction and commitment to work (Sims, 1983). The concept of 
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organisational climate is thus useful when considering the match between attributes of 

the individual and organisation characteristics (Hellriegel & Slocum, 1974; Ostroff & 

Rothausen, 1997). Tziner (1987) found that high levels of congruence between 

organisation climate and individual preferences for the type of climate created higher 

levels of satisfaction and organisational commitment. Similarly, Sims and Keon 

(1997) and Christiansen, Vilanova and Mikulay (1997) found that the congruence 

between individual preferences for climate and the organisations current climate 

influenced employee attitudes, such as satisfaction and turnover intention. In addition, 

Downey, Hellriegel and Slocum (1975) and Ostroff (1993) found that congruence 

between personality and organisational climate influenced job satisfaction, 

commitment and performance.  

 

However, few researchers have used learning climate in individual-

organisation congruence research.  One exception is Mikkelsen, Saksvik and Ursin‟s 

(1998), who surveyed 383 Norwegian postal service employees. Their research 

revealed that incongruence between individual perceptions of learning climate was 

found to be an important source of stress. Although, there was clear evidence to 

suggest that learning climate is a relevant construct for determining levels of 

congruence, the research is limited in the types of employee attitudes used to 

determine their relationship with learning climate congruence. As a result, the current 

study uses the learning climate characteristic in the proposed model, along with the 

constructs of learning styles, self-efficacy, affective commitment and various 

demographic attributes.   

 

The approach taken for the current study is consistent with the learning 

organisation literature, which focuses on individual-level learning. This study is 

concerned with identifying the structural elements in an organisation which facilitate 

learning, such as learning climate. Current and preferred learning climates form one 

of the constructs in the proposed model of individual-organisation congruence. The 

next section will discuss the various definitions, conceptualisations and research of 

the learning organisation literature. 
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2.21 Learning Organisations 

 The learning organisation concept has received much attention since the 1990 

publication of Peter Senge's book „The Fifth Discipline‟. Senge (1990, p. 3) defined a 

learning organisation as one where, “people continually expand their capacity to 

create the results they truly desire, where new and expansive patterns of thinking are 

nurtured, where collective aspiration is set free, and where people are continually 

learning how to learn together". Similarly, Pedler, Burgoyne and Boydell (1991) 

affirm that a learning organisation is a form of organisation that enables the learning 

of its members in such a way that it creates positively valued outcomes, such as 

innovation, efficiency, better alignment with the environment and competitive 

advantage. 

 

The idea of the learning organisation, as noted by Ortenblad (2002), implies 

individual learning in an organisational context. According to Argyris and Schôn 

(1978), Marquardt, (1996), Ortenblad (2001) and Senge (1990), the “learning 

organisation” evolved as a means of improving performance and achieving 

organisational transformation. Furthermore, Garvin (1993), Garavan (1997) and Yeo 

(2005) note that although organisational theorists have studied learning organisations 

for many years, due to the numerous ways of defining learning organisations that have 

evolved over the last 25 years, a clear definition remains elusive. 

 

Senge (1990), Pedler, Burgoyne and Boydell (1991) and Garvin‟s (1993) 

definition of the learning organisation assumes an environment of rapid change.  

Other researchers, such as Tosey and Smith (1999) and Moilanen (2001), view 

learning organisations as an archetype, while authors such as Tsang (1997) and 

Garavan (1997) consider the learning organisation as an idealistic form.  According to 

Sun and Scott (2003), the idealistic form is a special archetype which is unattainable 

in practice. In contrast, Stewart (2001) considers metaphors to be a better instrument 

for describing the learning organisation. 

   

The objective of the learning organisation is to generate and share knowledge 

via learning, which should be encouraged by the organisational processes (Blackman 

& Henderson, 2005). Similarly, Lahteenmaki, Toivonen and Mattila (2001) define 
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learning organisations via the existence of organisational conditions that favour 

learning. Thus, organisations that purposefully construct structures and strategies to 

enhance and maximise organisational learning have been designated “learning 

organisations” (Dodgson, 1993). A learning organisation, as described by Pedler, 

Burgoyne and Boydell (1991), is an organisation that facilitates the learning of all its 

members, in such a way that it creates positively valued outcomes, such as innovation, 

efficiency, better alignment with the environment and competitive advantage 

(Blackman & Lee-Kelley, 2006; Huysman, 1999). 

 

Organisational researchers, such as Garvin (1993), Garavan (1997) and Yeo 

(2005), conceptualise the learning organisation construct through identifying 

characteristics within an enterprise that has the capacity to learn, adapt and change. To 

Senge (1990) the learning organisation is an organisation that has continuous future 

creation capabilities. Indeed the learning organisation has been indicative of some 

desirable end state, which is associated with survival in a changing world (Pedler, 

Burgoyne, & Boydell, 1991). On the other hand, Hill (1996) asserts that the concept 

of the learning organisation is analogous to a journey rather than a destination. 

 

However, the concept of the learning organisation is criticised by Dymock and 

McCarthy (2006) as merely a management tool for controlling workers.  Similarly, 

Bratton (2001) asserts that the learning organisation is a subtle way of shaping 

workers‟ beliefs, values and behaviour. Furthermore, Garavan (1997) argues that there 

are deficiencies in the literature regarding learning organisations.  These include the 

lack of shared learning between organisations, the lack of transparency in the learning 

process, the contents of organisation climate and culture, the effects of organisation 

capacity on the learning organisation, the role of team work in learning organisations, 

and whether or not the learning organisation is a variable or a metaphor. The next 

section will discuss the most predominant theoretical frameworks in the literature on 

learning organisations in order to proffer the conceptual framework that is the most 

relevant to this study.  
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2.21.1 Learning Organisation Conceptualisations 

Ortenblad (2002) notes that it is important to classify the meaning of the 

learning organisation concept in order to capture different meanings of the concept. 

According to Lahteenmaki, Toivonen and Mattila (2001), conceptual frameworks of 

the learning organisation are built on various elements that can be manipulated to 

create favourable conditions to promote learning in organisations.  Most of the 

learning organisation theorists are devoted to identifying templates, or ideal forms, for 

which real organisations can attempt to emulate (Easterby-Smith & Araujo, 1999). 

The most popular researchers on learning organisations include Senge (1990), Pedler, 

Burgoune and Boydell (1991), Garvin (1993) and Watkins and Marsick (1993). 

Although these authors take a holistic view on learning organisations, their 

approaches are considerably different. Yang, Watkins and Marsick (2004) suggest 

four approaches to categorise the main frameworks in the learning organisation 

literature.  These include: strategic perspective, integrative perspective, systems 

thinking perspective and learning perspective. 

 

First, according to the strategic approach to the learning organisation, a 

learning organisation requires an understanding of the strategic internal drivers 

necessary for building learning capability.  This strategic approach is criticised by 

Yang, Watkins and Marsick (2004), as it emphasises the macro level and thus neglects 

some of the commonly identified elements of a learning organisation, such as 

individual and continuous learning. Second, Watkins and Marsick (1996, p. 4) provide 

an integrative model of a learning organisations. Defined as “one that learns 

continuously and transforms itself… Learning is a continuous, strategically used 

process, integrated with and running parallel to work”. The learning organisation is 

viewed as one that has the capacity to integrate people and structures in order to move 

toward continuous learning and change. This perspective is not relevant to the current 

study, which only focuses on the individual level, rather than the individual, team and 

organisational level. Third, the systems thinking perspective of a learning organisation 

is defined by Senge (1990) as an organisation that possesses the capacity but also the 

“generativity”, that is, the ability to create alternative futures. Senge‟s (1990) 

approach identifies a set of principals necessary to build a learning organisation. 

However, Yang, Watkins and Marsick (2004) note that, although these principals can 
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be used as valuable guidelines in working toward learning organisation status, the 

observable characteristics of such organisations have not yet been clearly identified. 

Fourth, the learning perspective defines the learning organisation as “an organisation 

that facilitates the learning of all of its members and continuously transforms itself in 

order to meet its strategic goals” (Pedler et al., 1991, p. 1).  

 

Despite the fact that the language and terminology differs between Senge 

(1990) and Pedler, Burgoyne and Boydell‟s (1989) conceptual models, the models 

offer essentially the same concepts to define a learning organisation. However, a 

fundamental difference between Senge (1990) and Pedler, Burgoyne and Boydell‟s 

(1989) models is that Senge argues that new skills and ways of viewing the 

organisation must be developed, whereas Pedler, Burgoyne and Boydell maintain that 

a learning organisation can be established by merely changing the skills, practices and 

views already present. In addition, Lee-Kelley, Blackman and Hurst (2007) note that 

learning organisation models developed by authors, such as Senge (1990) and Pedler, 

Burgoyne and Boydell (1991), focus on certain input elements that are necessary in 

the knowledge creation process and are the bases for radical new outputs.   

 

 The study presented here is based on the learning perspectives, which is 

consistent with Pedler, Burgoyne and Boydell‟s (1991) framework. Thomsen and 

Hoest (2001) note that Pedler, Burgoyne and Boydell‟s (1997) theoretical model of 

learning organisations is one of the more coherent and practically oriented learning 

theories, in comparison with the more „airy‟ theories, and they provide managers with 

concrete tools for promoting learning (p. 471). Further Pedler, Burgoyne and Boydell 

(1991) incorporate learning climate as an element in their learning organisation 

framework, which is a key construct in the current study.  Indeed the authors are 

among the few to explore the learning climate within an organisation. Current and 

preferred learning climate is used as the individual and organisational characteristics 

in the proposed model of individual-organisation congruence.  The next section 

discusses specific conceptualisations relating to the cultural and climate elements of 

learning organisations, in order to justify why learning climate is used in the proposed 

model of individual-organisation congruence. 
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2.22 Learning Organisation Culture versus Climate 

Culture and climate are sometimes seen as distinct organisational variables, 

sometimes arising from different academic traditions, and as rival theoretical 

concepts. On the other hand, culture and climate are viewed as reflecting similar 

manifestations (Braithwaite et al., 2008). The concept of the learning organisation 

revolves around the identify caution of characteristics of organisational culture and 

climate that help develop a learning culture (Dymock & McCarthy, 2006). However, 

Slater and Narver (1995) and Garavan (1997) note that there is no widely accepted 

theory of what comprises the culture and climate of a learning organisation.  Senge 

(1990) and Pedler, Burgoyne and Boydell (1991) are among the few learning 

organisation researchers who have attempted to delineate the cultural and climate 

characteristics of the learning organisation.  

 

In addition, Cunningham and Iles (2002) suggest that there is a lack of clarity 

within the division, on the nature and definition of learning culture and learning 

climate within the organisation.  Climate is primarily related to practices, procedures, 

awards, and perceptions of organisational atmosphere by the organisation members. 

Climate is usually studied by industrial or social psychologists, who are concerned 

with measuring individual attitudes.  Questionnaires and attitude scales are mainly 

used to test individuals‟ attitudes on climate measure (Braithwaite et al., 2008). 

 

In contrast culture is generally studied by researchers with sociological or 

anthropological backgrounds, employing qualitative research methods, such as, 

ethnography, interviews and participant observation, and is related to organisational 

values, beliefs and moral values.  Culture is a way of expressing organisational life 

holistically, rather than individually (Braithwaite et al., 2008).  

 

According to Schneider, Gunnarson and Niles-Jolly, (1994) climate is seen as 

more specific than culture. However, Braithwaite et al. (2008) argues that culture and 

climate essentially examine similar organisational features, which describe 

employees‟ experiences with, and construction of, their workplace landscape. 

Furthermore, climate focuses more on attitudes, while culture focuses more on 

experiences. The authors‟ survey of 22 Health Service facilities in Australia found 
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that although there was a significant association between climate and culture, the two 

concepts did not completely overlap. 

 

Schein (1985) and Mikkelsen and Gronhaug (1999) note that climate is most 

accurately understood as a direct manifestation of organisational culture.  Culture is a 

deeper, less consciously held set of cognitions and affective attachments. According 

to James and Jones (1974), culture and climate often measure the same phenomenon, 

such as organisational reward systems, and organisational support, but climate is 

considered the more visible and adaptive of the two.  

 

In addition, Deshpande and Webster (1989) and Schein (1990) distinguish 

between culture and climate; culture is a set of shared assumptions and 

understandings about organisational functioning; deeply rooted set of values and 

beliefs that provide norms for behaviour in the organisation. Whereas, climate relates 

to members‟ perceptions about the extent to which the organisation is currently 

fulfilling their expectations, and describes how the organisation operationalises its 

culture, the structures, and processes that facilitate the achievement of the desired 

behaviours. Organisational climate is more relevant to the current study than 

organisational culture, as it is individual perceptions that are the focal point of the 

study. Endler and Magnusson (1976) contend that individual perceptions of a situation 

are more important and more closely related to attitudes and behaviours than the 

actual situation. 

 

2.23 Learning Climate 

According to Hellriegel and Slocum (1974), James and Jones (1974) and 

Schneider and Reichers (1993) organisational climate is viewed as mediating the 

relationships and interactions between the organisational context and individual 

response. James and Jones (1974) note that climate is a set of individual perceptions 

of the organisational context, descriptions that represent interpretations of salient 

organisational features, events and processes.  The literature on organisational climate 

suggests that the existence of certain characteristics of the work environment may 

facilitate and encourage learning processes in terms of knowledge generation, 

knowledge sharing and knowledge application (Mikkelsen & Gronhaug, 1999). In 
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addition, a work setting may have a climate for service, a climate for safety, or a 

climate for achievement (Mikkelsen & Gronhaug, 1999); however, the current study 

focuses on organisations that have a climate for learning. 

  

Indeed climate may be an individual characteristic (psychological climate), 

defined as the level reported by each individual, or an organisational characteristic 

(organisational climate), defined as the mean values of the members‟ perceptions and 

descriptions. Psychological climate, as noted by Hofstede, Bond and Luk (1993), is 

located in the minds of individuals, contributing to the way in which the individual 

experiences the organisations climate. Climate needs to be linked to another concept, 

as the idea of climate in isolation is incomplete (Braithwaite et al., 2008). The current 

study links psychological climate to learning. As the study refers to employee 

attitudes, it is most appropriate to assess employees‟ perceptions of climate, because it 

is those perceptions that will shape the individual‟s behaviour (Holton et al., 2000). 

 

Learning climate includes structural elements that are used to facilitate 

learning within the organisation (Ortenblad, 2002). Pedler, Burgoyne and Boydell 

(1991) and Watkins and Marsick (1993) note that, learning climate facilitates the 

learning of all of its members and ultimately learning is at the heart of the enterprise. 

In addition, employees perceive learning practices, procedures and rewards for 

learning in particular ways, and cluster their experiences, perceived learning, events 

and priorities into meanings, which form the basis of the organisations‟ learning 

climate (Schneider & Reichers, 1993). 

 

Deshpande and Webster (1989) and Cunningham and Iles (2002) contend that 

a supportive organisational climate facilitates the process of learning. The learning 

climate, as noted by Slater and Narver (1995) and Mikkelsen, Saksvik and Ursin 

(1998), is the perception of what helps and hinders learning for the individual, as well 

as for the organisation itself. In addition, the learning climate is decisive both for 

learning opportunities of employees and for the effectiveness of the development of 

the organisation (Mikkelsen, Saksvik & Ursin, 1998).  Thus, Nevis, DiBella and 

Gould (1995) suggest that learning and organisational climate are very much related. 

Similarly, Pedler, Boydell and Burgoyne (1989) argue that a positive learning climate 
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is one in which individual members are encouraged to learn and to develop their full 

potential; one that extends the learning culture to include customers, suppliers and 

other significant stakeholders; that makes human resource development strategy 

central to business policy; and that continually undergoes a process of organisational 

transformation. 

 

According to Mumford (1995) much attention is now given to informal 

learning, which takes place in an unplanned way. This includes activities such as job 

rotation, observation, coaching, mentoring, learning from mistakes, or learning from 

new job challenges.  It is the learning climate of an organisation that can support and 

facilitate informal learning (Bartram, Foster, Lindley, Brown, & Nixon, 1993; Pedler 

et al., 1991). Similarly, DiBella and Nevis (1998) and Marsick and Watkins (2003) 

contend that learning is enhanced by the climate of the organisation. The next section 

discusses the empirical research on learning organisations, more specifically learning 

climate. 

 

2.24 Empirical Research 

Contributions in the learning organisation literature according to Argyris and 

Schôn (1996) and Ellinger, Ellinger, Howton and Yang (2002), remain largely 

descriptive or prescriptive, and few studies are grounded in practice. Similarly, Yang, 

Watkins and Marsick (2004) note that organisational researchers have focused their 

work on the conceptualisation of the learning organisation and identifying 

characteristics of such enterprises that have the capacity to learn, adapt and change. 

Furthermore, numerous discussions focus on why learning matters, while few 

research studies address the processes required to build learning organisations 

(Thomsen & Hoest, 2001). 

 

There are few studies on organisations that attempt to investigate learning 

organisation style change, especially using multiple cases (Lennon & Wollin, 2001). 

Furthermore, Garvin (1994) and Easterby-Smith (1997) note that learning 

organisation theory is largely prescriptive and rhetorical, providing inspiration, but 

little guide as to what may be effective in different organisations. Similarly, Griego, 

Geroy and Wright (2000) note that there appears to be an empirical research void on 
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the topic of learning organisations.  The vast majority of the literature on learning 

organisations is theoretical in nature. The lack of evidence of examples of 

organisations illustrating the implementation of learning organisation theory gives 

reason for discrediting the conceptual validity, or practical usefulness of the concept 

(Nyhan, Cressey, Tomassino, Kelleher, & Poell, 2004).   

 

Overall, research on the learning organisation concept is criticised as: the 

influential models on learning organisations lack empirical foundations (Altman & 

Iles, 1998); there is an overall lack of empirical research (Boyle, 2005; Jashapara, 

2003; Thomsen & Hoest, 2001; Tsang, 1997); and case studies are overused 

(Easterby-Smith, 1997). Authors, such as Easterby-Smith (1997) and Nyhan, Cressey, 

Tomassino, Kelleher and Poell (2004) criticise the learning organisation concept as 

nothing more than a de-contextualised theory that has been popularised in 

management literature as an instant recipe for success. Further criticisms by Nyhan, 

Cressey, Tomassino, Kelleher and Poell (2004) conclude that the learning 

organisation concept is out of date, and is now being replaced by theories of 

knowledge management. 

 

Models of knowledge management emphasise that the social construction of 

knowledge share common ground with work on learning organisations (Fulop, 

Marechal, & Rifkin, 2008; Rowley, 2000). Although the knowledge management 

literature recognises issues, including knowledge environments, such as the learning 

organisation, the emphasis is on knowledge management tools, and specific 

knowledge management projects (Davenport & Prusak, 1998). Furthermore, 

according to Rowley (2000), knowledge management focuses around learning 

outcomes that result from skills and knowledge that are created within the 

organisation, rather than structural and internal elements which facilitate learning in 

organisations. This study acknowledges the important associations between the 

learning organisation and knowledge management; however, the models, concepts 

and theories associated with knowledge management are outside the scope of this 

study.  This study aims to add to the research on learning organisations, more 

specifically, the research on learning climate.  
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Mikkelsen, Ogaard and Lovrich‟s (2000) survey of 693 Norwegian health care 

employees, and Mikkelsen, Saksvik and Ursin‟s (1998) survey of 383 Norwegian 

postal service employees, found that a positive learning climate reduces job stress and 

also has a direct and positive impact on job satisfaction and commitment.  

Furthermore, Mikkelsen, Ogaard and Lovrich (2000) found that positive perceptions 

of the organisational learning climate will contribute to job satisfaction, affective 

commitment and intent to remain with the organisation. 

 

2.25 Summary 

This section has discussed the literature on the individual and organisational 

characteristic of preferred and current learning climate used in the proposed model of 

individual-organisation congruence. Organisational climate has been used in a variety 

of individual-organisational congruence studies (Christiansen et al., 1997; Downey et 

al., 1975; Ostroff, 1993; Sims & Keon, 1997; Tziner, 1987).  The studies found that 

the congruence between individual preferences for climate and the organisations 

current climate influenced employee attitudes.  However, learning climate has only 

been used in individual-organisation congruence research to predict the level of stress 

in postal service employees. The proposed model of individual-organisation 

congruence uses preferred learning climate as the individual characteristic, and 

current learning climate as the organisational characteristic.  Few researchers have 

used learning climate to operationalise individual-organisation congruence research. 

One exception is Mikkelsen, Saksvik and Ursin (1998), who found that incongruence 

between individual perceptions of learning climate was an important source of stress. 

The current study uses learning climate as the organisational characteristic because it 

is relatively unique to individual-organisation congruence research.   

 

The perspective of this study is consistent with the learning organisation 

literature, and is in harmony with researchers such as Pedler, Burgoyne, Boydell 

(1991), Senge (1990), Garvin (1993) and Watkins and Marsick (1993). They describe 

practices that develop improved learning and collaborative activities, which are 

relevant at the individual level. Rather than looking at how a learning organisation can 

be designed to achieve specific outcomes, the current study views the learning 

organisation as an entity in itself. More specifically, it focuses on the climate aspect of 
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the learning organisation concept, whereby employees are able to identify the 

structural and procedural elements of the learning organisation in order to determine 

the influence these elements have on employee attitudes and behaviours. 

 

Thus far, this chapter has examined the theories, conceptualisations, 

operationalisations and empirical research of the individual and organisational 

characteristics, learning style and learning climate to be used the proposed model of 

individual-organisation congruence. The next section will discuss the literature on 

employee attitudes, self-efficacy and affective commitment that are incorporated into 

the proposed model of individual-organisation congruence. The proposed model 

assumes that self-efficacy and affective commitment will be related to the degree of 

individual-organisation congruence. 
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2.26 Employee Attitudes 

Employees‟ job attitudes are a mental statement of their perceptions, beliefs, 

feelings and expectations about the elements in their work environment (McCormick 

& Ilgen, 1985). Employee attitudes, as noted by White and Bednar (1991), are 

comprised of three components: cognitive, affective and behavioural. The cognitive 

component consists of an individual‟s perceptions, information and beliefs; the 

affective component includes an individual‟s feelings and emotional responses; while 

the behaviour component encompasses an individual‟s intentions and desires to act in 

a certain way. 

 

The current study focuses on two types of employee attitudes that are 

particularly relevant in a knowledge-intensive context.  First, self-efficacy, which is 

the confidence and ability to perform a given task (Bandura, 1986; Zimmerman, 

1995). Alvesson (2001) contends that employee competence is viewed as the most 

significant dimension in a knowledge-intensive context (Alvesson, 2000). Second, 

affective commitment is the extent to which employees want to remain with the 

organisation.  Indeed employee loyalty and commitment, as noted by Alvesson 

(2004), is also particularly important for organisations operating in a knowledge-

intensive context, as employees are their most valuable resource, and replacing them 

can be very costly for the organisation. Furthermore, employees in a knowledge-

intensive context usually have greater job mobility and are more likely to resign, due 

to the high marketability of their knowledge (Mitchell et al., 2001; Wheeler et al., 

2007).  

 

This section discusses the literature on employee attitudes as used in the 

proposed model of individual-organisation congruence. First the research on the 

relationships between individual-organisation congruence and employee attitudes is 

discussed, followed by the conceptualisations and empirical research of self-efficacy.  

Finally, the conceptualisations and empirical research of affective commitment are 

outlined.  
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2.27 Employee Attitudes and Congruence 

Employee attitudes are best understood through examining the interaction 

between features of the organisational context and characteristics of the individual 

operating within the organisation (Chatman, 1989; Ostroff, 1993; Pervin, 1978; 

Schneider, 1987; Terborg, 1981).  

 

O'Reilly, Chatman and Caldwell‟s (1991) notion of individual-organisation 

congruence suggests that certain types of organisations have cultures that are more or 

less attractive to certain types of individuals. In addition, the authors‟ examination of 

this linkage was one of the first empirical tests that discovered the relationship 

between individual-organisation congruence and commitment, satisfaction, and 

performance. In later work, Tepeci (2001) and Verquer, Beehr and Wagner (2003) 

also found that individual and organisational values need to be congruent to ensure 

employee commitment 

 

The congruence between individuals‟ capabilities and their actual job 

requirements, as noted by Schneider (1990), affects motivation and attainable 

performance, which draws on the concept of self-efficacy. The expectation that a 

particular behaviour will result in a particular outcome is important for self-efficacy to 

have a desired impact on behaviour. Thus, outcome expectations are influenced by the 

structural features of the environment, which are related to organisational climate 

(Bandura, 1997).   

 

Meyer and Herscovitch (2001) conclude that shared values are a fundamental 

basis for affective commitment. Indeed empirical studies confirm the link between 

individual-organisation congruence and organisational commitment (Cable & DeRue, 

2002; Van Vuuren et al., 2007; VanVianen, 2000; Wasti, 2003). Similarly, Kristof 

(1996) argues that for each individual there are environments which, more or less, 

match the individual‟s personality characteristics.  Individuals congruent with their 

environment are more likely to experience higher commitment to the organisation and 

are less likely to leave the organisation.  Individual differences, as suggested by 

Turban and Thomas (1993), determine the extent to which the organisations 
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inducements meet the individual‟s needs, which influences whether an individual may 

stay or leave the organisation. 

 

Similarly O‟Reilly, Chatman and Caldwell‟s (1991) research on professional 

accountants and Vancouver and Schmitt‟s (1991) research on teachers, found that the 

match between current and preferred organisational climate was a significant factor in 

predicting organisational commitment. Likewise, Cable and Judge (1996) and Saks 

and Ashforth (1997) found that employees who perceived greater individual-

organisation congruence with their organisation experienced greater job satisfaction, 

organisational commitment and were less likely to quit. 

 

Holtom, Tidd and Lee‟s (2002) survey of hospital and retail employees in 

northwest US found that the congruence between employee preferences and 

organisational staffing practices were positively associated with job satisfaction, 

organisational commitment, employee retention and performance. In addition, 

Koslowsky‟s (1990) survey of 207 Israeli police officers found that perceived fit 

between organisational goals was related to organisational commitment. The next 

section discusses the literature on the first employee attitude used in the proposed 

model of individual-organisation congruence: self-efficacy. 

 

2.28 Self-Efficacy 

This section first discusses the relationships between self-efficacy and 

individual-organisation congruence, and why self-efficacy has been incorporated in 

the proposed model. Second, the conceptualisation of self-efficacy will be discussed 

with particular reference to Bandura (1986) and Gist and Mitchell‟s (1992) theoretical 

frameworks. Finally, research relating to the consequences and antecedents of self-

efficacy, and the research pertaining to self-efficacy and demographic attributes will 

be outlined.  

 

Self-efficacy, defined by Jones (1986), is a person‟s expectations, related to 

their perceptions concerning their successes in dealing with past situations, and to 

their expectations about future successes. Saks (1995) expanded on these definitions 

by postulating that self-efficacy includes a person‟s judgement of his or her 
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capabilities to exercise control over events that affect their lives. Furthermore, self-

efficacy is not concerned with the skills one has, but with the judgements of what one 

can do with whatever skills one possesses (Bandura, 1986, p. 391). 

 

Thus self-efficacy beliefs influence the totality of human attitudes and 

behaviour and provide the foundation for human motivation, well-being, and personal 

accomplishment (Kurbanoglu, 2003). In addition, self-efficacy is particularly relevant 

to employees in a knowledge-intensive context, as Bandura (2000) notes, employees 

with high self efficacy approach difficult tasks as challenges, are deeply interested in 

what they do, set high goals and sustain strong commitments. The next section 

discusses the relationship between self-efficacy and individual-organisation 

congruence. 

 

2.29 Self-efficacy and Congruence 

In a knowledge-intensive context, researchers have reported that self-efficacy 

beliefs are correlated with other self-beliefs, motivation constructs, and academic 

choices, changes, and achievement (Pajares, 1996). However, in relation to 

individual-organisation congruence research, according to Judge, Shaw, Jackson, 

Scott and Rich (2007), self-efficacy has mainly been studied as a mediating variable, 

whereby high levels of self-efficacy enhance the perceptions of congruence, which 

then influence work performance. More specifically, recent research of 205 

undergraduate students of a large midwestern university in the US, by DeRue and 

Morgeson (2007), found that high levels of self-efficacy influenced the relationship 

between person-role congruence and performance. In addition, Young and Hurlic 

(2007) propose that individual-group congruence will increase job related self-

efficacy, and that self-efficacy will moderate the relationship between individual-

organisation congruence and career decision making.   

 

Although self-efficacy is predominately used as an influencing or mediating 

variable in individual-organisation congruence research, the current study uses self-

efficacy as an outcome variable in the proposed model of individual-organisation 

congruence. No previous research has taken this approach, thus, the way self-efficacy 
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is incorporated in this study is very unique. The next section outlines the 

conceptualisations of self-efficacy in the literature. 

 

2.30 Self-efficacy Conceptualisations 

Self-efficacy is a critical construct of Bandura‟s (1986) Social Cognitive 

Theory, which views behaviour as a the result of reciprocal causality where personal 

characteristics, environmental factors and behaviour operate as interacting 

determinants of each other. A central mechanism of the social cognitive theory, as 

noted by Shea and Howell (2000), is self-regulation, whereby individuals cognitively 

process information from the environment and the outcomes of past behaviours before 

selecting a behavioural option. 

 

According to Bandura (1986), self-efficacy is based on four principal sources: 

1. mastery experiences, where individuals form their self-efficacy beliefs by 

interpreting information from previous experiences, including successes and failures; 

2. vicarious experiences, where individuals observe and compare the performances of 

others; 3. social persuasion, which relates to the verbal persuasion individuals receive 

from peers, colleagues and relatives; and 4. physiological and emotional states, where 

individuals judge their capableness, strength, and vulnerability to dysfunction.  

 

In addition, Gist and Mitchell (1992) also identified similar assessment 

processes that individuals use to form their self-efficacy beliefs in later work. First, 

the analysis of task requirements determines what is required in terms of skills, 

abilities, and motivation to successfully perform a job. Second, the attributional 

analysis of individuals‟ experiences provides information relating to the reasons for 

past performance. Finally, the assessment of personal and situational resources and 

constraints involves evaluating desire, anxiety, learning capacity, competing demands, 

distractions and organisational support, which can either enhance or hinder employee 

self-efficacy. 

 

Harrison, Rainer, Hochwarter and Thompson (1997) criticise past research on 

self-efficacy as most of the research has been conducted in a laboratory setting, and 

therefore, the findings may not be generalisable to actual work environments. 
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Furthermore, Kirsch‟s (1982) results indicated that self-efficacy ratings have different 

meanings depending on whether they are made in response to non-aversive tasks or to 

tasks requiring our approach to a feared motivation. As a result, Kirsch (1986) 

criticises Bandura‟s (1977) self-efficacy framework for not taking into consideration 

the issue that performance outcomes may differ when individuals are in coercive 

situations.   

 

Gist and Mitchell (1992) and Lee and Bobko (1994) limited their research of 

self-efficacy to the magnitude and strength dimensions, conceptualising self-efficacy 

as a task-specific construct (Chen, Gully, & Eden, 2001). More recently, researchers 

have become interested in the more trait-like generality dimension of self-efficacy, 

which is termed general self-efficacy. According to Chen, Gully and Eden (2001), 

general self-efficacy captures differences among individuals in their tendency to view 

themselves as capable of meeting task demands in a broad array of contexts. In 

contrast, Bandura (1986) argues that, as general self-efficacy is not specific to certain 

tasks and behaviours, the predictability may be limited. The next section discusses the 

empirical research on self-efficacy. 

    

2.31 Empirical Research 

 The next section outlines the empirical research on self-efficacy, including the 

various consequences and antecedents of self-efficacy and the relationships between 

demographic attributes and self-efficacy.  

 

2.31.1 Consequences 

Some research has found that self-efficacy predicts several important work-

related outcomes, such as job performance (Chen, Casper, & Cortine, 2001; Judge et 

al., 2007; Mathieu & Martineau, 1993; Stajkovic & Luthans, 1998), learning 

performance (Chen, Gully, Whiteman, & Kilcullen, 2000), training effectiveness, 

(Mathieu & Martineau, 1993), affective commitment (Mathieu & Martineau, 1993) 

and job satisfaction (Jex & Bliese, 1999).  Also, Saks (1995) and O‟Neil and Mone‟s 

(1998) research found that self-efficacy is related to positive work attitudes, such as 

job satisfaction, organisational commitment and intention to leave the organisation.  
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2.31.2 Antecedents  

The antecedents of self-efficiency include both individual (skill level, anxiety, 

desire, available effort) and situational (task demands, distractions) variables (Gist & 

Mitchell, 1992). Similarly, Mathieu and Martineau‟s (1993) survey of 215 bowling 

students at Pennsylvania State University found that several individual and situational 

variables influenced self-efficacy.  The individual variables, such as initial 

performance, achievement motivation, and trainee choice were related to self-

efficacy.  On the other hand, the situational variables, such as adequate equipment, 

timing and feedback, were not related to self-efficacy. 

 

Interestingly, Potosky and Ramakrishna‟s (2002) survey of 163 information 

systems professionals in the northeastern US found that self-efficacy was stronger for 

individuals who perceived a supportive organisational climate. In addition, the 

fulfilments of training expectations as revealed by Tannenbaum, Mathieu, Salas and 

Canon-Bower‟s (1991) survey of 1037 Naval trainees in the US, had a significant 

effect on self-efficacy. 

 

2.31.3 Demographic Attributes 

Shum and Cheng‟s (1997) survey of 304 teachers in Hong Kong found that 

self-efficacy was sensitive to personal demographic attributes, such as gender, age, 

education level, teacher training, teaching experience, years of service in the present 

school, administrative position in the school, marital status and religion. However, 

Tschannen-Moran and Gareis (2004) and Judge, Shaw, Jackson, Scott and Rich 

(2007) contend that little research has been conducted on the associations between 

demographic attributes and self-efficacy. The next section discusses the literature on 

the second employee attitude used in this thesis: affective commitment. 

 

2.32 Affective Commitment 

The relationships between affective commitment and individual-organisation 

congruence are discussed next in order to justify why affective commitment has been 

incorporated in the proposed model. Second, the main conceptual frameworks of 

organisational commitment is discussed, including pioneering framework such as 

from Mowday, Porter and Steers (1982), O‟Reilly and Chatman (1986) and Meyer 
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and Allen (1991). Third, the research relating to the consequences and antecedents of 

affective commitment are documented, along with research on the relationships 

between affective commitment and various demographic attributes.  

 

Organisational commitment, as noted by Mowday, Porter and Steers (1982), is 

the psychological attachment felt by the employee for the organisation, and reflects 

the degree to which individuals internalise or adopt characteristics or values of the 

organisation. The psychological bond that an employee has with an organisation 

relates to the goal, the value congruence, and the behavioural investments in the 

organisation, which increases the likelihood of the employee staying with the 

organisation.  The most prevalent approach to organisational commitment in the 

literature, according to Allen and Meyer (1990), is one where commitment is 

considered an affective or emotional attachment to the organisation, such that the 

strongly committed individual identifies with, is involved in, and enjoys membership 

in, the organisation. 

 

It is argued that employees in a knowledge-intensive context have low 

organisational commitment and tend to be more committed to their occupation or 

profession, rather than the organisation (Alvesson, 2000; Benson & Brown, 2007; 

Cook, 1996; Horwitz et al., 2003; May et al., 2002; O'Neill & Adya, 2007; Roberston 

& Hammersley, 2000; Thite, 2004; Vandenberg & Scarpello, 1994). Similarly, Deem 

(2004) found that academics‟ commitment tends to be oriented towards the basic 

academic unit and subject or discipline, not the interests of the university as a whole. 

Furthermore, Benson and Brown (2007) contend that the complexity and ambiguity of 

knowledge work, coupled with knowledge employees‟ strong professional orientation, 

tend to promote less identification with the organisation (attitudinal commitment), and 

higher levels of intention to quit (behavioural commitment), relative to routine 

workers. As a result, the authors stress the importance of finding ways to enhance 

commitment of employees in a knowledge-intensive context.  

 

However, there are various contextual issues in a knowledge-intensive context 

that make it different to generalise the level of commitment across all university 

academics. Recent research by Smeenk, Eisinga, Teelken and Doorewaard (2006) 
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found that academic commitment differed between two faculties in a Dutch 

University. However, the authors‟ notes that research on the effects of organisational 

commitment between different university faculties are limited. 

 

Joiner and Bakalis (2006) contend that contextual issues (such as educational 

level, marital status and family responsibilities) may influence the commitment of 

university academics. Furthermore, competing pressures on maintaining work-life 

balances (Fisher, 2007) and unrealistic workload expectations (Siegall & McDonald, 

2004; Winter & Sarros, 2002) all have important implications for the commitment of 

academics. This study acknowledges that there are various contextual issues that may 

influence the affective commitment of academics that are beyond its scope. The next 

section discusses the relationship between affective commitment and individual-

organisation congruence.  

 

2.33 Affective Commitment and Congruence 

Sims (1983) contends that the interaction between the individual and the 

learning environment may facilitate, inhibit, or impede individual feelings of 

competence and commitment. Research has confirmed that organisational 

commitment is significantly related to both goal congruence (Boxx et al., 1991; Cable 

& Judge, 1996; Cooper-Thomas et al., 2004; Huang et al., 2005; O'Reilly et al., 1991; 

Ostroff et al., 2005; Silverthorne, 2004; VanVianen, 2000; Verquer et al., 2003) and 

climate congruence (Ostroff, 1993; Tziner, 1987; Westerman & Cyr, 2004).   

     

More specifically, research has also found that individual-organisation 

congruence influences the level of affective commitment. Koslowsky‟s (1990) survey 

of 207 Israeli police officers found that perceived congruence between job and 

organisational goals was significantly related to affective commitment. Likewise, 

Sims and Kroech‟s (1994) survey of 66 hospital employees in the US found that 

ethical work climate congruence was significantly related to affective commitment. In 

addition, recent research by VanVuuren, DeJong and Seydel (2007) found that, in a 

survey of 456 telecommunications employees in the Netherlands, individual-

organisation congruence influenced the level of affective commitment. Likewise, 

VanVianen‟s (2000) survey of 154 employees from a variety of organisations in the 
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Netherlands, and Cable and DeRue‟s (2002) survey of managers from a variety of 

industries (service, health care, high technology, education, food and beverage 

service, entertainment, consumer goods) in the US found that value congruence was 

significantly related to affective commitment. Thus, there is significant evidence in 

the literature to suggest that affective commitment is significantly and positively 

related to individual-organisation congruence. The next section discusses how 

affective commitment is conceptualised in the literature. 

 

2.34 Affective Commitment Conceptualisations 

To overcome confusion between the concept and the outcomes of 

organisational commitment, early research by Mowday, Porter and Steers (1982) 

made a distinction between the two most accepted perspectives in the research on 

organisational commitment: attitudinal and behavioural commitment. Attitudinal 

commitment focuses on the process by which people come to think about their 

relationship with the organisation.  It is a mindset whereby individuals consider the 

extent to which their own values are congruent with their organisation. Behavioural 

commitment relates to the process by which individuals become locked into a certain 

organisation (Mowday et al., 1982, p. 26), and focuses on the actions of individuals 

(Iverson & Buttigieg, 1999). The focus of the current study is based on the attitudinal 

perspective, as it reflects the degree to which an individual internalises and identifies 

with the organisation‟s goals and values, a central theme in the study. Furthermore, a 

new model of individual-organisation congruence is proposed, namely that the 

congruence between the individual and the organisation is a critical antecedent of 

attitudinal commitment. 

 

Mowday, Porter and Steers (1982), O‟Reilly and Chatman (1986) and Meyer 

and Allen (1991) all developed frameworks in the area of attitudinal commitment by 

breaking down the perspective into three components. Mowday, Porter and Steers 

(1982) three attitudinal commitment components include: 1. belief in, and approval of 

the organisation‟s goals and principles; 2. motivation to exert considerable effort for 

the organisation; 3. a desire to continue membership in the organisation (p. 25). 
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O‟Reilly and Chatman‟s (1986) three attitudinal commitment components 

includes: identification, internalisation and compliance. Identification occurs when an 

individual accepts influences to maintain a satisfying relationship.  Internalisation 

occurs when influences are accepted because the individual‟s attitudes and behaviour 

are congruent with their organisation. Compliance occurs when attitudes and 

behaviours are adopted in order to gain specific rewards. These forms of 

organisational commitment were later collapsed into two categories, normative 

(internalisation and identification) and instrumental (compliance) commitment 

(Caldwell, Chatman, & O'Reilly, 1990). 

 

Meyer and Allen (1991) define organisational commitment as a psychological 

link between the employee, and his or her organisation, that makes it less likely that 

the employee will voluntarily leave the organisation. Meyer and Allen‟s (1991, p. 67) 

three attitudinal commitment components include: affective, continuance and 

normative commitment, which refers to the psychological underpinning of attitudinal 

commitment. The first, affective component, is “the employee‟s emotional attachment 

to, identification with, and involvement in the organisation”. That is, employees 

remain within the organisation because they want to do so. The second, the 

continuance component, refers to the “awareness of the costs associated with leaving 

the organisation”. Thus, employees remain in the organisation because they need to 

do so. Finally, the normative component reflects “a feeling of obligation to continue 

employment”.  As a result, employees feel that they ought to remain with the 

organisation. In summary, individuals‟ remain with an organisation because they want 

to (affective), they need to (continuance), or they ought to (normative) (Allen & 

Meyer, 1990). 

 

Meyer and Allen‟s (1991) framework is one of the most accepted frameworks 

in the literature and serves as the theoretical base for the current study. Although, their 

framework retains the greatest empirical scrutiny, it also arguably receives the 

greatest support (Pool, Dauch, & Dauch, 2007; Pool & Pool, 2006).  

 

Although recent re-conceptualisations of commitment have highlighted the 

importance of differentiating the components of commitment, the most consistent 



 

111 

 

relationships have been found to be between affective organisational commitment and 

various performance indices (Allen & Meyer, 1996). Consequently, managers have 

been particularly concerned with identifying how and why affective organisational 

commitment develops in order to identify mechanisms through which they can 

optimise the commitment levels of their employees, thereby improving organisational 

effectiveness (Beck & Wilson, 2000). 

 

Randell‟s (1990) meta-analysis on the organisational commitment literature 

found that 85% of studies focused exclusively on affective commitment. Furthermore, 

Dunham, Grube & Castaneda (1994) and Carbery, Garavan, O‟Brien and McDonnell 

(2003) contend that employees with strong affective commitment will remain in the 

organisation because they want to, and because employees believe in the values and 

mission of the organisation. The next section outlines the empirical research on 

affective commitment.  

 

2.35 Empirical Research 

 Discussed in this section are the empirical findings between various 

consequences and antecedents of affective commitment and the relationships between 

demographic attributes and affective commitment.  

 

2.35.1 Consequences 

 Jaros (1997), Meyer and Herscovitch (2001) and Meyer, Stanley, Herscovitch 

and Topolnytsky (2002) confirm previous work by Meyer and Allen (1991, 1997), 

finding that affective commitment has the strongest positive correlation with desirable 

work behaviours, such as turnover, turnover intention, absenteeism, job performance, 

job satisfaction and organisational citizenship behaviour, followed by normative 

commitment.  

 

Similarly, Wasti (2003) noted that much of the empirical research has focused 

on the affective perspective, mostly due to the evidence that affective commitment has 

the strongest and most consistent relationship with work-related outcomes, such as 

absenteeism (Eby, Freeman, Rush, & Lance, 1999; Iverson & Buttigieg, 1999), 
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turnover (Abbott, White, & Charles, 2005; Iverson & Buttigieg, 1999; Sims & 

Kroech, 1994; Wasti, 2003), and job satisfaction (Sims & Kroech, 1994). 

 

More specifically, Wasti‟s (2003) survey of 83 Turkish employees from a 

variety of organisations found that affective commitment is significantly related to 

turnover intentions. Eby, Freeman, Rush and Lance‟s (1999) meta-analysis found that 

affective commitment is related to turnover behaviour and absenteeism. Iverson and 

Buttigieg‟s (1999) research of 505 Australian male firefighters found that those with 

high affective commitment were less likely to leave and be absent, and were more 

accepting of change. In addition, Coff and Rousseau (2000) found that high levels of 

affective commitment results in higher rates of discretionary behaviours that are 

aligned to the firm‟s interests, including citizenship behaviour, higher quality of 

service and innovation.  

 

2.35.2 Antecedents 

Mowday, Porter and Steers (1982), Meyer and Allen (1991) and Iverson and 

Buttigieg (1999), contend that affective commitment is influenced by personal and 

organisational characteristics. More specifically, Steers (1977) defines two categories 

of organisational commitment antecedents: personal and situational characteristics.  

Personal characteristics include age, gender, race, personality and attitude. Situational 

characteristics include organisational atmosphere, culture and environment. 

Furthermore, O‟Reilly and Chatman (1986) contend that organisation commitment is 

influenced by a combination of environmental characteristics, job characteristics and 

personal characteristics (O'Reilly & Chatman, 1986). 

 

Earlier work by Steers (1977) discovered that personal characteristics, 

especially the need for achievement and education, were inversely related to affective 

commitment. Lee, Ashford, Walsh, and Mowday (1992) found that the personal 

characteristics and experiences that individuals bring to the organisation was a 

subsequent predictor of affective commitment. Meyer, Stanley, Herscovitch and 

Topolnytsky (2002) meta-analysis revealed that the external locus of control and task 

self-efficacy was significantly related to affective commitment. In addition, Iverson 
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and Buttigieg (1999) found that job expectations, job values, positive and negative 

affect and work motivation predicted affective commitment. 

 

In relation to work environment attributes, variables associated with affective 

commitment include: organisational structure, organisational climate, and human 

resource processes (DeCotiis & Summers, 1987). Furthermore, the authors state that 

human resource processes, such as leadership, communications, and decision making, 

have been found to be important correlates to organisational commitment. However, 

Allen and Meyer (1990) and Meyer and Allen (1997) found that work related 

characteristics, like fulfilment of needs for psychological comfort, and feelings of 

competence in the work role, are the most important antecedents of affective 

commitment.   

 

While organisational commitment has now become a key human resource 

management concept, the commitment literature has generally treated the employees 

as homogeneous and ignored the nature of the work undertaken by employees 

(Benson & Brown, 2007). Moreover, May, Korczynski and Frenkel (2002) note that 

research on the commitment and work attitudes of knowledge employees is scarce. 

This is surprising as it is the management of knowledge employees' commitment that 

has become a key management concern, as intellectual and human capital becomes 

increasingly important to the corporation's functioning and services provision (May et 

al., 2002). 

 

Wallace (1995) and Thompson and Heron (2005) found that work 

organisational factors are important influences on the commitment of employees in a 

knowledge-intensive context. Specifically, Wallace‟s (1995) survey of 944 lawyers in 

professional and non-professional organisations in Western Canada found that 

organisational commitment is highly dependent on perceived opportunities for career 

advancements. 

 

Thompson and Heron‟s (2005) study revealed that the affective commitment 

of 429 research and development (R&D) workers from six science and technology-

based organisations in the United Kingdom (UK) were predicted by the level of 
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organisational justice.  More specifically, when the psychological contract is 

perceived as fulfilled, and individuals report high levels of both procedural and 

interactional justice, there are higher levels of affective commitment. Similar results 

were identified from 797 hospitality workers in the UK; McDonald and Makin (2000), 

determined that violations of the psychological contract influence the affective 

commitment of customer service employees. 

 

In addition, Morrow (1993) found that distributive justice, job security, role 

ambiguity and role conflict were significant antecedents of commitment.  Iverson and 

Buttigieg‟s (1999) survey of Australian fire fighters revealed that affective 

commitment is related to management receptiveness, routine jobs, co-worker support 

and job security. Furthermore, the authors found that job opportunities were 

negatively related to affective commitment. Similarly, a recent meta-analysis by 

Meyer, Stanley, Herscovitch and Topolnytsky (2002) discovered that role ambiguity 

and role conflict were strongly correlated with affective commitment. 

 

2.35.3 Demographic Attributes 

Mowday, Porter and Steers (1982) and Meyer and Allen (1991) also noted that 

affective commitment is influenced by personal characteristics. Mathiew and Zajac 

(1990) found that women are more affectively committed to the organisation than 

men. However, Allen and Meyer (1990) found no significant relationships between 

affective commitment and gender. 

 

 Mathiew and Zajac (1990) and Allen and Meyer (1990) concluded that age is 

more strongly related to the affective component of organisation commitment. 

Similarly, Winter, Taylor and Sarros (2000) found that, although age was significantly 

related to affective commitment, no relationships were found between gender, 

position, tenure or discipline area and affective commitment. In contrast, Mathieu and 

Zajac (1990), McConnell (McConnell, 2003), Abbott, White and Charles (2005), 

Smeenk, Eisinga, Teelken and Doorewaard (2006) and Joiner and Bakalis (2006) 

found that tenure was positively related to affective commitment. Allen and Meyer 

(1993) reported that affective commitment increased significantly across tenure and 

age for a sample of university library workers in the US, but this result was not 
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significantly related in a second sample of hospital employees. Morrow (1993) found 

that age, tenure and education were consistent antecedents of affective commitment. 

Similarly, Meyer, Stanley, Herscovitch and Topolnytsky‟s (2002) meta-analysis found 

that age and tenure had a weak, but positive relationship, with affective commitment. 

 

Conversely, Beck and Wilson‟s (2000) survey of 479 Australian Police 

Officers found that affective commitment is significantly related to experience and 

tenure, which is contrary to the literature, that affective commitment decreased with 

tenure. More specifically, the authors discovered a U-shape effect. Employees with 

low (less than 1 year) and high (more than 10 years) tenure were more committed to 

the organisation, while employees in the middle (2 – 9 years), experienced low levels 

of commitment. Employees with short tenure have a greater sense of belonging and 

competence, are likely to go through more positive work experiences.  Employees 

with longer tenure may start to feel vulnerable, as they start getting older and feel 

more committed to the organisation, due to their feelings of reduced job opportunities 

(Beck & Wilson, 2000). 

 

In addition, educational level has been reported to be negatively correlated 

with affective commitment (Allen & Meyer, 1990; Beck & Wilson, 2000; DeCotiis & 

Summers, 1987; Mathieu & Zajak, 1990); thus employees with lower education levels 

experienced higher levels of affective commitment.  In addition, Allen and Meyer 

(1990) found that promotional opportunity is significantly related to the affective 

commitment. Consequently, employees who experience promotional and development 

opportunities are more likely to want to stay longer with their organisation. As 

mentioned previously, other contextual influences, such as differences across 

faculties, work-life balances and workload expectations, may also influence the 

affective commitment of academics.  These issues could be investigated in future 

research. 
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2.36 Summary 

This section discussed the literature on the employee attitudes used in the 

proposed model of individual-organisation congruence. Employee attitudes are best 

understood through examining the interaction between features of the organisational 

context and characteristics of the individual operating with the organisation (Chatman, 

1989; Ostroff, 1993; Pervin, 1978; Schneider, 1987; Terborg, 1981). The current 

study includes two types of employee attitudes that are particularly relevant in a 

knowledge-intensive context: self-efficacy and affective commitment.   

 

First, self-efficacy is the confidence and ability to perform a given task 

(Zimmerman, 1995). Not only is employee competence crucial in a knowledge-

intensive context, but employees with high self-efficacy approach difficult tasks as 

challenges, are deeply interested in what they do, set high goals and sustain strong 

commitments, which are also important aspects in a knowledge-intensive context. 

 

Self-efficacy has been studied as a mediating variable in the individual-

organisation congruence research. However, no research has investigated self-efficacy 

as an outcome variable in individual-organisation congruence research. Self-efficacy 

was found to be a significant predictor of work-related outcomes, such as 

performance, training effectiveness, job satisfaction, organisational commitment and 

intention to leave the organisation. On the other hand, the antecedents of self-efficacy 

include a combination of individual and situational variables. Although relationships 

have been revealed between self-efficacy and certain demographic variables, more 

research is required to confirm these relationships. 

 

Second, affective commitment is the extent to which employees want to 

remain with the organisation.  Employee loyalty and commitment is particularly 

important for employees in a knowledge-intensive context, as employees are their 

most valuable resource, and replacing them can be very costly for the organisation. In 

addition, employees in a knowledge-intensive context tend to be more committed to 

their profession, rather than the organisation, therefore, it is important to find ways to 

enhance the commitment of employees in a knowledge-intensive context.  
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Research has confirmed that individual-organisation congruence influences the 

level of affective commitment. Furthermore, affective commitment has the strongest 

positive correlation with these desirable work behaviours, such as turnover, turnover 

intention, absenteeism, job performance, job satisfaction and organisational 

citizenship behaviour. The antecedents of affective commitment include personal and 

organisational characteristics. In relation to the relationship between demographic 

attributes and affective commitment, there are mixed results in the literature. 

 

Thus far, this chapter has examined the theories, conceptualisations, 

operationalisations and empirical research of the individual and organisational 

characteristics, learning style and learning climate, and employee attitudes, self-

efficacy and affective commitment, used in the proposed model of individual-

organisation congruence. The next section will summarise the relationships between 

the model constructs, which form the research questions in this study. 
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2.37 The Proposed Model 

The proposed model of individual-organisation congruence consists of six 

constructs: 1. learning style, learning climate congruence; 2. current and preferred 

learning climate congruence; 3. perceived congruence; 4. self-efficacy; 5. affective 

commitment; and 6. demographic attributes. 

 

As mentioned in Chapter 1, three types of congruence are used in the proposed 

model of individual-organisation congruence measured in this study: 1. subjective 

commensurate congruence; 2. subjective non-commensurate congruence; and 3. 

perceived congruence. The congruence between the current and the preferred learning 

climate represents a commensurate, subjective measure of individual-organisation 

congruence. Commensurate measures of individual-organisation congruence describe 

both the individual and the organisation characteristics with the same content 

dimensions (Kristof, 1996).  The congruence between learning style and preferred 

learning climate represent a non-commensurate, subjective measure of individual-

organisation congruence. Non-commensurate measures of individual-organisation 

congruence use different content dimensions to describe the individual and the 

organisational characteristics (Kristof, 1996). Finally, perceived congruence consists 

of an overall evaluation of whether individuals‟ perceived their learning values to be 

congruent with the learning values of the organisation.   

 

First, learning styles have not been operationalised in the individual-

organisation congruence research.  However, the majority of research on learning 

styles suggests that learning styles need to be congruent with various elements of the 

learning environment in order to achieve positive outcomes, such as enhanced 

learning, performance, achievement, motivation, training efficiency and satisfaction 

(Buch & Bartley, 2002; Hayes & Allinson, 1993, 1996; James-Gordon & Bal, 2001; 

Sims, 1983). Research that focuses on the congruence between learning styles and 

various elements in the learning environment predominately takes place in an 

education setting, between students and teachers; there has been little empirical 

research to evaluate the application of learning styles in work organisations (Berings 

et al., 2005; Hayes & Allinson, 1997). The proposed model suggests that people with 

certain learning styles will prefer certain learning climates.  Furthermore, the model 
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contends that the congruence between learning style and learning climate will relate to 

self-efficacy and affective commitment. 

 

Second, learning climate (current and preferred) has also not been 

operationalised in the individual-organisation literature. However, organisational 

climate has been used in a variety of individual-organisational congruence studies 

(Christiansen et al., 1997; Downey et al., 1975; Ostroff, 1993; Sims & Keon, 1997; 

Tziner, 1987).  The studies found that the congruence between individual preferences 

for climate and the organisations current climate influenced employee attitudes.  

 

Third, two employee attitudes used in the current study: self-efficacy and 

affective commitment. Few studies have used the self-efficacy construct in individual-

organisation congruence research especially as a mediating or influencing variable 

(DeRue & Morgeson, 2007; Gist & Mitchell, 1992; Judge et al., 2007; Mathieu & 

Martineau, 1993; Young & Hurlic, 2007).  However, the proposed model suggests 

that individual-organisation congruence will enhance the level of employee self-

efficacy. Furthermore, research has confirmed that individual-organisation 

congruence is related to the level of affective commitment (Cable & DeRue, 2002; 

Koslowsky, 1990; Sims & Kroech, 1994; Van Vuuren et al., 2007; VanVianen, 2000). 

 

Finally, various demographic attributes have been included, as previous 

research has confirmed that individual-organisation congruence is influenced by 

certain demographic attributes (Cable & Judge, 1996; Jackson et al., 1991; Posner, 

1992; Young & Hurlic, 2007). Furthermore, research suggests that affective 

commitment is influenced by demographic attributes (Abbott et al., 2005; Allen & 

Meyer, 1990, 1993; Joiner & Bakalis, 2006; Mathieu & Zajak, 1990; McConnell, 

2003; Meyer et al., 2002; Morrow, 1993; Smeenk et al., 2006; Winter et al., 2000). 

However, little research has investigated the relationships between various 

demographic attributes and self-efficacy (Shum & Cheng, 1997).   

 

The next section discusses the five research questions used in this research to 

examine the relationships between the three measures of congruence: self-efficacy, 

affective commitment and various demographic attributes. 
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2.38 Research Questions 

There are five research questions in the current study. Research question one 

(RQ1) refers to what extent certain learning styles relate to different types of learning 

climates. Research question two (RQ2) refers to the extent to which the subjective 

congruence between learning styles and preferred learning climate relate to self-

efficacy and affective commitment. Research question three (RQ3) refers to what 

extent does the subjective congruence between current and preferred learning climate 

relate to self-efficacy and affective commitment. Research question four (RQ4) refers 

to what extent does perceived congruence relate to self-efficacy and affective 

commitment. Research question five (RQ5) refers to what extent do demographic 

attributes relate to perceived and subjective congruence, self-efficacy and affective 

commitment. 

 

2.39 Research Question 1: Learning Styles and Learning Climate 

Research Question 1:  To what extent do certain learning styles relate to 

different types of learning climates? The proposed model suggests that certain 

learning styles will have different preferences for the type of learning climate in 

organisations. According to Ribbens (1997), learning styles affect how the 

environment is perceived and manipulated and, therefore, learning style can be used 

to predict how individuals react to situations and solve problems. In addition, Kolb 

(1984) argues that learning styles vary in accordance with certain environmental 

characteristics, and a dominant learning style that prevails in one environmental 

setting will be reflected by the environmental characteristics of learning in that 

setting.  

 

Theorists focus on the basic assumptions, principals and theories of a task 

(Honey & Mumford, 1986), therefore, they may prefer a learning climate in which 

training and development resources are more theoretically oriented (Learning 

Resources) and where people are expected to conform to rules, regulations and 

policies (Conformity). 
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Pragmatists positively search out new ideas and take the first opportunity to 

experiment with applications (Honey & Mumford, 1986), therefore, they may prefer a 

learning climate where people are encouraged to take risks and experience new ways 

of doing things (Encouragement to Learn) and where work practices and structures 

are constantly changing (Standards).  

 

Reflectors are thoughtful people who prefer to consider all possible angles 

before making a decision (Honey & Mumford, 1986), therefore, they may prefer a 

learning climate where people have plenty of time to learn and discuss ideas and 

problems before tasks are completed (Value of Ideas).  Indeed reflectors prefer to 

work individually, rather than with a team, thus, they may prefer to also be 

individually rewarded (Rewards). 

 

Activists are gregarious people constantly involving themselves with others 

(Honey & Mumford, 1986), therefore, activists may prefer a learning climate where 

there are regular social discussions and interactions amongst colleagues (Warmth and 

Support), and where people feel free to openly express their ideas and opinions, 

(Communication), and share their skills and knowledge with other colleagues 

(Practical Help Available). Figure 9 provides an illustration of the four learning styles 

and their proposed preferred learning climate factors. 
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Figure 9.  Learning Style and Learning Climate Factors 

 

  

 

 

2.40 Research Question 2: Learning Style, Learning Climate Congruence and 

Employee Attitudes 

Research Question 2: To what extent does the subjective congruence between 

learning styles and preferred learning climate relate to self-efficacy and affective 

commitment? The proposed model suggests that the congruence between learning 

styles and the preferred learning climate will be related to self-efficacy and affective 

commitment.  

   

Although the characteristics of learning style and learning climate have not 

been operationalised together in the individual-organisation literature, there are 

distinct implications in the literature on learning styles and its importance in achieving 

congruence between learning style and the various elements in the learning 

environment and the learning climate (Allinson & Hayes, 1988, 1990, 1996; Bostrom 

& Lassen, 2006; Buch & Bartley, 2002; Cybela, 1986; Dunn, 2003; Dunn & Griggs, 

1990; Dunn et al., 1990; Garlinger & Frank, 1986; Ingham, 1989; James-Gordon & 
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Bal, 2001; Klein et al., 2003; Riding & Douglas, 1993; Riding & Sadler-Smith, 1992; 

Sadler-Smith, 2001b; Sein & Bostrom, 1989; Sims, 1983; Vondrell & Sweeney, 

1989).  

  

Most of the literature that investigates the congruence between learning style 

and the learning environment has been conducted in an educational setting, between 

students and teachers. There has been little empirical research to evaluate the 

application of learning styles in work organisations (Berings et al., 2005; Hayes & 

Allinson, 1997), particularly in a knowledge-intensive context. However, research on 

learning styles in an organisational setting suggests that learning styles need to be 

congruent with various elements of the learning environment, such as learning 

climate, in order to achieve positive outcomes, such as enhanced learning 

performance (Hayes & Allinson, 1998; Sims, 1983), productivity (Boyle, 2005), 

academic success (Sadler-Smith, 2001b), training achievement and efficiency (Buch 

& Bartley, 2002; Ingham, 1989; James-Gordon & Bal, 2001), and job satisfaction 

(Carter, 1985; Cybela, 1986). 

 

Although, there is clear evidence that relates organisational climate to 

individual-organisation congruence, the research in relation to the influence of 

organisational learning climate in individual-organisation congruence research is 

limited.  One exception is Mikkelsen, Saksvik and Ursin‟s (1998) survey of 383 

Norwegian postal service employees. The research revealed that incongruence 

between individual perceptions of learning climate was found to be an important 

source of stress.  

 

2.41 Research Question 3: Learning Climate Congruence and Employee 

Attitudes 

Research Question 3: To what extent does the subjective congruence between 

the current and preferred learning climate relate to self-efficacy and affective 

commitment? The proposed model suggests that the congruence between the current 

and preferred learning climate will be related to self-efficacy and affective 

commitment. 
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Although the organisation‟s learning climate has not been operationalised in 

the individual-organisation literature, the concept of organisational climate is useful 

for considering the match between individual and organisation characteristics 

(Hellriegel & Slocum, 1974; Ostroff & Rothausen, 1997). Indeed organisational 

climate has been used in the congruence research and was found to influence positive 

outcomes, such as job satisfaction, commitment, turnover intention and performance 

(Christiansen et al., 1997; Downey et al., 1975; Ostroff, 1993; Sims & Keon, 1997). 

Few researchers have used learning climate in individual-organisation congruence 

research.  One exception is Mikkelsen, Saksvik and Ursin‟s (1998) survey of 383 

postal service employees. The research revealed that incongruence between individual 

perceptions of learning climate was found to be an important source of stress. Thus 

there is clear evidence in the literature that relates organisational climate to 

individual-organisation congruence.  However, the research in relation to the 

influence of organisational learning climate in individual-organisation congruence 

research is limited. 

 

2.42 Research Question 4: Perceived Congruence and Employee Attitudes 

Research Question 4: To what extent does perceived congruence relate to self-

efficacy and affective commitment? The proposed model suggests perceived 

individual-organisation congruence will have a significant relationship with self-

efficacy and affective commitment. The research on individual-organisation 

congruence indicates that even in a diverse range of contexts, using various content 

dimensions, individual-organisation congruence is significantly related to positive 

employee attitudes.  

 

Further the research has confirmed that organisational commitment is 

significantly related to goal congruence (Vancouver & Schmitt, 1991), value/culture 

congruence (Boxx et al., 1991; Cable & Judge, 1996; Cooper-Thomas et al., 2004; 

Huang et al., 2005; O'Reilly et al., 1991; Ostroff et al., 2005; Saks & Ashforth, 1997; 

Silverthorne, 2004; Valentine et al., 2002; VanVianen, 2000; Verquer et al., 2003), 

climate congruence (Ostroff, 1993; Tziner, 1987), climate and work environment 

congruence (Westerman & Cyr, 2004).  Additionally, meta-analyses by Verquer, 

Beehr and Wagner (2003) and Kristof-Brown, Zimmerman and Johnson‟s (2005) 
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found that individual-organisation congruence is related to organisational 

commitment. 

 

More specifically, research by Koslowsky (1990), Sims and Kroeck (1994), 

VanVianen (2000), Cable and DeRue (2002) and VanVuuren, DeJong & Seydel 

(2007) found that affective commitment is related to individual-organisation 

congruence. Although no research has investigated self-efficacy as an outcome 

variable in individual-organisation congruence research, self-efficacy is influenced by 

various individual and situational variables (Gist & Mitchell, 1992; Mathieu & 

Martineau, 1993). 

 

2.43 Research Question 5: Demographic Attributes, Congruence and 

Employee Attitudes 

Research Question 5:  To what extent do demographic attributes relate to 

perceived and subjective congruence, self-efficacy and affective commitment? The 

proposed model suggests that demographic attributes (academic discipline, academic 

level, type of employment, length of service, intended service, promotions, age, 

gender) will have a significant relationship on subjective individual-organisation 

congruence (learning style, current and preferred learning climate), perceived 

individual-organisation congruence, and employee attitudes, self-efficacy and 

affective commitment. 

 

Jackson, Brett, Sessa, Cooper, Julin and Peyronnin (1991) and Young and 

Hurlic (2007) found that age and gender influenced the perceptions of individual-

organisation congruence. In contrast, Posner (1992) and Cable and Judge (1996) 

found that demographic attributes (age, gender, ethnic background, organisational 

level, position, length of service, and functional area) did not influence individual-

organisation congruence perceptions.  

 

From their research, Shum and Cheng (1997) found that demographic 

attributes, such as, gender, age, education level, teacher training, teaching experience, 

years of service in the present school, administrative position in the school, marital 

status and religion influenced self-efficacy. However, little research has been 
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conducted into the associations of demographic attributes and self-efficacy (Judge et 

al., 2007; Tschannen-Moran & Gareis, 2004) 

 

Finally, it appears that affective commitment is positively influenced by 

various demographic attributes, including: gender (Mathieu & Zajak, 1990), age and 

tenure (Abbott et al., 2005; Allen & Meyer, 1990, 1993; Joiner & Bakalis, 2006; 

Mathieu & Zajak, 1990; McConnell, 2003; Meyer et al., 2002; Morrow, 1993; 

Smeenk et al., 2006; Winter et al., 2000), education (Morrow, 1993), and promotional 

opportunity (Allen & Meyer, 1990). 

 

On the other hand, affective commitment appears to be negatively influenced 

by various demographic attributes, including: gender (Allen & Meyer, 1990; Winter et 

al., 2000), tenure (Beck & Wilson, 2000) and education (Allen & Meyer, 1990; 

DeCotiis & Summers, 1987; Mathieu & Zajak, 1990).  

 

The current study acknowledges that the proposed model of individual-

organisation congruence may have inherited various limitations from the previous 

models, conceptualisations and operationalisations on individual-organisation 

congruence.  Furthermore, possible limitations may exist as the proposed model 

incorporates a unique set of constructs that have not been used in a knowledge-

intensive context before.  These limitations will be discussed further in Chapter 6. 

 

 The next chapter (Chapter 3) outlines the methodology used in this thesis, 

including type of research design, the nature of the research and the strategy of 

inquiry, as well as the sampling technique, the data collection techniques and research 

procedures, the pilot study procedures, the data analysis procedures and the ethical 

considerations. 
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CHAPTER 3: METHODOLOGY 

 

3.1 Introduction 

This study uses a quantitative approach to investigate the relationships 

between the six constructs used in the proposed model of individual-organisation 

congruence in a knowledge-intensive context. The six constructs include: 1. learning 

style, learning climate congruence; 2. current and preferred learning climate 

congruence; 3. perceived congruence; 4. self-efficacy; 5. affective commitment; and 

6. demographic attributes. The purpose of this study was not to test specific 

hypotheses, but instead use a combination of descriptive and exploratory statistics to 

investigate the relationships between the various constructs used in the proposed 

model of individual-organisation congruence.   The paradigm of this research was 

postpostivism, while the strategy of inquiry was quantitative, involving a non-

experimental design of survey research. The data collection instrument was a cross-

sectional, self-administered questionnaire, which included 86 items. A non-probability 

sample of 900 academics from a large Australian university was selected to represent 

the population of employees in a knowledge-intensive context. 

 

This chapter first outlines the type of research design, including the nature of 

the research and the strategy of inquiry. Secondly, the sampling technique is 

discussed, along with the type of participants. Thirdly, the data collection techniques 

and research procedures are outlined, including the details of the model constructs and 

the questionnaire instruments. Furthermore, the section discusses the literature on the 

different measurement techniques used for each of the constructs in the proposed 

model. Fourthly, the pilot study procedures are presented to explain the feasibility of 

the questionnaire, followed by an explanation of the data analysis procedures 

employed. Finally, a brief statement incorporates the ethical considerations. Figure 10 

provides an overview of this chapter.  
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Figure 10. Overview of Chapter 3 
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3.2 Nature of the Research 

The paradigm of this research was postpostivism.  Postpostivism has been 

characterised as a modified version of positivism (Guba, 1990). According to Guba 

and Lincoln (1994), positivism has dominated the formal discourse in the physical and 

social sciences for some 400 years. Postpositivism responds to the most problematic 

criticisms of positivism, though, in terms of its ontological ideas, it deviates in its 

understanding of realism. According to Hunt (1991), positivists embrace a minimal 

position of realism, termed “empirical realism”. However, philosophers today refer to 

their own positions in a much stronger way than just acknowledging the minimal 

belief that tangible objects exist independently of human thought. This study operates 

under the position of “scientific realism”. Hunt (1991, p. 35) recognises that “there are 

almost as many versions of realism today as there are realist philosophers”. The basic 

claim made by scientific realism is that the explanatory, predictive and pragmatic 

success of a theory provides evidence for the existence of both tangible and intangible 

entities. Furthermore, the success in explaining, predicting and solving pragmatic 

problems is due to theories incorporating intangible constructs, such as attitudes, 

intentions and beliefs (Hunt, 1991). These views are consistent with this research, as 

the proposed model is based on individuals‟ perceptions of congruence, and how these 

perceptions influence certain attitudes and behaviours.  

 

Postpositivism recognises that we cannot be “positive” about claims of 

knowledge when studying the behaviour and actions of humans (Creswell, 2003). 

According to Creswell (2003), the main elements of postpositivism include: 

determining probability effects, reductionalism, theory verification and numerical 

measures. First, postpositivism reflects a deterministic philosophy in which casuses 

probably determine effects or outcomes. In social sciences casusality is always 

contingent, whereas in the natural sciences it is unvariable (Johnson & Duberley, 

2000). The purpose of this study is to investigate the relationships between the various 

constructs used in the proposed model of individual-organisation congruence. More 

specifically, this study aims to determine the relationships between types of 

congruence, in order to explain regularities in human social behaviour, such as self-

efficacy and affective commitment.  

 



 

130 

 

Second, postpositivism aims to reduce ideas into small, discrete variables that 

constitute hypotheses and research questions (Creswell, 2003). This study uses 

research questions to examine the general relationships between the model constructs. 

Specific hypotheses to test the casual relationships will be created for future research. 

 

Third, postpositivism begins with a theory, collects data that either supports or 

refutes the theory, and then makes the necessary revisions before additional tests are 

conducted (Creswell, 2003). A number of theoretical relationships existed in the 

literature between the model constructs.  It is these theoretical relationships that 

supported the development of the proposed model of individual-organisation 

congruence. As mentioned above, general relationships will be examined in this 

study, and more specific hypotheses will be developed for future research. 

 

Finally, postpositivism develops numeric measures of studying individual 

behaviour (Creswell, 2003). This study uses quantitative methods to investigate the 

relationships between the various constructs used in the proposed model of individual-

organisation congruence. According to Johnson and Duberley (2000), objectivist 

research generally uses quantitative methods, such as experimental research or 

surveys, whereby relationships can be easily measured. 

 

3.3 Strategy of Inquiry 

Creswell (2003) notes that quantitative approaches are best suited to studies 

that aim to identify, understand and explain theoretical relationships between 

characteristics. Furthermore, the authors suggest that survey research be used to 

develop a numerical description of trends, as well as discover attitudes or opinions of 

a population generalised from a sample of that population. According to Neuman 

(2000) and Saari and Judge (2004), survey research is the most appropriate technique 

to measure self-reported attitudes, beliefs and/or behaviours.  This study used a self-

report questionnaire to measure individuals‟ perceptions of the six model constructs. 

 

Moreover, while the choice of either quantitative or qualitative methods has 

been the subject of controversy, according to Creswell (2003) and Karami et al. 

(2006), the research question and the context of the research should dictate the 
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appropriate method. Furthermore, Yauch and Steudel (2003) and Karami et al. (2006) 

confirm that qualitative research provides insights and understandings of the problem 

setting, whereas quantitative methods have the more widely accepted approaches of 

reliability and validity. Quantitative research is also important as it enables inferences 

to be made from the sample about the entire population (Cooper & Schindler, 2003; 

Punch, 2003; Yauch & Steudel, 2003). Thus, the ability to generalise findings to 

wider groups and circumstances are an important aspect of quantitative research 

(Cavana, Delahaye, & Sekaran, 2001; Cooper & Schindler, 2003; Creswell, 2003; 

Winter, 2000). 

 

The strategy of inquiry for this research is quantitative, and involves a non-

experimental design of survey research. This study aims to determine the relationships 

between the six constructs in the proposed model.  Determining the relationships 

between variables is at the heart of quantitative research (Punch, 2003). Yauch and 

Steudel (2003) note that quantitative approaches, more specifically survey research, 

has three main advantages. First, questionnaires can be administered and evaluated 

quickly, and the responses can be tabulated within a short timeframe. Second, the 

numerical data facilitates the comparisons between organisations or groups, as well as 

allows for the determination of the extent of the agreement or disagreement between 

the respondents. Third, the sample sizes can be much larger than those used in 

qualitative research. As a result the statistical methods are better able to ensure that 

the samples are more representative of the population (Sale, Lohfield, & Brazil, 

2002). In addition, Cooper and Schindler (2003), Neuman (2000) and Cycyota and 

Harrison (2006) note that survey research: is less costly for the researcher, allows for 

the assessment of more people in a short period of time; and provides anonymity to 

the respondents. 

 

One of the disadvantages of survey research is the difficulty of some 

participants to understand and interpret the questionnaire items (Yauch & Steudel, 

2003). Furthermore, Neuman (2000), Cooper and Schindler (2003) and Yauch and 

Steudel (2003) found that survey research may neglect important issues, as only the 

items on the questionnaire are available for examination. Another disadvantage is the 

low level of responses (Armstrong, 1991; Church, 1993; Cycyota & Harrison, 2006; 
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Dillman, 1991; Gendall, Hoek, & Brennan, 1998; Neuman, 2000; Ratneshwar & 

Stewart, 1989; Schreckhise, 2006). Such issues are discussed later in this chapter in 

the data collection procedures section, along with the techniques that have been 

employed to enhance the response rates of the questionnaire. Despite these 

disadvantages, survey research was seen as the most appropriate tool for this study 

due to the large number of constructs that needed to be measured.  Also, as this study 

aims to build a new model of individual-organisation congruence, then use the model 

to generate specific hypothesis for future research, the survey research was the most 

suitable approach. The next section discusses the sampling issues prevalent in this 

study. 

 

3.4 Sampling Issues 

University academics were selected for this study to represent the population 

of employees in a knowledge-intensive context. The university is a large public 

tertiary institute in Australia, with five campuses (Gold Coast, Nathan, Mt Gravatt, 

Logan, South Bank) spanning across three cities from Brisbane to the Gold Coast.  

The university employs over 3500 staff, with approximately 1400 of these being 

academic staff.  In addition, the university has more than 37000 students from more 

than 122 countries and is Australia's ninth largest higher education institution in terms 

of student load (Wong, 2007). Formal written approval was obtained from the human 

resources administrator to conduct research on the universitie‟s academics.  

 

A non-probability sample was used in this study.  Although non-probability 

samples are criticised for their lack of ability to generalise to the entire population 

(Creswell, 2003), they still offer useful results, particularly in exploratory research 

(Cavana et al., 2001; Cooper & Schindler, 2003). Furthermore, Hultsch, MacDonald, 

Hunter, Maitland and Dixon (2002) note that there is little difference between the 

generalisability of probability and non-probability samples. It was initially intended 

that all university academics be contacted to participate in this study, however, only 

contact details (email and office locations) for 900 academics were able to be obtained 

via the university website.  Therefore, only those academics that had contact details 

on the website were able to participate in this study, which may create biases and 

issues of generalisability in the results.  
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Odom, Boxx and Dunn (1990) and Boyne (2002) contend that differences 

between public and private organisations are so great that business practices should 

not be transferred to the public sector. As the research sample only includes 

academics from the public sector, the results from this study were not generalisable to 

academics in the private sector. The next section outlines the data collection 

techniques and measurement instruments used in this study. 

 

3.5 Data Collection Instrument and Model Constructs 

The data collection instrument is a cross-sectional, self-administered 

questionnaire. The questionnaire includes 86 items, grouped onto 5 pages with 

between 9 and 24 items per page. Items 1 – 78 were measured on a 5-point Likert 

scale, where participants were asked to indicate whether they strongly agree or 

strongly disagree with each of the items (1 – strongly disagree, to 5 – strongly agree). 

Instructions and a template of the scale were provided at the top of each page for ease 

of understanding. Items 79 – 86 were measured on a combination of ordinal and 

normal scales. Appendix B (p. 295) contains a copy of the questionnaire. 

 

Each questionnaire was accompanied by a cover letter outlining information 

relating to the research and the researchers, instructions, participation and distribution 

of the questionnaire, confidentiality and ethical conduct of the research, and contact 

information for further questions or information. Appendix A, (p. 293) contains a 

copy of the questionnaire cover letter.  

 

3.6 Self-report Questionnaires 

Self-report questionnaires, according to Bing, LeBreton, Davison, Migetz and 

James (2007), can be highly reliable, highly efficient, and cost-effective ways of 

assessing various explicit cognitive components of individual differences. Spector 

(1994) contends that self-report questionnaires are appropriate when measuring 

individuals‟ feelings and perceptions of work.  The self-report questionnaire was used 

here, as it is the individual‟s perception that is the focal point of this research. 

Furthermore, self-report questionnaires provide valuable insight into how people feel 
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about and view their jobs, and provide information about the inter-correlations among 

various feelings and perceptions that may influence individual work outcomes. The 

majority of criticism on self-report questionnaires in the literature focuses on their use 

as indicators of the objective work environment (Spector, 1992), which is not relevant 

here. 

 

Nevertheless, the accuracy and validity of self-report questionnaire results rely 

on two basic assumptions. The first assumption is that respondents have accurate 

introspective awareness of their behaviours, preferences and values. The second 

assumption is that once respondents are aware of their attributes, they are willing to 

report them accurately (Bing et al., 2007).   Similarly, Haines and Summer (2006) 

mention that self-report questionnaires commonly used in organisational research 

have various measurement limitations, including participants‟ lack of introspection, 

participants‟ potential motivation to distort responses due to a variety of reasons, 

including demand characteristics, evaluation apprehension, and impression 

management. 

 

Likewise, Piasentin and Chapman (2006) question whether self-report 

questionnaires assess a distinct construct or whether they are simply tapping into 

overall affect-laden judgments. In addition, Podsakoff and Oran (1998), Podsakoff, 

MacKenzie, Lee and Podsakoff (2003) and Spector (2006) suggest that using self-

report questionnaires to assess two variables may increase the likelihood of the 

correlation between the two variables being inflated, especially if the two variables 

share a common source of bias. However, the nature of shared bias depends on both 

the construct of interest and how the construct is measured (Spector & Brannick, 

1995). According to Spector (2006), objective measures are more resistant to many of 

the biases that can distort human judgments and reports. Thus, objective measures can 

be quite useful in controlling many biases.  

 

In contrast, Spector and Fox (2003) suggest that objective measures provide 

limited information about the individual‟s job and may be less accurate than self-

report measures. In addition, although self-report assessments can be biased they can 

also increase the level of consistency in the results in comparison to objective 
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measures (Kristof-Brown et al., 2005). Regardless of these criticisms, Spector (1994) 

claims that self-report questionnaires provide interesting and valuable information 

when used with the appropriate research aims. Constructs examined here are based on 

the perceptions of academics in relation to how individual-organisation congruence 

affects self-efficacy and affective commitment. Thus, self-report questionnaires were 

the most appropriate form of assessment, and fit the aims of this study. The next 

section outlines the model constructs used in this study. 

 

3.7 Model Constructs 

The study includes six constructs that are used in the proposed model of 

individual-organisation congruence.  The independent constructs include: learning 

style, learning current congruence, current and preferred learning climate congruence, 

perceived congruence and demographic attributes.  The dependent constructs include: 

self-efficacy and affective commitment. All independent and dependent constructs 

were measured using previously validated scales.  

 

However, although the scale used to the measure current and preferred 

learning climate was previously determined by Pedler, Burgoyne and Boydell (1991), 

no reliabilities for the scale have been reported in the literature. The questionable 

reliability of this scale has the potential to cause problems with the research results, so 

such issues are addressed in the following chapters. Table 1 provides a summary of 

the questionnaire instruments and their reliability coefficients. 
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Table 1. Reliability of Questionnaire Instruments 

Item  Questionnaire Items Authors Alpha 

1 - 28 Learning Style: 

Honey and Mumford (1986)  

Honey and 

Mumford (1986) 

0.81 – 0.95 

Tepper, Tetrault, 

Braun and Romero 

(1993) 

0.52 – 0.76 

DeCiantis and 

Kirton (1996) 

0.64 – 0.76 

Duff (2000) 0.52 – 0.71 

29 - 42 Current Learning Climate: 

Pedler, Burgoyne and Boydell (1991) 

No Reliability Found 

43 - 56 Preferred Learning Climate: 

Pedler, Burgoyne and Boydell (1991) 

No Reliability Found 

57 - 62 Perceived Congruence: 

Saks and Ashforth (1997) 

Saks and Ashforth 

(1997) 

0.84 – 0.92 

63 - 70 Self-efficacy: 

Chen, Gully and Eden (2001) 

Chen, Gully and 

Eden (2001) 

0.86 – 0.90 

DeRue and 

Morgeson (2007) 

0.92 

71-78 Affective Commitment: 

Allen and Meyer (1990)  

Allen and Meyer 

(1990) 

0.87 

Holtom, Lee and 

Tidd (2002) 

0.87 – 0.89 

Wasti (2003) 0.84 

McDonald and 

Makin (2000) 

0.83 

79 - 86 Demographic Attributes: 

academic discipline, academic level, type of employment, length of 

service, intended service, promotions, age and gender 
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The next section analyses the different measurement techniques relating to the 

independent constructs used in this study: subjective congruence (learning style, 

preferred learning climate congruence, and current and preferred learning climate 

congruence), perceived congruence and the demographic attributes. 

 

3.8 Independent Constructs – Subjective and Perceived Congruence 

The independent constructs include: subjective congruence (learning style, 

preferred learning climate congruence, and current and preferred learning climate 

congruence) and perceived congruence. Confusion exists in the literature regarding 

the different ways of assessing the level of individual-organisation congruence, which 

is a result of the different terminologies and different measures being used 

interchangeably (Kristof-Brown et al., 2005; Kristof, 1996). Vequer, Beehr and 

Wagner (2003) note that there are disparate results on individual-organisation 

congruence research because of these differences.  

 

Some authors have reversed the meanings of subjective and perceived 

measures. For example, the subjective measures termed by Verquer, Beehr and 

Wagner (2003) and Hoffman and Woehr (2006) involve directly asking how well the 

individual‟s characteristics are congruent with the organisation‟s characteristics, 

however, the subjective measures defined by Kristof (1996) and Kristof-Brown, 

Zimmerman and Johnson (2005) compare individual and organisation variables as 

reported by the same individual.  

 

To provide a clear understanding of the different ways to measure individual-

organisation congruence, Kristof (1996) and Kristof-Brown, Zimmerman and 

Johnson‟s (2005) terminologies, of the types of congruence measures, are used in this 

study. According to the authors, there are two main strategies for measuring 

congruence. First, the indirect measures compare the separate ratings for the 

individual and organisational characteristics. These measures are assessed 

subjectively either by the individual, objectively by other sources in the organisation, 

or by aggregating all individual responses. Second, the direct measures simply ask 

individuals to report their perceptions of congruence.  
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Kristof (1996) asserts that the main commonality between the indirect 

measures (subjective and objective) and the direct measures (perceived) is that the 

measures all assess discrepancies between the characteristics of an individual and the 

characteristics of the organisation. However, the method used to obtain this measure 

of individual and organisation discrepancies varies widely across the three 

approaches. To strengthen the results of the study and to minimise the discrepancies 

between the different measures, both the direct and the indirect measures were used to 

operationalise individual-organisation congruence. The indirect, subjective measures 

were assessed in two ways; the congruence between the learning styles and the 

preferred learning climate; and the congruence between the current and the preferred 

learning climate. The direct, perceived measures were employed in this study through 

the use of Saks and Ashforth‟s (1997) eight item perceived congruence scale. The 

next section discusses the indirect measures of individual-organisation congruence. 

 

3.8.1 Indirect Measures 

Indirect measures of individual-organisation congruence assess congruence 

through explicit comparisons of separately rated individual and organisational 

variables.  According to Kristof (1996), indirect measures reflect actual congruence 

because the measure allows a verifiable assessment of similarity and complementary, 

without asking for implicit judgments of congruence by those involved in the situation 

being analysed; thus the measure avoids the consistency biases.  

 

According to Verquer, Beehr and Wagner (2003) and O'Reilly, Chatman and 

Caldwell‟s (1991) the indirect measure is the most frequently used in the research of 

individual-organisation congruence, i.e. the “Organisational Culture Profile”. The 

profile has been used by numerous researchers (Cable & Judge, 1996; Erdogan & 

Bauer, 2005; Erdogan et al., 2004; Judge & Cable, 1997; Vandenberghe, 1999). 

 

There are two types of indirect measures: subjective and objective. Subjective 

measures assess congruence indirectly through a comparison of the individual and 

organisational variables that are reported by the same individual (Boxx et al., 1991; 

Bretz et al., 1989; Bretz & Judge, 1994; Cable & Edwards, 2004; Cable & Judge, 

1996; Christiansen et al., 1997; Erdogan et al., 2004; Hesketh & Gardner, 1993; 
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Huang et al., 2005; Meglino et al., 1989; Posner, 1992; Silverthorne, 2004; Sims & 

Keon, 1997; Vandenberghe, 1999). According to Kristof-Brown, Zimmerman and 

Johnson (2005) subjective congruence measures allow for the greatest level of 

cognitive manipulation, and enables important individual differences to be captured.   

 

On the other hand, through objective congruence measures the individual is 

asked to describe his or her own characteristics, but then someone else is asked to 

describe the organisation using the same dimensions (Vancouver & Schmitt, 1991; 

VanVianen, 2000; Verquer et al., 2003). According to VanVianen, DePater and 

VanDijk (2007), objective measures reflect the phenomenon that the perceptions of 

others are significant sources of information for individual employees. In contrast to 

the above, early research by Caplan (1987) found that subjective congruence is a more 

accurate representation of personal reality than is objective congruence.  Similarly, 

Kristof-Brown, Zimmerman and Johnson (2005) suggest that same source measures 

reflect reality rather than artifactual biases.  

 

Furthermore, Kristof (1996), Cable and DeRue (2002), Kristof-Brown, 

Zimmerman and Johnson (2005), VanVianen, DePater and VanDijk (2007) and 

Verquer, Beehr and Wagner (2007) reveal that objective congruence is a less 

determinant measure of attitudes and behaviour than are the perceived and subjective 

measures. Furthermore, perceived measures have a stronger influence on employee 

attitudes than  subjective measures (Verquer, Beehr & Wagner, 2003). In contrast to 

the above, Hoffman and Woehr (2006) found that subjective and objective measures 

were more moderately related to behavioural outcomes, rather than to perceived 

measures. 

   

As with this research, the organisational characteristics most often studied in 

individual-organisation congruence research are perceptual in nature (Kristof, 1996). 

Caplan (1987) argues that individuals can only be influenced by congruence with the 

environment, as they perceive it. Likewise, self-perceptions of individual-organisation 

congruence according to Young and Hurlic (2007), may lead to decisions regarding 

the seeking of promotions, making lateral moves to different jobs or areas in the 

organisation, leaving the organisation, or remaining in a position and work group. In 
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addition, Kristof-Brown, Zimmerman and Johnson (2005) contend that while the 

perceived and subjective measures can be biased as they involve self-report 

assessments, these same assessments can also increase the level of consistency in the 

results.  

 

In contrast, VanVianen, DePater and VanDijk (2007) contend that subjective 

congruence measures provide better information about the content and direction of the 

congruence between the individuals and the organisation, when compared with 

perceived congruence measures. Similarly, Westerman and Cyr (2004) and Kristof-

Brown, Zimmerman and Johnson (2005) argue that, although stronger effects may be 

found by assessing perceived congruence, the direct measure is not optimal, as they 

are more susceptible to a common method bias and shed little light on the 

characteristics that underlie congruence perceptions.  

 

Conversely, Kristof-Brown, Zimmerman and Johnson‟s (2005) meta-analysis 

of the individual-organisation congruence research found that perceived measures had 

the strongest relationship with job satisfaction, organisational commitment and intent 

to quit, followed by indirect subjective measures, which were then followed by 

indirect objective measures. However, VanVianen, DePater and VanDijk (2007) 

criticise the direct measure, concluding that it provides no information about the 

specific content of the congruence perception. Similarly, Edwards (1991) disagrees 

with direct measures because they confound the constructs of the individual and the 

organisation, thus preventing the estimation of independent effects. 

 

Further, as noted by Piasentin and Chapman (2006), direct measures make it 

difficult to know what the individuals were thinking about when they responded to 

how well they are congruent with their organisation; thus the results provide little 

diagnostic information regarding how individuals evaluate congruence. The authors 

suggest that measuring individual-organisation congruence, and individual outcomes 

via self-reported measures, are questionable as to whether they assess a distinct 

construct or whether they are simply tapping into overall affect-laden judgments 

(Piasentin & Chapman, 2006). In contrast, Kristof (1996) notes that direct measures 
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can be beneficial if congruence is conceptualised as the judgment that an individual 

fits well in an organisation. 

 

In order to capitalise on the strengths and minimise the limitations in 

measuring individual-organisation congruence, both indirect measures (subjective 

congruence) and direct (perceived congruence) were used to operationalise individual-

organisation congruence. Objective congruence measures were not used in this 

research as it is the individuals‟ perceptions that are the focus of this study. The next 

section discusses the different levels of analysis used in individual-organisation 

congruence research.  

 

3.8.2 Level of Analysis 

The level of analysis, either at the individual or aggregate level, is also 

important in analysing individual-organisation congruence (Kristof, 1996; Kristof-

Brown, Zimmerman & Johnson, 2005). According to Kristof (1996), in order to 

measure indirect congruence between the individual and the organisation, the 

aggregate of all individual perceptions so that the organisational variables that are 

perceptual can be measured, such as values, goals, climate and culture.  The current 

research is based on individual-level investigations of individual-organisation 

congruence. Such investigations, as noted by Kristof (1996), contain an organisational 

construct that cannot be verfied, as it based on the individual‟s perceptions of the 

organisation‟s characteristics. Regardless of whether the individual perceptions are 

accurate or not, according to Young and Hurlic (2007), these perceptions of 

congruence play an important role in career decision making. Furthermore, the author 

contends that the individual-level analysis is particularly beneficial when investigating 

the influence that individual-organisation congruence has on individual outcomes, a 

key aspect of this research.    

 

Researchers such as O‟Reilly, Chatman and Caldwell (1991), Cable and Judge 

(1996), Judge and Cable (1997), Erdogan and Bauer (2005) and Vanvianen, DePater 

and Van Dijk (2007) have also used a combination of perceived, subjective and 

objective measures. As mentioned above, the current research uses a 

multidimensional approach, whereby both indirect (subjective) and direct (perceived) 
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measures were used to assess individual-organisation congruence. The next section 

outlines the commensurate and non-commensurate measures of individual-

organisation congruence.  

 

3.8.3 Commensurate and Non-Commensurate Measures of Congruence 

One of the issues on the measurement of individual-organisation congruence is 

whether measures should be commensurate or non-commensurate (Kristof, 1996). 

First, commensurate measures describe both the individual and the organisation 

characteristics with the same content dimensions (Kristof, 1996).  Second, non-

commensurate measures use different content dimensions to describe the individual 

and the organisational characteristics (Kristof, 1996). Westerman (1997) states that 

the primary benefits of commensurate measures are that they describe both the 

employee and the organisation, using the same content dimensions, thus, 

strengthening the conceptual links between the measures.  

 

In addition, Kristof (1996) suggests that commensurate measures are 

beneficial in determining supplementary congruence, where high levels of congruence 

are determined by the similarity between the individual and the organisation. 

Conversely, Kristof (1996) also criticises commensurate measures as inherent 

differences exist between individual and organisational levels exist regardless of 

whether the construct incorporates similar characteristics, thus resulting in non-

identical measures. Although commensurate measures dominate the research of 

individual-organisation congruence, with popular instruments such as the 

“Organisational Cultural Profile”, commensurate measures do not capture the 

multidimensional nature of the congruence characteristics. This research has utilised a 

combination of commensurate and non-commensurate measures.  The non-

commensurate measures were used to determine the congruence between individual 

learning style preferences and the organisations current learning climate.  The 

commensurate measures were used to determine current and preferred learning 

climate congruence, whereby the same learning climate items represent both the 

organisation‟s current learning climate and the individual‟s preferred learning climate.   
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Whether or not the measures of individual-organisation congruence should be 

global or multidimensional is also a contention (Kristof, 1996). Global assessments 

combine the congruence dimensions to form an overall assessment of congruence, 

which assumes that the discrepancies across the different dimensions of culture are 

equally important in their affective impact (Harris & Mossholder, 1996). Mosley 

(2002) criticises global assessments of individual-organisation congruence, 

contending that they do not capture the multidimensional nature and complexity of the 

individual and organisational characteristics. Similarly, Edwards (1993) also criticises 

global assessments, suggesting that the measurement of individual-organisation 

similarity, across specific factors, is a better technique. The assessment of congruence 

in this study is multidimensional, in that the specific factors of learning style, 

preferred and current learning climate, are analysed in terms of their influence on 

employee attitudes and behaviours. 

 

A variety of strategies exist in the literature, ranging from direct and indirect 

approaches, same-source and different source, individual-level or aggregated, 

commensurate or non-commensurate, and global or multidimensional, or a 

combination of the above.  Within this study indirect (subjective) and direct 

(perceived) congruence measures have been used from an individual-level of analysis, 

where all the model constructs are perceptual in nature. In regard to the indirect 

(subjective) measures, both non-commensurate (learning style, preferred learning 

climate congruence) and commensurate (current and preferred learning climate 

congruence) measures were used.  Furthermore, as the assessment of congruence is 

multidimensional, in that the specific factors of learning style, preferred and current 

learning climate were analysed to determine their relationship with self-efficacy and 

affective commitment. Table 2 provides a summary of the different ways to measure 

indirect congruence. 
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Table 2. Summary of Ways to Measure Indirect Congruence  

Different Ways to Measure Indirect Congruence 

Subjective Congruence vs Objective Congruence 

Individual and organisational 

characteristics reported by the same 

person 

 Individual characteristics reported by 

one person, and the organisational 

characteristics are reported by a 

different person 

Individual Level of Analysis vs Aggregate Level of Analysis 

One individual perception  Group all perceptions together 

Commensurate Measures vs Non-Commensurate Measures 

The individual and organisation 

characteristics are measured with the 

same content dimensions 

 The individual and organisation 

characteristics are measured with 

different content dimensions 

Note: The red area indicates how congruence is measured in this study  

 

The next section outlines the constructs that were used to measure 

commensurate and non-commensurate subjective congruence. 

 

3.8.4 Subjective Congruence 

The subjective non-commensurate measures were used to determine the 

congruence between the learning style and the preferred learning climate.  Then the 

commensurate measures were measured by determining the congruence between the 

current and preferred learning climate, using Pedler, Burgoyne and Boydell‟s (1991) 

Learning Climate Questionnaire.  The learning styles were measured using an 

adaptive form of Honey and Mumford‟s (1986) Learning Style Questionnaire. 

 

3.8.5 Learning Style Measures. 

The learning style was measured by a shortened version of Honey and 

Mumford‟s (1986) Learning Style Questionnaire.  Their original Learning Style 

Questionnaire consisted of 80 items, which were equally divided to represent the four 

learning styles: Activist, Reflector, Theorist and Pragmatist. The original 

questionnaire was deemed too long for this study, so the questionnaire was shortened 
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to 28 items; 7 items represented each of the four learning styles. Appendix B (p. 295) 

contains the questionnaire items 1 – 28 used from the learning style scale. 

 

Kolb‟s (1976) Learning Style Inventory, designed to measure the strengths and 

weaknesses of individuals‟ learning abilities, was the main inspiration for a number of 

theorists and practitioners who have used the instrument to generate their own 

questionnaires and teaching methods (Coffield et al., 2004). Nevertheless, as Towler 

and Dipboye (2003) attest, the psychometric properties of the Learning Style 

Inventory have been the subject of criticism and controversy since the first version in 

1976. Because of the criticism about its validity and reliability, authors such as Honey 

and Mumford (1986) developed their own measures of learning style.  Despite these 

changes, the underlying notions of these measures are essentially from Kolb‟s (1976) 

learning style measure.  

 

There was a high temporal stability of the scores produced by the original 

Learning Style Questionnaire. For example, over an intervening two-week period, 

with a test-retest correlation of 0.89 for the questionnaire as a whole, the coefficients 

ranged from 0.81 - 0.95, for the four individual learning style scales (Honey & 

Mumford, 1986). In addition, Sims, Veres and Shake (1989), Tepper, Tetrault, Braun 

and Romero (1993), DeCiantis and Kirton (1996) and Duff (2000) found modest 

internal reliability estimates of 0.52 - 0.78 for the Learning Style Questionnaire. More 

specifically, Sims, Veres and Shake (1989), using a sample of business students, 

reported modest internal consistency reliability estimates with alpha coefficients for 

the four learning style factors between 0.68 and 0.78. DeCiantis and Kirton (1996) 

used a sample of managers and reported similar alpha coefficients, ranging from 0.64 

and 0.76 for the four-factor structure. Likewise, the four learning style factors were 

confirmed by both Tepper, Tetrault, Braun and Romero (1993) with alpha coefficients 

ranging from 0.52 - 0.76, and Duff (2000), with coefficients from 0.52 - 0.71.  

 

Although, the reliability coefficients for the Honey and Mumford (1986) 

Learning Style Questionnaire are acceptable, there are questionable findings in the 

literature in relation to the factor structure of the questionnaire.  Duff‟s (1997) 

analysis of the Learning Style Questionnaire found that the four learning style factors 
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only accounted for 24.2% of the total variance. Similarly, Allison and Hayes‟ (1988) 

analysis revealed only two learning style factors: the “Analysis” factor, with positive 

loadings on the Theorist and Pragmatist scales; and the “Action” factor, with positive 

loadings on the Reflector and Activist scale. The author was concerned about the 

factor structure of the learning style questionnaire posing problems for the analysis of 

the learning styles. For this reason the difficulties are discussed further in the 

following chapters. The next section outlines the questionnaire instrument used to 

measure the current and preferred learning climate. 

 

3.8.6 Learning Climate Measures 

Importantly, a learning climate is a multidimensional construct (Mikkelsen et 

al., 1998). Cunningham and Iles (2002) and Pedler, Burgoyne and Boydell (1991) are 

among the few contemporary researchers who have developed measurement 

instruments for diagnosing a learning climate. Thus, for this study, the current and 

preferred learning climate was measured using, as the base, Pedler, Burgoyne and 

Boydell‟s (1991) Learning Climate Questionnaire. 

 

The Learning Climate Questionnaire assesses ten factors, using ten items: to 

determine whether an organisation facilitates the learning of its members. These 

include: physical environment, learning resources, encouragement to learn, 

communications, rewards, conformity, value placed on ideas, practical help available, 

warmth and support and standards.  For this study, the questionnaire items were 

extended to 14 (additional items seemed important to include considering the 

context). McDougall and Beattie (1998) used Pedler, Burgoyne and Boydel‟s (1991) 

Learning Climate Questionnaire in their survey of 140 managers to determine the 

prevalent learning climate in the organisation. However, no reliability and validity 

coefficients were reported. This issue could be a problem for the current study and so 

will be discussed further in the following chapters. Appendix B (p. 295) contains 

questionnaire items 29 – 42 for the current learning climate scale items, and 

questionnaire items 43 – 56 for the preferred learning climate scale items. Table 3 

outlines Pedler, Burgoyne and Boydell‟s (1991) ten learning climate factors. 
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Table 3.  Pedler, Burgoyne and Boydell’s Learning Climate Factors 

Pedler, Burgoyne and Boydell’s (1991) Learning Climate Factors 

1 Physical Environment 6 Conformity 

2 Learning Resources 7 Value Placed on Ideas  

3 Encouragement to Learn 8 Practical Help Available 

4 Communications 9 Warmth and Support 

5 Rewards 10 Standards 

 

The next section outlines the different measurement instruments used to assess 

direct (perceived) congruence.  

 

3.8.7 Direct Measures 

The direct measures of individual-organisation congruence involves asking 

respondents explicitly, whether they believe congruence exists or not (Brkich et al., 

2002; Cable & DeRue, 2002; Cable & Judge, 1996; Carless, 2005; Coote et al., 2004; 

Kim et al., 2005; Lauver & Kristof-Brown, 2001; Ng & Burke, 2005; Saks & 

Ashforth, 1997; Saks & Ashforth, 2002; Siegall & McDonald, 2004; Westerman & 

Yamamura, 2007; Wheeler et al., 2007). Congruence exists as long as it is perceived 

to exist, regardless of whether or not the individual has similar characteristics to the 

organisation.  Thus, perceived congruence is a direct measure whereby an individual 

makes a direct assessment of the compatibility between themselves and the 

organisation (Kristof, 1996). According to Cable and DeRue (2002), a simple direct 

method to assess congruence is to ask respondents to estimate the congruence 

between themselves and the organisation. For example, “my individual values match 

my organisation‟s values and culture”.  The next section outlines the questionnaire 

instrument used to measure perceived congruence in this study. 

 

3.8.8 Perceived Congruence  

Saks and Ashforth‟s (1997) scale of perceived individual-organisation 

congruence (based on Cable and Judge‟s (1996) scale) was selected to measure 

perceived congruence.  According to Cable and Judge (1996), Judge and Cable 

(1997), Saks and Ashforth (1997) and Mosely (2002), a six-item scale is the preferred 

measure of individual-organisation congruence. The scale incorporates both the 
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supplementary and needs-supplies congruence perspectives, which are consistent with 

the perspectives used in this study. Most perceived measures focus solely on the 

value/culture congruence perspective (Chapter Two has provided a detailed discussion 

of the different individual-organisation congruence perspectives). Additionally, the 

Saks and Ashforth (1997) scale was found to have a high reliability coefficient of 0.92 

(Mosely, 2002), time 1 = 0.90, and time 2 = 0.84 (Saks & Ashforth, 2002). Appendix 

B (p. 295) contains questionnaire items 57 – 62 for the perceived individual-

organisation congruence scale items.  The next section discusses the items used to 

measure the demographic attributes. 

 

3.8.9 Demographic Attributes 

The demographic attribute construct included questions relating to academic 

discipline, academic level, type of employment, length of service, intended service, 

promotions, age and gender.  Such attributes were included to investigate whether the 

demographic attributes were related to the independent or dependent constructs, as 

well to determine the demographics of the research sample (Appendix B, p. 295 

contains questionnaire items 79 – 86). The next section outlines measures relating to 

the dependent constructs used in this study: self-efficacy and affective commitment. 

 

3.9 Dependent Constructs – Employee Attitudes 

The dependent constructs, employee attitudes, self-efficacy and affective 

commitment, are discussed below. 

 

3.9.1 Self-Efficacy 

Zimmerman (1995) argues that the mis-measurement of self-efficacy is a 

significant problem that has plagued research in this area.  Generalised self-efficacy 

scales have demonstrated valid associations with initiation and persistence in 

behaviour, as well as with other constructs linked with self-efficacy beliefs (Sherer & 

Adams, 1983). Additionally, Bandura‟s (1977) theory proposed that efficacy beliefs 

and outcome expectancies are task specific and, therefore, the scales designed to 

measure efficacy beliefs must refer to specific abilities and outcomes. Task specific 

measures as noted by Wang and Richards (1988), outperform a general efficacy scale 

in the prediction of performance on cognitive tasks. However, Riggs, Warka, Babasa, 
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Betancourt and Hooker (1994) contend that by instructing participants to refer to their 

own job skills or work-related outcomes, the scales become task specific.  

 

Bandura (1986) suggests that the best way to measure self-efficacy is to assess 

both the magnitude and strength. The typical format for measuring self-efficacy 

requires participants to first rate their level of performance, and then rate their 

confidence in their performance. Other measurement formats, such as the Likert 

scales are criticised by Lee and Babko (1994), as they do not correspond with 

Bandura‟s (1986) measurement requirements. However, Maurer and Pierce (1998) 

argue that the Likert scale measures are essentially a combination of the two aspects 

used in the traditional measurement. Furthermore, the authors contend that its 

approach is more efficient than the traditional measure, as only a single response is 

required.  

 

Chen, Gully and Eden‟s (2001) General Self-efficacy Scale measures the self-

efficacy perception construct. The self-efficacy scale consists of eight items, is uni-

dimensional, and has high internal consistency (0.86 – 0.90), and test-retest reliability 

(0.64 – 0.74) (Chen, Gully et al., 2001). In addition, recent research by DeRue and 

Morgeson (2007) found the internal consistency reliability as being 0.92 for the self-

efficacy scale. Chen, Gully and Eden‟s (2001) scale was used for this study, as it was 

the most recently developed scale in the literature that also exhibited high levels of 

reliability. Appendix B (p. 295) contains questionnaire items 63 – 70 for the self-

efficacy scale items.   

 

3.9.2 Affective Commitment 

Allen and Meyer‟s (1990) Affective Commitment Scale measures the affective 

commitment construct. The affective commitment scale consists of eight items. The 

authors discovered a reliability coefficient of 0.87 for the scale. Indeed its reliability 

has been well documented in the literature, including, 0.87 and 0.89 (Holtom et al., 

2002), 0.84 (Wasti, 2003), 0.83 (McDonald & Makin, 2000), 0.82 (Abbott et al., 

2005) and 0.79 (Iverson & Buttigieg, 1999). 
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Researchers, such as Cohen (1998) and McMurray, Scott and Pace (2004), 

have criticised Allen and Meyer‟s (1990) organisational commitment scale, which 

includes the three components of commitment (affective, normative and continuance), 

as only the affective and normative components were yielded from various factor 

analyses.  This criticism is not important to this study as only the affective 

commitment component is incorporated into the proposed model, as the affective 

commitment components are more related to individual-organisation congruence 

(Cable & DeRue, 2002; Koslowsky, 1990; Sims & Kroech, 1994; Van Vuuren et al., 

2007; VanVianen, 2000), in comparison to the continuance and normative 

components of organisational commitment. Allen and Meyer‟s (1990) scale was used 

for this study as the scales well-documented and have consistently high reliability 

levels. Appendix B (p. 295) contains questionnaire items 71 – 78 for the affective 

commitment scale items. The next section outlines the data collection procedures used 

in this study. 

 

3.10 Data Collection Procedures 

The study‟s data collection procedures involved a mail-out questionnaire. 

According to Neuman (2000), Cavana et al. (2001) and Cycyota and Harrison (2006),  

mail-out questionnaires are the cheapest option, and a single researcher can cover a 

large sample. Furthermore, mail questionnaires offer anonymity and avoid interviewer 

bias. On the other hand, Neuman (2000) notes that mail-out questionnaires include the 

following problems: the lack of control over the conditions in which the questionnaire 

is completed; the inability to observe the respondents reactions to the questions, and 

the information collected is limited to the questions in the questionnaire. 

 

Regretably, the biggest problem with mail-out questionnaires is the low 

response rate (Armstrong, 1991; Cavana et al., 2001; Church, 1993; Cycyota & 

Harrison, 2006; Dillman, 1991; Gendall et al., 1998; Neuman, 2000; Ratneshwar & 

Stewart, 1989; Schreckhise, 2006). Low responses rates, as indicated by Armstrong 

(1991), Visweswaran, Barrack and Ones (1993) and Roth and BeVier (1998) have a 

significant effect on the credibility and external validity of the survey conclusions. 

However, certain techniques can be used to overcome these problems, such as the 

personalisation of survey correspondence, incentives and multiple contacts with 



 

151 

 

research participants. These techniques were employed to enhance the response rates 

of the questionnaire. 

 

The study also follows Dillman (1991, 2000) and Salant and Dillman‟s (1994) 

survey implementation procedure, which has been widely adopted in research to 

enhance response rates in self-administered questionnaires (Cycyota & Harrison, 

2006). First, an advance notice email was sent out to participants, one week prior to 

delivering the questionnaire, to inform them about the research. According to 

Yammarino, Skinner and Childers (1991) and Roth and Be Vier (1998), a meta-

analysis of prior studies of techniques designed to induce survey response rates found 

that preliminary notification was effective in increasing survey response rates.  

 

Furthermore, to maximise the research participation, an incentive was offered 

where all research participants entered a prize draw for the chance to win a $100 Myer 

voucher. According to Armstrong (1991), Dillman, (1991, 2000), Yammarino, 

Skinner and Childers (1991) and Roth and BeVier (1998), a popular method for 

increasing the response rates of self-administered questionnaires is the use of 

incentives. Church (1993) and Gendall, Hoek and Brenan (1998) further argue that 

small-prepaid cash rewards are more successful than raffles.  

 

Then the questionnaire, cover letter, prize information and a pre-addressed 

return envelope were mailed out to each academic.  The preferred method of 

delivering the questionnaire would involve the researcher approaching each academic 

and asking them to complete the questionnaire. However, due to the large size of the 

sample (900 academics), and the limited period of the survey, it was not possible to 

personally approach each academic. Nevertheless as many academics as possible were 

personally approached in regards to completing the questionnaire. Participation in the 

research remained anonymous as the questionnaire was returned via mail. The 

personalisation of survey implementation process was found to significantly influence 

the level of survey response rates (Cycyota & Harrison, 2006; Dillman, 1991; Roth & 

BeVier, 1998; Tomaskovic-Devey, Leiter, & Thompson, 1994; Yammarino et al., 

1991).  
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Next an interim email was sent out one week after the distribution of the 

questionnaire.  The email expressed appreciation to the academics who had already 

completed and returned the questionnaire, and reminded the others that, if the 

questionnaire had not yet been returned, that the researcher hoped it would be 

returned soon. As the questionnaire was anonymous, reminder emails were sent to all 

participants.  The participants were advised when they received the questionnaire 

package that they would receive further correspondence, regardless of whether or not 

they had already completed and returned the questionnaire. Apologies were offered 

for any inconvenience that this may cause. 

 

A replacement questionnaire was then sent, via email, two weeks after the 

initial questionnaire distribution.  The replacement questionnaire gave academics who 

had forgotten to complete and return the questionnaire, or who may had lost the initial 

questionnaire, another opportunity to participate in the research.   

 

Finally, three weeks after the initial distribution of the questionnaire, an email 

was sent to thank all university academics for their participation in the research. 

Armstrong (1991), Dillman, (1991, 2000), Yammarino, Skinner and Childers (1991) 

and Roth and BeVier (1998) assert that multiple contacts with participants throughout 

the survey process has proven to be more effective than any other technique for 

increasing survey response rates. The pilot study procedures are discussed in the 

following section.  

 

3.11 Pilot Study 

A pilot study was conducted on a non-probability sample of 20 university 

academics. Academics were personally approached and asked to complete the 

questionnaire; they were then asked to provide feedback on the format, structure, 

readability, understandability and grammatical content of the questionnaire. Feedback 

from the pilot study included: changing the order and length of the Likert scale (from 

7-points to 5-points), grammatical and technical errors (biased words, unfamiliar 

terminology, and unclear and confusing wording of items). The questionnaire was 

then analysed, corrected accordingly, printed and distributed to participants. The next 

section discusses the data analysis procedures used in this study.  
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3.12 Data Analysis Procedures 

The questionnaire data were entered and coded through the SPSS computer 

program. However, before the data analysis procedures were performed, a number of 

data screening and transformation procedures were required to check the reliability of 

the data (Coakes & Steed, 2001) and to prepare it for analysis. These procedures 

included: checking for data entry errors, identifying any missing values, recoding 

negatively worded scale items, identifying outliers, and assessing normality.  

 

The data analysis procedures included: descriptive statistics, principal 

components analysis, reliability coefficients, Pearson‟s product-moment correlation, 

hierarchical, multiple and simple linear regression, analysis of variance and 

independent t-test. Appendix C (p. 301) contains a comprehensive list of all SPSS 

data analysis procedures performed in this study. 

 

3.12.1 Descriptive Statistics 

First, the descriptive statistics, such as means, standard deviations, frequencies 

and percentages, were used to develop profiles on the demographic attributes. 

Correlations and cross tabulations were also performed to determine if significant 

relationships existed between the two variables (Manning & Munro, 2006). 

 

3.12.2 Principal Components Analysis 

Second, the exploratory and confirmatory principal components analysis was 

conducted to summarise the relationships between variables (Manning & Munro, 

2006) for each of the independent and dependent constructs.  An exploratory principal 

components analysis was conducted on Pedler, Burgoyne and Boydell‟s (1991) 

Learning Climate Questionnaire to explore factor structures that may emerge; the 

original questionnaire had 10 items and 10 factors. There was no documented 

reliability for the questionnaire.  A confirmatory principal components analysis was 

performed to determine whether the data supported the proposed factor structure for 

the Honey and Mumford‟s (1986) Learning Style Questionnaire, Saks and Ashforth‟s 

(1997) Perceived Individual-Organisation Congruence Scale, Chen, Gully and Eden‟s 

(2001) General Self-efficacy Scale, and Allen and Meyer‟s (1990) Affective 

Commitment Scale.  A confirmatory principal components analysis was conducted on 
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the scales that had well-documented reliability. A varimax rotation was performed to 

minimise the complexity of factors by maximising the variance of the loadings on 

each factor (Tabachnick & Fidell, 2001). A varimax rotation, as indicated by 

Tabachnick and Fidell, (2001), uses orthogonal type rotation, where the factors are 

uncorrelated. Orthogonal solutions offer ease of interpreting, describing and reporting, 

although problems may arise if the underlying processes are related. 

 

3.12.3 Reliability Coefficients 

Third, the reliability coefficients were determined for each of the questionnaire 

constructs, including learning styles, current and preferred learning climate, 

individual-organisation congruence, self-efficacy and affective commitment. 

 

3.12.4 Pearson Correlation 

Fourth, Pearson‟s product-moment correlation was used to assess the 

relationships between the various independent and dependent constructs: 

 learning styles and preferred learning climate 

 learning styles, self-efficacy and affective commitment 

 current and preferred learning climate 

 current learning climate and self-efficacy and affective commitment 

 preferred learning climate and self-efficacy and affective commitment 

 current and preferred learning climate and perceived individual-organisation 

congruence 

 perceived congruence and self-efficacy and affective commitment 

 interaction between learning style and preferred learning climate and 

demographic attributes 

 interaction between current and preferred learning climate and demographic 

attributes 

 

The statistical test of correlation was used to assess the relationships between 

two variables (Hair, Anderson, & Tatham, 1995), where no distinction was necessary 

between the independent and dependent variables (Tabachnick & Fidell, 2001). More 

specifically, correlation has been used in various individual-organisation congruence 

studies (Cable & Parsons, 2001; Cooper-Thomas et al., 2004; Kim et al., 2005; 
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Krausz et al., 2000; Li, 2006; Nikolaou, 2003; Ostroff, 1993; Ostroff et al., 2005; Saks 

& Ashforth, 1997; Saks & Ashforth, 2002; Sims & Keon, 1997; Turban & Thomas, 

1993; Vancouver & Schmitt, 1991) to examine the relationships between the 

individual and organisation variables. According to Verquer et al. (2003), correlation 

indices assess the similarity between an individual‟s rankings of the dimensions of the 

individual and the organisation characteristics.  

 

 Correlations form the basis for understanding the nature of the relationships in 

multiple regressions (Cooper & Schindler, 2003). Furthermore, Charmorro-Premuzic 

and Furnham (2008) affirms that the most widely used correlation test in personality 

and individual difference research is the Pearson product moment correlation, which 

assesses the similarity between an individual‟s rankings of the dimensions included in 

the congruence measure (Verquer et al., 2003). According to Edwards (1994), 

correlation confounds the effects of the component measures constituting each profile 

and represents similarity in profile shape, but provides no indication of the distance 

between the profiles.  

 

3.12.5 Analysis of Variance 

Fifth, an analysis of variance and independent t-tests were used to determine 

the relationship between: 

 demographic attributes and learning styles  

 demographic attributes and perceived congruence 

 demographic attributes and affective commitment 

 

Tabachnick and Fidell (2001) and Manning and Mumro (2006) suggest that 

analysis of variance is used to compare two or more means to establish if there are 

any reliable differences between the groups on each item.  The analysis of variance 

and independent t-tests were used to investigate the relationships between the 

demographic attributes and learning styles, perceived congruence, self-efficacy and 

affective commitment.  Further, the analysis of variance has been used successfully in 

various individual-organisation congruence studies to test the direct and interactive 

effects of demographic attributes on various elements of congruence and employee 

attitudes and behaviours (Chatman & Barsade, 1995; Erdogan et al., 2004; Li, 2006; 
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Posner, 1992; Posner & Schmidt, 1993). Ultimately, the analysis of variance helps to 

uncover any significant differences between the demographic groups. Independent t-

tests were used for gender, where only two groups exist (Male and Female). 

 

3.12.6 Linear Regression 

Sixth, a combination of hierarchical, multiple and simple regressions were 

used to assess the significance and unique contribution between the independent, 

dependent and demographic attributes.  According to Manning and Munro (2006), 

linear regression is closely associated with the Pearson product-moment correlation. 

However, unlike the correlation analysis, which explains the common variance 

between two variables, the regression analysis determines the portion of variability of 

the dependent variable that is explained by the independent variable (Cooper & 

Schindler, 2003). Linear regressions were used in this study as it was important to 

determine the level of variance predicted by the various independent variables on the 

dependent variables. 

 

Simple linear regressions were used to assess the relationship between: 

 perceived congruence, self-efficacy and affective commitment 

 

Multiple linear regressions were used to assess the relationship between: 

 demographic attributes, self-efficacy and affective commitment 

 

Hierarchical linear regressions and interactions in multiple linear regressions were 

used to assess the relationship between: 

 learning styles, preferred learning climate, self-efficacy and affective 

commitment, and 

 current and preferred learning climate, self-efficacy and affective commitment 

 

Cronbach (1958) and Berger-Gross (1982) state that the interaction term in 

regression is equivalent of discrepancy scores. However, using interaction terms 

overcomes the problems associated with discrepancy scores in congruence research. 

In hierarchical regression, the independent variables are entered in specific order 

(Manning & Munro, 2006).  The order, as noted by Tabachnick and Fidell (2001), 
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usually depends on the theoretical importance of the variables and/or whether the 

variables are assumed to be causal variables.  

 

Hierarchical linear regressions and interactions through multiple linear 

regressions have been used in this study, as a number of studies have used this 

technique successfully to measure individual-organisation congruence (Brigham et al., 

2007; Christiansen et al., 1997; Cooper-Thomas et al., 2004; Garavan, 1997; Harris & 

Mossholder, 1996; Hesketh & Gardner, 1993; Judge & Cable, 1997; Kim et al., 2005; 

Krausz et al., 2000; Lauver & Kristof-Brown, 2001; Nikolaou, 2003; O'Reilly et al., 

1991; Ostroff & Rothausen, 1997; Turban & Thomas, 1993; Westerman & Cyr, 2004; 

Wheeler et al., 2007). Hierarchical regression has been deemed the most appropriate 

method for detecting moderated effects in individual-organisation congruence 

research. A significant increase in R² indicates that the relationship between the 

individual and organisation characteristics varies as a function of employee attitudes 

in organisations (Ostroff & Rothausen, 1997). 

 

Table 4 provides a summary of the data analysis procedures and the 

corresponding research questions. 
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Table 4. Research Questions and Data Analysis Procedures 

RQ Detail of Research Questions Data Analysis Procedures 

1 To what extent do certain learning styles relate 

to different types of learning climates? 

Correlation 

 

2 To what extent do the subjective congruence 

between learning styles and preferred learning 

climate relate to self-efficacy and affective 

commitment? 

Correlation 

Hierarchical  linear 

regression 

Interactions in multiple 

regression 

3 To what extent does the subjective congruence 

between current and preferred learning climate 

relate to self-efficacy and affective 

commitment? 

Correlation 

Hierarchical  linear 

regression 

Interactions in multiple 

regression 

4 To what extent does perceived congruence 

relate to self-efficacy and affective 

commitment? 

Correlation 

Simple linear regression 

5 To what extent do demographic attributes relate 

to perceived and subjective congruence, self-

efficacy and affective commitment? 

Correlation 

Multiple linear regression 

Analysis of variance 

Independent t-test 

 

3.13 Ethical Considerations 

Formal ethical approval was granted by the University‟s Human Research 

Ethics Commitment (HREC) to conduct the research on university academics.  

 

The main ethical requirements were addressed in the data collection 

procedures.  A covering letter, addressing the practical ethical concerns, was given to 

all research participants. First, the cover letter clearly stated the name of the institute 

and the researcher, including contact details so that participants could contact the 

researcher if they had any questions. Second, it outlined the purpose of the study. 

Third, it stated that participation in the research was completely voluntary. Fourth, the 
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issue of confidentiality was stressed to the participants. Finally, the research 

participants were also invited to examine the research results if they desired.  

 

Ethical requirements were also prevalent in the analysis of the data.  Any 

language that may identify either the individual or the organisation was not used in 

the dissertation.  

 

3.14 Summary 

This study uses a quantitative approach to investigate the relationships 

between the six constructs: learning style, learning climate congruence, current and 

preferred learning climate congruence (subjective congruence), perceived congruence, 

self-efficacy, affective commitment and demographic attributes. The data collection 

instrument was an 86 item, cross-sectional, self-administered questionnaire, which 

was distributed by mail. The questionnaire was based on a number of previously 

verified questionnaires. A non-probability sample of 900 academics was selected for 

this study to represent the population of employees in a knowledge-intensive context. 

The data analysis procedures included: descriptive statistics, principal components 

analysis, reliability coefficients, Pearson‟s product-moment correlation, hierarchical, 

multiple and simple linear regression, analysis of variance and independent t-test. 

 

The next chapter outlines the research results, presented in two parts.  The first 

part discusses the results relating to the preliminary statistics, including the 

descriptive statistics, principal components analysis and reliability coefficients.  The 

second part discusses the results relating to each of the research questions, including 

the results from the correlations, linear regressions and analysis of variance. 
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CHAPTER 4: RESULTS 

 

4.1 Introduction 

This chapter is divided into two sections.  Section one outlines the results 

relating to the preliminary statistics, such as descriptive statistics and the principal 

components analysis. Section two outlines the research results relating to each of the 

research questions. 

 

Section one outlines the results relating to the preliminary statistics. First, the 

response rate of the questionnaire will be outlined. Second, the frequencies and 

percentages of each of the demographic attributes will be presented to determine the 

characteristics of the research sample.  Third, the significant relationships between the 

demographic attributes will be outlined. Fourth, the results from the exploratory 

principal components analysis will be presented for current and preferred learning 

climate. Fifth, the results from the confirmatory principal components analysis will be 

defined for the learning style, perceived congruence, self-efficacy and affective 

commitment constructs. Finally, the reliability coefficients for each construct will be 

discussed.  

 

Section two outlines the results relating to each of the research questions. 

Research question one examines the relationships between learning styles and 

learning climates. Research question two examines the relationships between learning 

style, learning climate congruence, self-efficacy and affective commitment. Research 

question three examines the relationships between current and preferred learning 

climate congruence, self-efficacy and affective commitment. Research question four 

examines the relationships between perceived congruence, self-efficacy and affective 

commitment. Research question five examines the relationships between demographic 

attributes, congruence, self-efficacy and affective commitment. The correlation, 

hierarchical linear regressions and analysis of variance results confirmed research 

questions one, two and four.  Research questions three and five were partially 

confirmed. Figure 11 provides an overview of this chapter. 

 



 

162 

 

Figure 11. Overview of Chapter 4 
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4.2 Section 1: Preliminary Statistics 

Discussed here are the results relating to the preliminary statistics, including 

response rate of the questionnaire, frequencies and percentages of each of the 

demographic attributes, significant relationships between the demographic attributes, 

exploratory principal components analysis for the current and preferred learning 

climate, confirmatory principal components analysis for the learning style, perceived 

congruence, self-efficacy and affective commitment constructs, and reliability 

coefficients for each of the model constructs. 

 

4.3 Response Rate 

Out of the 900 questionnaires that were mailed out to the university 

academics, 273 questionnaires were correctly completed and returned.  Thus, the 

response rate for the survey was 30.33%. Although, Dilman‟s (1978) meta-analysis of 

46 studies found that an average response rate for mail surveys should be no lower 

than 50%, a more recent meta-analysis of 231 studies by Cycote and Harrison (2006) 

revealed that the mean response rate for mail-out surveys was 34%.  The latter is 
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consistent with the response rate achieved in this study. All completed questionnaires 

were usable in the data analysis. There were only 33 missing values from the entire 

data set (273 cases x 85 items = 23205 values). Thus, 0.14% of the entire data set 

included missing values. According to Tabachnick and Fidell (2001) less than 5% 

missing values are acceptable. Limitations in relation to the response and non-

response bias will be discussed further in Chapter 6.  

 

4.4 Research Sample Demographics 

The final sample included 273 university academics; 48.4% of the respondents 

were male and 51.6% were female.  Most respondents were aged between 46 - 55 

years (38.6%), followed by 36 - 45 years (27.9%), 56 - 65 years (20.6%), 26 - 35 

years (10.7) and 66 plus (2.2%).  The majority of respondents were lecturers (37.3%), 

followed by senior lecturers (26.2), professors (17.7%), associate professors (10%) 

and associate lecturers (5.9%).  A further 3% were in the „other‟ category and 

included sessional lecturers and research fellows. Table 5 provides a summary of the 

descriptive statistics relating to gender, age and academic level. 

 

Table 5. Descriptive Statistics of Gender, Age and Academic Level  

Demographic 

Attributes 

Categories Percent (%) 

 

Gender Male 48.4 

Female 51.6 

Age 26 - 35 years 10.7 

36 - 45 years 27.9 

46 - 55 years 38.6 

56 - 65 years 20.6 

66 plus   2.2 

Academic level Professor 17.7 

Associate Professor 10.0 

Senior Lecturer 26.2 

Lecturer 37.3 

Associate Lecturer   5.9 

Other   3.0 
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The highest percentages of academics were from the disciplines of Health 

(20.1%), Business and Commerce (17.6%), Arts, Languages and Criminology 

(15.4%), and Education (11.7%).  Smaller percentages of academics were form the 

discipline of Engineering and IT (7.3%), Science (5.9%), Environment and Planning 

(4.0%), Law and Music (3.7%, respectively) and Visual and Creative Arts (2.6%). 

Table 6 provides a summary of the descriptive statistics relating to academic 

discipline. 

 

Table 6. Descriptive Statistics of Academic Discipline 

Demographic 

Attribute 

Categories Percent (%) 

 

Academic 

Discipline 

Business and Commerce 17.6 

Education 11.7 

Environment and Planning   4.0 

Health 20.1 

Engineering and IT   7.3 

Science   5.9 

Arts, Languages and Criminology 15.4 

Law   3.7 

Visual and Creative Arts   2.6 

Music   3.7 

 

The majority of the respondents (88.6%) worked full-time. Other types of 

employment included fractional (4%), part-time/permanent (2.6%), sessional (2.2%), 

half-time (0.7%) and „other‟ (1.8%). The other category included types of 

employment, such as emeritus, adjunct, contract, fixed-term and recently retired. In 

addition, the majority of respondents had been working at the university for more than 

6 years (51.6%).  Some respondents had been at the university for 1 - 3 years (23.8%), 

followed by 4 - 6 years (19.8%), and less than 1 year (4.8%).  Table 7 provides a 

summary of the descriptive statistics relating type of employment and length of 

service. 
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Table 7.  Descriptive Statistics of Type of Employment and Length of 

  Service 

Demographic 

Attributes 

Categories Percent (%) 

 

Type of employment Full-time 88.6 

Sessional   2.2 

Part-time/Permanent   2.6 

Factional   4.0 

Half-time   0.7 

Other   1.8 

Length of service Less than 1 year   4.8 

 1 - 3 years 23.8 

 4 - 6 years 19.8 

 More than 6 years 51.6 

 

A large portion of respondents did not intend staying with the university 

(66.3%), while some respondents were unsure (17.9%); a small portion intended on 

staying with the university (8.8%), and 7% of respondents preferred not to comment. 

Further, 50.6% of respondents had experienced some form of promotion while 

working at the university, while 43.2% of respondents had not been promoted, and in 

the final 6.3% of respondents, the issue of promotion was not applicable. Table 8 

provides a summary of the descriptive statistics relating to Intent to stay with the 

University and Promotions. 
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Table 8. Descriptive Statistics of Intent to stay with the University and 

Promotions 

Demographic 

Attributes 

Categories Percent (%) 

 

Intent to stay with 

the University 

Yes 8.8 

No 66.3 

Unsure 17.9 

No comment 7.0 

Promotions Yes 50.6 

No 43.2 

Not applicable 6.3 

 

4.5 Relationships between Demographic Attributes 

 Significant relationships were found between various demographic attributes, 

including promotions and academic level, promotions and length of service, 

promotions and age, age and gender, and age and length of service.  All results 

documented in the current study are statisically significant at p < .05 (Coakes & 

Steed, 2001; Manning & Munro, 2006). Appendix E (p. 305) contains the 

demographic attributes statistics. Table 9 shows the significant relationships between 

various demographic attributes. 

 

Table 9. Significant Relationships between Demographic Attributes 

Demographic Attributes r p 

Promotions and Academic Level  .123 .043 

Promotions and Length of Service -.555 .000 

Promotions and Age -.141 .020 

Age and Gender -.152 .012 

Age and Length of Service  .361 .000 

Length of Service and Academic Discipline .188 .003 
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4.5.1 Promotions and Academic Level 

A significant positive relationship was found between promotion and 

academic level (r = .123, p < .05). As the academic level increased, so did the 

probability of receiving a promotion. Senior Lecturers had the highest percentage of 

being promoted (72%) over the six academic levels. Figure 12 provides an illustration 

of the relationship between promotions and academic level. 

 

Figure 12. Promotions and Academic Level 

 

4.5.2 Promotions and Length of Service 

A significant negative relationship was found between promotion and length 

of service at the university (r = -.555, p < .05).  The majority of respondents who had 

been promoted (74.1%) had been with the university for more than 6 years, whereas, 

only 23.7% of respondents had not been promoted; those respondents who had been 

with the university between 4 - 6 years, 44.4% had been promoted, while 53.7% had 

not been promoted. In addition, only a small portion of respondents (15.4%) who had 

been promoted had been with the university between 1 - 3 years; 73.8% had not been 

promoted. No respondents had been promoted after being with the university for less 

than 1 year. Figure 13 provides an illustration of the relationship between promotions 

and length of service. 
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Figure 13. Promotions and Length of Service 

 

4.5.3 Promotions and Age 

A significant negative relationship was found between promotion and age (r = 

-.141, p < .05). More specifically, as age increased, the probability of promotion 

decreased. Academics aged between 46 – 55 years had the highest percentage of 

being promoted (41.9%) out of the five age categories.  Both younger academics aged 

between 26 – 35 years (8.1%) and older academics aged over 66 (1.5%), experienced 

significantly less promotions. Academic aged between 36 – 45 years and 56 – 65 

years experienced 23.5% and 25.0% of promotions, respectively. Figure 14 provides 

an illustration of the relationship between promotions and age. 

 

Figure 14. Promotions and Age 
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4.5.4 Age and Gender  

A significant negative relationship was found between age and gender (r = -

.152, p < .05); 44.8% of male and 55.2% of female respondents were 26 - 35 years; 

39.5% of male and 60.5% of female respondents were 36 - 45 years; 45.7% of male 

and 54.3% of female respondents were 46 - 55 years; and 67.9% of male and 32.1% 

of female respondents were 56 - 65 years. In the 66 years plus age group, 50% were 

male and 50% were female. Figure 15 provides an illustration of the relationship 

between age and gender. 

 

Figure 15. Age and Gender 

 

4.5.5 Age and Length of Service 

A significant positive relationship was found between age and length of 

service (r = .361, p < .05). Thus, as age increased, so did the length of service. Figure 

16 below provides an illustration of the relationship between age and gender. 
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Figure 16. Age and Length of Service 

 

4.5.6 Length of Service and Academic Discipline 

A significant positive relationship was found between length of service and 

academic discipline (r = .188, p < .05). A high percentage of academics in the Arts, 

Languages and Criminology discipline had been with the university for more than 6 

years (21.4%), closely followed by the Business and Commerce discipline (17.6%).  

Figure 17 below provides an illustration of the relationship between length of service 

and academic discipline. 

 

Figure 17. Length of Service and Academic Discipline 
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The next section outlines the results from the exploratory and confirmatory 

principal components analysis to determine the factor structure of the questionnaire.  

 

4.6 Principal Components Analysis 

Manning and Munro (2006) state that at least 300 cases should be entered into 

a factor analysis, although 200 cases also provides fair results. Similarly, Coakes and 

Steed (2001) suggest that sample sizes of 200 or more are preferable. In this research, 

273 cases were included in the principal components analysis. 

 

Hair, Anderson, and Tatham (1995), Tabachnick and Fidell (2001) and Coakes 

and Steed (2001) recommend that the correlation between the variables in the 

correlation matrix should be greater than .30 to create an appropriate factor analytic 

model. Thus, all items that loaded on the specific factor needed a correlation of above 

.30 to be included in the factor analysis. The anti-image correlation matrix was used 

to assess the sampling adequacy of each variable. The Kaiser-Meyer-Olkin Measures 

of Sampling Adequacy and Bartlett‟s Test of Sphericity can be used to determine the 

factorability of the matrix as a whole.  If Bartlett‟s test of sphericity is large 

(approximate chi Square) and significant (p-value), and the Kaiser-Meyer-Olkin 

measure is greater than 0.6, then factorability is assumed (Coakes & Steed, 2001; 

Manning & Munro, 2006). 

 

Before the principal components analysis was performed, negatively worded 

questionnaire items were re-coded. According to Coakes and Steed (2001) and 

Manning and Munro (2006), before you determine whether the questionnaire items 

come together to form composite constructs, negatively worded scale items need to be 

recoded. There were five negatively worded scale items (14, 27, 74, 76 & 78) in the 

questionnaire. Two of the questionnaire items that needed to be recoded related to 

learning style and included item 14, “I dislike having to work under pressure”, and 

item 27, “I avoid ambiguous situations”. The other three questionnaire items related to 

affective commitment:  item 74 “I think I could easily become attached to another 

organisation”; item 76, “I do not feel "emotionally attached" to this organisation”; and 

item 78, “I do not feel a strong sense of belonging to this organisation”.  
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The histograms and normality probability plots for some variables showed 

minor deviations from normality.  The majority of the skew and kurtosis values were 

smaller than one. Logarithmic and square root transformations were performed; 

however, this did not reduce the deviations, so data were retained in their original 

form. According to Tabachnick and Fidell (2001) the impact of small skewness and 

kurtosis deviations from zero disappears in a sample of 200 or more.  Since the 

current sample size is over 200 (n=273), slight skewness and kurtosis should not 

influence the overall analyses and results. 

 

4.7 Exploratory Principal Components Analysis 

Although the items in the questionnaire that relate to the current and preferred 

learning climate were based on Pedler, Burgoyne and Boydell‟s (1991) Learning 

Climate Questionnaire, there were no documented reliability and validity scores, and 

no previously determined factor structure for the questionnaire. As a result, an 

exploratory principal components analysis was performed to determine some kind of 

structure amongst the items (Hair et al., 1995). 

 

4.7.1 Current Learning Climate 

A principal components analysis was conducted on the fourteen items of 

current learning climate. Items with correlations over .30 were considered to be 

appropriate for inclusion in the principal components analysis (Coakes & Steed, 2001; 

Tabachnick & Fidell, 2001). The Kaiser-Meyer-Olkin Measures of Sampling 

Adequacy (KMO = .803) was greater than 0.6, and Bartlett‟s Test of Sphericity was 

significant (χ² = 811.961, p < .05). Communalities ranged from .095 (item 29) to .619 

(item 37). Four factors had Eigenvalues above 1 (Factor 1 = 3.738, Factor 2 = 1.673, 

Factor 3 = 1.295, Factor 4 = 1.096) and accounted for 55.730% of the total variance. 

Appendix H (p. 311) contains the Factor Matrix and Scree Plots for current learning 

climate. The factor loadings for all four factors were interpreted; the results are 

discussed in the next section. Table 10 outlines the principal components analysis 

scores for the current learning climate. 
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Table 10. Exploratory Principal Components Analysis for Current Learning 

Climate 

Current 

Learning 

Climate 

Eigenvalue % of 

Variance 

Cumulative 

%  

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

    .803 811.961 .000 

Factor 1 3.738 26.699 26.699 

Factor 2 1.673 11.950 38.650 

Factor 3 1.295   9.249 47.899 

Factor 4 1.096   7.831 55.730 

 

Items 21, 29, 32 and 33 loaded significantly on the first factor.  The items 

related to whether people were encouraged to take risks, have plenty of time to learn 

new tasks, and were encouraged to openly express their ideas and opinions.  As a 

result, the first current learning climate factor was named Encouragement to Learn.  

The four items explained 45.493% of the variation in the data. The Kaiser-Meyer-

Olkin Measures of Sampling Adequacy (KMO = .646) was greater than 0.6, and 

Bartlett‟s Test of Sphericity was significant (χ² = 126.393, p < .05). The Eigenvalue 

for the Encouragement to Learn construct was above 1 (1.820). 

 

Items 35, 36 and 37 loaded significantly on the second factor. The items 

related to whether people were expected to conform to rules and regulations, people 

have the freedom make their own decisions, and the discussions of critical work 

issues were encouraged and valued. As a result, the second current learning climate 

factor was named Value of Ideas.  The three items explained 52.321% of the variation 

in the data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .560) 

was not greater than 0.6, although, Bartlett‟s Test of Sphericity was significant (χ² = 

74.115, p < .05). The Eigenvalue for the Value of Ideas construct was above 1 

(1.570).  

 

Items 30, 41 and 42 loaded significantly on the third factor. The items related 

to whether training and development was left up to the individual, people were 

encouraged to experiment and try new things, and where work practices were 
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constantly changing. As a result, the third current learning climate factor was named 

Learning Resources.  The three items explained 45.846% of the variation in the data. 

The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .495) was not 

greater than 0.6, although, Bartlett‟s Test of Sphericity was significant (χ² = 36.987, p 

< .05). The Eigenvalue for the Learning Resources construct was above 1 (1.375). 

 

Items 38, 39 and 40 loaded significantly on the fourth factor.  The items 

related to whether people helped each other, and whether there was a high level of 

social interaction amongst colleagues. As a result, the fourth current learning climate 

factor was named Support and Help Available.  The three items explained 58.234% of 

the variation in the data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy 

(KMO = .620) was greater than 0.6, and Bartlett‟s Test of Sphericity was significant 

(χ² = 111.798, p < .05). The Eigenvalue for the Support and Help Available construct 

was above 1 (1.747). Appendix F (p. 307) provides the current learning climate factor 

analysis items. Mean results found that academics perceived that the university had a 

current learning climate where work practices and structures were constantly 

changing, and where people were generally expected to conform to rules, regulations 

and policies. Appendix D (p. 303) contains the means and standard deviations for the 

current learning climate scale items.  Table 11 outlines the principal components 

analysis scores for the current learning climate factors. 

 

Table 11. Principal Components Analysis for the Current Learning  

Climate Factors 

Current Learning Climate  Eigen-

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

Factor 1:  

Encouragement to Learn 

 

1.820 

 

45.493 

 

.646 

 

126.393 

 

.000 

Factor 2: Value of Ideas 1.570 52.321 .560   74.115 .000 

Factor 3: Learning Resources 1.375 45.846 .495   36.987 .000 

Factor 4: Support and Help 

Available 

 

1.747 

 

58.234 

 

.620 

 

111.798 

 

.000 
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4.7.2 Preferred Learning Climate 

A principal components analysis was conducted on the fourteen items of 

current learning climate. Items with correlations over .30 were considered to be 

appropriate for inclusion in the principal components analysis (Coakes & Steed, 2001; 

Tabachnick & Fidell, 2001). The Kaiser-Meyer-Olkin Measures of Sampling 

Adequacy (KMO = .751) was greater than 0.6, and Bartlett‟s Test of Sphericity was 

significant (χ² = 706.722, p < .05). Communalities ranged from .089 (item 43) to .676 

(item 51). Five factors had Eigenvalues above 1 (Factor 1 = 3.355, Factor 2 = 1.568, 

Factor 3 = 1.375, Factor 4 = 1.156, Factor 5 = 1.010), however, only four factors were 

interpretable after examining the factor loadings.  The four factors accounted for 

53.245% of the total variance. Appendix H (p. 311) contains the Factor Matrix and 

Scree Plot for preferred learning climate. The results of the four factors are discussed 

in the next section. Table 12 outlines the principal components analysis scores for the 

preferred learning climate. 

 

Table 12.  Exploratory Principal Components Analysis for Preferred 

Learning Climate 

Preferred 

Learning 

Climate 

Eigenvalue % of 

Variance 

Cumulative 

%  

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

    .751 706.722 .000 

Factor 1 3.355 23.965 23.965 

Factor 2 1.568 11.203 35.168 

Factor 3 1.375   9.821 44.988 

Factor 4 1.156   8.256 53.245 

 

Items 43, 45, 46 and 47 loaded significantly on the first factor.  The items 

were the same as those for the current learning climate factor and related to whether 

people were encouraged to take risks, had plenty of time to learn new tasks, and were 

encouraged to openly express their ideas and opinions.  As a result, the first preferred 

learning climate factor was named Encouragement to Learn.  The four items 

explained 43.781% of the variation in the data. The Kaiser-Meyer-Olkin Measures of 

Sampling Adequacy (KMO = .638) was greater than 0.6, and Bartlett‟s Test of 
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Sphericity was significant (χ² = 103.724, p < .05).  The Eigenvalue for the 

Encouragement to Learn construct was above 1 (1.751).  

 

 Items 49, 50 and 51 loaded significantly on the second factor. The items were 

the same as those for the current learning climate factor and related to whether people 

were expected to conform to rules and regulations, people had the freedom make their 

own decisions, and the discussion of critical work issues were encouraged and valued. 

As a result, the second preferred learning climate factor was named Value of Ideas.  

The three items explained 48.443% of the variation in the data. The Kaiser-Meyer-

Olkin Measures of Sampling Adequacy (KMO = .519) was not greater than 0.6, 

although, Bartlett‟s Test of Sphericity was significant (χ² = 54.231, p < .05).The 

Eigenvalue for the Value of Ideas construct was above 1 (1.453). 

  

Items 44, 45 and 56 loaded significantly on the third factor. The items were 

the same as those for the current learning climate factor and related to whether 

training and development was left up to the individual, people were encouraged to 

experiment and try new things, and where work practices were constantly changing. 

As a result, the third preferred learning climate factor was named Learning Resources.  

For the Learning Resources factor, items 44, 45 and 56 loaded significantly on the 

Learning Resources factor.  The three items explained 43.633% of the variation in the 

data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .533) was 

not greater than 0.6, although, Bartlett‟s Test of Sphericity was significant (χ² = 

21.196, p < .05). The Eigenvalue for the Learning Resources construct was above 1 

(1.309). 

 

Items 52, 53 and 54 loaded significantly on the fourth factor.  The items were 

the same as those for the current learning climate factor and related to whether people 

helped each other, and whether there was a high level of social interaction amongst 

colleagues. As a result, the fourth preferred learning climate factor was named 

Support and Help Available. The three items explained 52.104% of the variation in 

the data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .549) 

was not greater than 0.6, although, Bartlett‟s Test of Sphericity was significant (χ² = 

73.156, p < .05). The Eigenvalue for the Support and Help Available construct was 
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above 1 (1.563).  Appendix G (p. 309) contains the preferred learning climate factor 

analysis items. The mean results found that academics preferred a learning climate 

where the discussion of problems and critical work issues were encouraged and 

valued, and where people were willing to offer their intellectual skills and knowledge 

to help other colleagues succeed. Appendix D (p. 303) contains the means and 

standard deviations for the preferred learning climate scale items. 

 

The items 34 and 48, which relate to how people were rewarded in the current 

and preferred learning climate scale, were excluded from the analysis.  Although item 

34 loaded significantly on the Encouragement to Learn factor for current learning 

climate, the inclusion of the item in the Encouragement to Learn factor reduced the 

variance explained from 45.5% to 38.5%. Also, the matching item 48 on the preferred 

learning scale did not load on any of the four factors for preferred learning climate. To 

make valid comparisons between the current and preferred learning climate, the items 

in the factor structure needed to be the same. Consequently, items 34 and 48 were 

excluded from further analysis. Table 13 outlines the principal components analysis 

scores for the preferred learning climate factors. 

 

Table 13.  Principal Components Analysis for the Preferred Learning 

Climate Factors 

Preferred Learning Climate Eigen- 

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

Factor 1: Encouragement to 

Learn 

 

1.751 

 

43.781 

 

.638 

 

103.724 

 

.000 

Factor 2: Value of Ideas 1.453 48.443 .519   54.231 .000 

Factor 3: Learning Resources 1.309 43.633 .533   21.196 .000 

Factor 4: Support and Help 

Available 

 

1.563 

 

52.104 

 

.549 

 

  73.156 

 

.000 
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4.8 Confirmatory Principal Components Analysis 

According to Hair, Anderson, Tatham and Black (1995), a confirmatory 

principal components analysis is used when there are preconceived thoughts on the 

structure of the data, as a result of theoretical support and/or prior research. The items 

in the questionnaire that relate to learning styles, perceived individual-organisation 

congruence, self-efficacy and affective commitment, were from a variety of 

previously verified questionnaires. Thus, a confirmatory principal components 

analysis was conducted to confirm the factor structure of each construct. 

 

4.8.1 Learning Styles 

A confirmatory principal components analysis was conducted on the learning 

style items to investigate the four factor structure. Of the 28 items relating to learning 

styles in the questionnaire, 19 items loaded significantly (r > .3) on the four factors 

(Theorist, Pragmatist, Reflector and Activist) originally devised by Honey and 

Mumford (1986). The four factors accounted for 45.360% of the total variance. The 

Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .754) was greater than 

0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 926.020, p < .05). 

 

For the Theorist factor, five of the seven items (1, 4, 6, 10 and 12) loaded 

significantly on the Theorist factor and explained 42.340% of the variation in the data. 

The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .739) was greater 

than 0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 168.330, p < .05).  The 

Eigenvalue for the Theorist factor was above 1 (2.117). Items 26 and 27 did not load 

on the factor, and were excluded from the analysis. 

 

For the Pragmatist factor, five of the seven items (2, 11, 20, 22 and 24) loaded 

significantly on the Pragmatist factor and explained 37.934% of the variation in the 

data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .647) was 

greater than 0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 127.599, p < 

.05).  The Eigenvalue for the Pragmatist factor was above 1 (1.897). Items 3 and 15 

did not load on the factor, and were excluded from the analysis. 
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For the Reflector factor, four of the seven items (7, 8, 14 and 18) loaded 

significantly on the Reflector factor and explained 42.787% of the variation in the 

data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .608) was 

greater than 0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 100.851, p < 

.05).  The Eigenvalue for the Reflector factor was above 1 (1.711). Items 5, 6 and 23 

did not load on the factor, and were excluded from the analysis. 

 

For the Activist factor, five of the seven items (9, 13, 17, 21 and 25) loaded 

significantly on the Activist factor and explained 33.856% of the variation in the data. 

The Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .662) was greater 

than 0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 69.941, p < .05).  The 

Eigenvalue for the Activist factor was above 1 (1.693). Items 19 and 28 did not load 

on the factor (r < 0.3), and were excluded from the analysis.  

 

Appendix I (p. 313) contains the learning style factor analysis items. Appendix 

D (p. 303) contains the means and standard deviations for the learning style scale 

items. Table 14 outlines the principal components analysis scores for the learning 

style factors. 

 

Table 14.  Principal Components Analysis for Learning Styles 

Learning Style  Eigen-

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

Factor 1: Theorist 2.117 42.340 .739 168.330 .000 

Factor 2: Pragmatist 1.897 37.934 .647 127.599 .000 

Factor 3: Reflector 1.711 42.787 .608 100.851 .000 

Factor 4: Activist 1.693 33.856 .662   69.941 .000 

 

4.8.2 Perceived Congruence 

There were six items in the questionnaire relating to the independent construct, 

perceived individual-organisation congruence, that were originally devised by Saks 

and Ashforth (1997).  Five of the six items (57, 58, 59, 60 and 62) loaded significantly 
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on the individual-organisation congruence factor and explained 66.428% of the 

variation in the data. The Kaiser-Meyer-Olkin Measures of Sampling Adequacy 

(KMO = .803) was greater than 0.6, and Bartlett‟s Test of Sphericity was significant 

(χ² = 862.281, p < .05).  The Eigenvalue for the individual-organisation congruence 

construct was above 1 (3.321). Item 61 did not load on the factor (r < 0.3), and was 

excluded from the analysis. Appendix J (p. 315) contains the perceived congruence 

factor analysis items. Table 15 outlines the principal components analysis scores for 

perceived individual-organisation congruence.  

 

Table 15. Principal Components Analysis for Perceived Congruence 

 Eigen-

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin  

Bartlett 

x² P 

Perceived Congruence 3.321 66.428 .803 862.281 .000 

 

4.8.3 Self-efficacy 

There were eight items in the questionnaire relating to the dependent 

construct, self-efficacy, that were originally devised by Chen, Gully and Eden (2001). 

Seven of the eight items (63, 64, 65, 66, 67, 69 and 70) loaded significantly on the 

self-efficacy factor and explained 53.085% of the variation in the data. The Kaiser-

Meyer-Olkin Measures of Sampling Adequacy (KMO = .842) was greater than 0.6, 

and Bartlett‟s Test of Sphericity was significant (χ² = 735.121, p < .05).  The 

Eigenvalue for the self-efficacy construct was above 1 (3.716).  Item 68 did not load 

on the factor (r < 0.3), and was excluded from the analysis. Appendix K (p. 317) 

contains the self-efficacy factor analysis items. Table 16 outlines the principal 

components analysis scores for self-efficacy.  

 

Table 16.  Principal Components Analysis for Self-efficacy 

 Eigen-

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin 

Bartlett 

x² P 

Self-efficacy 3.716 53.085 .842 735.121  .000 
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4.8.4 Affective Commitment 

There were eight items in the questionnaire relating to the dependent 

construct, affective commitment that were originally devised by Allen and Meyer 

(1990). Seven of the eight items (71, 72, 73, 74, 76 and 77) loaded significantly on the 

affective commitment factor and explained 52.045% of the variation in the data. The 

Kaiser-Meyer-Olkin Measures of Sampling Adequacy (KMO = .841) was greater than 

0.6, and Bartlett‟s Test of Sphericity was significant (χ² = 720.270, p < .05).  The 

Eigenvalue for the affective commitment construct was above 1 (3.643).  Item 75 did 

not load on the factor (r < 0.3), and was excluded from the analysis. Appendix K (p. 

317) contains the affective commitment factor analysis items.  Table 17 outlines the 

principal components analysis scores for affective commitment. 

 

Table 17.  Principal Components Analysis for Affective Commitment 

 Eigen-

value 

% of 

Variance 

Kaiser-

Meyer-

Olkin 

Bartlett 

x² p 

Affective Commitment 3.643 52.045 .841 720.270 .000 

 

4.9 Questionnaire Scale Reliabilities 

According to Manning and Munro (2006) and Tabachnick and Fidell (2001), 

the coefficient alpha above .70 is considered to represent an acceptable level of 

reliability.  However, a coefficient alpha as low as .60 may be acceptable in 

exploratory research. The reliability scores for the current and preferred learning 

climate scales were below the acceptable level, which is likely to cause problems with 

further analysis of these constructs. The low reliability scores are most likely due to 

the fact that the scales, although previously developed, have not been empirically 

verified. This issue will be discussed further in the subsequent chapters. Table 18 

outlines the reliability coefficients for each of the questionnaire scales. 
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Table 18. Questionnaire Scale Reliability Coefficients 

Scale No of Items α 

Current Learning Climate 13 .523 

Preferred Learning Climate 13 .447 

Learning Styles 19 .575 

Perceived Congruence 5 .687 

Self-efficacy 7 .845 

Affective Commitment 7 .844 

 

First, the reliability for the current and preferring learning climate scale (α = 

.523, α = .447 respectively) was low in this study, which is a limitation in terms of the 

interpretation and credibility of the results. However, although the current and 

preferred learning climate scale was based on a previously determined scale by 

Pedler, Burgoyne and Boydell (1991), there were no documented reliability and 

validity coefficients for the scale. Appendix F (p. 307) and Appendix G (p. 309) 

contains the reliability coefficients for the individual current learning climate and 

preferred learning climate factors respectively.  

 

Second, the reliability for the learning style scale was moderate (α = .575); 

including, 0.81 - 0.95 (Honey & Mumford, 1986), 0.68 - 0.78 (Sims et al., 1989), 0.64 

- 0.76 (DeCiantis & Kirton, 1996), 0.52 - 0.76 (Tepper et al., 1993) and 0.52 - 0.71 

(Duff, 2000). Appendix I (p. 313) contains the reliability coefficients for the 

individual learning style factors.  

 

Third, the reliability for the perceived congruence scale was above average (α 

= .687), being lower than Saks and Ashforth (1997) reliability coefficient of 0.92.  

 

Fourth, the reliability for the self-efficacy scale was high (α = .845), which 

was slightly lower than that found by DeRue and Morgeson (2007) and Chen, Gully 

and Eden (2001) (.86 - .90 and .92, respectively).  

 

Finally, the reliability for the self-efficacy scale was high (α = .844). The 

reliability coefficient for the affective commitment scale was consistent with previous 
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studies, including, 0.87 and 0.89 (Holtom et al., 2002), 0.84 (Wasti, 2003), 0.83 

(McDonald & Makin, 2000), 0.82 (Abbott et al., 2005) and 0.79 (Iverson & Buttigieg, 

1999). 

 

4.10 Summary 

Various relationships were discovered between the demographic attributes, 

including: promotions and academic level; promotions and length of service; 

promotions and age; age and gender; and age and length of service.  The confirmatory 

principle components analysis on the model constructs, learning style, perceived 

congruence, self-efficacy and affective commitment confirmed the factor structure of 

the previously verified scales; and the reliability coefficients were satisfactory. 

Although a comprehensive factor structure was determined for current and preferred 

learning climate, the reliabilities for the scales was low.  

 

The next part of this chapter outlines the results relating to the five research 

questions.  Relationships were found for the three types of congruence and self-

efficacy and affective commitment, as well as between the various demographic 

attributes: congruence, self-efficacy and affective commitment. 
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4.11 Section 2: Research Questions 

The results relating to each of the research questions are discussed here. The 

correlation, hierarchical, multiple and simple linear regressions, analysis of variance 

and independent t-test results confirmed research questions one, two and four. 

Research questions three and five were partially confirmed. 

 

The correlation results confirmed research question one, that certain learning 

styles are related to different types of learning climates.  

 

The correlations, hierarchical linear regressions and interactions in multiple 

regression confirmed research question two, that the subjective congruence between 

learning styles and preferred learning climate was related to self-efficacy and affective 

commitment.  

 

The correlations, hierarchical linear regressions and interactions in multiple 

regression partially confirmed research question three, as some relationships were 

found between the subjective congruence of current and preferred learning climate 

and self-efficacy and affective commitment.  

 

The correlation and linear regression results confirmed research question four, 

that perceived congruence was significantly and positively related to self-efficacy and 

affective commitment.  

 

Lastly, the correlations, multiple and simple linear regressions, analysis of 

variance and independent t-test results only partially confirmed research question five, 

as only some of the demographic attributes were significantly related to congruence, 

self-efficacy and affective commitment. Appendix C (p. 301) contains a 

comprehensive list of all SPSS data analysis procedures that were performed in this 

study. 
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4.12  Research Question 1: Learning Styles and Learning Climate 

Research Question 1: To what extent do certain learning styles relate to 

different types of learning climates? The correlation results confirmed that certain 

learning styles (Theorist, Pragmatist, Reflector, and Activist) prefer different types of 

learning climates (Encouragement to Learn, Value of Ideas, Learning Resources, 

Support and Help Available). 

 

A significant positive relationship was found between Theorist and Values on 

Ideas (r = .132, p < .05). A significant positive relationship was found between 

Reflector and Value of Ideas (r = .160, p < .05). A significant positive relationship 

was found between Activist and Encouragement to Learn (r = .412, p < .05), Values 

on Ideas (r = .203, p < .05) and Support and Help Available (r = .284, p < .05). Thus, 

Theorist and Reflectors prefer an organisational learning climate that focuses on 

Value of Ideas, while Activists prefer an organisational learning climate that focuses 

on Encouragement to Learn, Value of Ideas and Support and Help Available. 

 

In contrast to the above, a significant negative relationship was found between 

Pragmatist and Encouragement to Learn (r = -.135, p < .05) and Support and Help 

Available (r = -.132, p < .05). Subsequently, Pragmatists least prefer an organisational 

learning climate that focuses on Encouragement to Learn and Support and Help 

Available.  Table 19 provides the correlations between learning style and preferred 

learning climate factors. 
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Table 19. Correlations between Learning Styles and Preferred Learning 

Climate 

Learning Style 

Factors  

Preferred Learning Climate Factors 

Encouragement 

to Learn 

Values on 

Ideas 

Learning 

Resources 

Support and 

Help 

Available 

r p r p r p r p 

Theorist -.058 .171  .132* .015 -.064 .146 -.068 .131 

Pragmatist -.135* .013 -.004 .471 -.044 .235 -.132* .015 

Reflector  .090 .071  .160* .004  .076 .107  .097 .055 

Activist  .412* .000  .203* .000 -0.25 .339  .284* .000 

* Indicates a significant relationship p < .05. 

 

A significant positive relationship was found between Theorist and the Values 

on Ideas factor: item 49 “I prefer an organisation where people are generally expected 

to conform to rules, regulations and policies” (r = .253, p < .05); and item 51 “I prefer 

an organisation where the discussion of problems and critical work issues are 

generally encouraged and valued” (r = .155, p < .05). 

 

A significant negative relationship was found between Pragmatist and the 

Encouragement to Learn factor: item 45 “I prefer an organisation where people are 

generally encouraged to take risks and experiment with new ways of doing things” (r 

= -.196, p < .05). Furthermore, a significant negative relationship was found between 

Pragmatist and the Support and Help Available factor: item 52 “I prefer an 

organisation where people are generally willing to offer their intellectual skills and 

knowledge to help other colleagues succeed” (r = -.147, p < .05). A significant 

positive relationship was found between Pragmatist and the Support and Help 

Available factor: item 54 “I prefer an organisation where people generally focus on 

their job, not on other peoples' feelings and emotions” (r = .368, p < .05). 

 

A significant positive relationship was found between Reflector and the 

Values on Ideas factor: item 49 “I prefer an organisation where people are generally 



 

187 

 

expected to conform to rules, regulations and policies” (r = .155, p < .05); and item 51 

“I prefer an organisation where the discussion of problems and critical work issues are 

generally encouraged and valued” (r = .201, p < .05). 

 

A significant positive relationship was found between Activist and the 

Encouragement to Learn factor: item 45 “I prefer an organisation where people are 

generally encouraged to take risks and experiment with new ways of doing things” (r 

= .413, p < .05); item 46 “I prefer an organisation where people generally have plenty 

of time to learn to do new tasks” (r = .158, p < .05); and item 47 “I prefer an 

organisation where people generally feel free to openly express their ideas and 

opinions, regardless of the topic or issue” (r = .359, p < .05). 

 

A significant positive relationship was found between Activist and the Values 

on Ideas factor: item 50 “I prefer an organisation where people generally work 

independently and have the freedom to plan and make decisions about their own 

work” (r = .186, p < .05); and item 51 “I prefer an organisation where the discussion 

of problems and critical work issues are generally encouraged and valued” (r = .134, p 

< .05). In addition, a significant negative relationship was found between Activist and 

the Values on Ideas factor: item 49 “I prefer an organisation where people are 

generally expected to conform to rules, regulations and policies” (r = -.235, p < .05).   

 

 Furthermore, a significant positive relationship was found between Activist 

and the Support and Help Available factor: item 52 “I prefer an organisation where 

people are generally willing to offer their intellectual skills and knowledge to help 

other colleagues succeed” (r = .125, p < .05); and item 53 “I prefer an organisation 

where there are generally regular social discussions and interaction amongst 

colleagues” (r = .279, p < .05). A significant negative relationship was found between 

Activist and the Support and Help Available factor: item 54 “I prefer an organisation 

where people generally focus on their job, not on other peoples' feelings and 

emotions” (r = -.196, p < .05).  Table 20 provides a summary of the significant 

relationships between learning style and preferred learning climate factors. 
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Table 20. Significant relationships between Learning Styles and Preferred 

Learning Climate 

Learning Style Preferred Learning Climate Correlation Direction 

Theorist Value of Ideas Positive 

Pragmatist Encouragement to Learn  Negative 

Pragmatist Support and Help Available Negative 

Reflector Values on Ideas Positive 

Activist Encouragement to Learn  Positive 

Activist Values on Ideas Positive 

Activist Support and Help Available Positive 

 

The next section discusses research question two, which relates to the 

relationships between learning styles, learning climate congruence and employee 

attitudes. 

 

4.13 Research Question 2: Learning Style, Learning Climate Congruence and

 Employee Attitudes 

Research Question 2: To what extent does the subjective congruence between 

learning styles and preferred learning climate relate to self-efficacy and affective 

commitment? The correlations, hierarchical linear regressions and analysis of 

variance results confirmed that the congruence between learning styles and preferred 

learning climate was related to self-efficacy and affective commitment. 

 

4.13.1 Learning Style and Self-efficacy 

All four learning styles (Theorist (r = .176, p < .05), Pragmatist (r = .162, p < 

.05), Reflector (r = .150, p < .05) and Activist (r = .160, p < .05)) were significantly 

positively related to self-efficacy. Hence, all four learning styles are likely to 

experience high levels of self-efficacy. 

 

More specifically, Theorist was significantly related to five of the seven self-

efficacy items, being positively related to items 63, 65, 66, 67, 69. Theorist was not 

significantly related to item 64 “When facing difficult tasks, I am certain that I will 
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accomplish them” (r = .092, p > .05), and item 70 “Even when things are tough, I can 

perform quite well” (r = .096, p > .05). 

 

Pragmatist was significantly related to five of the seven self-efficacy items, 

being positively related to items 64, 65, 66, 69, 70.  Pragmatist was not significantly 

related to item 63 “I will be able to achieve most of the goals that I have set for 

myself” (r = .053, p > .05), and item 67 “I will be able to successfully overcome many 

challenges” (r = .030, p > .05). 

 

Furthermore, Activist was also significantly related to five of the seven self-

efficacy items, being positively related to items 64, 65, 66, 67, 70. Activist was not 

significantly related to item 63 “I will be able to achieve most of the goals that I have 

set for myself” (r = .068, p > .05), and item 69 “Compared to other people, I can do 

most tasks very well” (r = .043, p > .05) 

 

However, Reflector was only significantly related to four of the seven self-

efficacy items, being positively related to items 66, 67, 69, 70. Reflector was not 

significantly related to item 63 “I will be able to achieve most of the goals that I have 

set for myself” (r = .047, p > .05), item 64 “When facing difficult tasks, I am certain 

that I will accomplish them” (r = .031, p > .05), and item 65 “In general, I think that I 

can obtain outcomes that are important to me” (r = .052, p > .05). Table 21 outlines 

the correlations between learning style and self-efficacy. 

 

Table 21. Correlations between Learning Style and Self-efficacy 

Learning Styles Self-efficacy 

r p 

Theorist .176* .002 

Pragmatist .162* .004 

Reflector .150* .007 

Activist .160* .004 

* Indicates a significant relationship p < .05 
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4.13.2 Learning Style and Affective Commitment 

Three of the four learning styles were significantly related to affective 

commitment. Theorists (r = .119, p < .05) and Reflectors (r = .142, p < .05) were 

significantly positively related to affective commitment. Activists were significantly 

negatively related to affective commitment (r = -.128, p < .05). Pragmatists were not 

significantly related to affective commitment (r = -.076, p > .05). Thus, Theorists and 

Reflectors were likely to experience high levels of affective commitment, while 

Activists are more likely to experience low levels of affective commitment. 

 

More specifically, Theorists were significantly related to four of the seven 

affective commitment items, being positively related to item 71 “I would be happy to 

spend the rest of my career with this organisation” (r = .144, p < .05), item 72 “I 

would recommend this organisation to others to work in” (r = .116, p < .05), item 73 

“I personally identify with the problems in this organisation” (r = .101, p < .05), and 

item 77 “This organisation has a great deal of personal meaning to me” (r = .143, p < 

.05). 

 

Reflectors were significantly related to three of the seven affective 

commitment items, being positively related to item 71 “I would be happy to spend the 

rest of my career with this organisation” (r = .187, p < .05), item 73 “I personally 

identify with the problems in this organisation” (r = .134, p < .05), and item 77 “This 

organisation has a great deal of personal meaning to me” (r = .180, p < .05). 

 

Activists were significantly related to three of the seven affective commitment 

items, being negatively related to item 71 “I would be happy to spend the rest of my 

career with this organisation” (r = -.141, p < .05), item 72 “I would recommend this 

organisation to others to work in” (r = -.144, p < .05), and item 74 “I think I could 

easily become attached to another organisation” (r = -.237, p < .05). Table 22 outlines 

the correlations between learning style and affective commitment. 
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Table 22. Correlations between Learning Style and Affective Commitment 

Learning Styles Affective Commitment 

r p 

Theorist  .119* .025 

Pragmatist -.076 .106 

Reflector  .142* .009 

Activist -.128* .017 

* Indicates a significant relationship p < .05 

 

4.13.3 Learning Style, Learning Climate Congruence and Self-efficacy 

The critical value of χ² (DF = 8) = 26.125 was used.  Case numbers 10, 66 and 

235 were deleted from the analysis, so that there was no Mahalanobis score in excess 

of the critical value. The hierarchical linear regressions indicated a significant 

relationship between learning styles, preferred learning climate and self-efficacy (F 

(8, 258) = 5.303, p < .05).  

 

First, with only the four learning styles included in the regression analysis (F 

(4, 262) = 5.848, p < .05), the multiple correlation coefficient was R = .286.  The 

relationship was significant, and 8.2% (R² = .082) of the variance in self-efficacy was 

explained by learning styles. More specifically, the learning style, Activist (b = .197, t 

= 3.160, p < .05) was largely responsible for the variance, as it was the only learning 

style to significantly and uniquely predict self-efficacy.   

 

Second, with the four learning styles and the four preferred learning climate 

factors included in the regression analysis (F (8, 258) = 5.303, p < .05), the multiple 

correlation coefficient was R = .376. Thus, while the relationship was significant, only 

14.1% (R² = .141) of the variance in self-efficacy was explained by learning styles 

and preferred learning climate.  Value of Ideas (b = .157, t = 2.369, p < .05) and 

Learning Resources (b = .167, t = 2.866, p < .05) were the only preferred learning 

climate factors to contribute significantly and uniquely to the prediction of self-

efficacy. Consequently, the inclusion of preferred learning climate resulted in a 

significant improvement in the predictions of self-efficacy (5.9%), over that provided 

by learning styles. Therefore, learning style and preferred learning climate was a 
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significant predictor of self-efficacy. Table 23 provides the hierarchical linear 

regressions between learning style, preferred learning climate and self-efficacy. 

 

Table 23. Hierarchical Linear Regressions between Learning Styles, 

Preferred Learning Climate and Self-efficacy 

Variable b t R R2 R ∆ F P 

Learning Styles   .286 .082 .082 5.848 .000 

Theorist  .140 1.909      

Pragmatist  .104 1.599 

Reflector  .085 1.294 

Activist  .197* 3.160 

Preferred Learning Climate .376 .141 .059 4.450 .002 

Encouragement to Learn -.011 -.148      

Value of Ideas  .157* 2.369 

Learning Resources  .167* 2.866 

Support and Help 

Available 

 .069 1.039 

* Indicates a significant relationship p < .05 

 

Separate multiple regressions were used to determine how the interaction 

between the learning style and preferred organisational learning climate factors 

influence self-efficacy. Significant interactions were found between the Activist and 

the Learning Resources on self-efficacy. 

 

For the interaction between the Activist and the Learning Resources (F (3, 

266) = 8.375, p < .05), the multiple correlation coefficient was R = .295.  The 

relationship was significant, and 8.7% (R² = .087) of the variance in self-efficacy was 

explained by the interaction between the learning style factor, the Activist, and the 

preferred learning climate factor, the Learning Resources (b = -.378, t = -3.459, p < 

.05). Appendix N (p. 323) contains all the regression interactions between learning 

style, learning climate, self-efficacy and affective commitment. Table 24 outlines the 

interaction effects between Activist and Learning Resources on Self-efficacy. 
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Table 24. Interaction effects between Activist and Learning Resources on 

Self-efficacy 

Variable b t R R2 F p 

Activist and Learning Resources   .295 .087 8.375 .000 

Activist  .200*  2.599     

Learning Resources  .263*  3.283 

Activist & Learning Resources -.378* -3.459 

* Indicates a significant relationship p < .05 

 

4.13.4 Learning Style, Learning Climate Congruence and Affective Commitment 

The critical value of χ² (DF = 8) = 26.125 was used.  Case numbers 10, 66 and 

235 were deleted from the analysis, so that there was no Mahalanobis score in excess 

of the critical value. The hierarchical linear regressions indicated a significant 

relationship between learning styles, preferred learning climate and affective 

commitment (p < .05).   

 

First, with only the four learning styles included in the regression analysis (F 

(4, 263) = 3.301, p < .05), the multiple correlation coefficient was R = .219.  The 

relationship was significant at, and 4.8% (R² = .048) of the variance in affective 

commitment was explained by learning styles. The learning style, Pragmatist (b = -

.136, t = -2.060, p < .05) was significantly responsible for and explained the majority 

of the variance, and was the only learning style to significantly and uniquely predict 

affective commitment.   

 

Second, with the four learning styles and the four preferred learning climate 

factors included in the regression analysis (F (8, 259) = 4.726, p < .05), the multiple 

correlation coefficient was R = .357. Thus, while the relationship was significant, only 

12.7% (R² = .127) of the variance in affective commitment was explained by the 

learning styles and preferred learning climate.  Encouragement to Learn (b = -.157, t = 

-2.146, p < .05) and Learning Resources (b = .234, t = 3.976, p < .05) were the only 

preferred learning climate factors to contribute significantly and uniquely to the 

prediction of affective commitment. 
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Consequently, the inclusion of preferred learning climate resulted in a 

significant improvement in the predictions for affective commitment (8%) over that 

provided by learning styles. Therefore, learning style and preferred learning climate 

was a significant predictor of affective commitment. Table 25 provides the 

hierarchical linear regressions between learning style, preferred learning climate and 

affective commitment. 

 

Table 25. Hierarchical Linear Regressions between Learning Styles and 

Preferred Learning Climate and Affective Commitment 

Variable b t R R2 R ∆ F P 

Learning Styles   .219 .048 .048 3.301 .012 

Theorist  .103  1.377      

Pragmatist -.136* -2.060 

Reflector  .110  1.649 

Activist -.077 -1.219 

Preferred Learning Climate .357 .127 .080 5.906 .000 

Encouragement to Learn -.157* -2.146      

Value of Ideas -.034 -.517 

Learning Resources  .234*  3.976 

Support and Help 

Available 

 .042   .632 

* Indicates a significant relationship p < .05 

 

Separate multiple regressions were used to determine how the interaction 

between the learning style and preferred organisational learning climate factors 

influenced affective commitment. Significant interactions were found between 

Theorist and Encouragement to Learn on affective commitment. 

 

For the interaction between Theorist and Encouragement to Learn (F (3, 267) 

= 4.755, p < .05), the multiple correlation coefficient was R = .226.  The relationship 

was significant, and 5.1% (R² = .051) of the variance in affective commitment was 

explained by the interaction between the learning style factor, Theorist, and the 
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preferred learning climate factor, Encouragement to Learn (b = -.209, t = -2.189, p < 

.05). Appendix N (p. 323) contains all the regression interactions between learning 

style, learning climate, self-efficacy and affective commitment. Table 26 outlines the 

interaction effects between Theorist and Encouragement to Learn on Affective 

Commitment. 

 

Table 26. Interaction effects between Theorist and Encouragement to Learn 

on Affective Commitment 

Variable b t R R2 F p 

Theorist and Encouragement to 

Learn 

  .226 .051 4.755 .003 

Theorist  .166*  2.361     

Encouragement to Learn -.187* -2.384 

Theorist & Encouragement to 

Learn 

-.209* -2.189 

* Indicates a significant relationship p < .05 

 

The next section discusses research question three, which relates to the 

relationships between learning climate congruence and employee attitudes. 

 

4.14 Research Question 3: Learning Climate Congruence and Employee 

Attitudes 

Research Question 3: To what extent does the subjective congruence between 

current and preferred learning climate relate to self-efficacy and affective 

commitment? The correlations, hierarchical linear regressions and analysis of 

variance found that the congruence between current and preferred learning climate 

was partially related to self-efficacy and affective commitment. 

 

4.14.1 Current and Preferred Learning Climate  

Significant relationships were found between two of the four current and 

preferred learning climate factors. A significant negative relationship was found 

between the current learning climate and preferred learning climate factors, 
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Encouragement to Learn (r = -.201, p < .05) and Learning Resources (r = -.227, p < 

.05), indicating incongruence. No significant relationships were found between Value 

of Ideas (r = .062, p > .05) and Support and Help Available (r = .041, p > .05). 

Appendix L (p. 319) contains the means and correlations for all the current and 

preferred learning climate items. Table 27 outlines the mean differences and 

correlations between current and preferred learning climate. 

 

Table 27. Current and Preferred Learning Climate – Mean Differences and 

Paired Samples Correlations 

 

 

 

 

 

 

 

 

 

Current 

Learning 

Climate  

M Preferred 

Learning 

Climate 

M Diff 

Score 

D2 r p 

Factor 1: 

Encouragement 

to Learn 

2.64 Factor 1: 

Encouragement 

to Learn 

3.70 -1.06 1.12 -.201* .001 

Factor 2: Value 

of Ideas 

3.59 Factor 2: Value 

of Ideas 

3.86   -.27  .07 .062 .309 

Factor 3: 

Learning 

Resources 

3.77 Factor 3: 

Learning 

Resources 

3.00   .77 -.59 -.227* .000 

Factor 4: Support 

and Help 

Available 

3.22 Factor 4: Support 

and Help 

Available 

3.87  -.65  .42 .041 .501 
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Table 28 provides the significant relationships between current and preferred 

learning climate. 

 

Table 28. Significant relationships between Current and Preferred  

Learning Climate 

Current Learning 

Climate 

Preferred Learning 

Climate 

Correlation Direction 

Encouragement to Learn Encouragement to Learn Negative 

Learning Resources Learning Resources Negative 

 

4.14.2 Current Learning Climate and Self-efficacy 

One of the four current learning climate factors was significantly positively 

related to self-efficacy. Value of Ideas was significantly positively related to self-

efficacy (r = .211, p < .05); Encouragement to Learn (r = -.096, p > .05); Learning 

Resources (r = -.053, p > .05); and Support and Help Available (r = .070, p > .05) was 

not significantly related to self-efficacy. 

 

More specifically, Value of Ideas was significantly related to six of the seven 

self-efficacy items (p < .05). Value of Ideas was not related to item 69 “Compared to 

other people, I can do most tasks very well” (r = -.048, p > .05).  Table 29 below 

outlines the correlations between current learning climate and self-efficacy. 

 

Table 29. Correlations between Current Learning Climate and Self-efficacy 

Current Learning Climate Self-efficacy 

r p 

Encouragement to Learn -.096 .059 

Value of Ideas  .211* .000 

Learning Resources -.053 .192 

Support and Help Available  .070 .126 

* Indicates a significant relationship p < .05 
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4.14.3 Preferred Learning Climate and Self-efficacy 

All four preferred learning climate factors (Encouragement to Learn (r = .149, 

p < .05), Value of Ideas (r = .273, p < .05), Learning Resources (r = .136, p < .05) and 

Support and Help Available (r = .155, p < .05)) were significantly positively related to 

self-efficacy. 

 

Value of Ideas was significantly related to all seven of the self-efficacy items 

(p < .05). Encouragement to Learn and Support and Help Available were significantly 

related to four of the seven of the self-efficacy items, and Learning Resources were 

only significantly related to three of the seven of the self-efficacy items. 

 

More specifically, Item 63 “I will be able to achieve most of the goals that I 

have set for myself” was significantly positively related to Value of Ideas (r = .147, p 

< .05) and Learning Resources (r = .155, p < .05). Item 64 “When facing difficult 

tasks, I am certain that I will accomplish them” was significantly positively related to 

Encouragement to Learn (r = .138, p < .05), Learning Resources (r = .191, p < .05) 

and Support and Help Available (r = .117, p < .05). Item 65 “In general, I think that I 

can obtain outcomes that are important to me” was significantly positively related to 

Encouragement to Learn (r = .119, p < .05) and Value of Ideas (r = .192, p < .05). 

Item 66 “I believe I can succeed at any endeavour to which I set my mind” was 

significantly positively related to Value of Ideas (r = .163, p < .05) and Learning 

Resources (r = .141, p < .05). Item 67 “I will be able to successfully overcome many 

challenges” was significantly positively related to all four preferred learning climate 

factors (p < .05). Item 69 “Compared to other people, I can do most tasks very well” 

was significantly positively related to Value of Ideas (r = .223, p < .05) and Support 

and Help Available (r = .142, p < .05). Item 70 “Even when things are tough, I can 

perform quite well” was significantly positively related to Encouragement to Learn (r 

= .109, p < .05) and Value of Ideas (r = .246, p < .05). Table 30 outlines the 

correlations between preferred learning climate and self-efficacy. 
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Table 30. Correlations between Preferred Learning Climate and  

Self-efficacy 

Preferred Learning Climate Self-efficacy 

r p 

Encouragement to Learn .149* .007 

Value of Ideas .273 * .000 

Learning Resources .136* .013 

Support and Help Available .155* .005 

* Indicates a significant relationship p < .05 

 

4.14.4 Learning Climate Congruence and Self-efficacy 

The critical value of χ² (DF = 8) = 26.125 was used. Case numbers 10, 66 and 

235 were deleted from the analysis, so that there was no Mahalanobis score in excess 

of the critical value. The hierarchical linear regression indicated a significant 

relationship current and preferred learning climate and self-efficacy (p < .05).   

 

First, with only the four current learning climate factors included in the 

regression analysis (F (4, 261) = 3.704, p < .05), the multiple correlation coefficient 

was R = .232.  The relationship was significant, and 5.4% (R² = .054) of the variance 

in self-efficacy was explained by current learning climate. The current learning 

climate factor, Value of Ideas (b = .218, t = 2.901, p < .05), was largely responsible 

for the explained variance and was the only current learning climate factor to 

significantly and uniquely predict self-efficacy.   

 

Second, with the four current learning climate factors and the four preferred 

learning climate factors included in the regression analysis (F (8, 257) = 4.301, p < 

.05), the multiple correlation coefficient was R = .344. Thus, while the relationship 

was significant, only 11.8% (R² = .118) of the variance in self-efficacy was explained 

by the current and preferred learning climate.  The preferred learning climate factor 

Value of Ideas (b = .192, t = 2.850, p < .05) was the only preferred learning climate 

factor to significantly and uniquely contribute to the prediction of self-efficacy. 

Consequently, the inclusion of preferred learning climate resulted in an improvement 

in the predictions for self-efficacy (6.4%), over that provided by the current learning 
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climate. Therefore, current and preferred learning climate was a significant predictor 

of self-efficacy. Appendix M (p. 321) contains the hierarchical regression analysis for 

current and preferred learning climate and self-efficacy. Table 31 outlines the 

hierarchical linear regressions between current and preferred learning climate and 

self-efficacy. 

 

Table 31. Hierarchical Linear Regressions between Current and Preferred 

Learning Climate and Self-efficacy 

Variable b  t R R2 R ∆ F p 

Current Learning Climate .232 .054 .054 3.704 .006 

Encouragement to Learn  .006   .073      

Value of Ideas  .218* 2.901      

Learning Resources -.036 -.568      

Support and Help 

Available 

 .003  .037      

Preferred Learning Climate .344 .118 .064 4.688 .001 

Encouragement to Learn .052   .735      

Value of Ideas .192* 2.850      

Learning Resources .098 1.598      

Support and Help 

Available 

.053   .789      

* Indicates a significant relationship p < .05 

 

Separate multiple regressions were used to determine how the interaction 

between the current and preferred organisational learning climate factors influence 

self-efficacy. However, no significant interactions were found between current and 

preferred organisational learning climate and self-efficacy. Appendix O (p. 325) 

contains all regression interactions between current and preferred learning climate, 

self-efficacy and affective commitment.  
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4.14.5 Current Learning Climate and Affective Commitment 

Three of the four current learning climate factors were significantly positively 

related to affective commitment.  Encouragement to Learn was significantly 

positively related to affective commitment (r = .558, p < .05). Value of Ideas was 

significantly positively related to affective commitment (r = .447, p < .05). Support 

and Help Available was significantly positively related to affective commitment (r = 

.395, p < .05). Learning Resources was not significantly related to affective 

commitment (r = -.099, p > .05). 

 

The three current learning climate factors (Encouragement to Learn, Value of 

Ideas and Support and Help Available) were all significantly related to all seven of the 

affective commitment items (p < .05). Table 32 outlines the correlations between 

current learning climate and affective commitment. 

 

Table 32. Correlations between Current Learning Climate and Affective 

Commitment 

Current Learning Climate Affective Commitment 

r p 

Encouragement to Learn  .558* .000 

Value of Ideas  .447* .000 

Learning Resources -.099 .051 

Support and Help Available  .395* .000 

* Indicates a significant relationship p < .05 

 

4.14.6 Preferred Learning Climate and Affective Commitment 

Two of the four preferred learning climate factors were significantly positively 

related to affective commitment.  Encouragement to Learn was significantly 

negatively related to affective commitment (r = -.156, p < .05) and Learning 

Resources was significantly positively related to self-efficacy (r = .252, p < .05). 

However, Value of Ideas (r = -.068, p > .05) and Support and Help Available (r = -

.032, p > .05) were not significantly related to affective commitment.  
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Encouragement to Learn and Learning Resources were significantly related to 

six of the seven affective commitment items (p < .05). Encouragement to Learning 

was not significantly related to item 73 “I personally identify with the problems in this 

organisation” (r = -.006, p > .05). Learning Resources was not significantly related to 

item 74 “I think I could easily become attached to another organisation” (r = -.049, p 

> .05). Table 33 provides the correlations between preferred learning climate and 

affective commitment. 

 

Table 33. Correlations between Preferred Learning Climate and Affective 

Commitment 

Preferred Learning Climate Affective Commitment 

r p 

Encouragement to Learn -.156 * .005 

Value of Ideas -.068 .132 

Learning Resources  .252* .000 

Support and Help Available -.032 .301 

* Indicates a significant relationship p < .05 

 

4.14.7 Learning Climate Congruence and Affective Commitment 

The critical value of χ² (DF = 8) = 26.125 was used. Case numbers 10, 66 and 

235 were deleted from the analysis, so that there was no Mahalanobis score in excess 

of the critical value. The hierarchical linear regression indicated a significant 

relationship current and preferred learning climate and affective commitment (p < 

.05).   

 

First, with only the four current learning climate factors included in the 

regression analysis (F (4, 262) = 36.486, p < .05), the multiple correlation coefficient 

was R = .598.  The relationship was significant, and 35.8% (R² = .358) of the variance 

in affective commitment was explained by the current learning climate. Both the 

current learning climate factors (Encouragement to Learn (b = .454, t = 6.663, p < .05) 

and Value of Ideas (b = .145, t = 2.345, p < .05)) were largely responsible for the 

explained variance, and significantly and uniquely contributed to the prediction of 

affective commitment.   
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Second, with the four current learning climate factors and the four preferred 

learning climate factors included in the regression analysis (F (8, 258) = 19.884, p < 

.05), the multiple correlation coefficient was R = .618. Thus, the relationship was 

significant, 38.1% (R² = .381) of the variance in affective commitment was explained 

by current and preferred learning climate.  The preferred learning climate factors, 

Learning Resources (b = .140, t = 2.725, p < .05), was the only factor to significantly 

and uniquely predict affective commitment.   

 

Subsequently, the inclusion of preferred learning climate resulted in an 

improvement in the predictions for affective commitment (2.4%), over that provided 

by current learning climate. Therefore, current and preferred learning climate was a 

significant predictor of affective commitment. Appendix M (p. 321) contains the 

hierarchical regression analysis for current and preferred learning climate and 

affective commitment. Table 34 outlines the hierarchical linear regressions between 

current and preferred learning climate and affective commitment. 

 

Table 34. Hierarchical Linear Regressions between Current and Preferred 

Learning Climate and Affective Commitment 

Variable b  t R R2 R ∆ F p 

Current Learning Climate .598 .358 .358 36.486 .000 

Encouragement to Learn  .454*  6.663       

Value of Ideas  .145*  2.345       

Learning Resources  .090  1.745       

Support and Help 

Available 

 .107  1.808       

Preferred Learning Climate  .618 .381 .024 2.465 .046 

Encouragement to Learn -.064 -1.085      

Value of Ideas -.044   -.771      

Learning Resources  .140*  2.725      

Support and Help 

Available 

 .043   .760      

* Indicates a significant relationship p < .05 
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Separate multiple regressions were used to determine how the interaction 

between the current and preferred organisational learning climate factors influence 

affective commitment. Significant interactions were found between the current and 

preferred learning climate factor, Encouragement to Learn, on affective commitment. 

 

For the interaction between the current and preferred learning climate factor, 

Encouragement to Learn (F (3, 266) = 45.895, p < .05), the multiple correlation 

coefficient was R = .586.  The relationship was significant, and 34.4% (R² = .344) of 

the variance in affective commitment was explained by the interaction between the 

current and preferred learning climate factor, Encouragement to Learn (b = .214, t = 

2.591, p < .05). Appendix O (p. 325) contains all regression interactions between 

current and preferred learning climate, self-efficacy and affective commitment. Table 

35 outlines the interaction effects between the current and preferred learning climate 

factor Encouragement to Learn on Affective Commitment. 

 

Table 35. Interaction Effects Between the Current and Preferred Learning 

Climate Factor Encouragement to Learn on Affective 

Commitment 

Variable b t R R2 F p 

Current and Preferred 

Encouragement to Learn 

   

.586 

 

.344 

 

45.895 

 

.003 

Current 

Encouragement to Learn 

 .588* 9.879     

Preferred 

Encouragement to Learn 

-.048  -.727 

Current & Preferred 

Encouragement to Learn 

 .214* 2.591 

* Indicates a significant relationship p < .05 

 

The next section discusses research question four, which relates to the 

relationships between perceived individual-organisation congruence and employee 

attitudes. 
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4.15 Research Question 4: Perceived Congruence and Employee Attitudes 

Research Question 4: To what extent does perceived congruence relate to self-

efficacy and affective commitment? The correlation and linear regression results 

confirmed that perceived congruence was significantly and positively related to self-

efficacy and affective commitment. 

 

The average score for the level of perceived congruence perceived by 

university academics was 3.1 (Neutral) on a 5-point Likert scale. Appendix D (p. 303) 

contains the means and standard deviations for the perceived congruence scale items. 

A significant positive relationship was found between perceived individual-

organisation congruence and affective commitment (r = .590, p < .05). Although, a 

significant positive relationship was also found between perceived individual-

organisation congruence and self-efficacy (r = .158, p < .05), a stronger relationship 

existed between individual-organisation congruence and affective commitment (r = 

.590). As a consequence, although self-efficacy and affective commitment both 

increase as individual-organisation congruence increases, affective commitment 

increases much more than self-efficacy. Table 36 outlines the correlations between 

perceived congruence, self-efficacy and affective commitment. 

 

Table 36.  Correlations between Perceived Congruence, Self-efficacy and 

Affective commitment 

Employee Attitudes Perceived Congruence 

r p 

Self-efficacy .158* .005 

Affective Commitment .590* .000 

* Indicates a significant relationship p < .05 

 

A significant positive relationship was found between perceived individual-

organisation congruence and three of the seven self-efficacy items 63 (“I will be able 

to achieve most of the goals that I have set for myself” (r = .291, p < .05), item 65 “In 

general, I think that I can obtain outcomes that are important to me” (r = .232, p < 

.05), and item 66 “I believe I can succeed at any endeavour to which I set my mind” (r 

= .117, p < .05). In addition, a significant positive relationship was found between 
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perceived individual-organisation congruence and all seven of the affective 

commitment items (p < .05). 

 

4.15.1 Perceived Congruence and Self-efficacy 

The critical value of χ² (DF = 1) = 10.828 was used.  No case was identified 

with a Mahalanobis score in excess of this value and so no multivariate outliers were 

identified (maximum MD value = 5.081). The linear regression indicated a significant 

relationship between individual-organisation congruence and self-efficacy (F (1, 268) 

= 6.872, p < .05). The relationship between individual-organisation congruence and 

self-efficacy was low with a multiple correlation coefficient of R = .158. Thus, while 

the relationship was significant, only 2.5% (R² = .025) of the variance in self-efficacy 

was explained by individual-organisation congruence. In addition, individual-

organisation congruence significantly and uniquely contributed to the prediction of 

self-efficacy (b = .158, t = 2.621, p < .05). Table 37 shows the significant linear 

regression between perceived individual-organisation congruence and self-efficacy. 

 

Table 37. Linear Regression between Perceived Congruence and  

Self-efficacy  

 R R2  F p  b t p 

Perceived 

Congruence and   

Self-efficacy  

.158 .25 6.872 .009 Perceived 

Congruence 

.158* 2.621 .009 

* Indicates a significant relationship p < .05 

 

4.15.2 Perceived Congruence and Affective Commitment 

The critical value of χ² (DF = 1) = 10.828 was used.  No case was identified 

with a Mahalanobis score in excess of this value and so no multivariate outliers were 

identified (maximum MD value = 5.083). The linear regression indicated a significant 

relationship between individual-organisation congruence and affective commitment (F 

(1, 269) = 143.950, p < .05).   

 

Conversely, the relationship between individual-organisation congruence and 

affective commitment was stronger with a multiple correlation coefficient of R = .590.  
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Furthermore, 34.9% (R² = .349) of the variance in affective commitment was 

explained by individual-organisation congruence, while individual-organisation 

congruence significantly and uniquely contributed to the prediction of affective 

commitment (b = .590, t = 11.998, p < .05). Table 38 outlines the significant linear 

regressions between perceived individual-organisation congruence and affective 

commitment. 

 

Table 38. Linear Regression between Perceived Congruence and Affective 

Commitment  

 R R2 F p  b t p 

Perceived 

Congruence 

and Affective 

Commitment 

.590* .349 143.950 .000 Perceived 

Congruence 

.590* 11.998 .000 

* Indicates a significant relationship p < .05 

 

The next section discusses research question five, which relates to the 

relationships between demographic attributes, individual-organisation congruence and 

employee attitudes. 

 

4.16 Research Question 5: Demographic Attributes, Congruence and

 Employee Attitudes 

Research Question 5: To what extent do demographic attributes relate to 

perceived and subjective congruence, self-efficacy and affective commitment? The 

correlations, linear regressions and analysis of variance results found that certain 

demographic attributes were significantly related to perceived and subjective 

congruence, self-efficacy and affective commitment 

 

Significant relationships were found between: Age and Theorist and learning 

climate congruence, current and preferred Value of Ideas; Gender and Pragmatist; 

Academic Level and perceived congruence and learning climate congruence, current 

and preferred Value of Ideas; Type of Employment and learning climate congruence, 
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current and preferred Value of Ideas and Support and Help Available; Discipline and 

learning style, learning climate congruence, Activist and Learning Resources; Length 

of Service and perceived congruence and affective commitment; Intent to Stay with 

the University and learning style, learning climate congruence, Activist and 

Encouragement to Learn, Pragmatist and Encouragement to Learn, Theorist and 

Encouragement to Learn, Reflector and Encouragement to Learn, Reflector and Value 

of Ideas; Promotion and Reflector and Affective Commitment and Pragmatist and 

Encouragement to Learn. Table 39 outlines the relationships between demographic 

attributes and the independent and dependent constructs. 

 

Table 39.  Relationships between Demographic Attributes and the 

Independent and Dependent Constructs 

Demographic Attributes Independent and Dependent Constructs 

Age Learning Style (Theorist) 

Current & Preferred Learning Climate Value of Ideas 

Gender Learning Style (Pragmatist) 

Academic Level Perceived Congruence 

Current & Preferred Value of Ideas 

Type of Employment Current & Preferred Value of Ideas 

Current & Preferred S upport and Help Available 

Discipline Activist & Learning Resources 

Length of Service Perceived Congruence 

Affective Commitment 

Intent to Stay with the 

University 

Activist & Encouragement to Learn 

Pragmatist & Encouragement to Learn  

Theorist & Encouragement to Learn 

Reflector & Encouragement to Learn 

Reflector & Value of Ideas 

Have you been promoted Learning Style (Reflector) 

Affective Commitment 

Pragmatist & Encouragement to Learn 
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4.16.1 Learning Style and Demographics 

Significant negative relationships were found between certain learning styles 

and demographic attributes.  More specifically, Theorist was negatively related to Age 

(r = -.213, p < .05). Pragmatist was negatively related to Gender (r = -.177, p < .05).  

Reflector was negatively related to Promotion (r = -.122, p < .05).   

 

A one-way analysis of variance found that there were significant differences 

between Age (26 – 35 years, 36 – 45 years, 46 – 55 years, 56 – 65 years, 66 plus) and 

the learning style, Theorist (F (4, 271) = 3.471, p < .05). Levene‟s test was not 

significant (F (4, 267) = 1.424, p > .05), thus, the homogeneity of variance assumption 

was not violated. Significant differences were found between 36 – 45 years and 56 – 

65, in relation to the Theorist learning style (p < .05).  

 

However, an independent T-Test found that there were no differences between 

Gender (Male and Female) and the learning style, Pragmatist (F (271) = .649, p > 

.05). Furthermore, a one-way analysis of variance found that there were no differences 

between Promotion (Yes, No, N/A) and the learning style, Reflector (F (2, 270) = 

2.352, p > .05). Levene‟s test was not significant (F (2, 268) = 1.051, p > .05), thus, 

the homogeneity of variance assumption was not violated. Table 40 outlines the 

correlations and analysis of variance (ANOVA) between learning styles and 

demographic attributes. 

 

Table 40. Correlations and Analysis of Variance between Learning Styles 

and Demographic Attributes  

Learning Style Demographic Correlation ANOVA 

Attributes r p F P 

Theorist Age -.213* .000 3.471* .009 

Pragmatist Gender -.177* .003  .649 .421 

Reflector Promotion -.122* .045 1.051 .351 

* Indicates a significant relationship p < .05 
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4.16.2 Learning Style, Learning Climate Congruence and Demographics 

Significant relationships were found between the learning style and learning 

climate interaction variables and demographic attributes. The interaction variable of 

Activist and Encouragement to Learn was significantly negatively related to Intent to 

Stay with the University (r = -.170, p < .05). The interaction variable of Activist and 

Learning Resources was significantly negatively related to Academic Level (r = -.128, 

p < .05).    The interaction variable of Pragmatist and Encouragement to Learn was 

significantly positively related to Intent to Stay with the University (r = .141, p < .05) 

and negatively related to Promotion (r = -.122, p < .05). The interaction variable of 

Theorist and Encouragement to Learn was significantly positively related to Intent to 

Stay with the University (r = .122, p < .05). The interaction variable of Reflector and 

Encouragement to Learn was significantly positively related to Intent to Stay with the 

University (r = .173, p < .05). The interaction variable of Reflector and Value of Ideas 

was significantly positively related to Intent to Stay with the University (r = .125, p < 

.05). Table 41 outlines the significant correlations between the learning style and 

learning climate interaction variables and demographic attributes.  

 

Table 41. Correlations between Learning Style, Learning Climate 

Interactions and Demographic Attributes 

Learning Style & 

Learning Climate 

Demographic 

Attributes 

Correlation 

   r  p 

Activist & Encouragement to Learn Intent to Stay with GU -.170* .005 

Activist & Learning Resources Academic Discipline -.128 .043 

Pragmatist & Encouragement to Learn Intent to Stay with GU  .141* .021 

Pragmatist & Encouragement to Learn Promotion -.122* .048 

Theorist & Encouragement to Learn Intent to Stay with GU  .122* .045 

Reflector & Encouragement to Learn Intent to Stay with GU  .173* .005 

Reflector & Value of Ideas Intent to Stay with GU  .125* .041 

* Indicates a significant relationship p < .05 
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4.16.3 Learning Climate Congruence and Demographics 

Significant relationships were found between the current and preferred 

learning climate interaction variables and demographic attributes. The interaction 

variable of current and preferred learning climate, Value of Ideas was significantly 

positively related to Academic Level (r = .142, p < .05), Type of Employment (r = 

.147, p < .05) and Age (r = .121, p < .05).  The interaction variable of current and 

preferred learning climate, Support and Help Available was significantly positively 

related to Type of employment (r = .165, p < .05). Table 42 outlines the significant 

correlations between the current and preferred learning climate interaction variables 

and demographic attributes.  

 

Table 42. Correlations between Current and Preferred Learning Climate 

Interactions and Demographic Attributes 

Current & Preferred 

Learning Climate 

Demographic 

Attributes 

Correlation 

r p 

Current & Preferred Value of Ideas Academic Level .142* .020 

Current & Preferred Value of Ideas Type of Employment .147* .016 

Current & Preferred Value of Ideas Age .121* .048 

Current & Preferred Support and Help 

Available 

Type of Employment .165* .007 

* Indicates a significant relationship p < .05 

 

4.16.4 Perceived Congruence and Demographics 

A significant positive relationship was found between preferred individual-

organisation congruence and the demographic construct, academic level (r = .123, p < 

.05). The demographic construct, academic level, was significantly positively related 

to two of the five perceived individual-organisation congruence items, including item 

57 “The learning values of this organisation are similar to my own learning values” (r 

= .124, p < .05), and item 59 “This organisation satisfies my learning needs” (r = .128, 

p < .05). 

 

However, a one-way analysis of variance found that there were no significant 

differences amongst the various academic levels (Associate Lecturer, Lecturer, Senior 
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Lecturer, Associate Professor, Professor) and their perceptions of individual-

organisation congruence (F (5, 260) = 1.239, p > .05). Levene‟s test was not 

significant (F (5, 260) = .789, p > .05), thus, the homogeneity of variance assumption 

was not violated. 

 

A significant negative relationship was found between preferred individual-

organisation congruence and the demographic construct, length of service (r = -.162, p 

< .05). More specifically, the demographic construct, length of service, was 

significantly negatively related to four of the five perceived individual-organisation 

congruence items, including item 57 “The learning values of this organisation are 

similar to my own learning values” (r = -.174, p < .05), item 58 “The way I prefer to 

learn matches the way this organisation facilitates my learning” (r = -.154, p < .05), 

item 59 “This organisation satisfies my learning needs” (r = -.129, p < .05) and item 

60 “This organisation matches expectations for learning” (r = -.150, p < .05). 

 

A one-way analysis of variance found that there were significant differences 

between the various length of service categories (less than 1 year, 1 - 3 years, 4 - 6 

years, more than 6 years) and the perceptions of individual-organisation congruence 

(F (3, 264) = 3.476, p < .05). Levene‟s test was not significant (F (3, 264) = .600, p > 

.05), thus, the homogeneity of variance assumption was not violated. Significant 

differences were found between less than 1 year and more than 6 years, in relation to 

perceived individual-organisation congruence (p < .05). Table 43 outlines the 

correlations and analysis of variance (ANOVA) between perceived congruence and 

demographic attributes. 

 

Table 43. Correlations and Analysis of Variance between Perceived 

Congruence and Demographic Attributes  

Demographic Attributes Correlation ANOVA 

r p F p 

Length of Service -.162* .008 3.476* .017 

Academic Level  .123* .043 1.239 .291 

* Indicates a significant relationship p < .05 

 



 

213 

 

4.16.5 Self-efficacy and Demographics 

The average score for the level of self-efficacy of university academics was 

high (4.0 on a 5-point Likert scale). Appendix D (p. 303) contains the means and 

standard deviations for the self-efficacy scale items.  The multiple linear regression 

found no significant relationships between any of the demographic attributes and self-

efficacy (F (8, 233) = 1.178, p > .05).   

 

4.16.6 Affective Commitment and Demographics 

The average score for the level of affective commitment of university 

academics was moderate (3.1 (Neutral) on a 5-point Likert scale). Appendix D (p. 

303) contains the means and standard deviations for the affective commitment scale 

items. The multiple linear regression indicated a significant relationship between the 

demographic attributes and affective commitment (F (8, 234) = 2.245, p < .05).  The 

relationship between the demographic attributes and affective commitment was weak, 

as only 7.1% (R² = .071) of the variance was explained. More specifically, Length of 

Service (b = -.256, t = -3.09, p < .05) and Promotion (b = -.345, t = -2.906, p < .05) 

significantly and uniquely contributed to the prediction of affective commitment. 

Table 44 outlines the significant linear regressions between affective commitment and 

the demographic attributes. 

 

Table 44. Linear Regression between Affective Commitment and 

Demographic Attributes  

Variable b  t R R2 F p 

Demographic Attributes   .267 .071 2.245 .025 

Length of Service -.256* -3.093     

Promotion  .345*  2.906     

Discipline  .004    .164     

Academic Level  .063  1.282     

Type of Employment  .020    .319     

Intent to Stay with GU -.082   -.955     

Gender  .144  1.215     

Age  .104  1.588      

* Indicates a significant relationship p < .05 
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 However, a one-way analysis of variance found no significant differences 

between length of service (less than 1 year, 1 - 3 years, 4 - 6 years, more than 6 years) 

(F (3, 265) = 1.477, p > .05) and promotion (Yes, No, N/A) (F (2, 264) = 1.254, p > 

.05) and affective commitment. 

 

4.17 Summary 

Research question one (RQ1) confirmed that certain learning styles relate to 

certain learning climates.  Theorists, Reflectors and Activists all preferred a learning 

climate with Value of Ideas; Pragmatists and Activists preferred a learning climate 

with Encouragement to Learn; and Pragmatists and Activists preferred a learning 

climate with Support and Help Available.  

 

Research question two (RQ2) confirmed that subjective congruence between 

learning style and learning climate was related to self-efficacy and affective 

commitment.  More specifically, the interaction between Activists and Learning 

Resources was related to self-efficacy.  The interaction between Theorists and 

Encouragement to Learn was related to affective commitment.  

 

Research question three (RQ3) was partially confirmed. The subjective 

congruence between current and preferred learning climate was related to affective 

commitment. More specifically, significant interactions were found between the 

current and preferred learning climate factor, Encouragement to Learn and affective 

commitment.   Although, the hierarchical linear regression found that current and 

preferred learning climate was related to self-efficacy, no significant interactions were 

found between the current and preferred learning climate factors and self-efficacy.  

 

Research question four (RQ4) confirmed that perceived congruence was 

significantly and positively related to self-efficacy and affective commitment.  

 

Research question five (RQ5) was partially confirmed.  Relationships were 

found between; Learning style and Age, and Gender and Promotion. Perceived 

congruence and Length of Service and Academic Level; Subjective learning climate 

congruence and Age, Type of Employment, Academic Level; Subjective learning 
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style, learning climate congruence and Intent to Stay with the University, Discipline 

and Promotion. Figure 18 provides an illustration of the relationships that were 

confirmed (red tick) or partially confirmed (red tick and red cross) in the proposed 

model of individual-organisation congruence. 

 

Figure 18. Relationships between the Constructs in the Proposed Model of  

Individual-Organisation Congruence 

Organisational Characteristics Types of 

Congruence

Employee

Attitudes

Current Learning Climate

Encouragement to Learn, 

Values of Ideas, 

Learning Resources, 

Support and Help Available

Individual Characteristics

Learning Style

Activist, Reflector,

Theorist, Pragmatist

Individual Characteristics

Self-efficacy

Affective 

Commitment

Perceived 

CongruenceDemographic 

Attributes
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Academic Level

Type of Employment

Length of Service

No of Promotions

Gender

Age

RQ1

RQ3

RQ4

Preferred Learning Climate

Encouragement to Learn, 

Values of Ideas, 

Learning Resources, 

Support and Help Available

Subjective 

Commensurate 

Congruence
Current and Preferred 

Learning Climate

Subjective Non-
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Congruence
Learning Style and 

Preferred Learning 

Climate
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Diagram Code 

 

 

              

 

              

 

 

            

 

Indicates a confirmed significant correlation (p < .05) relationships between 

the model constructs 

Indicates a confirmed causal relationships (p < .05) between the model 

constructs 

 

Each colour represents the relationships between the constructs for each of 

the five research questions 
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The next chapter provides a detailed discussion and interpretation of the main 

research results, with particular reference to empirical research already documented in 

the literature. Firstly, the preliminary statistics, including the demographics of the 

research sample and the factor structure of the learning climate and learning style 

questionnaire are outlined. Secondly, a discussion of the research results relating to 

the five research questions are detailed.   
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CHAPTER 5: DISCUSSION 

 

5.1 Introduction 

This chapter is divided into two parts. Part one discusses the key findings 

relating to the demographics of the research sample and the factor structure of the 

learning climate and learning style questionnaire. Some of the more interesting 

demographic results include the aspect that promotion was linked to various 

demographic attributes, for example, that a high percentage of academics did not 

intend to stay with the university, and the type of academic discipline influenced the 

tenure of academics.  

 

Part two discusses the key findings relating to the five research questions.  

First, Honey and Mumford‟s (1986) four learning style factors were appropriately 

matched to the characteristics that represent the four learning climate factors. The 

results were interesting as the relationships between learning styles and learning 

climate has never been examined.  

 

Second, the congruence between learning styles and learning climate were 

related to the self-efficacy and affective commitment of university academics.  This 

was an unique finding as learning style and learning climate has never been used to 

operationalise individual-organisation congruence.  Additionally relationships were 

found between learning style and learning climate congruence and self-efficacy and 

affective commitment.  

 

Third, the congruence between the current and the preferred learning climate 

was partially related to self-efficacy and affective commitment. More specifically, 

significant interactions were found between the current and preferred learning climate 

factor, encouragement to learn and affective commitment. The positive outcome of 

the current and preferred learning climate congruence had only been confirmed by 

Mikkelsen, Saksvik and Ursin (1998). They found that learning climate congruence 

reduced stress. Furthermore, the current finding is unique as no studies have examined 
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the relationships between current and preferred learning climate congruence, and self-

efficacy and affective commitment.  

 

Fourth, perceived congruence was related to academics being able to achieve 

their goals and succeed in accomplishing tasks. This was an unique finding as no 

research has investigated the relationship between perceived congruence and self-

efficacy in a knowledge-intensive context. Also, academics appear more likely to 

want to spend the rest of their career with the university if they perceived that their 

learning values were congruent with the university‟s learning values. Koslowsky 

(1990) and Van Vuuren, DeJong and Seydel (2007) had also identified that perceived 

congruence was related to affective commitment. 

 

Finally, various relationships were discovered between demographic 

attributes, congruence and employee attitudes. The convincing results highlighted that 

the subjective congruence between learning styles and learning climate was related to 

an academic‟s intention to stay with the university.  Although, previous research by 

Jackson, Brett, Sessa, Cooper, Julin and Peyronnin (1991), Bretz and Judge (1994), 

Kristof (1996) and Judge and Ferris‟s (1992) had established that tenure was a 

powerful determinant of subjective value congruence, no research had used learning 

style and learning climate to operationalise subjective congruence in a knowledge-

intensive context. 

 

Interestingly, academics who had experienced a promotion were more likely to 

have a higher level of affective commitment. Indeed the current finding confirms 

Allen and Meyer‟s (1990) findings that promotional opportunity is significantly 

related to the affective commitment. No relationships were found between the 

demographic attributes and self-efficacy. Due to the limited generalisability of this 

study, the findings detailed below are specific to academics in public funding 

knowledge-intensive contexts, and therefore, the findings may differ across other 

knowledge-intensive contexts. The next section discusses the results relating to the 

demographics of the research sample. 
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5.2 Demographic Attributes 

The sample of university academics used in this research was evenly 

distributed between males and females.  The majority of the academics were full-time 

lecturers, aged between 46 - 55 years (baby boomers), who had been working for the 

university for more than 6 years, while 38.6% aged between 46 - 55, with 61.4% 

being over the age of 46. A large portion of the academics were from the Health 

(20.1%) or Business and Commerce (17.6%) disciplines. 

 

The most prominent and interesting results related to whether university 

academics had been promoted, and the relationship that the promotion had with other 

demographic attributes. First, the strongest, most significant relationship was 

discovered between promotion and length of service. The majority of academics 

(74.1%), who had experienced some form of promotion, had been working for the 

university for more than 6 years.  Conversely, the majority of academics (73.8%), 

who had only been with the university between 1 - 3 years, had not experienced a 

promotion. Understandably, those academics who had been with the university for 

less than 1 year have not had sufficient time to experience any opportunity for 

promotion and advancement (i.e. academics in entry-level positions). Overall, the 

results found that a slightly higher portion of academics (50.6%) had experienced 

some form of promotion; only 43.2% had not experienced any kind of promotion. 

However, future research is need to determine whether the type of promotion 

experienced was in the stream of academia (i.e. senior lecturer) or administration (i.e. 

head of department). Academics in higher level positions, such as professors, will not 

be promoted again in academia, although, they may experience other promotional 

opportunities in administrative positions. 

 

Second, several weakly significant relationships were found between 

promotion and academic level. The academics with the highest academic level were 

more likely to have received some form of promotion. This finding was to be 

expected, as academics cannot achieve a high academic standing without experiencing 

some form of promotion. Intriguingly, there were a large percentage of lecturers who 

had not been promoted (53.7%). This situation may pose potential problems for the 

organisation, as one of the most effective retention strategies for knowledge 
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employees includes the opportunity for growth and promotion (Benson & Brown, 

2007; Horwitz et al., 2003; Parker, 2008). Therefore, in order to enhance the 

commitment and retention of knowledge employees, organisations need to ensure that 

sufficient promotional opportunities are available to their employees. Importantly, the 

number of promotional opportunities may be reflected by the current and planned 

growth in student numbers.  The university has experienced rapid growth in student 

numbers and associated capital works over the past five to ten years (Johnson, 2007), 

which may increase the number of promotional opportunities available to academics. 

However, universities with slow growth may not have the financial resources to offer 

such opportunities.  

 

Third, several weakly significant relationships were also found between 

promotion and age. As the academic‟s age increases, the probability of promotion 

decreased. Middle aged academics between 46 – 55 years had the highest percentage 

for promotions (41.9%) out of the five age categories. Both younger academics, aged 

between 26 – 35 years (8.1%) and older academics, aged over 66 (1.5%), experienced 

significantly less promotions than did the other age categories. This result would be 

expected for younger academics who would be early career academics, with 

promotions dependent on teaching and research outcomes. Thus, it would be expected 

that older academics would have experienced some form of promotion, although 

further information is needed to determine why some more experienced academics 

had not been promoted. 

 

An enlightening result was that the majority (66.3%) of academics did not 

intend to stay with the university. Additionally the average level of affective 

commitment was moderate (3.1 on the 5-point Likert scale) for university academics. 

This finding coincides with that of Horwitz, Heng and Quazi (2003), who found that 

turnover of knowledge employees is higher than among the rest of the workforce. 

Employees in a knowledge-intensive context have great job mobility and are exposed 

to more job opportunities due to the high marketability of their skills (Alvesson, 2000; 

Flood et al., 2001; Mitchell et al., 2001; Wheeler et al., 2007). Moreover, the loss of 

knowledge employees means that the organisation may lose its competitive edge, 

which is dependent on the knowledge acquired and developed by these employees 
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(Blackman & Lee-Kelley, 2006; Nunes et al., 2006). This finding shows that it is 

crucial that effective retention strategies are developed to ensure the retention of 

knowledge employees.  

 

However, despite the best of retention strategies there are exogeneous factors, 

such as retirements through superannuation and work-life balances, that go beyond 

the scope of this study that may also influence an academic‟s intention to remain with 

the university.  These exogeneous factors may hinder the success of even an effective 

retention strategy. 

 

The majority of participants in this study were over the age of 46 (61.4%). The 

advanced careers of older employees make them more entrenched within their 

organisations. Further their age and family commitments may make them less mobile 

(Westerman & Yamamura, 2007). Thus, older employees may be more likely to stay 

with the organisation as they have no other choice. However, issues such as career 

plateauing, retirement planning and retraining older workers to avoid skill 

obsolescence still poses a severe challenge to human resource administrators within 

such a context (De Cieri et al., 2008). Furthermore, these intensive-knowledge 

organisations will have to tackle the rising costs of benefits and sick leave for an 

ageing workforce. 

 

Despite these difficulties, it is the retention of the younger employee that is the 

most challenging. In this study, 38.6% of participants were under the age of 46.  

These younger employees are less loyal and were likely to become more dissatisfied, 

and thus more willing to leave, if their work environment preferences are not 

actualised (Smola & Sutton, 2002). Younger employees, as noted by De Cieri et al. 

(2008), value unexpected rewards for work accomplishments, opportunities to  learn 

new things, praise, recognition and support from their superiors. Catering for the 

diverse needs and values of different age groups poses severe challenges for human 

resource administrators trying to devise appropriate retention strategies to meet the 

individual needs of academics.  
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The type of academic discipline may be an avenue for human resource 

administrators to focus their resources to develop more efficient and specialised 

strategies in the retention of academics. The study‟s findings show that a high 

percentage of academics in the Arts, Languages and Criminology discipline had been 

with the university for more than 6 years (21.4%), closely followed by the Business 

and Commerce discipline (17.6%), indicating that academics in these disciplines may 

have a higher commitment to the university than academics from other disciplines. 

Therefore, human resource administrators need to investigate the different retention 

needs and values across disciplines, so that their strategies can be tailored to each 

discipline. Thus retention strategies should be directed at the disciplines with the 

lower academic tenure, such as health and education. 

 

The current research has shown that the average level of self-efficacy was high 

(4 on the 5-point Likert scale) for university academics. Self-efficacy is the 

confidence and ability to perform a given task (Zimmerman, 1995), and is a 

significant characteristic of employees in a knowledge-intensive context (Alvesson, 

2000). The average level of self-efficacy being high amongst academics is not 

unusual, as it is the high level of skills and competence that distinguish employees in 

a knowledge-intensive context from conventional employees (Swart & Kinnie, 2003). 

The next section will discuss the factor structure of the learning style and learning 

climate questionnaire. 

 

5.3 Learning Style and Learning Climate Factor Structure 

The factor structure and reliability of the learning climate and learning style 

questionnaires was of particular interest to this study. Subjective non-commensurate 

measures were used to determine the congruence between learning style and preferred 

learning climate; subjective commensurate measures were used to determine the 

congruence between the current and preferred learning climate. The current and 

preferred learning climate were measured using Pedler, Burgoyne and Boydell‟s 

(1991) Learning Climate Questionnaire. The learning styles were measured using 

Honey and Mumford‟s (1986) Learning Style Questionnaire. It is important to note 

that previously verified questionnaires were used in this study. However, 

discrepancies exist in the literature in relation to the factor structure and the reliability 
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of the learning style questionnaire. No research has confirmed the factor structure and 

reliability of the learning climate questionnaire. 

 

First, the current and preferred learning climate was measured using Pedler, 

Burgoyne and Boydell‟s (1991) Learning Climate Questionnaire. The questionnaire 

consisted of 10 items, with 10 factors: physical environment, learning resources, 

encouragement to learn, communications, rewards, conformity, value placed on ideas, 

practical help available, warmth and support and standards.  For the purpose of this 

study, the number of questionnaire items was extended to 14. 

 

The current research confirmed four factors for the learning climate 

questionnaire.  Factor one, Encouragement to Learn, related to whether people are 

encouraged to take risks, have plenty of time to learn new tasks, and are encouraged 

to openly express their ideas and opinions.  Factor two, Value of Ideas, related to 

whether people have the freedom to make their own decisions and whether 

discussions of critical work issues are encouraged and valued.  Factor three, Learning 

Resources, related to whether training and development is left up to the individual, 

people are encouraged to experiment and try new things, and where work practices 

are constantly changing.  Factor four, Support and Help Available, related to whether 

people help each other, and there is a high level of social interaction amongst 

colleagues. All four factors corresponded closely to the factors previously determined 

by Pedler, Burgoyne and Boydell (1991), although some of the factors were found to 

overlap with each other in this study.  Hence, only four factors from the original ten 

factors were actually confirmed. Future research is necessary to verify the factor 

structure of the learning climate questionnaire.  Overall, however, the academics 

perceive that the university had a learning climate where people are generally 

expected to conform to rules and regulations.  

 

Furthermore, academics did not perceive that they had enough time to learn 

and do new tasks. Academics battle with role overload, whereby massive teaching and 

administration responsibilities threaten to overtake their research (Winter & Sarros, 

2002).  Siegall and McDonald (2004) argue that the teaching, administrative and 

research tasks of academics actually form three jobs in one. Further, according to 



 

224 

 

Taylor (2001), academics are shifting from teaching towards research because of the 

rewards attached with research. 

 

Low reliability scores were found for the current and preferred learning 

climate scales, possibly a result of the shortened lengths of each scale. Therefore, 

future research is required to develop a more reliable, shortened scale to measure 

learning climate in an organisation. The low reliability of the scale may result from it 

never having been used in a knowledge-intensive context. Pedler, Burgoyne and 

Boydel‟s (1991) Learning Climate Questionnaire had only been used by McDougall 

and Beattie (1998), who had researched managers in Scotland; they did not document 

any reliability or validity coefficients. Appendix F (p. 307) contains the current 

learning climate factor analysis items. Appendix G (p. 309) contains the preferred 

learning climate factor analysis items. 

 

Second, Honey and Mumford‟s (1986) Learning Style Questionnaire, which 

consisted of four factors, was confirmed by this study. The factors (theorist, 

pragmatist, activist and reflector) accounted for 45.360% of the total variance.  This 

confirmation is consistent with the majority of research in the learning style literature 

(DeCiantis & Kirton, 1996; Duff, 2000; Sims et al., 1989; Tepper et al., 1993).  

 

However, this confirmation contrasts with some criticisms of the learning style 

questionnaire. Duff (1997) found that the four learning style factors only accounted 

for 24.2% of the total variance, while Allison and Hayes (1988) found that it exhibited 

two factors, not four. The results of the current research may have been influenced by 

the context in which the research took place - a knowledge-intensive context.  

Allinson and Hayes (1988) had investigated managers in public and private 

organisations from 19 developing countries. Duff (1997) had examined the factor 

structure on 142 financial management students at the University of Paisley in 

Scotland.  Thus the learning style questionnaire had primarily been used on managers 

and university students for training and development purposes. The questionnaire had 

not been used on highly skilled employees in a knowledge-intensive context, such as 

academics. Consequently, the context may have influenced the factor structure. 

Appendix I (p. 313) contains the learning style factor analysis items.  
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Honey and Mumford‟s (1986) original Learning Style Questionnaire contained 

80 items. However, for the purpose of this study, the questionnaire was shortened to 

28 items. The reliability scores for the original questionnaire were between 0.52 - 0.95 

(DeCiantis & Kirton, 1996; Duff, 2000; Honey & Mumford, 1986; Sims et al., 1989; 

Tepper et al., 1993), while the reliability coefficient for the questionnaire was 

adequate (.575). Nevertheless future research is needed to verify the factor structure 

and the reliability of the shortened version of the learning style questionnaire. The 

next part of this chapter provides a comprehensive discussion of the proposed model 

and the five research questions. 

 

5.4 The Proposed Model 

The proposed model of individual-organisation congruence has been 

developed to investigate the relationships between demographic attributes, subjective 

(learning style, learning climate congruence, and current and preferred learning 

climate congruence) and perceived congruence, and the self-efficacy and affective 

commitment of employees in a knowledge-intensive context. Three types of 

congruence were incorporated into the proposed model.  First, the congruence 

between the current and preferred learning climate represented the commensurate, 

subjective measure. Second, the congruence between learning style and preferred 

learning climate represented the non-commensurate, subjective measure. Third, the 

perceived congruence consisted of an overall evaluation of whether individuals‟ 

perceive their learning values to be congruent with the learning values of the 

organisation.  

 

Although various content dimensions had been used previously to 

operationalise the individual-organisation congruence, neither learning style nor 

learning climate had been used to operationalise individual-organisation congruence 

in a knowledge-intensive context. However, there are distinct implications in the 

learning style literature in relation to the importance of achieving congruence between 

learning style and various elements in the learning environment.  Thus although 

individual-organisation congruence had been operationalised in a diverse range of 

contexts, few researchers had specifically targeted employees in a knowledge-
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intensive context. Additionally, earlier empirical research on individual-organisation 

congruence indicated that, even in a diverse range of contexts, using various content 

dimensions, congruence was significantly related to positive employee attitudes, such 

as job satisfaction, organisational commitment, turnover intentions and job 

performance (Kristof, 1996). 

 

The proposed model used two types of employee attitudes (self-efficacy and 

affective commitment) that are particularly relevant in a knowledge-intensive context.  

The first was self-efficacy, which is the confidence and ability to perform a given task 

(Zimmerman, 1995). Alvesson (2001) postulates that employee competence is viewed 

as the most significant dimension in a knowledge-intensive context. The second, 

affective commitment, refers to the extent to which employees want to remain with 

the organisation.  Employee loyalty and commitment, as noted by Alvesson (2004), is 

also particularly important for organisations operating in a knowledge-intensive 

context, as employees are their most valuable resource, and their replacement can be 

very costly for the organisation. 

 

Various demographic attributes were also included in the proposed model to 

determine how they relate to individual-organisation congruence. This approach was 

important as little research had been conducted to determine how various 

demographic attributes influence individual-organisation congruence; the research 

that had been conducted had revealed conflicting findings. 

 

Five research questions were developed to investigate various relationships 

between the model constructs. Of the five research questions, three were supported, 

and two were partially supported. The findings for each of the research questions are 

discussed, with reference to the literature reviewed in Chapter 2. 

 

Research question one and two refer to the relationships between the 

subjective non-commensurate constructs of individual-organisation congruence, 

learning style and preferred learning climate, and employee attitudes.  The proposed 

model postulates that people, with certain learning styles, will prefer certain learning 

climates.  Further the proposed model contends that the congruence between the 
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learning style and the learning climate will relate to self-efficacy and affective 

commitment. As previously discussed in Chapter 2, Part 2, the learning style is 

concerned with the way individuals organise and process information in learning 

situations, which then leads to changes in their knowledge and skill.  Additionally, 

learning style is not a fixed trait, instead it is a differential preference for learning. The 

main premise in the research on learning styles, and a key aspect of this study, was 

that learning styles need to be congruent with various elements of the learning 

environment in order to achieve positive outcomes, such as enhanced learning, 

performance, achievement, motivation, training efficiency and satisfaction. Most 

learning style research has taken place in an education setting, between students and 

teachers. There was little empirical research to evaluate the importance of achieving 

congruence between the learning style and the learning environment in work 

organisations, particularly in a knowledge-intensive context. 

 

Research question three refers to the relationships between the subjective 

commensurate constructs of individual-organisation congruence, the current and 

preferred learning climate, and employee attitudes.  The proposed model suggests that 

the congruence between individuals‟ preferred learning climate and the organisation‟s 

current learning climate will relate to self-efficacy and affective commitment.  

Chapter 2, Part 2, discussed how the learning climate may facilitate, inhibit or impede 

individual feelings of competence, satisfaction and commitment to work. Studies 

(Ostroff, 1993; Sims & Keon, 1997; Christiansen et al., 1997) have found that the 

concept of organisational climate is useful for determining the match between 

individual and organisational characteristics. However, the learning climate had only 

been used in one individual-organisation congruence study, where it was employed to 

predict the level of stress felt by postal service employees.   

 

Research question four refers to the relationships between perceived 

congruence and employee attitudes. The proposed model suggests that individuals‟ 

perceptions of whether their learning values are congruent with the learning values of 

the organisation will relate to self-efficacy and affective commitment. Chapter 2, Part 

2, mentioned that employee attitudes were best understood through examining the 

interaction between features of the organisation and characteristics of the individual 
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operating within the organisation. Although prior research had found that perceived 

congruence was positively related to affective commitment, no research had 

investigated the relationship between perceived congruence and self-efficacy. 

 

Research question five refers to the relationships between the demographic 

attributes, subjective (learning style, learning climate congruence and current and 

preferred learning climate congruence) and perceived congruence, and employee 

attitudes. The proposed model suggests that the demographic attributes (academic 

level, types of employment, discipline, length of service, intent to stay with the 

university, promotion, gender and age) will be related to subjective and perceived 

congruence, self-efficacy and affective commitment. Chapter 2, Part 1, argued that 

demographic attributes influence the perceptions of congruence; however, little 

research has been conducted to verify these relationships.  Moreover, the research that 

had been conducted revealed conflicting findings. Most individual-organisation 

congruence studies have assumed that achieving congruence was the same for all 

groups of individuals. Given the diversity of today‟s workforce, the retention of 

employees may depend on how different demographics influence different 

perceptions of congruence. 

 

Furthermore, Chapter 2, Part 2, noted that various relationships had been 

discovered in relation to demographic attributes and affective commitment; however, 

different results were found in the literature. In addition, the research on the 

relationship between demographic attributes and self-efficacy was scarce, prompting 

the need for further investigation. Ultimately, the aim of the proposed model was to 

examine the relationship between the unique model constructs in order to provide 

useful information to human resource administrators in a knowledge-intensive 

context. With such knowledge they would them be able to develop more efficient 

human resource strategies in the retention and management of their employees. The 

next section discusses the results relating to the five research questions. 

 

5.5 Research Question 1: Learning Styles and Learning Climate 

Research question one examined the relationship between learning styles and 

learning climate. The proposed model suggests that people with certain learning styles 
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will prefer certain learning climates. The correlation results confirmed this preference. 

Certain learning styles (Theorist, Pragmatist, Reflector, and Activist) were found to be 

related to certain types of learning climates (Encouragement to Learn, Value of Ideas, 

Learning Resources, Support and Help Available).  

 

As discussed in Chapter 2, Part 2, Boyatzis and Kolb (1995) believe that 

knowledge specialities and professionals can be defined in terms of their learning 

style. Furthermore, learning style involves the investigation of individual differences: 

people perceive and gain knowledge differently, they form ideas and think differently, 

and they act differently (Duff, 2000; Duff & Duffy, 2002).These differences are 

relevant to the diversity of employees in a knowledge-intensive context. Indeed 

Pedler, Burgoyne and Boydell (1991), Watkins and Marsick (1993) and Ortenblad 

(2002) noted that learning climate includes structural elements within the organisation 

that are used to facilitate learning within the organisation. Thus learning contributes 

significantly to the processes of knowledge creation, and the management of 

knowledge employees (Roberston & Hammersley, 2000). Additionally, in knowledge-

intensive industries, the employees‟ ability and willingness to utilise, share and 

synthesise existing knowledge to create new ideas is critical (Lee-Kelley et al., 2007). 

Learning styles and learning climate were used in the proposed model of individual-

organisation congruence because of their relevance in a knowledge-intensive context.  

In addition, both learning style and learning climate had not been used previously to 

operationalise congruence in a knowledge-intensive context.  

 

Various researchers (Allinson & Hayes, 1988; Fry & Kolb, 1979; Honey & 

Mumford, 1986; Kolb, 1976; Sadler-Smith, 1996; Sims, 1983; Witkin, 1976) argue 

that people with different learning styles prefer different learning environments, and 

that the learning style of individuals should be matched with the conditions that brings 

out the best in them, rather than the conditions that oppress and pacify (Murray, 

2002).  Furthermore, a dominant learning style that prevails in one environmental 

setting will be reflected by the learning characteristics in that setting (Kolb, 1984).  

The current study confirmed the notion that different learning styles were related to 

different aspects of the learning climate. As a result, it is important to identify the 

learning styles to provide a match with the learning environment. Such a match has 
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been proven to be beneficial to both employees and managers in providing 

opportunities for a more effective learning process. More specifically, Boyle (2005) 

contends that the workplace needs to be designed in a way that capitalizes on 

individuals‟ learning strengths to enhance employee productivity. Further, producing 

a good fit between the learning style and the learning demands of a job will facilitate 

the development of the competencies necessary for effective performance (Sims, 

1983). Similarly, Sadler-Smith (2001b) suggests that academic success and learning is 

influenced by the interaction between the learning environment and how the learner 

processes information. Likewise, Carter (1985) asserts that a match between the 

learning style and the job improves job satisfaction, efficiency and effectiveness.   

 

Interestingly, the learning styles (Theorist, Pragmatist, and Reflector) were 

significantly related to various demographic attributes. Theorists were negatively 

related to age, although Theorists may differ depending on their age.  Therefore, 

younger academics with a Theorist learning style, may have different perceptions 

about the learning climate, and exhibit different attitudes to self-efficacy and affective 

commitment. The issue of how age influences learning style needs to be addressed in 

more detail in future research. Although Pragmatists were negatively related to 

gender, there were no notable differences between male and female Pragmatists.  

However, this aspect could be an issue that also warrants future investigation. 

Reflectors were negatively related to promotion. This was an interesting finding as 

academics with a Reflector learning style may be less likely to receive a promotion. 

Future research is also needed to examine this issue further. No relationships were 

found between the learning styles and the other demographic variables (academic 

discipline, academic level, type of employment, length of service, intent to stay with 

the university). 

 

Noteably, the characteristics that represent Honey and Mumford‟s (1986) four 

learning style factors were appropriately matched to the characteristics that represent 

Pedler, Burgoyne and Boydell‟s  (1991) four learning climate factors. First, Theorists 

preferred an organisational learning climate that focused on Value of Ideas, where the 

employees were expected to conform to rules and regulations, and where the 

discussions of critical work issues were encouraged and valued. Theorists prefer to 
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maximise certainty and felt uncomfortable with situations that were subjective or 

ambiguous (Honey & Mumford, 1986). Thus, the results were not so surprising; the 

Theorists prefer a learning climate where people are generally expected to conform to 

rules, regulations and policies. Additionally Theorists constantly analyse and question 

ideas to ensure they fit into a logical and coherent theory (Honey & Mumford, 1986).   

 

Second, Reflectors, like Theorists, were found to prefer an organisational 

learning climate that focused on Value of Ideas. Reflectors liked to collect data, both 

first hand and from others, and carefully analyse the information before reaching a 

decision (Honey & Mumford, 1986).  Consequently, Reflectors prefer a climate where 

the discussion of problems and critical work issues were generally encouraged and 

valued. Reflectors also tended to be cautious (Honey & Mumford, 1986), and 

therefore, had characteristics consistent with preferring a learning climate where 

people are generally expected to conform to rules, regulations and policies.  

 

Third, Activists enjoyed here and now activities, and thrived on the challenge 

of new experiences (Honey & Mumford, 1986). Thus, Activists strongly preferred an 

organisational learning climate that focused on Encouragement to Learn, where 

employees were encouraged to take risks, learn new tasks, and openly express their 

ideas and opinions. In addition, Activists constantly involved themselves with others 

(Honey & Mumford, 1986).  As a result, Activists also preferred a learning climate 

that focuses on Support and Help Available, where employees were encouraged to 

share their skills and knowledge, and interact socially with their colleagues. Activists 

also preferred a learning climate that focused on Value of Ideas, where employees 

were encouraged to make their own decisions and discuss critical work issues.  

However, Activists did not prefer the aspect of having to conform to rules and 

regulations.  

 

Finally, Pragmatists preferred a learning climate opposite to the Activist. 

Pragmatists least preferred a learning climate that focused on Support and Help 

Available and Encouragement to Learn. Pragmatists were impatient and liked to get 

on with the task (Honey & Mumford, 1986).  Thus, Pragmatists preferred a learning 
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climate which focused on their job, rather than sharing their skills and knowledge 

with others, or concerning themselves with people‟s feeling and emotions.  

 

From the four learning styles, Activists exhibited the strongest relationships 

with the learning climate factors. More specifically, Activists and the preferred 

learning climate factor, Encouragement to Learn exhibited the strongest relationships 

from the combinations of learning style and preferred learning climate factors 

mentioned above. Therefore, it is particularly important, as Activists have a very 

dominant learning style, that their needs be matched to their appropriate learning 

climate.  

 

The current findings are important indicators that organisations need to 

individualise the learning process and capitalise on an individual‟s learning strengths, 

by identifying their employees‟ learning style, and matching that style to the learning 

climate. The result will enhance employee productivity and facilitate the 

competencies necessary for effective performance (Boyle, 2005; Sims, 1983). 

However, due to the limited generalisability of this study, it must be noted that these 

findings are specific to academics in the public sector, and may differ across other 

knowledge-intensive contexts. Furthermore, learning style preferences may be 

influenced by other background variables, such as first degree, qualifications and 

ethnic group. Thus these areas need to be investigated in the future. Figure 19 

provides an illustration of the positive and negative relationships between learning 

styles and their preferred learning climate.  
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Figure 19. Relationships between Learning Styles and Learning Climate  

THEORIST

LEARNING STYLE

PRAGMATIST

REFLECTOR

ACTIVIST

ENCOURAGEMENT TO LEARN

VALUE ON IDEAS

SUPPORT AND HELP AVAILABLE

LEARNING CLIMATE

r = .284

  

 

 

The next section discusses the results associated with the relationships 

between learning style, learning climate congruence, self-efficacy and affective 

commitment. 

 

5.6 Research Question 2: Learning Style, Learning Climate Congruence and 

Employee Attitudes 

Research question two examined the relationships between learning style, 

learning climate congruence and employee attitudes. The proposed model contends 

that the congruence between learning style and learning climate will relate to self-

efficacy and affective commitment.  The correlations, hierarchical linear regressions 

and interactions in the multiple regression confirmed this contention. The congruence 

between the learning styles and the preferred learning climate was found to be related 

to self-efficacy and affective commitment. 

 

Diagram Code 

 

 

              

 

              

 

 

            

 

Indicates a significant (p > 0.5) correlation relationship 
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Chapter 2, Part 11, argues that the main premise in the research on learning 

styles, and a key aspect of this study, is that learning styles need to be congruent with 

various elements of the learning environment in order to achieve positive outcomes. 

Previous research on learning styles in an organisational setting found that the 

congruence between learning styles and the learning environment related to positive 

outcomes, such as enhanced learning performance (Hayes & Allinson, 1998; Sims, 

1983), productivity (Boyle, 2005), academic success (Sadler-Smith, 2001b), training 

achievement and efficiency (Buch & Bartley, 2002; Honey & Mumford, 1986; 

Ingham, 1989; James-Gordon & Bal, 2001), job satisfaction and task efficiency 

(Carter, 1985; Cybela, 1986). However, no research using learning styles and learning 

climate to operationalise individual-organisation congruence had been conducted. 

 

A key finding in the current study was that the congruence between learning 

styles and preferred learning climate was positively related to self-efficacy and 

affective commitment by university academics. First, self-efficacy has not been used 

as an outcome variable in individual-organisation congruence research. Instead, 

researchers (DeRue & Morgeson, 2007; Judge et al., 2007; Young & Hurlic, 2007) 

had examined self-efficacy as a mediating or influencing variable. Interestingly, the 

current finding showed that the congruence between certain learning styles and the 

preferred learning climate was related to the self-efficacy of university academics. 

More specifically, if academics with an Activist learning style worked in a learning 

climate where employees are encouraged to experiment and try new things, and where 

work practices were constantly changing (Learning Resources), then they experienced 

lower levels of self-efficacy. 

 

Second, there is sufficient evidence in the literature to suggest that affective 

commitment was significantly and positively related to individual-organisation 

congruence (Cable & DeRue, 2002; Sims & Kroech, 1994; Van Vuuren et al., 2007; 

VanVianen, 2000). Consistent with the above, the current study found that the 

congruence between certain learning styles and the preferred learning climate was 

related to the affective commitment of university academics.  
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In particular, if academics with a Theorist learning style worked in a learning 

climate where employees were encouraged to take risks, learn new tasks, and openly 

express their ideas and opinions (Encouragement to Learn), then they experienced 

lower levels of affective commitment. However, public organisations, such as 

universities, are more bureaucratic and less conducive to flexible work practices.  

Therefore, adapting policies and procedures to satisfy the academics may be 

particularly challenging to human resource administrators in public universities. 

 

Positive work-related outcomes, such as commitment and retention associated 

with individual-organisation congruence, were found to be particularly important in 

the knowledge-intensive context, specifically because their competitive advantage lies 

in the highly skilled employees.  It is these highly skilled employees who are difficult 

and costly to replace (Wheeler et al., 2007). Therefore, human resource administrators 

in a knowledge-intensive context need to ensure that a congruence exists between the 

individuals and the organisation so that they can effectively manage, retain and 

motivate the employees. The findings from the current study are important. 

Academics with certain learning styles need to be are appropriately matched to their 

preferred learning climate to enhance their self-efficacy and affective commitment. 

Figure 20 illustrates the relationships between learning styles, learning climate 

congruence, self-efficacy and affective commitment. 
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Figure 20. Relationships between Learning Style, Learning Climate 

Congruence, Self-efficacy and Affective Commitment 

LEARNING STYLE AND 

LEARNING CLIMATE

EMPLOYEE

ATTITUDES

ACTIVIST

LEARNING RESOURCES

SELF-

EFFICACY

THEORIST

ENCOURAGEMENT TO LEARN

AFFECTIVE

COMMITMENT

 

 

 

The next section discusses the results linked to the relationships between 

learning climate congruence and employee attitudes. 

 

5.7 Research Question 3: Learning Climate Congruence and Employee 

Attitudes 

Research question three examined the relationships between current and 

preferred learning climate congruence and employee attitudes. The proposed model 

suggests that congruence between an individual‟s preferred learning climate and the 

organisation‟s current climate relate to positive self-efficacy and affective 

commitment. The correlations, hierarchical linear regressions and interactions in the 

multiple regression partially confirmed the research question.  
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Significant interactions were found between the current and preferred learning 

climate factor, Encouragement to Learn and affective commitment. Although the 

hierarchical linear regression found that the current and the preferred learning climate 

was related to self-efficacy, no significant individual interactions were found between 

the current and preferred learning climate factors and self-efficacy.  

 

As mentioned in Chapter 2, Part II, few researchers have operationalised the 

learning climate in individual-organisation congruence research.  One exception was 

Mikkelsen, Saksvik and Ursin‟s (1998) research, which revealed that the 

incongruence between an individual‟s perceptions of learning climate were an 

important source of stress. No other outcome variables had been used in the learning 

climate congruence research, including the outcome variables (self-efficacy and 

affective commitment) used in this study. Although little research had used the 

learning climate to operationalise individual-organisation congruence, organisational 

climate had been used in various congruence studies. Indeed climate congruence was 

found to influence positive outcomes, such as job satisfaction, commitment, turnover 

intention and performance (Christiansen et al., 1997; Downey et al., 1975; Ostroff, 

1993; Sims & Keon, 1997; Tziner, 1987). The current study also found that the 

congruence between current and preferred learning climate was related to affective 

commitment. 

 

Essentially, individual-organisation congruence theory posits that there are 

characteristics of an organisation that have the potential to be congruent with the 

characteristics of an individual (Hoffman & Woehr, 2006). Thus congruence exists 

when individual characteristics are similar to those of the organisation. However, in 

the current study dissimilarities were found between all four of the current and 

preferred learning climate factors. Significant incongruence differences were 

discovered between two of the four factors: Encouragement to Learn and Learning 

Resources. 

 

For the learning climate factor, Encouragement to Learn, the current scores 

were significantly lower than the preferred scores. Thus academics appear to prefer a 

learning climate where employees are encouraged to take risks, have plenty of time to 
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learn new tasks, and are encouraged to openly express their ideas and opinions 

(Encouragement to Learn).  However, academics perceived that this situation did not 

necessarily exist, and that their current learning climate did not include these aspects. 

Thus, the results indicate that incongruence exists between the current and the 

preferred learning climate factor, Encouragement to Learn.  

 

The current research, conducted on academics in a knowledge-intensive 

context, found that academics needed to balance many tasks, including teaching, 

administration and research responsibilities. Thus, the context implies that the 

academics may not have enough time to learn new tasks. Further it must be noted that 

the current research focused on a public university, where bureaucracy appeared to be 

high and flexibility appeared to be low. Indeed academics are experiencing an 

increasing amount of administrative responsibilities, making it even more difficult to 

juggle their teaching and research tasks (Siegall & McDonald, 2004; Winter & Sarros, 

2002). Once again, the context signifies that academics may be confined to various 

practices and procedures and may not be encouraged to openly express their ideas and 

opinions.  

 

In contrast, for the learning climate factor, Learning Resources, the current 

scores were significantly higher than for the preferred scores. Academics thus 

perceived the current learning climate as one where training and development was left 

up to the individual, with employees being encouraged to experiment and to try new 

things, and where work practices were constantly changing (Learning Resources).  

The results indicated that the learning climate, Learning Resources, was indicative of 

the university‟s current learning climate; however, this type of climate was the least 

preferred by academics. Academics appear to feel that training and development 

should not be left up to the individual and that the university should provide these 

opportunities.  Although training and development opportunities may be provided by 

the university, they may not be suited to the individual and their needs. Once again 

this may be a result of the type of organisation. In public tertiary institutions the 

centralised structure and the standardisation of procedures reduces the flexibility in 

organisational procedures (Jones, 2007), including training and development 

procedures. 
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Academics also perceived that their university had a learning climate where 

employees were generally expected to conform to the rules and regulations, and where 

work practices and structures were constantly changing. Interestingly, the academics 

did not perceive that they had enough time to learn or do new tasks. Time constraints 

and the juggling of their responsibilities of teaching and research was often an issue in 

such a public university. 

 

The learning climate factors, Value of Ideas and Support and Help Available, 

were the most preferred. Thus the academics preferred a learning climate where the 

discussion of critical work issues was valued and they were encouraged to make their 

own decisions (Value of Ideas), as well as a learning climate where they support each 

other and there is a high level of social interaction amongst their colleagues (Support 

and Help Available).  The academics also preferred training and development 

resources that were practical. However, the academics least preferred a learning 

climate where their work practice and structures were constantly changing.  

Interestingly, this was perceived to be a dominant aspect of the university‟s learning 

climate.  

 

An intriguing finding was that the preferred learning climate factor, Value of 

Ideas, was positively related to the self-efficacy of academics, while the preferred 

learning climate factor, Learning Resources, was positively related to affective 

commitment.  Therefore, it may be important for organisations to facilitate learning 

climates that reflect the characteristics represented by Value of Ideas and Learning 

Resources, such as, valuing the discussion of critical work issues, giving employees 

the freedom to make decisions, and encouraging them to experiment and try new 

things, in order to enhance the self-efficacy and affective commitment of university 

academics.   

 

As mentioned above in the discussion on research question two, no previous 

research had investigated self-efficacy as an outcome variable in individual-

organisation congruence.  According to Gist and Mitchell (1992) and Mathieu and 

Martineau (1993), self-efficacy is influenced by various individual and situational 

variables.  Interestingly, a key finding in this research is that the current and preferred 
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climate had some relationship with the self-efficacy of academics. Although the 

hierarchical linear regression found that the current and preferred learning climate 

were related to self-efficacy, no significant interactions were found between the 

current and preferred learning climate factors and self-efficacy. This may be due to 

the issues associated with the measurement of the learning climate in this study, or 

perhaps with the context in which the learning climate was measured. Therefore, 

future research is needed to examine whether the interaction between specific learning 

climate factors influences the self-efficacy of academics.   

 

Various studies have investigated the relationship between affective 

commitment and individual-organisation congruence. For example, VanVianen 

(2000), Cable and DeRue (2002) and VanVuuren, DeJong and Seydel (2007) revealed 

that commensurate measures of value congruence were significantly related to 

affective commitment. Similarly, Sims and Kroeck (1994) found that commensurate 

measures of ethical work climate congruence were significantly related to affective 

commitment. However, commensurate measures of learning climate have not been 

operationalised with affective commitment. A vital finding in this research is that the 

subjective congruence between current and preferred learning climate was that it is 

related to affective commitment. More importantly, significant interactions were 

found between the current and preferred learning climate factor, Encouragement to 

Learn and affective commitment.   Therefore, it is essential that human resource 

practitioners in a knowledge-intensive context create a congruent environment 

between the individual and the organisational learning climate elements, where 

employees are encouraged to take risks, have plenty of time to learn new tasks, and 

are encouraged to openly express their ideas and opinions, in order to enhance the 

affective commitment of their academics. The next section discusses the results 

associated with the relationships between perceived congruence and employee 

attitudes. Figure 21 illustrates the relationships between learning climate congruence 

and affective commitment. 
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Figure 21. Relationships between Learning Climate Congruence and 

Affective Commitment 
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5.8  Research Question 4: Perceived Congruence and Employee Attitudes 

Research question four examined the relationships between perceived 

congruence and employee attitudes. The proposed model suggests that individuals‟ 

perception of whether their learning values are congruent with the learning values of 

the organisation will relate to self-efficacy and affective commitment. The correlation 

and linear regression results confirmed this, and found that perceived individual-

organisation congruence was significantly and positively related to self-efficacy and 

affective commitment. Nevertheless, the relationship between affective commitment 

and congruence was much stronger than was the relationship between self-efficacy 

and congruence. 

 

Chapter 2, Part I, discussed how perceived congruence was a type of direct 

measure whereby an individual makes a direct assessment of the compatibility 
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between themselves and the organisation (Kristof, 1996). Earlier research had 

identified that perceived individual-organisation congruence was related to 

empowerment (Brkich et al., 2002), organisation attraction (Carless, 2005; Ng & 

Burke, 2005), organisation identification, citizenship behaviour, career satisfaction 

and occupational commitment (Cable & DeRue, 2002), employment quality (Saks & 

Ashforth, 2002), job satisfaction and turnover (Brkich et al., 2002; Cable & DeRue, 

2002; Cable & Judge, 1996; Lauver & Kristof-Brown, 2001; Saks & Ashforth, 1997; 

Siegall & McDonald, 2004; Westerman & Yamamura, 2007; Wheeler et al., 2007), 

and organisational commitment (Brkich et al., 2002; Cable & Judge, 1996; Coote et 

al., 2004; Saks & Ashforth, 1997; Valentine et al., 2002). 

 

Chapter 2, Part II, documented the literature of research into the relationships 

between congruence and various employee attitudes. No researcher had investigated 

the relationship between perceived individual-organisation congruence and self-

efficacy.  Interestingly, the current study found that perceived congruence was related 

to the self-efficacy of university academics.  More specifically, perceived congruence 

was related to the academics being able to achieve goals, obtain important outcomes, 

and succeed in accomplishing work tasks. Ultimately, if academics perceive that their 

learning values are congruent with the organisations, then they are more likely to 

experience higher levels of self-efficacy. Therefore, congruence is particularly 

important, as it is the employee‟s ability, confidence and competence that are the most 

significant in a knowledge-intensive context (Alvesson, 2000; Zimmerman, 1995). 

 

Lee, Carswell and Allen (2000) noted that the turnover of knowledge 

employees can be reduced if the organisation‟s values and goals are similar to their 

employee‟s. Koslowsky (1990) and Van Vuuren, DeJong and Seydel (2007) are 

among the few researchers who have investigated the relationship between perceived 

congruence and affective commitment.  Their findings coincide with the results of this 

study, whereby perceived congruence was significantly related to affective 

commitment.  In particular, perceived congruence was related to academics wanting 

to spend the rest of their career with their university and recommending their 

university as a place for others to work.  Additionally, perceived congruence was 

related to academics being attached to their university and personally identifying with 
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the problems of the university. Consequently, if academics perceive that their learning 

values are congruent with the organisations, then they will experience higher levels of 

affective commitment. Human resource administrators and higher university 

executives need to understand the importance of matching individual learning values 

to the university‟s learning values. The perceived congruence of learning values is 

thus crucial to an employee‟s commitment and career advancement, which, are 

important issues in a knowledge-intensive context (Alvesson, 2001).  

 

The majority of academics were impartial, and neither strongly agreed nor 

strongly disagreed about whether or not they perceived that their learning values were 

congruent with the university‟s. Consequently, further investigation is required to 

determine whether congruence exists between academics learning values and the 

learning values of the university. Figure 22 illustrates the relationship between 

perceived congruence, self-efficacy and affective commitment. 

 

Figure 22. Relationship between Perceived Congruence, Self-efficacy and 

Affective Commitment 
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 The next section discusses the results associated with the relationships 

between demographic attributes, congruence and employee attitudes. 

 

5.9 Research Question 5: Demographic Attributes, Congruence and 

Employee Attitudes 

Research question five examined the relationships between demographic 

attributes, congruence and employee attitudes. The proposed model suggests that the 

demographic attributes (academic discipline, academic level, type of employment, 

length of service, intent to stay with the university, promotion, gender and age) will be 

related to subjective and perceived congruence, self-efficacy and affective 

commitment. The correlations, linear regressions and analysis of variance results 

partially confirmed this. Further the findings showed that certain demographic 

attributes were significantly related to perceived and subjective individual-

organisation congruence, self-efficacy and affective commitment. 

 

Understanding the individual differences of why an individual supports or 

discards an organisation is increasingly important, particularly in a knowledge-

intensive context where there is a high level of demographic diversity amongst  

employees (Chuang et al., 2004; Young & Hurlic, 2007). Therefore, human resource 

practitioners need to be aware of how different demographic attributes may influence 

perceptions of congruence and employee attitudes, so that better approaches can be 

created in the retention and effective management of their employees. 

 

5.9.1 Demographic Attributes and Congruence 

Chapter 2, Part I, argued that most individual-organisation congruence studies 

ignore the influence of demographic attributes. Chuang, Rotman and Rotman (2004) 

and Young and Hurlic (2007) noted that a new trend in the composition of the 

workforce fosters a greater degree of demographic diversity amongst employees in a 

knowledge-intensive context. Furthermore, the retention of employees may depend on 

how the different demographics influence different perceptions of congruence 

(Ostroff et al., 2005). Therefore, understanding individual differences and identifying 

demographics in an organisation has important implications in a knowledge-intensive 

context (Alvesson, 2000; Young & Hurlic, 2007). 
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Perceived and subjective congruence was also related to various demographic 

attributes.  More specifically, perceived congruence was related to length of service 

and academic level; learning climate congruence was related to academic level, type 

of employment and age; learning style, learning climate congruence was related to 

academic discipline, promotion and intent to stay with the university. 

  

Firstly, perceived congruence was related to length of service and academic 

level. Mixed results existed in the literature; Chatman (1991), O‟Reilly, Chatman and 

Caldwell (1991) and Posner (1992) found that tenure was not significantly related to 

individual-organisation congruence. On the contrary, Jackson, Brett, Sessa, Cooper, 

Julin and Peyronnin (1991) and Judge and Ferris (1992) identified that tenure was a 

powerful determinant of individual-organisation congruence.  This study found that 

academics, who had been with their university for less than 1 year, perceived that 

their learning values were similar and a good match to the learning values of the 

university.  Furthermore, academics with shorter tenure thought that their university 

satisfied their learning needs and expectations for learning. However, academics, who 

had been with the university for more than 6 years, perceived that their learning 

values were dissimilar and did not match the learning values of their university. It 

appears, therefore, that academics may be more enthusiastic when they first start with 

the university, but as their tenure increases, they may become less enthusiastic and 

realise that their values are different to the university‟s, and that perhaps their values 

and expectations may not ever be acknowledged. Such perceptions need to be 

considered by human resource administrators, as well as the university‟s executive 

management.  

 

Additionally, academic level was related to whether an academic‟s learning 

values were perceived to be congruent with the university‟s learning values. No 

differences amongst the various academic levels (Associate Lecturer, Lecturer, Senior 

Lecturer, Associate Professor, Professor), and their perceptions of individual-

organisation congruence, were found. Posner (1992), one of the few researchers to 

investigate the relationship between employment level and congruence,  also could 

not identify any significant relationships.  Therefore, future research in needed to 
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investigate the relationships between whether different academic levels influence 

perceptions on individual-organisation congruence.  

 

Secondly, learning climate congruence was related to academic level, type of 

employment and age.  The results showed that the congruence between the current 

and preferred learning climate factor, Value of Ideas, was related to academic level, 

type of employment (i.e. full-time, part-time, sessional) and age.  A learning climate 

that focuses on Value of Ideas is where critical work issues are discussed, and where 

employees are encouraged to make their own decisions. In addition, the congruence 

between the current and preferred learning climate factor, Support and Help 

Available, was related to type of employment. Therefore, differences may occur 

between the level of congruence between the learning climate factors and the 

academic level, type of employment and age of the academic.  Further research is 

needed to investigate more specifically how these demographic attributes influence 

the congruence between current and preferred learning climate. 

 

Finally, learning style, learning climate congruence, was related to age, 

academic level, promotion and intent to stay with the university. Although the 

subjective congruence between learning styles and learning climate were related to 

various demographic attributes, the relationships were particularly weak. The most 

compelling results were the relationship between all four learning style factors and the 

preferred learning climate factor, Encouragement to Learn, and the academics 

intention to stay with the university. In particular, in order to enhance an academic‟s 

intention to stay with their university it is important that they work in a learning 

climate where they are encouraged to take risks, have plenty of time to learn new 

tasks, and are encouraged to openly express their ideas and opinions (Encouragement 

to Learn). The current study, however, found that academics did not perceive that 

their current learning climate as including these aspects. Therefore, human resource 

administrators need to put mechanisms in place to create a learning climate that 

exhibits the characteristics mentioned above.  

 

The fact that learning style, learning climate congruence, was strongly related 

to an academic‟s intention to stay with their university was particularly important 
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given the transient nature of knowledge employees. Employees in a knowledge-

intensive context, according to Flood, Turner, Ramamoorthy and Pearson (2001) and 

Wheeler, Gallagher, Brouer and Sablynski (2007), are highly skilled and have greater 

job mobility, due to the high marketability of their skills. Thus, organisations in a 

knowledge-intensive context risk their employees leaving and taking their knowledge 

with them (Alvesson, 2000). Therefore, achieving congruence between learning style 

and learning climate may increase an academic‟s intention to stay with their 

university. 

 

5.9.2 Demographic Attributes and Employee Attitudes 

In a knowledge-intensive context, demographic attributes exhibit strong 

relationships with employees‟ work attitudes (Shum & Cheng, 1997), as discussed in 

Chapter 2, Part II. This study found that self-efficacy was not related to any of the 

demographic attributes. However, affective commitment was related to the length of 

service and promotion.  

 

Firstly, self-efficacy was not related to the demographic attributes. Little 

research has been conducted on the relationships between demographic attributes and 

self-efficacy.  One particular study found that self-efficacy was sensitive to personal 

demographic attributes, such as gender, age, education level, teacher training, 

teaching experience, years of service, administrative position, marital status and 

religion (Shum & Cheng, 1997). However, this study found no relationships between 

the demographic attributes (academic discipline, academic level, type of employment, 

length of service, intent to stay with the university, promotion, gender and age) and 

self-efficacy. This finding may be a result of the different study contexts; Shum and 

Cheng (1997) examined teachers in Hong Kong, while this study investigated 

university academics in Australia. 

 

Secondly, affective commitment was related to the academic‟s length of 

service, and whether they had experienced a promotion at their university. 

Interestingly, this study found that academics who had been working with the 

university for a longer period of time experienced lower levels of affective 

commitment. When academics first start their career they are enthusiastic to work 
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with the university and experience higher levels of commitment.  Academics with 

shorter tenure are more enthusiastic about their work; however, as their tenure 

increases and perhaps their needs as an academic are not met, their level of affective 

commitment may decrease.  This finding corresponds to Beck and Wilson‟s (2000) 

study of police officers, where they found that affective commitment decreased with 

experience and tenure. This pattern in affective commitment may be specific to public 

organisations where changing policies and practices to meet individual needs are more 

difficult due to their bureaucratic and inflexible structures.  

 

A particularly important finding is that academics, who had experienced a 

promotion, were more likely to have a higher level of affective commitment. As noted 

earlier in this chapter, the opportunities for growth and promotion was one of most 

highly effective retention strategies for knowledge employees (Benson & Brown, 

2007; Horwitz et al., 2003; Parker, 2008). In addition, Allen and Meyer (1990) found 

that promotional opportunity was significantly related to  the affective commitment. 

Therefore, in order for organisations in a knowledge-intensive context to retain their 

employees, they need to provide ongoing opportunities for promotion and 

advancement. Some of the demographics that could be included in future research are 

ethnic group (to see if different cultures have different perceptions of congruence), 

academic‟s qualifications and their first degree (which may influence perceptions of 

congruence and their self-efficacy and affective commitment). Figure 23 illustrates 

the relationships between demographic attributes and congruence (Part A) and 

demographics and affective commitment (Part B).  
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Figure 23. Relationships between Demographic Attributes, Congruence and 

Affective Commitment 
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5.10 Summary 

There were a number of interesting results from the current study in regard to 

the demographic attributes of the research sample. First, promotion was influenced by 

length of service, academic level and age. Second, there were a high percentage of 

academics who did not intend to stay with their university.  Third, the majority of the 

participants in this study were over the age of 46 (61.4%). Fourth, the academics in 

Arts, Languages, Criminology, Business and Commerce disciplines experienced 

higher levels of tenure than did the academics in the other disciplines. Finally, the 

average level of self-efficacy was high for the academics.   

 

This research confirmed a four factor structure for the learning climate and 

learning style questionnaires. The four factors for the learning climate questionnaire 

included: Encouragement to Learn, Value of Ideas, Learning Resources and Support 

and Help Available and corresponded closely to the factors previously determined by 

Pedler, Burgoyne and Boydell (1991). This study also confirmed a four factor 

structure of the learning style questionnaire previously determined by Honey and 

Mumford‟s (1986), including Activist, Theorist, Reflector and Reflector.  

 

The findings show that the proposed model confirmed research question one, 

two and four, while research questions three and five were partially confirmed.  First, 

academics with certain learning styles prefer certain learning climates.  The most 

compelling relationship was between the learning style, Activist, and the learning 

climate factor, Encouragement to Learn. Activists strongly preferred an organisational 

learning climate where they were encouraged to take risks, learn new tasks, and 

openly express their ideas and opinions. 

 

Second, the congruence between learning styles and learning climate was 

negatively related to the self-efficacy and affective commitment of university 

academics.  More specifically, self-efficacy was reduced when academics with an 

Activist learning style worked in a learning climate where they were encouraged to 

experiment and try new things and where work practices were constantly changing 

(Learning Resources). Furthermore, if academics with a Theorist learning style work 

in a learning climate where they are encouraged to take risks, learn new tasks, and 
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openly express their ideas and opinions (Encouragement to Learn), then their level of 

affective commitment was lower. 

 

Third, the congruence between current and preferred learning climate was 

related to affective commitment. Therefore, in order to enhance academics‟ affective 

commitment they need to work in a learning climate where they were encouraged to 

take risks, have plenty of time to learn new tasks, and are encouraged to openly 

express their ideas and opinions (Encouragement to Learn). 

 

Fourth, perceived congruence was related to the self-efficacy and affective 

commitment of academics. However, the relationship between affective commitment 

and congruence was much stronger than the relationship between self-efficacy and 

congruence. As a result, if academics‟ perceive that their learning values are similar to 

the Universities‟ learning values, then their self-efficacy and affective commitment 

was enhanced. 

 

Finally, various relationships were discovered between demographic 

attributes, congruence and employee attitudes. Perceived congruence was related to 

length of service and academic level. Learning climate congruence was related to 

academic level, type of employment and age. Learning style, learning climate 

congruence, was related to academic discipline, promotion and intent to stay with the 

university. The most convincing results was that the subjective congruence of learning 

styles and learning climate was related to the academic‟s intention to stay with their 

university.  This study identified that self-efficacy was not related to any of the 

demographic attributes. However, affective commitment was related to length of 

service and promotion. More specifically, academics who had experienced a 

promotion were more likely to have a higher level of affective commitment. Table 45 

provides a summary of the research question findings. 
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Table 45. Summary of Research Question Findings  

RQ Detail of Research Questions 

1 Learning Styles and Learning Climate 

Certain learning styles were related to certain types of learning climates. 

2 Learning Style, Learning Climate Congruence and Employee Attitudes 

The congruence between learning styles and preferred learning climate was 

related to self-efficacy and affective commitment. 

3 Learning Climate Congruence and Employee Attitudes 

The congruence between current and preferred learning was related to 

affective commitment. 

4 Perceived Congruence and Employee Attitudes 

Perceived congruence was related to self-efficacy and affective commitment. 

5 Demographic Attributes, Congruence and Employee Attitudes 

Demographic attributes were significantly related to (i) subjective and 

perceived congruence and (ii) affective commitment. 

 

The next chapter summarises the key aspects of this study and outlines the 

main conclusions.  The next chapter also discusses the key areas of future research 

and the limitations of the study. 
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CHAPTER 6: CONCLUSION 

6.1 Introduction 

First this chapter will provide an overview and summary of the current study, 

including the main purpose, research design and data analysis procedures.  Second, 

the main conclusions will be summarised. Third, the theoretical importance will be 

discussed. Fourth, the practical implications will be documented.  Fifth, the areas of 

future research, including specific hypotheses developed from the five research 

questions, will be discussed.  Finally, the theoretical and methodological limitations 

of this study will be outlined.  

 

6.2 Research Summary 

The purpose of this research was to develop a new model of individual-

organisation congruence. The study investigated the relationships between learning 

style, learning climate congruence, current and preferred learning climate congruence 

(subjective congruence), perceived congruence and the self-efficacy and affective 

commitment of employees in a knowledge-intensive context, while taking into 

consideration various demographic attributes. In addition, this research aimed to 

generate hypotheses for future researchers to examine.  

 

Quantitative research methods, specifically, non-experimental survey research, 

were used to investigate the relationships between the six constructs in the model. The 

data collection instrument was a cross-sectional, self-administered questionnaire, 

which included 86 items, which were distributed to a non-probability sample of 900 

academics from a large Australian university. Various statistical procedures were also 

used to examine the relationships between the model constructs, including descriptive 

statistics, principal components analysis, reliability coefficients, Pearson‟s product-

moment correlation, hierarchical, multiple and simple linear regression, analysis of 

variance and independent t-test. The findings confirmed research question one, two 

and four, while research questions three and five were partially confirmed.  The 

specific conclusions from this study are outlined in the next section. 
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6.3 Research Findings 

The findings discussed in Chapters 5 and 6 resulted in five major conclusions 

from the proposed model of individual-organisation congruence. First, the learning 

styles were related to certain learning climates.  The most compelling relationship was 

between the learning style, Activist, and the learning climate factor, Encouragement 

to Learn. Second, the congruence between learning styles and learning climate was 

negatively related to the self-efficacy and affective commitment of university 

academics.  Third, the congruence between the current and preferred learning climate 

factor, Encouragement to Learn, was related to academics‟ affective commitment. 

Fourth, perceived congruence was related to the self-efficacy and affective 

commitment of academics. Finally, various relationships were discovered between 

demographic attributes congruence and employee attitudes. Perceived congruence was 

related to length of service and academic level. Learning climate congruence was 

related to academic level, type of employment and age. Learning style and learning 

climate congruence was related academic discipline, promotion and intent to stay with 

the university. The most convincing result was that the subjective congruence of 

learning styles and learning climate was related to academic‟s intention to stay with 

the university.  Furthermore, affective commitment was related to whether the 

academics had experienced a promotion.  

 

Figure 24 illustrates the new model, demonstrating the relationships found between 

congruence and demographic attributes (Part A), congruence and employee attitudes 

(Part B), and employee attitudes and demographics (Part C). 
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Figure 24. New Model of Individual-Organisation Congruence 
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Indicates a significant (p > 0.5) correlation relationship 

 

Indicates a significant (p > 0.5) causal relationship 

 

Indicates a causal relationship (Promotion and Length of Service 

influence Affective Commitment) 
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The next section discusses the theoretical and practical importance of this 

study. 

 

6.4 Theoretical Importance 

The current research is theoretically important as no such model has been 

developed on individual-organisation congruence in a knowledge-intensive context. 

Various studies have found that the congruence between the individual and the 

organisations is linked to positive work-related outcomes, such as job satisfaction, 

organisational commitment, identification, and retention. The developed model 

provides further support that individual-organisation congruence influences employee 

attitudes.  

 

Furthermore, the model includes unique characteristics that have not been used 

to operationalise individual-organisation congruence. The individual characteristics 

were operationalised by demographic attributes, learning style and preferred learning 

climate. The organisational characteristic was operationalised by current learning 

climate. Although these characteristics have not been used previously to 

operationalise the individual-organisation congruence theory, there are distinct 

implications in the literature in regard to learning styles and the importance placed on 

achieving congruence between the learning style and various elements in the learning 

environment. Learning in organisations was selected to form the basis of the model, as 

learning is a central component of an organisation operating in a knowledge-intensive 

context. Various demographics were also incorporated in the model because of the 

increasing diversity in the knowledge-intensive context. Finally, self-efficacy and 

affective commitment were included, as the competence of academics ability to 

perform a task effectively and their desire to remain with the university are two 

essential attitudes relevant to the context of this study.  

 

Ultimately, the unique characteristics used in the model, and the context in 

which the model is applied, has added to the theoretical conceptualisations and 

operationalisatons in the individual-organisation congruence literature. Further it has 

also provided various avenues for future research in the field. The next section will 

discuss the practical implications of the model. 
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6.5 Practical Importance 

The study has provided a practical model that can be used to help govern the 

selection, development and retention of employees in a knowledge-intensive context. 

First, this model will help to enhance the human resource manager‟s awareness of 

other important skill sets that could be used in the selection of potential employees. 

Techniques such as aptitude, cognitive and personality tests are common in the 

selection process. However, this study indicates that the investigation of individual 

learning styles could be another technique used by human resource managers, 

particularly in knowledge-intensive organisations, or where learning is a central 

aspect of the organisation.  Additionally, there was a clear relationship between 

individual learning styles, learning climate, demographic attributes, self-efficacy and 

affective commitment.  Therefore, an awareness of the importance of individual 

learning styles, and perhaps the possible inclusion of using learning style as an 

additional selection tool, could provide practical benefits to human resource managers 

in a knowledge-intensive context.  

 

The model also provides an avenue to augment learning via the staff 

development of employees in a knowledge-intensive context. The analysis of the 

discrepancies between the current and preferred learning climate may enable human 

resource managers to identify various learning climate elements, such as whether 

employees are encouraged to make their own decisions, whether there is support for 

learning and whether training and development resources are practical. The 

identification of which learning elements are deemed of high importance, and the 

introduction of the right kind of learning elements, will improve the knowledge and 

skill development of employees, as well as aid in the attraction and retention of these 

high skilled employees.  

 

Finally, this study offers strategies to ultimately increase the retention of 

employees in a knowledge-intensive context. The model found that all three types of 

congruence influence the employees‟ level of affective commitment.  Thus, through 

the identification of employees‟ learning styles and the organisation‟s learning 

climate, human resource managers are able to determine ways that learning needs are 

not being fulfilled. Human resource strategies can then be devised to enhance certain 
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learning climate elements, as mentioned previously, to achieve a higher level of 

congruence between the individual and the organisation. An important implication for 

human resource administrations is that the opportunities for growth and promotion 

were found to be one of most important aspects in the effective retention strategies for 

knowledge employees. 

 

Human resource administrators also need to be aware of the challenges posed 

in determining appropriate retention strategies. There is a high level of demographic 

diversity amongst knowledge employees, namely, age and academic discipline that 

may influence perceptions of congruence and employee attitudes. Therefore, 

appropriate retention strategies need to be devised to satisfy the individual needs of 

their employees.  

 

Various practical applications have been previously determined by researchers 

in the field of individual-organisation congruence, with the applications have been 

applied in a range of contexts.  As a result, there is the potential for the practical 

implications documented in this study to be transferred to other contexts, such as 

private sector organisations in a knowledge-intensive context.  Also, the constructs 

used in the model, such as learning styles, learning climate, self-efficacy, affective 

commitment and various demographic attributes, are also important to other contexts. 

Further research is necessary to define the relevance and usefulness of these practical 

implications across these contexts. The next section outlines areas for future research.  

 

6.6 Future Research 

The purpose of this study was not to test specific hypotheses, but instead to 

use a combination of descriptive and exploratory statistics to investigate the 

relationships between the various constructs used in the proposed model of individual-

organisation congruence. Therefore, future research is needed to test specific 

hypotheses between the three type of congruence, self-efficacy, affective commitment 

and the demographic attributes. Furthermore, due to the low reliability of the current 

and preferred learning climate scales, further research is needed to modify the scales 

to develop a more reliable scale to measure learning climate.  Once this is achieved, 

the subjective congruence between the current and preferred learning climate should 
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be re-examined with self-efficacy, affective commitment and the demographic 

attributes to determine whether the congruence between the current and preferred 

learning climate has any influence on the constructs mentioned above. 

 

The proposed model of individual-organisation congruence used public sector 

university academics from one large public tertiary institute to represent employees in 

a knowledge-intensive context. In order to test the generalisability and robustness of 

the model, further research is required to firstly validate this study‟s findings, and then 

to examine whether the proposed model of individual-organisation congruence can be 

applied to other public sector organisations in a knowledge-intensive context.  

Secondly, future research could also investigate the porposed model of individual-

organisation congruence in more diverse contexts, such as private sector organisations 

in a knowledge-intensive context. Future researchers using the model of individual-

organisation congruence in different contexts need to be aware that the measures used 

to operationalise the model constructs may need to be altered. The measures used in 

this study were modified to suit the knowledge intensive context. 

 

Other demographic attributes that could be included in future research are 

ethnic group (to see if different cultures have different perceptions of congruence), as 

well as, academic‟s qualifications and first degree (to determine whether these 

demographic attributes influence their perceptions of congruence and level of self-

efficacy and affective commitment). In addition, more specific information is needed 

to determine whether the promotions experienced by academics were in the field of 

academia or administration. The next section outlines specific hypotheses that have 

been designed to assist future researchers in the field.  

 

6.6.1 Future Hypotheses 

The final aim of this research was to generate hypotheses for future 

researchers to examine. The hypotheses include 10 non-directional hypotheses and 6 

null hypotheses, which have been arranged under each of the five research questions 

that were examined in this study. The null hypotheses were only outlined if no 

relationships were found between the model constructs used in this study. Null 

hypotheses are indicated by H0. 
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Research Question 1: To what extent do certain learning styles relate to 

different types of learning climates?  

H11: Learning styles are related to learning climate. 

 

Research Question 2: To what extent does the subjective congruence 

between learning styles and preferred learning climate relate to self-efficacy and 

affective commitment? 

H21: The subjective congruence between learning style and learning climate is related 

to self-efficacy. 

H22: The subjective congruence between learning style and learning climate is related 

to affective commitment. 

 

Research Question 3: To what extent does the subjective congruence 

between current and preferred learning climate relate to self-efficacy and 

affective commitment? 

H31: The subjective congruence between the current and preferred learning climate 

factor is related to affective commitment. 

H30: The subjective congruence between current and preferred learning climate factor 

is not related to self-efficacy. 

 

Research Question 4: To what extent does perceived congruence relate to 

self-efficacy and affective commitment? 

H41: Perceived congruence is related to self-efficacy. 

H42: Perceived congruence is related to affective commitment. 

 

Research Question 5: To what extent do demographic attributes relate to 

perceived and subjective congruence, self-efficacy and affective commitment? 

 

Current and Preferred Learning Climate and Demographic Attributes 

H5.11: The subjective congruence between the current and preferred learning climate 

is significantly related to age, academic level and type of employment. 

H5.10: The subjective congruence between current and preferred learning climate is 

not related to gender, academic discipline, length of service and promotions.  
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Learning Style and Learning Climate and Demographic Attributes 

H5.21: The subjective congruence between learning style and learning climate is 

related to the intent to stay with the university, promotion and academic discipline. 

H5.20: The subjective congruence between learning style and learning climate is not 

related to gender, length of service, age, academic level and type of employment. 

Perceived Congruence and Demographic Attributes 

H5.31: Perceived congruence is significantly related to academic level and length of 

service. 

H5.30: Perceived congruence is not related to intent to stay with the university, 

promotion, academic discipline, gender, age, and type of employment. 

Affective Commitment and Demographic Attributes 

H5.41 Affective commitment is related to length of service and promotion. 

H5.40 Affective commitment is not related to intent to stay with the university, 

academic discipline, gender, age, academic level and type of employment. 

Self-efficacy and Demographic Attributes 

H5.50 Self-efficacy is not related to intent to stay with the university, academic 

discipline, gender, age, academic level, type of employment, length of service and 

promotion. 

 

The next section will discuss the theoretical and methodological limitations of 

this study. 

 

6.7 Research Limitations 

There are various limitations in this study that relate to the conceptualisation 

and operationalisation of the proposed model constructs, as well as the 

methodological procedures used to examine the relationships between the constructs 

in the proposed model of individual-organisation congruence. It is limited to the 

supplementary and the needs-supplies perspectives of individual-organisation 

congruence. A further limitation relates to the theoretical conceptualisations of each 

of the model constructs. Although the conceptualisations of each construct were 

selected from the literature, because of their relevance in a knowledge-intensive 

context, debates persist in relation to the different conceptualisations. Therefore, this 
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study may be limited because of the way the model constructs were conceptualised 

and operationalised, as all the constructs were contested in the literature. 

  

First, the learning style was conceptualised through the use of Kolb‟s (1976) 

and Honey and Mumford‟s (1986) conceptualisations of learning style, which 

acknowledges the differences between the way people learn and the interaction 

between the individual and environment that influences individual outcomes. 

However, this perspective may be a limitation, as the way in which learning style is 

conceptualised has a direct effect on the operationalisation of the construct.  Kolb‟s 

(1976) and Honey and Mumford‟s (1986) learning style measures are criticised in the 

literature as the four learning styles are not distinct, and therefore, employees may 

exhibit more than one learning preference. 

 

Second, limitations may exist in regard to the operationalisation of learning 

climate. A vast amount of controversy abounds in the literature in relation to the 

conceptual distinction between learning culture and learning climate. The researcher 

viewed the learning climate as distinct from the learning culture.  However, James and 

Jones (1974) postulated that culture and climate often measure the same phenomenon, 

which may pose limitations on the operationalisation of the construct. 

 

Third, the theoretical limitation revolves around self-efficacy and affective 

commitment which were conceptualised in specific ways, which may provide 

theoretical limitations. Self-efficacy was conceptualised as a task-specific construct, 

while affective commitment was conceptualised through Meyer and Allen‟s (1991) 

framework, which received mixed support in the literature.  

 

The main limitation on the operationalisation of the proposed model of 

individual-organisation congruence in a knowledge-intensive context is that the 

proposed model is based solely on the individual‟s perceptions of congruence, which 

may create biases in the model‟s results (Kristof-Brown et al., 2005). The current 

study chose to assess individual-organisation congruence, based on individuals‟ 

perceptions of congruence, as it is the individual‟s perceptions that shape and 

determine attitudes and behaviours (Cable & DeRue, 2002; Cable & Judge, 1997; 
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Holton et al., 2000). However, the use of individual perceptions may create challenges 

in regard to the robustness and generalisability of the model in other contexts, as the 

individual‟s perceptions are specific to public sector employees in a knowledge-

intensive context. As mentioned earlier, further research is necessary to examine the 

model of individual-organisation congruence in other contexts to determine the 

robustness and generalisability of the model.  

 

Additionally, three main biases may have created limitations in the 

methodological procedures used in this study, namely, common method, response, 

non-response and sampling biases. First, the common method bias is a potential 

limitation as all the constructs used in the proposed model of individual-organisation 

congruence were assessed with the same method, using the same respondents to 

determine both the dependent and independent variables. Spector (2006) suggests that 

the common method bias can either attenuate or inflate correlations among variables.  

Furthermore, should the common method bias account for significant correlations 

among the variables measured via a single method, then the bias would reveal itself in 

the form of significant correlations among all the variables measured by that method 

(Wheeler et al., 2007). Therefore, inflated relationships between the model constructs 

may have created limitations in the results of the study. 

 

Second, the response bias may be prevalent as Likert-type scales were used to 

measure the constructs in the proposed model of individual-organisation congruence; 

the result is a reduction in the control on response biases, such as social desirability 

(Cavana et al., 2001; Ravlin & Meglino, 1987). Social desirability is the tendency for 

individuals to present themselves in a favorable light, regardless of their true feelings 

about an issue or topic. As a result, the influence of socially desirable responses may 

mask the true relationships between the variables (Podsakoff et al., 2003; Podsakoff & 

Organ, 1998). Indeed Spector (2006) argues that there is little evidence to support the 

notion that social desirability is a general source of correlation inflating the common 

method variance when self-reports are used. However, the fact that the research 

participants were anonymous, will have helped to reduce the response biases as it 

makes the respondents less likely to adapt their responses to more socially desirable 

ones (Podsakoff et al., 2003). 



 

264 

 

Thirdly, the non-response bias from the mail-out questionnaire may influence 

the credibility and validity of the research results. Although the techniques, such as 

the personalisation of the survey distribution, the incentives and multiple contacts 

with the research participants were employed, to enhance the response rate to the 

questionnaire, the response rate was moderate (30.33%). 

 

 Fourth, sampling biases may also exist, as a convenience sampling technique 

was used to select participants for the research.  Convenience samples have few 

controls that ensure precision and so may not be a true representation of the 

population of interest (Cooper & Schindler, 2003). As university academics were 

selected to represent employees in a specific knowledge-intensive context, the 

research results may not be generalisable to all academics and employees operating in 

a knowledge-intensive context. 

 

Furthermore, limitations may exist in relation to the instruments that were 

used to measure the model constructs. Low reliability scores were found for the 

current and preferred learning climate scales, which may have resulted from the 

length of the scales.  Additionally, scarce learning climate measures exist in the 

literature, and so the measures available were deemed too long for the study. 

Although the scales were based on Pedler, Burgoyne and Boydell‟s (1991) learning 

climate questionnaire, the scales ended up being quite different to them. Essentially 

the scales used to measure the current and preferred learning climate were new. Thus 

vigorous testing is necessary to further validate the learning climate scale. 

 

A number of different approaches could assist future researchers in the field.  

The first approach relates to the research sample.  It may be beneficial for future 

researchers to look more specifically at the different faculties within a university and 

compare the differences between each faculties‟ perceptions of the three types of 

congruence (demographic attributes, self-efficacy and affective commitment). The 

second approach relates to the research design.  A mixed method design whereby 

qualitative techniques, such as interviews and focus groups, could be integrated to 

provide further interpretation and understanding of the quantitative data. This 

approach would reduce the response biases prevalent in Likert-scale surveys.    
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 Finally the proposed model that was developed for this study incorporates a 

large number of constructs which originate from a relatively diverse set of literature.  

The number of constructs used may have been too ambitious, which, in turn, may 

have created limitations in the analysis and results of the model constructs. A more in 

depth investigation into fewer and more selective constructs may enhance some of the 

research findings even more.  
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Appendix A:  Cover Letter 

 

             

 

 

 

Title of research 

A Proposed Model of Individual-Organisation Congruence in a Knowledge-Intensive 

Context 

Who is conducting the research 

Hi, my name is Amie Shaw-Southcombe, and I am currently working towards a PhD 

in Human Resource Management at Griffith University. I will be conducting the 

research, whilst under the supervision of Prof Liz Fulop and Dr Geoff Carter.   

Why is the research being conducted  

The purpose of this research is to develop a new model of individual-organisation 

congruence that investigates how the congruence between the individual 

characteristics (demographic attributes, learning style and preferred learning climate) 

and the organisational characteristic (current learning climate) influence self-efficacy 

perceptions and affective commitment of individuals in a knowledge-intensive 

context. 

What you will be asked to do  

Your participation in this research will involve you completing a questionnaire 

consisting of 87 items, which relate to you and your organisation. Items 1-78 will be 

measured on a 5-point Likert scale, whereby you are required to circle the appropriate 

response displayed on a Likert scale. 1 = Strongly Disagree through to 5 = Strongly 

Agree. Items 79-86 include a combination of open-ended questions, nominal and 

ordinal scales, where you will be required to either state or tick the appropriate 

response.  

Research Participation Incentive 

In appreciation of your research participation, an incentive will be offered, where all 

participants will go in a draw, for the chance to win a $100 Myer voucher. Please 

keep the raffle ticket attached to this cover letter for your own reference. As the 

research participation is anonymous, the winning raffle number will announced via 

email to the entire research sample. The person with the winning raffle number will 

then be required to contact me to redeem their prize. 

 

Griffith Business School 
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Management 

Gold Coast Campus 

QLD 4215 

G01_214a 

+ 61 7 55529275 

a.southcombe@griffith.edu

.au 
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Your participation is voluntary  

Your participation in this research is completely voluntary, and will have no impact 

on your employment status.  You may withdraw your participation at any stage.   

Your confidentiality  

Confidentiality of the information you provide is assured.  The questionnaire forms do 

not require you to identify yourself and only grouped data will be used in this report.  
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Questions / Further information  

When the study has concluded, I am happy to send you a copy of the results along 

with a summary of the report at your request. If you have any further queries please 
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Griffith University conducts research in accordance with the National Statement on 

Ethical Conduct in Research Involving Humans. If potential participants have any 

concerns or complaints about the ethical conduct of the research project they should 

contact the Manager, Research Ethics on 3875 5585 or research-

ethics@griffith.edu.au .   

Expressing consent  

Your consent to participate in this research will be indicated by completing and 

returning the questionnaire. Please detach this sheet and retain it for your later 

reference. 

 

Thankyou 
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Appendix B: Questionnaire 

University Academic Questionnaire 2008 

         

        1                                      2                                       3                                      4                                       5       

      Strongly                          Disagree                              Neutral                                Agree                             Strongly  

      Disagree                                                                                                                                                        Agree 

              

  Circle the most appropriate response: Strongly     Strongly 

   Disagree  Agree 

Section 1 - Questions about how you operate 

1 I tend to solve problems using a step-by-step approach 1 2 3 4 5 

2 I tend to say what I think, simply and directly 1 2 3 4 5 

3 I tend to judge ideas based on whether they work in practice or not 1 2 3 4 5 

4 I tend to follow a self-disciplined approach with set routines 1 2 3 4 5 

5 I prefer to have plenty of time to thoroughly prepare my work 1 2 3 4 5 

6 I get along best with logical and analytical people 1 2 3 4 5 

7 I take care in the interpretation of information and avoid jumping to           

  conclusions 1 2 3 4 5 

8 

I tend to reach decisions carefully, after weighing up many 

alternatives 1 2 3 4 5 

9 I am attracted to novel and unusual ideas 1 2 3 4 5 

10 I dislike unorganized situations 1 2 3 4 5 

11 

In discussions, I like to get straight to the point, no matter what 

others feel 1 2 3 4 5 

12 I tend to have distant, formal relationships with people at work 1 2 3 4 5 

13 I tend to respond to events on a spontaneous and flexible basis 1 2 3 4 5 

14 I dislike having to work under pressure 1 2 3 4 5 

15 I tend to judge other peoples' ideas primarily on their practical merits 1 2 3 4 5 

16 I am always interested to find out what other people think 1 2 3 4 5 

17 I think that too many formal procedures and policies restrict people 1 2 3 4 5 

18 I think that decisions should be based on a thorough analysis of all           

  information 1 2 3 4 5 

19 I tend to be open about how I am feeling 1 2 3 4 5 

20 I will comply with procedures and policies, only if it gets the job done 1 2 3 4 5 

21 I enjoy communicating my ideas and opinions to others 1 2 3 4 5 

22 

I feel that people should avoid indulging in fancy ideas and 

speculations 1 2 3 4 5 

23 

I tend to discuss specific things with individuals rather than engaging 

in social discussions 1 2 3 4 5 

24 

I think that objectives and targets should take precedence over 

individuals' feelings and objections 1 2 3 4 5 

25 I get bored quickly with detailed and methodical work 1 2 3 4 5 
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University Academic Questionnaire 2008 

         

        1                                        2                                         3                                        4                                         5       

      Strongly                          Disagree                              Neutral                                Agree                             Strongly  

      Disagree                                                                                                                                                        Agree 

              

  Circle the most appropriate response: Strongly     Strongly 

   Disagree   Agree 

26 

I am keen on exploring the basic assumptions and theories 

underpinning           

  things and events 1 2 3 4 5 

27 I avoid ambiguous situations 1 2 3 4 5 

28 I thrive on the challenge of tackling something new and different 1 2 3 4 5 

Section 2 - Questions about how your organisation operates 

29 

In my organisation, training and development resources are generally 

more           

  theoretical, rather than practical 1 2 3 4 5 

30 In my organisation, training and professional development needs are           

  generally left up to the individual 1 2 3 4 5 

31 In my organisation, people are generally encouraged to take risks and        

  experiment with new ways of doing things 1 2 3 4 5 

32 In my organisation, people generally have plenty of time to learn to do           

  new tasks 1 2 3 4 5 

33 

In my organisation, people generally feel free to openly express their 

ideas and opinions, regardless of the topic or issue 1 2 3 4 5 

34 

In my organisation, people are generally recognized individually for 

their work achievements, rather than rewarded as a group or 

department 1 2 3 4 5 

35 In my organisation, people are generally expected to conform to rules,        

  regulations and policies 1 2 3 4 5 

36 In my organisation, people generally work independently and have the        

  freedom to plan and make decisions about their own work 1 2 3 4 5 

37 In my organisation, the discussion of problems and critical work issues        

  are generally encouraged and valued 1 2 3 4 5 

38 In my organisation, people are generally willing to offer their intellectual           

  skills and knowledge to help other colleagues succeed 1 2 3 4 5 

39 In my organisation, there are generally regular social discussions and        

  interaction amongst colleagues 1 2 3 4 5 

40 In my organisation, people generally focus on their job, not on other           

  peoples' feelings and emotions 1 2 3 4 5 

41 In my organisation, work standards are generally challenging 1 2 3 4 5 

42 

In my organisation, work practices and structures are constantly 

changing 1 2 3 4 5 
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University Academic Questionnaire 2008 

         

        1                                        2                                         3                                        4                                         5       

      Strongly                          Disagree                              Neutral                                Agree                             Strongly  

      Disagree                                                                                                                                                        Agree 

              

  Circle the most appropriate response: Strongly     Strongly 

    Disagree   Agree 

Section 3 - Questions about how you would like your organisation to operate 

43 I prefer an organisation where training and development resources are           

  generally more theoretical, rather than practical 1 2 3 4 5 

44 I prefer an organisation where training and professional development           

  needs are generally left up to the individual 1 2 3 4 5 

45 I prefer an organisation where people are generally encouraged to take        

  risks and experiment with new ways of doing things 1 2 3 4 5 

46 

I prefer an organisation where people generally have plenty of time to 

learn to do new tasks 1 2 3 4 5 

47 

I prefer an organisation where people generally feel free to openly 

express  their ideas and opinions, regardless of the topic or issue 1 2 3 4 5 

48 I prefer an organisation where people are generally recognized           

  individually for their work achievements, rather than rewarded as         

  a group or department 1 2 3 4 5 

49 I prefer an organisation where people are generally expected to conform        

  to rules, regulations and policies 1 2 3 4 5 

50 I prefer an organisation where people generally work independently and        

  have the freedom to plan and make decisions about their own work 1 2 3 4 5 

51 I prefer an organisation where the discussion of problems and critical        

  work issues are generally encouraged and valued 1 2 3 4 5 

52 I prefer an organisation where people are generally willing to offer their           

  intellectual skills and knowledge to help other colleagues succeed 1 2 3 4 5 

53 I prefer an organisation where there are generally regular social        

  discussions and interaction amongst colleagues 1 2 3 4 5 

54 I prefer an organisation where people generally focus on their job, not on        

  other peoples' feelings and emotions 1 2 3 4 5 

55 I prefer an organisation where work standards are generally challenging 1 2 3 4 5 

56 I prefer an organisation where work practices and structures are            

  constantly changing 1 2 3 4 5 
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University Academic Questionnaire 2008 

         

        1                                        2                                         3                                        4                                         5       

      Strongly                          Disagree                              Neutral                                Agree                             Strongly  

      Disagree                                                                                                                                                        Agree 

              

  Circle the most appropriate response: Strongly     Strongly 

    Disagree   Agree 

Section 4 - Questions about you and your university 

57 The learning values of this organisation are similar to my own learning           

  values 1 2 3 4 5 

58 The way I prefer to learn matches the way this organisation facilitates           

  my learning 1 2 3 4 5 

59 This organisation satisfies my learning needs 1 2 3 4 5 

60 This organisation matches my expectations for learning 1 2 3 4 5 

61 My job is well within the scope of my abilities 1 2 3 4 5 

62 I feel that I am over qualified for the job I am doing 1 2 3 4 5 

              

              

63 I will be able to achieve most of the goals that I have set for myself 1 2 3 4 5 

64 When facing difficult tasks, I am certain that I will accomplish them 1 2 3 4 5 

65 In general, I think that I can obtain outcomes that are important to me 1 2 3 4 5 

66 I believe I can succeed at any endeavour to which I set my mind 1 2 3 4 5 

67 I will be able to successfully overcome many challenges 1 2 3 4 5 

68 I am confident that I can perform effectively on many different tasks 1 2 3 4 5 

69 Compared to other people, I can do most tasks very well 1 2 3 4 5 

70 Even when things are tough, I can perform quite well 1 2 3 4 5 

              

              

71 I would be happy to spend the rest of my career with this organisation 1 2 3 4 5 

72 I would recommend this organisation to others to work in 1 2 3 4 5 

73 I personally identify with the problems in this organisation 1 2 3 4 5 

74 I think I could easily become attached to another organisation 1 2 3 4 5 

75 I would prefer it if this organisation felt more like a family 1 2 3 4 5 

76 I do not feel "emotionally attached" to this organisation 1 2 3 4 5 

77 This organisation has a great deal of personal meaning to me 1 2 3 4 5 

78 I do not feel a strong sense of belonging to this organisation 1 2 3 4 5 
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University Academic Questionnaire 2008 

             

Section 5 - Questions about you 

79 Academic discipline (please state)                                                      

              

80 Academic level (please tick one box)                             

  

 

 
 

      

         

         

              

81 Type of employment (please tick as appropriate)                                 

  

 

 
 

   

 

  

                                                                                 

         

         

82 Length of service at the University (please tick one box)       

  

 
 
 

   

 

  

              

83 Do you intend to leave the University in the next 12 months? (please tick one box)  

  

 
  
 

              

84 Have you been promoted since working at the University? (please tick one box)                             

  

 

 
 

      

         

85 Gender (please tick one box)                                                                                                       

         

        

86 Age (please tick one box)                                                                 

 
  

  
 

 

 
 

  

     

 
Any additional comments: 

   

         

         

         

Thank you very much. Your participation is greatly appreciated 

 

 

Associate Lecturer  

Part-time/Permanent  Full-time  Sessional  

Half-time  

less than 1 year  more than 6 years  1-3 years  4-6 years  

25 and under  26-35  36-45  46-55  

 Lecturer  

Senior Lecturer  

Associate Professor  

 Professor  

Fractional   Other (please state) 

 

_______________________  

Yes  No  Unsure  

Yes  No  Not Applicable  

Male  Female  

 

 

 

 

 

 

 

  

 

   

   

   

  

    
 

 Other (please state) 

 

_______________________  

No Comment  

 

 

56-65  66 plus  
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Appendix C: SPSS Data Analysis Procedures 

 

No A list of all SPSS Data Analysis Procedures Performed: 

1 Reliability Analysis: 

Learning Styles, Current and Preferred Learning Climate, Perceived 

Congruence, Self-efficacy and Affective Commitment 

2 Principal Components Analysis: 

Learning Styles, Current and Preferred Learning Climate, Perceived 

Congruence, Self-efficacy and Affective Commitment 

3 Cross-Tabs: 

Between Demographic Attributes 

4 Paired T-test: 

Learning Style and Preferred Learning Climate; Current and Preferred 

Learning Climate 

5 Chi-Square: 

Between Demographic Attributes 

6 Correlations: 

Demographics and All Variables 

Learning Style and Preferred Learning Climate;  

Current and Preferred Learning Climate;  

Learning Style and Self-efficacy;  

Learning Style and Affective Commitment;  

Preferred Learning Climate and Self-efficacy;  

Preferred Learning Climate and Affective Commitment;  

Current Learning Climate and Self-efficacy;  

Current Learning Climate and Affective Commitment;  

Perceived Congruence and Self-efficacy;  

Perceived Congruence and Affective Commitment; 

7 Linear Regression 

Learning Style and Self-efficacy:  

Learning Style and Affective Commitment;  

Preferred Learning Climate and Self-efficacy;  

Preferred Learning Climate and Affective Commitment;  

Current Learning Climate and Self-efficacy;  

Current Learning Climate and Affective Commitment;  

Perceived Congruence and Self-efficacy;  

Perceived Congruence and Affective Commitment 

8 Multiple Linear Regression 

Learning Style and Preferred Learning Climate and Self-efficacy;  

Learning Style and Preferred Learning Climate and Affective Commitment;  

Current and Preferred Learning Climate and Self-efficacy;  

Current and Preferred Learning Climate and Affective Commitment; 

Demographic Attributes and Self-efficacy; 

Demographic Attributes and Affective Commitment;  
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9 

 

Hierarchical Linear Regression 

Learning Style, Preferred Learning Climate and Self-efficacy;  

Learning Style, Preferred Learning Climate and Affective Commitment; 

Demographic Attributes, Learning Style, Preferred Learning Climate and Self-

efficacy; 

Demographic Attributes, Learning Style, Preferred Learning Climate and 

Affective Commitment; 

Demographic Attributes, Current and Preferred Learning Climate and Self-

efficacy; 

Demographic Attributes, Current and Preferred Learning Climate and Affective 

Commitment; 

10 One-Way Analysis of Variance: 

Demographics and Perceived Congruence;  

11 Univariate Analysis of Variance: 

Learning Style and Preferred Learning Climate and Self-efficacy;  

Learning Style and Preferred Learning Climate and Affective Commitment;  

Current and Preferred Learning Climate and Self-efficacy;  

Current and Preferred Learning Climate and Affective Commitment; 

12 Multiple Analysis of Variance 

Learning Style and Preferred Learning Climate and Self-efficacy and Affective 

Commitment; Current and Preferred Learning Climate and Self-efficacy and 

Affective Commitment 
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Appendix D: Means and Standard Deviation for All Variables 

 

Questionnaire Items Mean SD 

Learning Style 

1 Theorist 3.96   .850 

2 Pragmatist 3.56   .954 

3 Pragmatist 3.79   .910 

4 Theorist 3.51 1.058 

5 Reflector 4.16   .893 

6 Theorist 3.64 1.009 

7 Reflector 3.94   .813 

8 Reflector 3.98   .779 

9 Activist 4.03   .891  

10 Theorist 2.04 1.124 

11 Pragmatist 3.01 1.057 

12 Theorist 2.49 1.135 

13 Activist 3.38   .879 

14 Reflector 2.47 1.118 

15 Pragmatist 3.17   .948 

16 Reflector 4.05   .748 

17 Activist 4.04   .988 

18 Reflector 4.01   .845 

19 Activist 3.45   .988 

20 Pragmatist 3.16 1.027 

21 Activist 4.00   .730 

22 Pragmatist 2.44 1.133 

23 Reflector 3.12 1.101 

24 Pragmatist 2.64 1.045 

25 Activist 3.16 1.113 

26 Theorist 4.11   .813 

27 Theorist 3.19   .993 

28 Activist 4.05   .823 

Total Average = 3.45 

Current Learning Climate 

29 Learning Resources 2.92   .984 

30 Learning Resources 3.66 1.090 

31 Encouragement to Learn 2.59 1.058 

32 Encouragement to Learn 1.96   .966 

33 Communications 3.09 1.161 

34 Rewards 3.49 1.098 

35 Conformity 3.99   .822 

36 Conformity 3.64   .945 

37 Value of Ideas 3.14 1.154 

38 Practical Help Available 3.36 1.066 

39 Warmth and Support 2.96 1.091 

40 Warmth and Support 3.35   .933 

41 Standards 3.67   .914 
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42 Standards 3.97   .964 

Total Average = 3.27 

Preferred Learning Climate 

43 Learning Resources 2.25   .805 

44 Learning Resources 2.89   .999 

45 Encouragement to Learn 4.01   .665 

46 Encouragement to Learn 4.16   .731 

47 Communications 4.39   .644 

48 Rewards 3.81   .902 

49 Conformity 2.91 1.033 

50 Conformity 4.18   .724 

51 Value of Ideas 4.50   .601 

52 Practical Help Available 4.55   .574 

53 Warmth and Support 4.13   .816 

54 Warmth and Support 2.92 1.121 

55 Standards 3.90   .802 

56 Standards 2.21 1.032 

Total Average = 3.63 

Perceived Congruence 

57 Perceived Congruence 3.10 1.055 

58 Perceived Congruence 2.90   .960 

59 Perceived Congruence 3.03 1.032 

60 Perceived Congruence 2.97   .994 

61 Perceived Congruence 4.14   .797 

62 Perceived Congruence 2.43 1.158 

Total Average = 3.10 

Self-efficacy 

63 Self-efficacy 3.90   .864 

64 Self-efficacy 3.73   .923 

65 Self-efficacy 4.03   .728 

66 Self-efficacy 3.93   .850 

67 Self-efficacy 4.09   .669 

68 Self-efficacy 4.22   .690 

69 Self-efficacy 3.93   .763 

70 Self-efficacy 4.03   .724 

Total Average = 4.00 

Affective Commitment 

71 Affective Commitment 3.20 1.179 

72 Affective Commitment 3.32 1.114 

73 Affective Commitment 3.02 1.090 

74 Affective Commitment 3.59   .974 

75 Affective Commitment 3.04 1.058 

76 Affective Commitment 2.89 1.181 

77 Affective Commitment 3.06 1.130 

78 Affective Commitment 3.14 1.153 

Total Average = 3.16 
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Appendix E: Demographic Attributes Correlations and Cross-Tabs 

 

Promotion & Academic Level 

ACADEMIC 

LEVEL 

PROMOTION (%) 

 Yes No N/A 

Associate Lecturer 18.8 81.3      0 

Senior Lecturer 66.2 32.4   1.4 

Professor 64.6 22.9 12.5 

Lecturer 35.6 58.4   5.9 

Associate Professor 72.0 28.0      0 

Other 12.5 50.0 37.5 

 

Promotion & Length of Service 

LENGTH OF 

SERVICE 

PROMOTION (%) 

 Yes No N/A 

Less than 1 year      0 53.8 46.2 

1-3 years 15.4 73.8 10.8 

4-6 years 44.4 53.7   1.9 

More than 6 years 74.1 23.7   2.2 

 

Promotion & Age 

AGE PROMOTION (%) 

 Yes No N/A 

26-35 years   8.1 13.7 11.8 

36-45 years 23.5 30.8 41.2 

46-55 years 41.9 34.2 41.2 

56-65 years 25.0 17.9   5.9 

66 plus   1.5   3.4     0 

 

Age & Gender 

AGE GENDER (%) 

 Male Female 

26-35 years 44.8 55.2 

36-45 years 39.5 60.5 

46-55 years 45.7 54.3 

56-65 years 67.9 32.1 

66 plus 50.0 50.0 
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Age & Length of Service 

AGE LENGTH OF SERVICE (%) 

 Less than 1 

year 

1-3 years 4-6 years More than 6 

years 

26-35 years 15.4 15.4 22.2   3.6 

36-45 years 61.5 38.5 37.0 16.4 

46-55 years 15.4 36.9 24.1 47.1 

56-65 years   7.7   9.2 14.8 29.3 

66 plus      0      0   1.9   3.6 

 

Length of Service & Academic Discipline 

ACADEMIC DISCIPLINE LENGTH OF SERVICE (%) 

 Less than 1 

year 

1-3 years 4-6 years More 

than 6 

years 

Business and Commerce 20 16.7 26 17.6 

Education 40 15 10 10.7 

Environment and Planning   0   5   2   5.3 

Health 10 38.3 32 11.5 

Engineering and IT 10   3.3 12   8.4 

Science   0   1.7   2 10.7 

Arts, Languages and 

Criminology 

10 13.3   8 21.4 

Law   0   3.3   4   4.6 

Visual and Creative Arts   0   1.7   2   3.8 

Music   0   1.7   2   6.1 
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Appendix F: Current Learning Climate Factor Analysis Items 

 

Factor 1: Encouragement to Learn 

Explained 45.493% of Total Variance Reliability Coefficient (α = .455) 

Item No Questionnaire Items 

29 In  my organisation, training and development resources are generally more 

theoretical, rather than practical 

31 In  my organisation, people are generally encouraged to take risks and experiment 

with new ways of doing things 

32 In  my organisation, people generally have plenty of time to learn to do new tasks 

33 In  my organisation, people generally feel free to openly express their ideas and 

opinions, regardless of the topic or issue 

 

Factor 2: Value Placed on Ideas 

Explained 52.321% of Total Variance Reliability Coefficient (α = .159) 

Item No Questionnaire Items 

35 In my organisation, people are generally expected to conform to rules, regulations 

and policies 

36 In my organisation, people generally work independently and have the freedom to 

plan and make decisions about their own work 

37 In my organisation, the discussion of problems and critical work issues are 

generally encouraged and valued 

 

Factor 3: Learning Resources 

Explained 45.846% of Total Variance Reliability Coefficient (α = .395) 

Item No Questionnaire Items 

30 In my organisation, training and professional development needs are generally left 

up to the individual 

41 In my organisation, people are generally encouraged to take risks and experiment 

with new ways of doing things 

42 In my organisation, work practices and structures are constantly changing 

 

Factor 4: Support and Help Available 

Explained 58.234% of Total Variance Reliability Coefficient (α = .131) 

Item No Questionnaire Items 

38 In my organisation, people are generally willing to offer their intellectual skills and 

knowledge to help other colleagues succeed 

39 In my organisation, there are generally regular social discussions and interaction 

amongst colleagues 

40 In my organisation, people generally focus on their job, not on other peoples' 

feelings and emotions 
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Appendix G: Preferred Learning Climate Factor Analysis Items 

 

Factor 1: Encouragement to Learn 

Explained 43.781% of Total Variance Reliability Coefficient (α = .399) 

Item No Questionnaire Items 

43 I prefer an organisation where training and development resources are generally 

more theoretical, rather than practical 

45 I prefer an organisation where people are generally encouraged to take risks and 

experiment with new ways of doing things 

46 I prefer an organisation where people generally have plenty of time to learn to do 

new tasks 

47 I prefer an organisation where people generally feel free to openly express their 

ideas and opinions, regardless of the topic or issue 

 

Factor 2: Value Placed on Ideas 

Explained 48.443% of Total Variance Reliability Coefficient (α = .201) 

Item No Questionnaire Items 

49 I prefer an organisation where people are generally expected to conform to rules, 

regulations and policies  

50 I prefer an organisation where people generally work independently and have the 

freedom to plan and make decisions about their own work 

51 I prefer an organisation where the discussion of problems and critical work issues 

are generally encouraged and valued 

 

Factor 3: Learning Resources 

Explained 43.633% of Total Variance Reliability Coefficient (α = .345) 

Item No Questionnaire Items 

44 I prefer an organisation where training and professional development needs are 

generally left up to the individual 

45 I prefer an organisation where people are generally encouraged to take risks and 

experiment with new ways of doing things 

56 I prefer an organisation where work practices and structures are constantly 

changing 

 

Factor 4: Support and Help Available 

Explained 52.104% of Total Variance Reliability Coefficient (α = .147) 

Item No Questionnaire Items 

52 I prefer an organisation where people are generally willing to offer their intellectual 

skills and knowledge to help other colleagues succeed 

53 I prefer an organisation where there are generally regular social discussions and 

interaction amongst colleagues 

54 I prefer an organisation where people generally focus on their job, not on other 

peoples' feelings and emotions 
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Appendix H: Current and Preferred Learning Climate Factor Matrix and  

Scree Plots 

 

Current Learning Climate - Rotated Factor Matrix 

Item 

No 

Item Name Factor 1 Factor 2 Factor 3 Factor 4 

37 Value of Ideas .701  .354   

33 Communications .651  .388   

36 Conformity .581    

31 Encouragement to 

Learn 

.529   -.306 

32 Encouragement to 

Learn 

.411    

34 Rewards .307    

38 Practical Help 

Available 

.356  .614   

39 Warmth and Support .315  .544   

40 Warmth and Support  -.522   

42 Standards   .686  

41 Standards   .461  

35 Conformity   .439  

30 Learning Resources     .733 

29 Learning Resources     

Scree Plot 

 

14 13 12 11 10 9 8 7 6 5 4 3 2 1 
Factor Number 

4 

2 

0 

Eigenvalue 



 

312 

 

Preferred Learning Climate - Rotated Factor Matrix 

Item 

No 

Item Name Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

51 Value of Ideas .767     

52 Practical Help 

Available 

.751  .303    

47 Communications .312  .659    

45 Encouragement to 

Learn 

  .518    

53 Warmth and 

Support 

.367  .470    

46 Encouragement to 

Learn 

  .459    

54 Warmth and 

Support 

 -.373  .340  

52 Standards   .685   

53 Standards   .398   

43 Learning Resources      

50 Conformity .384   .470  

44 Learning Resources    .419  

48 Rewards    .387  

49 Conformity     .574 

Scree Plot 

 

 

14 13 12 11 10 9 8 7 6 5 4 3 2 1 

Factor Number 

3.5 

3.0 

2.5 

2.0 

1.5 

1.0 

0.5 

0.0 

Eigenvalue 
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Appendix I: Learning Style Factor Analysis Items 

 

 

Factor 1: Theorist 

Explained 42.340% of Total Variance Reliability Coefficient (α = .642) 

Item No Questionnaire Items 

1 I tend to solve problems using a step-by-step approach 

4 I tend to follow a self-disciplined approach with set routines 

6 I get along best with logical and analytical people 

10 I dislike unorganized situations 

12 I tend to have distant, formal relationships with people at work 

 

Factor 2: Pragmatist 

Explained 37.934% of Total Variance Reliability Coefficient (α = .594) 

Item No Questionnaire Items 

2 I tend to say what I think, simply and directly 

11 In discussions, I like to get straight to the point, no matter what others feel 

20 I will comply with procedures and policies, only if it gets the job done 

24 I think that objectives and targets should take precedence over individuals' 

feelings and objections 

 

Factor 3: Reflector 

Explained 42.787% of Total Variance Reliability Coefficient (α = .346) 

Item No Questionnaire Items 

7 I take care in the interpretation of information and avoid jumping to 

conclusions 

8 I tend to reach decisions carefully, after weighing up many alternatives 

14* I dislike having to work under pressure 

18 I think that decisions should be based on a thorough analysis of all 

information 

 

Factor 4: Activist 

Explained 33.856% of Total Variance Reliability Coefficient (α = .474) 

Item No Questionnaire Items 

9 I am attracted to novel and unusual ideas 

13 I tend to respond to events on a spontaneous and flexible basis 

17 I think that too many formal procedures and policies restrict people 

21 I enjoy communicating my ideas and opinions to others 

25 I get bored quickly with detailed and methodical work 

 

 

Note: Asterisk (*) indicates negatively worded items that were re-coded through SPSS 
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Appendix J: Perceived Congruence Factor Analysis Items 

 

 

 

Perceived Congruence 

 

 

Explained 66.428% of Total Variance 

 

Item No Questionnaire Items 

57 The learning values of this organisation are similar to my own learning 

values 

58 The way I prefer to learn matches the way this organisation facilitates my 

learning 

59 This organisation satisfies my learning needs 

60 This organisation matches my expectations for learning 

62 I feel that I am over qualified for the job I am doing 
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Appendix K: Self-efficacy and Affective Commitment Factor Analysis Items 

 

 

 

 

Self-efficacy 

 

 

Explained 53.085% of Total Variance 
 

Item No Questionnaire Items 

63 I will be able to achieve most of the goals that I have set for myself 

64 When facing difficult tasks, I am certain that I will accomplish them 

65 In general, I think that I can obtain outcomes that are important to me 

66 I believe I can succeed at any endeavour to which I set my mind 

67 I will be able to successfully overcome many challenges 

69 Compared to other people, I can do most tasks very well 

70 Even when things are tough, I can perform quite well 

 

 

 

 

 

Affective Commitment 

 

 

Explained 52.045% of Total Variance 
 

Item No Questionnaire Items 

71 I would be happy to spend the rest of my career with this organisation 

72 I would recommend this organisation to others to work in 

73 I personally identify with the problems in this organisation 

74* I think I could easily become attached to another organisation 

76* I do not feel "emotionally attached" to this organisation 

77 This organisation has a great deal of personal meaning to me 

 

 

Note: Asterisk (*) indicates negatively worded items that were re-coded through SPSS 
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Appendix L: Means and Correlations for Current and Preferred Learning 

Climate 

 

* Indicates a significant relationship p < .05 

 

Current 

Learning 

Climate  

M Preferred 

Learning 

Climate 

M Diff 

Score 

D2 r p 

Factor 1: 

Encouragement 

to Learn 

2.64 Factor 1: 

Encouragement 

to Learn 

3.70 -1.06  1.12 -.201  .001* 

Item 29 2.92 Item 43 2.25   0.67 -0.45   .001   .987 

Item 31 2.59 Item 45 4.01  -1.42  2.02   .010   .875 

Item 32 1.95 Item 46 4.16 -2.21  4.89 -3.48   .000 

Item 33 3.10 Item 47 4.39 -1.29  1.66 -0.126   .038 

Factor 2: Value 

of Ideas 

3.59 Factor 2: Value 

of Ideas 

3.86 -0.27  0.07    .062   .309 

Item 35 3.99 Item 49 2.91  1.08 -1.17    .079   .194 

Item  36 3.64 Item 50 4.18 -0.54  0.16    .183   .002 

Item 37 3.14 Item 51 4.50 -1.36  1.85    .000 1.000 

Factor 3: 

Learning 

Resources 

3.77 Factor 3: 

Learning 

Resources 

3.00   0.77 -0.59 -0.227   .000* 

Item 30 3.66 Item 44 2.89   0.77 -0.59    .179   .003 

Item 41 3.67 Item 55 3.90 -0.23  .053    .119   .051 

Item 42 3.97 Item 56 2.21  1.76 -3.10 -2.58   .000 

Factor 4: 

Support and 

Help Available 

3.22 Factor 4: 

Support and 

Help Available 

3.87 -0.65  0.42    .041   .501 

Item 38 3.36 Item 52 4.55 -1.19  1.42    .126   .039 

Item 39 2.96 Item 53 4.13 -1.17  1.37    .047   .440 

Item 40 3.35 Item 54 2.92  0.43 -0.18    .195   .001 
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Appendix M: Regression Analysis Between Current and Preferred Learning 

Climate, Self-efficacy and Affective Commitment 

 

SELF-EFFICACY 

Variable b  t R R2 R ∆ F p 

Current Learning 

Climate 

  .232 .054 .054 3.704 .006 

Encouragement to Learn   .006   .073      

Value of Ideas   .218* 2.901 

Learning Resources -.036 -.568 

Support and Help 

Available 

  .003  .037 

Preferred Learning 

Climate 

  .344 .118 .064 4.688 .001 

Encouragement to Learn   .052   .735      

Value of Ideas   .192* 2.850 

Learning Resources   .098 1.598 

Support and Help 

Available 

  .053   .789 

* Indicates a significant relationship p < .05 

 

AFFECTIVE COMMITMENT 

Variable b  T R R2 R ∆ F p 

Current Learning 

Climate 

  .598 .358 .358 36.486 .000 

Encouragement to Learn  .454*  6.663      

Value of Ideas  .145*  2.345 

Learning Resources  .090  1.745 

Support and Help 

Available 

 .107  1.808 

Preferred Learning 

Climate 

  .618 .381 .024 2.465 .046 

Encouragement to Learn -.064 -1.085      

Value of Ideas -.044 -0.771 

Learning Resources  .140*  2.725 

Support and Help 

Available 

 .043    .760 

* Indicates a significant relationship p < .05 
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Appendix N: Regression Interactions Between Learning Styles, Learning 

Climate, Self-efficacy and Affective Commitment 

 

SELF-EFFICACY 

Learning 

Style 

Preferred Learning Climate B t p 

Theorist Encouragement to Learn -.135 -1.445 .150 

Theorist Learning Resources  .099  1.172 .242 

Theorist Value of Ideas -.014 - .169 .866 

Theorist Support and Help Available -.026 - .326 .745 

Pragmatist Encouragement to Learn -.112 -1.119 .264 

Pragmatist Learning Resources  .079    .998 .319 

Pragmatist Value of Ideas  .025    .258 .797 

Pragmatist Support and Help Available  .037    .421 .674 

Reflector Encouragement to Learn -.003 - .031 .975 

Reflector Learning Resources  .082  1.006 .315 

Reflector Value of Ideas  .002   .025 .980 

Reflector Support and Help Available -.061 - .725 .469 

Activist Encouragement to Learn  .132  1.236 .218 

Activist Learning Resources -.378 -3.459 .001* 

Activist Value of Ideas  .079    .782 .435 

Activist Support and Help Available  .092    .858 .391 

* Indicates a significant relationship p < .05 

 

 

 



 

324 

 

 

AFFECTIVE COMMITMENT 

 

Learning Style Preferred Learning Climate B t p 

Theorist Encouragement to Learn -.209 -2.189 .029* 

Theorist Learning Resources -.135 -1.582 .115 

Theorist Value of Ideas -.013 - .143 .866 

Theorist Support and Help Available -.025 - .300 .765 

Pragmatist Encouragement to Learn -.142 -1.365 .173 

Pragmatist Learning Resources  .106  1.308 .192 

Pragmatist Value of Ideas  .057   .549 .583 

Pragmatist Support and Help Available -.015 - .165 .869 

Reflector Encouragement to Learn  .010   .103 .918 

Reflector Learning Resources -.049 - .602 .548 

Reflector Value of Ideas  .061   .673 .502 

Reflector Support and Help Available -.023 - .259 .796 

Activist Encouragement to Learn  .102   .929 .354 

Activist Learning Resources  .151 1.346 .179 

Activist Value of Ideas  .020   .193 .847 

Activist Support and Help Available  .024   .219 .827 
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Appendix O: Regression Interactions Between Learning Climate, Self-efficacy 

and Affective Commitment 

 

SELF-EFFICACY 

 

Current Learning 

Climate 

Preferred Learning 

Climate 

B t p 

Encouragement to 

Learn 

Encouragement to Learn -.124 -1.264 .207 

Learning Resources Learning Resources  .040    .440 .660 

Value of Ideas Value of Ideas  .041    .422 .673 

Support and Help 

Available 

Support and Help 

Available 

 .097  1.052 .294 

* Indicates a significant relationship p < .05 

 

 

AFFECTIVE COMMITMENT 

 

Current Learning 

Climate 

Preferred Learning 

Climate 

B t p 

Encouragement to 

Learn 

Encouragement to Learn  .214  2.591 .010* 

Learning Resources Learning Resources  .147  1.628 .105 

Value of Ideas Value of Ideas -.013 - .143 .866 

Support and Help 

Available 

Support and Help 

Available 

 .075   .859 .391 

* Indicates a significant relationship p < .05 
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