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ENHANCING MANAGEMENT EDUCATION 
RELEVANCE: JOINT CREATION OF KNOWLEDGE 

BETWEEN BUSINESS SCHOOLS AND BUSINESS  
Chuanyin Xie, The University of Tampa 

Susan D. Steiner, The University of Tampa 
 

ABSTRACT 
 
Management education has been criticized for its limited contribution to both students and business. Yet, 
the traditional education approach has not undergone fundamental changes in decades. A number of new 
educational models have been proposed, but challenges seem insurmountable when it comes to 
implementation. This article explores how an effective change in management education could be made 
through joint creation of management knowledge between business schools and the business community. 
We argue that this collaboration in knowledge creation complements the new management education 
models and is helpful to their implementation.   
 
JEL: I20, I21, M10 
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INTRODUCTION 
 

anagement education has been criticized for its irrelevance to the real world practice and 
limited contribution to students’ career success. The wave of criticism was triggered by 
business failures such as the loss of U.S. dominance in the world car market three decades ago. 

Hayes and Abernathy (1980) contended that American managers have led the way to economic decline 
because of their analytical detachment and focus on short-term cost reductions. These inferior managers 
were often educated by business schools, so Leonard (1984: 47) argued that “the disastrous American 
emphasis on short-term, bottom-line management owes less to science classes at Central High than to 
MBA classes at Harvard.” 
 
More recently, scholars and practitioners have intensified their criticisms. They complained that graduates 
can use very little of what they were taught in school (Detrick, 2002); business schools foster specialists, 
not managers (Mintzberg & Gosling, 2002); consulting firms can reproduce a two-year business school 
experience in three weeks (Preffer and Fong, 2002); and employers hire MBA students because they are 
“a prescreened pool,” not because they believe that the education delivered in the classroom creates value 
(Leonhardt, 2000). Therefore, business schools appear to have been “on the wrong track” and lost their 
way (Bennis & O’Toole, 2005). They are less successful than the burgeoning number of MBA graduates 
might indicate (Preffer & Fong, 2002), and their “golden days” seem to be over (Bridgman, 2007). 
 
Facing the widespread criticisms of management education, scholars have proposed a number of new 
educational approaches and models. Some of them are incremental, focusing on improvements in 
curricula and/or teaching methods, such as requiring a business ethics course in the undergraduate core 
curriculum (Rutherford et al., 2012), team teaching (Greiner et al., 2003), using executives as professors 
(Clinebell & Clinebell, 2008), learning-on-demand (Armstrong & Sadler-Smith, 2008), and design 
thinking (Dunne & Martin, 2006). Other educational proposals are more radical. According to Grey 
(2004), incremental solutions are not sufficient for addressing the problems business schools face. The 
problems in management education should be tackled with changes in pedagogy rather than changes in 
curricula (Campbell et al., 2006). A less-than-relevant curriculum may be a main culprit, but “the 
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curriculum is the effect, not the cause, of what ails the modern business school (Bennis & O’Toole, 2005: 
98). Thus, some more radical approaches are proposed, including the student-as-partner model (Ferris, 
2002), the student-as-client model (Armstrong, 2003), the professional model treating management as a 
profession (Bennis & O’Toole, 2005; Khurana & Nohria, 2008) and critical management education 
(Bridgman, 2007; Dehler et al., 2001; Grey, 2004).  
 
Despite all these responses from management educators, the traditional educational approach has not 
undergone any fundamental change (Welsh & Dehler, 2007). Countless calls for changes have been made, 
but the “pleas seem to fall on deaf ears” (Bell, 2009). According to Pfeffer and Fong (2002), a profound 
change in contemporary management education will be limited in the U.S. in the foreseeable future 
because of institutionalized practices. The most prestigious business schools have little incentive to 
change the rules of the game that put them on top. Because they are able to attract the best students, who 
are sought-after job candidates that are offered the highest salaries, these schools are insulated to some 
degree from external adverse influences. But what about less prestigious schools? They are facing more 
serious challenges in today’s competitive education arena. They need a fundamental change more than the 
elite group does. 
 
This article explores how we can make a change in management education so that it becomes more 
relevant to business and more helpful to students’ career success. We acknowledge the value of the new 
proposals, but we also argue that each proposal, if used alone, may not be sufficient to address the 
problems plaguing business schools. We further argue that in order to make effective fundamental 
changes to the curricula and pedagogy, business schools and businesses need to go beyond current 
collaborations. 
 
The remainder of the paper is organized as follows. First, we conduct a literature review of management 
education in the U.S. and discuss challenges the traditional business schools face. Second, we analyze the 
new educational models aimed at solving the problems in management education. Third, we propose the 
next critical step in management education: the joint creation of management knowledge by business 
schools and the business community. We conclude that the collaboration in knowledge creation is a 
starting point for addressing the challenges facing business schools and a necessary condition for 
successfully implementing the new educational models. Therefore, it warrants further attention and 
development efforts. 
 
LITERATURE REVIEW 
 
With a gift of $100,000 made by Joseph Wharton in 1881, the University of Pennsylvania established the 
first business school in the United States. In 1900, the first MBA program was started at Dartmouth 
College’s Tuck School of Business. There were approximately 150 business schools at that time (Friga et 
al., 2003) and more have been established since then. Student enrollment in business schools increased 
dramatically after World War II. By 1955, business had become one of the most popular undergraduate 
majors (Cheit, 1985).  
 
Friga and colleagues (2003) divided the history of MBA education in business schools into several eras. 
The earliest era was corporate-based and emphasized business relevance. Most business professors were 
corporate managers. They brought their business experience into the classroom and contributed to the 
design of the MBA program. The faculty-based era began in the 1950s.  This era was marked by an 
increasing focus on research and academic rigor, so business schools became less vocational. The swing 
of pendulum from business relevance to academic rigor also applied to undergraduate programs as they 
were evolving. 
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Ironically, when business schools focused on practice in early times (corporate-based era), they were 
criticized as being too vocational. After they shifted focus from practical usefulness to academic 
legitimation (faculty-based era), they were criticized as being too academic, distant from business practice, 
and not producing effective managers needed by business. Friga et al. suggested that business educators 
should not return to the corporate-era as they strive to tackle the relevance issue. Instead, they proposed 
that business educators move into a “student-based” era in which business schools emphasize “delivering 
the most important content in the most efficient manner and at the lowest cost” (2003: 236).  
 
Management education is now becoming more competitive than ever before. First, for-profit 
organizations like the University of Phoenix and Kaplan University have made significant inroads into the 
academic arena (Friga et al., 2003). They offer associate’s, bachelor’s, master’s, and doctoral degrees, just 
as traditional business schools do. Second, corporate universities have grown exponentially. They were 
first started at Disney, McDonalds and Motorola more than three decades ago to train their own 
employees. The number of corporate universities has now surpassed 4200 on a global basis (Meister, 
2006). Many of them train not only their own employees, but also those from other companies (Stuart, 
1999). Third, consulting firms are challenging traditional management education by performing both 
internal and external management training services (Moore, 1997).  
 
It is clear that traditional business schools are not the only institutions that offer management education. 
In order to survive and excel, they need to pay attention to the competitive environment (Pfeffer & Fong, 
2002). Since non-traditional education providers are now competing for students who seek management 
knowledge and skills, students will inevitably compare their offerings with traditional academic programs, 
whether business schools like it or not (Armstrong & Sadler-Smith, 2008). As academic institutions, 
business schools “can no longer make uncontested claims to knowledge supremacy” (Starkey & Tempest, 
2005: 71). If they cannot provide management education that both students and business value, they are 
unlikely to survive in the long-run (Grey, 2002).  
 
Who Is to Blame? 
 
Behind the criticisms of management education are some well-established educational practices in most 
business schools. First, program design is function-oriented. Russell Ackoff, a pioneer in management 
science and systems thinking, noted that business reality cannot be divided into separate disciplines. As 
he stated in the inaugural issue of Academy of Management Learning and Education, “There is no such 
thing as a marketing problem or a financial problem or a production problem. These are points of view, 
not kinds of problems” (Detrick, 2002: 60). Greiner et al. (2003) contended that the shift away from 
interdisciplinary thinking in business education has led to students’ insufficient preparation to become 
strategic leaders.  
 
Second, management education has been overemphasizing analysis, treating management as science. This 
analytical approach has led to problems such as “knowing-doing gap” (Greiner et al., 2003) and the 
inability to address issues that are ambiguous and context-based (Bailey & Ford, 1996). The art part of 
management has been downplayed to the detriment of business students. According to Adler (2006), 
artistic skills are becoming more attractive in the 21st century because of the importance of creativity and 
innovation. Pink (2004) predicted that the traditional MBA students will become this century’s blue-
collar workers, performing analysis and crunching numbers because these skills are easily learned and 
imitated. In contrast, he anticipated that an arts degree will become “the hottest credential in the world of 
business” (p.21).  
 
Third, many business courses use economic and financial indicators to measure success. The 
overemphasis of economic success and under-emphasis of values and ethics have contributed to unethical 
behaviors of business school students. Studies show that students in business schools are more likely to 
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cheat in classes than those in other schools, such as law, medicine, and science; are more likely to help 
fellow students cheat in exams; and are less likely to report cheating to authorities (Pfeffer & Fong, 2004). 
Students’ academic dishonesty is carried through to their professional conduct in the business world. 
According to Starkey and Tempest (2005: 65), “the business school has championed an approach to 
business that has led to the management practices that characterize the dysfunctional aspects of 
contemporary capitalism.” 
 
It is indisputable that business schools are responsible for the education they deliver. According to Trank 
and Rynes (2003), however, business schools may seem, to some degree, to be a “passive victim” in de-
professionalization because management education is also influenced by factors beyond their control. 
Other parties, including business, students, and media rankings, have also played a role in “moving our 
cheese.” For example, businesses often prefer graduates with immediate skills necessary for the first job 
and emphasize specialized knowledge over social and ethical behaviors (Rynes et al., 2003). Thus, 
students want specialized training and show little interests in theory and behavioral topics. Business 
schools, which increasingly depend on students and businesses for revenues, have to satisfy this 
immediate interest. Media rankings have pushed business schools further in their short-term orientations: 
students and employers are deemed to be business schools’ two customers. “Let the customer speak” is 
the philosophy behind BusinessWeek’s ranking of business schools (Reingold, 1998).  
 
The viewpoint of student-as-customer may seem reasonable because students pay for the services 
provided. Without students, educational institutions would not exist. But, as Porter et al. (1997) argued, 
this viewpoint is seriously flawed. In the business world, customers are assumed to be “king” and “always 
right”. Students are not always right when it comes to business education (Rubin & Dierdorff, 2009). 
They often know their “symptoms” or “wants,” but may not know their “underlying needs” (Armstrong, 
2003). For example, managing people is a fundamental task for managers. Based on a 1997 study 
commissioned by AACSB, however, MBA students ranked human resource management as least 
important in the business school curriculum (Educational Benchmarking Institute [EBI], 1997). If 
students are treated as customers, it is difficult for business schools to dissatisfy them in order to correct 
them. The result will be a compromising of academic standards. 
  
Though businesses are an indirect “customer”, they have a significant, if not greater, impact on students’ 
behaviors because they employ students during and after graduation. If businesses prefer students with 
immediate specialized skills such as sales, technology management, or financial engineering (Trank & 
Rynes, 2003), then students will be less likely to take other courses that businesses do not seem to value. 
Business schools may mandate education in areas like soft skills or ethics, but what if students are not 
motivated? Motivation is a necessary condition for effective learning (Baldwin et al., 2011). If students 
have little interest in certain courses, they may be tempted to cheat in order to get a good grade. As we 
discussed earlier, business students are more likely to cheat than those in other schools. 
 
A number of solutions have been proposed to address the problems in management education. Some 
focus on incremental improvements of programs, curricula or teaching methods, which are relatively easy 
to implement. Others are related to the pedagogy itself, so they are more radical. Given the purpose of this 
study, we discuss four radical proposals that represent a departure from the traditional management 
education: student-as-partner, student-as-client, the professional model, and critical management 
education.  
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NEW MANAGEMENT EDUCATION MODELS 
 
Student-as-Partner Model 
 
Franz (1998) argued that “whatever you do, don’t treat your students like customers!”  He claimed that 
faculty would be tempted to entertain students, please them, and make them happy if students were 
customers. Moreover, rule-bending and grade inflation would be expected. If students are not customers, 
who should they are? Ferris (2002) suggested students are junior partners, while professors are senior 
partners. Central to this student-as-partner model is the collaborative relationship between students and 
professors. An important function of professors as senior partners is mentoring. They need to work hard 
to ensure the quality of the products of this relationship, including papers, presentations, and tests, so that 
both parties will win. According to Ferris, the student-professor partnership represents an “ideal model” 
stemming from “the real,” which can help both students and educators grow.  
 
Student-as-Client Model 
 
According to Armstrong (2003), the student-professor partnership model is useful for doctoral teaching, 
but may not apply to undergraduate and MBA programs because of three factors: large class sizes, 
relatively low students’ educational maturity, and limited student-faculty interactions. He proposed a 
student-as-client model, which might work better for undergraduate and MBA students. Students have 
unmet needs in intellectual development and employability, so they, as clients, seek help from 
professionals (namely, faculty). Faculty members are able to provide directions or corrections to students. 
Students then should follow faculty’s advice in order to benefit from the service. They need to know that 
“certain issues are matters of professional judgment that they may not immediately appreciate” (p. 374).  
 
The student-as-client model has its appeal. It puts faculty in a more active role in which they can say no if 
students are wrong. However, the model assumes that faculty members have “all the knowledge and 
expertise, and the only challenge is to get that knowledge and expertise to the student-client in a 
satisfactory way” (Ferris, 2003: 375). This is not true in today’s business environment characterized by 
complexity and uncertainty. As Ferris argued, faculty also needs to learn and grow. Treating students as 
partners would reflect the reality better than treating students as clients. 
 
The Professional Model 
 
Management education has also been criticized for failing to shape students’ ethical behaviors (Starkey et 
al., 2004). Corporate scandals, such as the recently discovered manipulation of LIBOR by some of the 
world’s largest banks, provide support for this argument. As a result, scholars have suggested that 
management be treated as a profession, and business schools model themselves after other professional 
schools (Bennis & O’Toole, 2005; Khurana & Nohria, 2008). For example, professions such as medicine 
and law have codes of conduct, so business schools could teach the meaning and consequences of 
business codes.  These codes would remind managers of their obligations, help curb misconduct, and 
benefit the whole society (Khurana & Nohria, 2008). 
 
The professional model may help shape managers’ professional behaviors, but business schools can 
hardly enforce any professional standards because management is not a profession in the classic sense 
(Mintzberg, 2004; Pfeffer & Fong, 2004). For a profession such as engineering or medicine, knowledge 
can be codified and its effectiveness can be certified. For business management, people have neither 
reliably codified much of its practice nor certified its effectiveness. In terms of educational background, 
an engineer, physician, or lawyer would not be trusted without formal training; in contrast, managers who 
have never entered a management classroom are often trusted because they do not need a management 
degree to run a business successfully (Grey, 2002).  
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Critical Management Education (CME) 
 
CME has been advocated by many European scholars and is practiced in Europe (e.g., Dehler et al., 2001; 
Grey, 2004; Learmonth, 2007). A critical approach to management education draws upon students’ 
experience, work or non-work-related, and problematizes rather than simply validates management 
theories, assumptions, and taken-for-granted models. Grey (2004) argued that CME may help reinvent 
business schools by emphasizing two elements: values and context. He contended that management is 
never neutral and is always value laden. Therefore, business schools should not treat values as a topic 
reserved for courses (or modules within courses) that focus on business ethics or corporate social 
responsibility. Instead, he proposed that business programs integrate the concept of values into 
discussions and analyses across the curriculum because values are an integral part of all managing. Dehler 
et al. (2001) suggested that management education overcome its longstanding simplification agenda 
because business management displays irrational complexity that defies abstractions. CME can equip 
students with an understanding of the complex historical, social, political, and philosophical traditions 
that underlie the contemporary perspective of management.  
 
Reynolds (1999) pointed out that CME’s solution to the problems facing management education is not 
without its pitfalls. CME may generate disruptive consequences in terms of adverse psychological or 
social impact. Learners, who are required to continually question conventional assumptions, established 
structures, and common practices, risk “cultural suicide” by inadvertently excluding themselves “from the 
cultures that have defined and sustained them up to that point in their lives” (Brookfield, 1994: 208).  
Practitioners, who are being consistently questioned and challenged, may feel powerless or alienated 
(Reynolds, 1999). But the counter argument is that a departure from the norm is often necessary when the 
environment is changing. Concepts such as “disruptive technology” and “radical innovation” reflect this 
need.  
 
Discussion 
 
All the above proposed solutions to the problems of management education have their merits. Both the 
student-as-partner model and the student-as-client model reject the notion of students as customers, a 
notion that has generated more problems than benefits. Working with partners or clients help professors 
avoid becoming “passive victims” who hesitate to say no to students. Instead, these perspectives 
encourage them to uphold high academic standards, which, in turn, should have positive impacts on 
students’ professional behaviors after they become managers in the business world. There is a dilemma 
when business schools implement these two models: if businesses take a short-term view, for example, 
preferring immediate technical skills when hiring new graduates, then we expect students will respond 
with short-term pursuits. How should business schools respond?  
 
The idea of management as a profession is not new. It originated a century ago (Khurana & Nohria, 2008). 
However, it has been difficult to model business schools after other professional schools, such as 
medicine and law. First, the correlation between academic degrees and business success is often weak. 
This is a relevance issue, which has been criticized recently. Second, people can run business without a 
business degree. This situation is very different from those faced by medical and legal professionals. 
Third, there are no universal theories or frameworks that address problems in the business world. 
Predictability is low and solutions tend to be context specific. Fourth, although professional codes can 
help improve ethical behaviors, which are particularly important in business, their role is limited. A main 
reason is that, except for the field of accounting, they do not have binding forces and are not as 
enforceable as those in law and medicine.  
 
CME seems to have important implications for solving problems facing management education. By 
taking values into account, which is one component of CME, students can explore the rationale and 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

7 
 

consequences of a wide range of managerial actions (Grey, 2004). When a broader context is used in 
teaching, which is another component of CME, students can grapple with the complexity of business 
environment and the contextual nature of business. CME helps bring students to the reality of business 
management, thus contributing to the issue of business relevance. Despite its merits, CME is not likely to 
help change what is taught in the core curriculum in American business schools. According to Zald (2002: 
366), it is “a largely marginal enterprise, tolerated (sometimes barely) but not taken seriously, especially 
in the elite schools.” 
 
It is not easy to put these new models into practice. Effective management education is too complex to 
address on a basis of a single theoretical framework. More importantly, successful implementation of 
these new models requires joint efforts from business schools and the business community. First, business 
has the final say as to whether management education is effective. If business school graduates cannot 
help improve the overall well-being of business, management education fails. Second, business has huge 
impact on educational practices. As far as recent criticisms are concerned, business is a culprit in “moving 
our cheese” (Trank and Rynes, 2003). Third, students’ behaviors are not only affected by education, but 
also by business because it is the source of job opportunities.   
 
Partnerships between business schools and business are not new, but they are largely on the personal and 
local levels (AACSB International, 2006). We propose that business schools partner with the business 
community to create management knowledge. Our call for action is not a simple collaboration on certain 
projects between business schools and businesses; it is far more foundational and shifts the role of 
business in management education. Traditionally, business has been viewed as a “customer,” though 
indirect, and the relationship between business schools and business has been hierarchical (Elliott & 
Reynolds, 2002). Academics are supposed to create and disseminate knowledge, while practitioners are 
expected to apply knowledge. Their collaboration does not go beyond this hierarchical relationship. A 
knowledge-creation partnership puts the collaboration in a context of non-hierarchical relationship in 
which knowledge is created jointly by business schools and the business community. In the following 
section, we discuss the joint creation of management knowledge in detail. We also explain how this 
collaboration can complement the new educational models and facilitate their implementation.  
 
A NEW PATH FORWARD: JOINT CREATION OF MANAGEMENT KNOWLEDGE 
 
According to Augier and March (2007), professional schools experience tensions between experiential 
knowledge and academic knowledge. The former is derived from practical experience, while the latter 
results from scholarship. While these two types of knowledge should be integrated into a balanced 
perspective, they often are perceived as dichotomous. Historically, the emphasis has been shifted from 
one type of knowledge to the other. Recent critiques of business schools are their focus on academic 
knowledge at the expense of business relevance. Why is it difficult to balance and integrate the two types 
of knowledge? There can be many explanations to this separation and the influencing factors vary. We 
argue that two influencing factors are fundamental: misunderstandings between academics and 
practitioners (AACSB International, 2006) and their hierarchical relationship (Elliott & Reynolds, 2002). 
These two factors are related and help explain why management education has evolved to the point we 
have today.  
 
AACSB International (2006) reported that misunderstandings exist between business schools and the 
business community. On the business side, executives still view business schools as the “ivory towers” 
whose pace is different from that of business. Teaching and research are thought to be too academic, 
isolated from real-world practice and day-to-day operations, and slow to respond to new business 
challenges. On the business schools’ side, deans and faculty believe the business community 
misunderstands the importance of academic rigor and their missions of teaching and research. They are 
frustrated by the short-term pursuit in the business world and also disappointed by the difference between 
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what business executives say and what they do (Rynes et al., 2003). Compared with other professional 
schools such as law, medicine, and engineering, business schools “are relatively unique …… in the 
degree of separation from the profession that they supposedly serve” (Pfeffer & Fong, 2002: 89). If the 
academic and business worlds remain separated, it is hard, if not impossible, to resolve the relevance 
issue of management education.  
 
The misunderstandings between academics and practitioners result to a large degree from their 
hierarchical relationship. The unilateral transfer of knowledge has generated questions about the value of 
the knowledge created by academics. Based on a study of business ideas, Davenport and colleagues (2003) 
concluded that most business schools have not been effective in creating useful business ideas. Therefore, 
it is necessary to make the academic-practitioner relationship less hierarchical (Elliott & Reynolds, 2002; 
Reynolds & Vince, 2004). “Truth is not to be found inside the head of an individual person; it is born 
between people collectively searching for truth, in the process of their dialogical interaction” (Bakhtin, 
1984).  
 
Based on this perspective, we strongly advocate that both academics and practitioners make contributions 
in terms of ideas and experience to the development of management knowledge (Reynolds & Vince, 
2004). This argument is particularly important in today’s business environment in which business 
conditions and effective business practices are ever-changing. The joint creation of management 
knowledge is not about collaboration between certain business schools and business firms. It needs 
commitment and effort made by the two communities.  
 
Collaboration between Business Schools and Business 
 
Collaboration between business schools and business has long existed. As early as 1881 when The 
Wharton School, the first collegiate business school in the United States, was established, practitioners 
were invited to teach undergraduate business courses (Cheit, 1985). When MBA programs were 
introduced into business schools, professors were largely practicing or retired managers who shared 
business experience (Friga et al., 2003). The early collaboration between business schools and business 
was focused on practical implications of management education. It was this type of collaboration that 
attracted criticisms of insufficient rigor in terms of the knowledge and skills that students gained, which 
led business schools to pursue academic legitimation.  
 
Collaboration between the two communities has gained favor in recent years. This collaboration has taken 
two forms: business participating in activities in business schools and business schools participating in 
activities in business. The former includes business providing financial support to business schools, 
executives serving on the advisory boards of business schools, and business leaders teaching or speaking 
in business classes. The latter includes faculty/staff serving on corporate boards, faculty/staff working as 
consultants or researchers, and students conducting field projects or working as interns. Unfortunately, 
these collaboration activities have not helped solve the relevance problem of management education on a 
broad scale. They are based on hierarchical relationships and largely have been limited to personal and 
local connections between business executives and schools (AACSB International, 2006). In order for the 
collaboration to have more positive impact on management education, we propose joint creation of 
management knowledge between the business school and business communities. 
 
Joint Creation of Management Knowledge 
 
Traditionally, each party, the business school or business, tends to do what it has been accustomed to do 
in its own field and “neither tribe is universally attracted to the habits and discourse of the other” 
(Reynolds & Vince, 2004: 454). Facing this disconnect between the academic and business communities, 
Reynolds and Vince asserted that “we cannot overemphasize the importance of negotiating a language 
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that speaks to both communities” (p.454). The challenge of accomplishing this goal is enormous, but it is 
worth trying because it is a key project for management learning. It needs collaboration beyond the 
personal and local level to the industry-wide level, as suggested by AACSB International (2006).  
 
A starting point for negotiating a language speaking to both communities is to integrate both academic 
and experiential knowledge. Managers often prefer experiential knowledge due to its implications for 
immediate application in a specific context, while academics often focus on academic knowledge whose 
models and frameworks tend to be oriented toward a longer time horizon and broader scope. The 
integration of the two types of knowledge is a solution to the conflict existing between the two 
communities (Augier & March, 2007). It is a consensus building project which helps remove 
misconceptions and mistrust. It is also practically important because effective management needs to 
balance firms’ short-term operation and long-term development (Brotheridge & Long, 2007). Experiential 
knowledge contributes to the former effort and academic knowledge to the latter. 
 
To build consensus, both academics and managers need to recognize the role of each type of knowledge.  
On the academic’s side, a key element is the understanding that the business context entails more than 
economic and technical issues. It also has historical, social, political, and philosophical dimensions 
(Dehler et al., 2001). It is imperative to change the traditional simplification approach to business 
management, which has generated management knowledge that is not just undesirable but inaccurate 
(Grey & French, 1996). On the manager’s side, the traditional perception of academic knowledge needs to 
be changed. John Reed, the former chairman of CitiCorp and interim chairman and CEO of the New York 
Stock Exchange, commented that an understanding of underlying ideas and theories can help business 
people perform activities more intelligently and more effectively. From this standpoint, basic theoretical 
frameworks should not be sacrificed for the purpose of achieving immediate business relevance in 
management education (Augier, 2006).  
 
In order to integrate the two types of knowledge, academics and practitioners need to work together. 
Practitioners’ ideas should be given “equal standing” with those of academics and both parties should 
negotiate meanings through dialogue, draw on theories, and develop thinking that informs their actions 
(Elliott & Reynolds, 2002). Academics can also conduct research with practitioners (Latham, 2007), 
invite practitioners to serve on boards of scholarly journals, create new journals with them, and include 
their insights in textbooks (Cohen, 2007). The joint creation of management knowledge is a way to bridge 
the academic and business worlds, but the conflict between them is unlikely to be eliminated (Augier & 
March, 2007). According to Augier and March, management education “reflects both managers and 
educators,” and it is their unsolvable conflict that provides opportunities for making management 
education more useful.  
 
The joint creation of management knowledge can benefit both business schools and the business 
community. For business, a main challenge is to find capable employees who can manage in today’s 
turbulent environment (AACSB International, 2006). To accomplish this goal, many firms have 
established their own corporate universities to train employees. One limitation is that this type of training 
tends to emphasize experiential knowledge. As a result, it often loses the depth of insight that is found in 
academic settings (Mintzberg & Gosling, 2002). When realizing the importance of academic knowledge, 
business executives are likely to tap into the academic resources in a better way. They may reexamine 
their human resources policies and avoid the contradictory behaviors, for example, touting the need for 
well-rounded students, but hiring those with immediate specialized skills (Rynes et al., 2003).  
 
The new competitive environment of management education poses challenges to the survival of the 
traditional business schools. How do they compete effectively with the new entrants and other non-
traditional education programs? What will be their competitive advantage? The leading business schools’ 
positions are not likely to be unseated due to their reputation and recognition. For schools without elite 
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status, a main challenge is establishing competitive positions in the academic context. They cannot return 
to the “trade school” model, nor can they deliver education in the “ivory tower.” The best choice is to 
look for sources of competitive advantage through integrating both academic and practical sides of 
business, which requires joint creation of management knowledge by business schools and business. 
 
As we argued above, the joint creation of management knowledge needs an industry level collaboration 
between business schools and business. However, current structures and processes are unlikely to 
promote their partnership beyond the personal and local level (AACSB International, 2006). A third party 
is needed that can play a leadership role, serve as a facilitator, and help bridge the two communities. 
Because of its unique position, AACSB can provide a link for business to have a voice in management 
education. It can also help establish a structure through which the interests of both academic and business 
communities be addressed, communication barriers removed, and mutual trust improved. Other 
professional organizations such as Academy of Management (AOM) also can serve as a bridge. By 
reaching out to their business counterparts (e.g., business and professional associations, industry groups, 
and regional and federal chambers of commerce), they can support the translation of academic knowledge 
for practitioners and practical experience into a core body of knowledge (Rynes, 2007). 
 
New Educational Models Revisited 
 
It will be a great challenge for business schools to seek relevancy in today’s environment without 
returning to the earlier trade school model (Clinebell & Clinebell, 2008). The new educational models, 
such as student-as-partner model, student-as-client model, the professional model, and critical 
management education, may provide new perspectives and avoid repeating history, but obstacles still 
exist in implementation. Without participation from the business community, all these models have 
limited value from a practical point of view. The joint creation of management knowledge between 
business schools and business can help reduce obstacles if these models are put into practice. 
 
Whether students are junior partners or clients, they are at least not treated as customers. This is an 
important merit of the partner model and the client model. But if business continues its under-emphasis 
on academic knowledge and overemphasis on experience knowledge and short-term interests, students 
will adopt these preferences. Business schools will continue to experience the tension between catering to 
students and upholding academic standards and walk “a tightrope between the academic side of business 
and the practitioner side” (Clinebell & Clinebell, 2008: 99). If business schools and the business 
community join together, complement each other, co-create management knowledge, and use it in 
management education, it will be easier for faculty to play the senior partner role or professional role 
when dealing with students.  
 
Treating business management as a true profession is not easy, but we believe that the joint creation of 
management knowledge between business schools and business is a starting point. As a true profession, 
knowledge can be codified and certified for its effectiveness (Mintzberg, 2004). In reality, it’s difficult. 
Management knowledge, as we know it, is often contextual. Therefore, Mintzberg argued that effective 
managing happens “where art, craft, and science meet.” If any certifiable management knowledge exists, 
it can only be created and identified by both academics and managers. Professions have codes of conduct. 
It is challenging to teach professional codes effectively in business schools because they do not have 
binding forces. But if the codes are recognized and supported by business, teaching them can be more 
effective. Joint creation of management knowledge helps bring the two communities closer, thus 
promoting the involvement of the business community in enforcing the codes.  
 
According to Bridgman (2007), business schools do not seem to lack a critical orientation. In fact, 
academics are trained to challenge the conventional wisdom through teaching and research. The problem 
is their failure to engage with external stakeholders. “Critical scholars in the academy write for the 
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academy and speak to the academy” (Mir & Mir, 2002: 119), so they have little influence on the external 
world (Parker, 2002). In order to make critical management education more useful, academics and 
managers need to work collectively to generate ideas for questioning (Reynolds & Vince, 2004). Though 
Reynolds and Vince’s argument is related to teaching working managers, it can be extended to broader 
management education. Management education equips students with management knowledge. If 
management knowledge is created by both academics and managers, managers also need to constantly 
question their own assumptions and established practices. The notion of best practices is uncritical.  
 
CONCLUDING COMMENTS 
 
Facing the rise of Japan and its invasion into the American business world decades ago, critics 
commented that the “competitive performance of the [American] economy declined as business 
enrollments grew” (Cheit, 1985: 43). Why was business education unable to contribute to the national 
economy? People cannot help but question its relevance. Though business schools are responsible for the 
less than satisfactory result, the business community also has contributed to the current state of affairs. 
Better communication is needed, but it is not sufficient to resolve disparities (Knights & Scarbrough, 
2010). More importantly, the two communities need to work together and take concrete actions to 
contribute to their common cause: improving the overall well-being of business through cultivating 
capable and responsible managers.  
 
We have provided directions for implementing significant, meaningful collaborations between the two 
communities. However, those directions are broad. Detailed action plans have yet to be worked out. A 
number of conceptual and practical hurdles will need to be overcome in order to successfully put our 
proposal into practice. Future research may focus on how to overcome these hurdles. First, how should 
the collaboration at the industry level be defined? Can AACSB or AOM sufficiently represent the 
academic community? Can industry or professional associations sufficiently represent the business 
community? Second, how should the academic and experiential knowledge be balanced? The 
effectiveness of management knowledge is highly contextual. How may business contexts affect this 
balance? Third, we argue that joint creation of management knowledge can help implement the new 
educational models. More specifically, how can this initiative contribute to the partnership or the client 
relationship between faculty and students, to business management as a profession, and to critical 
education? For example, the professional model emphasizes professional codes. How may joint creation 
of management knowledge help specify and enforce those codes? 
 
Steffy and Grimes (1986) stated that organization science and practicing organizations should be 
perceived as a single language community. This statement is consistent with Reynolds and Vince’s (2004) 
assertion of the importance of a common language used by both academics and practitioners. Academics 
need to reconsider the role of practitioners. Management is more about practice and activity (Grey, 2004). 
Management ideas are more likely to be generated through the interaction between academics and 
practitioners rather than by the former alone and then disseminated unilaterally from the former to the 
latter (Reynolds & Vince, 2004). From this perspective, we have every reason to advocate joint creation 
of management knowledge between business schools and business. 
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ABSTRACT 

 
Given the ubiquitous utilization of teams in U.S. workplaces, collegiate schools of business have 
responded by placing great emphasis on the assessment and development of teamwork skills.  Employing 
a methodology first proposed by Hobson and Kesic (2002) for use in managerial training, this study 
involved the behavioral assessment of teamwork skills in a sample of 247 undergraduate business 
students.  The evaluation tool consisted of 15 positive and 10 negative teamwork behaviors.  A leaderless 
group discussion exercise was utilized with 5-person teams, working together to solve a problem in a 20-
minute period.  Team interaction was videotaped and analyzed to produce ratings (on a 0-4 scale, from 
never to always) for each student on the 15 positive behaviors, 10 negative behaviors, as well as an 
overall score (the sum of the 15 positive behaviors minus the sum of the 10 negatives).  Data analysis 
provided means for all 25 individual items on the teamwork assessment tool and norms for overall 
teamwork scores.  A full factorial ANOVA indicated essentially no demographic differences in overall 
scores as a function of sex, age, race/ethnicity, or major.  Potential uses of this assessment methodology 
in teaching, student coaching, and accreditation are discussed. 
 
JEL:  I21, I23 
 
KEYWORDS:  Teamwork, Team skills, Teamwork Education   
 
INTRODUCTION 
 

he widespread use of teams in modern workplaces has been recognized and documented (Cannon-
Bowers & Bowers, 2011; Nielsen, Sundstrom, & Halfhill, 2005; Thompson, 2011). Given the vital 
importance of teams in organizational functioning, businesses in the United States have called 

upon higher education to improve the ways in which it assesses and develops student teamwork skills.  
For example, in a 2009 national survey of U.S. businesses, conducted for the Association of American 
Colleges and Universities, 71% of employers wanted schools to place more emphasis on “teamwork skills 
and the ability to collaborate with others in diverse group settings” (Hart Research Associates, 2009, p. 2).  
More recently, Selingo (2012) noted in the Chronicle of Higher Education (September 12, 2012)  
widespread and continuing employer complaints about the lack of teamwork skills among new college 
graduates. Not surprisingly, U.S. collegiate business schools have been responding to these market 
demands by including teamwork assignments throughout the curriculum (Chen, Donahue, & Klimoski, 
2004; Halfhill & Nielsen, 2007; Holtham, Melville, & Sodhi, 2006; Hughes & Jones, 2011; Page & 
Donelan, 2003; Sashittal, Jassawalla, & Markulis, 2011).  However, while the emphasis on teamwork in 
higher education has clearly increased in recent years, the expanded coverage has not necessarily led to 
higher levels of teamwork skill among students and several serious assessment-related problems have 
been identified (Hansen, 2006; Hughes & Jones, 2001).  In this paper, we attempt to address these 
problems by field-testing a behavioral tool for the assessment and development of teamwork skills among 

T 
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business students.  Our methodology provides instructors with the opportunity to directly observe and 
evaluate the teamwork performance of individual students, and provides a framework to offer 
behaviorally specific feedback/coaching.   The following section describes the relevant literature.  Next, 
we discuss the methodology and data used in the study.  Following the methodology section, we present 
our results and findings.  The paper closes with concluding comments, along with a discussion of 
potential limitations and future research possibilities. 
 
LITERATURE REVIEW 
  
At the individual level, most researchers would agree that teamwork is a set of behavioral skills (Hughes 
& Jones, 2011; Thompson, 2011). Student teamwork performance, therefore, should be assessed using 
behaviorally based instruments.  Unfortunately, this has not been the case in U.S. collegiate schools of 
business.  Several authors have identified serious problems with how educators assess student teamwork 
proficiency, including the complete lack of any assessment, the reliance on written tests, flawed grading 
systems for teamwork projects, lack of direct observation of student teamwork performance, and lack of a 
basis and mechanism for individual student teamwork coaching, practice, and improvement.  We consider 
each of these below. Perhaps Hansen (2006) offered the most damning criticism of teamwork assessment 
in collegiate business schools.  He contended that the majority of business school faculty who use student 
teams do not offer any instruction on teamwork or assess student teamwork proficiency. Rather, most 
professors simply place students into teams and make no effort to teach or evaluate teamwork.  Hansen 
attributed this widespread and unfortunate phenomenon to classroom time constraints that precluded 
opportunities to teach or evaluate teamwork and a general lack of faculty familiarity with the teamwork 
and teambuilding literature.   Two popular written tests have been developed and used to assess 
teamwork.  They include the Teamwork Test (Stevens & Campion, 1999) and the Team Role Test 
(Mumford, Campion, & Morgeson, 2006; Mumford, Van Iddekinge, Morgeson, & Campion, 2008).  
Hughes and Jones (2011) evaluated the potential utility of these two tests in assessing student teamwork 
skills.  They argued that the developers designed the instruments to measure knowledge of teamwork, as 
opposed to actual teamwork skill levels.  Furthermore, the tests do not provide feedback to students to 
help them improve their teamwork skills.  Consequentially, while employers have successfully utilized 
these tests in the hiring process, they have limited value in assessing student teamwork proficiency. 
 
Sheppard (1995) noted the negative impact of poor grading schemes for student teamwork projects on 
motivation and productivity.  Any grading scheme that does not allow for the accurate assessment of 
individual contributions in teamwork projects is seriously flawed and likely to impair both individual 
member and overall team performance.  For example, giving everyone on a student team the same grade 
for their teamwork project ignores the often substantial differential contributions of individual members.  
In such instances, those who contributed the least receive the same reward as the top contributors, clearly 
creating substantial inequity.  Likewise, basing some portion of a student’s teamwork grade upon 
ambiguous trait-based ratings (i.e., initiative, cooperation) from untrained peer teammates can lead to 
serious questions about rating accuracy and validity. 
 
In his review of several methodologies for assessing individual performance, Meister (1985) highlighted 
the particular importance of direct observation of behavioral frequency and/or duration.  Building upon 
this work, Baker and Salas (1992) identified behavioral observation as an essential principle for 
measuring individual teamwork.  Effective assessment of student teamwork skills must involve the 
systematic observation and evaluation of behavior in a team environment.  Thus, assessments of 
individual student teamwork proficiency that fail to include direct behavioral observation (i.e., using 
paper and pencil tests or the grade on a team project) are inadequate and incomplete measures of 
teamwork skill levels.  Bain (2004) and Fink (2003) have cogently argued that developing behavioral 
skills, such as teamwork, among students necessitates a behaviorally specific assessment process that 
provides students with feedback on strengths and weaknesses.  Ideally, students should not be re-assessed 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

19 
 

until they have had continuing opportunities to practice and improve their teamwork skills.  Hughes and 
Jones (2011) asserted that instructors are in a unique position to observe and evaluate student teamwork 
skills using a behaviorally specific assessment tool.  They also noted that instructors could play 
invaluable roles in coaching students based upon their assessment results.  Approaches to evaluating 
student teamwork proficiency that fail to measure specific behaviors and provide a basis/mechanism for 
improvement coaching (written tests, overall team project grade) are inadequate for the educational 
objectives of teamwork skill assessment and development. 
 
Wiggins (1998) offered a general evaluation methodology that provides a promising potential solution to 
the teamwork assessment challenges facing schools.  This methodology is “educative assessment” and 
involves the direct observation and evaluation by instructors of students engaged in team activities, 
followed by specific behavioral feedback/coaching designed to improve future performance.  Instructors 
should conduct the assessment process multiple times to gauge student progress. Wiggins’ methodology 
demonstrates that the assessment tool is an essential element in student learning.   
 
The field of industrial/organization psychology offers a managerial selection tool, called the leaderless 
group discussion (LGD) exercise, which could readily be adapted as an “educative assessment” for 
teamwork skills in college courses.  The LGD involves posing a problem to a small group of individuals 
(5-6) seated around a table and asking them to generate a solution within a specific amount of time.  No 
one is appointed as the leader; thus the “leaderless” group discussion. Typically, the evaluator videotapes 
the exercise and then uses the videotape to assess the teamwork behaviors of each individual. 
 
According to Ansbacher (1951), the German military first used the LGD as a personnel evaluation tool 
(1920 to 1931). In the United States, Bass (1954) and colleagues subsequently introduced the 
methodology and conducted extensive research with it.  Presently, many large and mid-sized United 
States firms commonly use the LGD as an important component of managerial assessment centers (Arthur 
and Day, 2011). In recent years, LGD’s have also been utilized within assessment centers designed to 
evaluate the managerial skills of collegiate business students (Bartels, Bommer, & Rubin, 2000; Riggio, 
Mayes & Schleicher, 2003). Hobson and Kesic (2003) proposed a behavioral teamwork assessment tool 
for use with LGD exercises in corporate training and development programs that addresses many of the 
evaluation criticisms discussed above. Their approach focuses on individual performance in an actual 
team activity, utilizes a behavioral framework (15 positive and 10 negative behaviors) to assess individual 
teamwork, and allows an evaluator to directly observe and critique individual performance. It also 
provides a comprehensive, behaviorally based framework for performance feedback and coaching, and 
offers a “baseline” measure of performance for use in customizing instruction and gauging improvement. 
Professors can easily modify this instrument for the collegiate environment. 

 
This study addressed four objectives. First, we field tested an adaptation of the Hobson & Kesic 
assessment methodology using United States business school undergraduate students. Second, we 
identified existing teamwork strengths and weaknesses among students. Third, we developed preliminary 
norms for overall teamwork scores in the sample. Fourth, we investigated demographic differences in 
overall teamwork scores as a function of gender, age, ethnicity, and major. 
 
METHODOLOGY 
 
The sample consisted of 247 undergraduate students enrolled in a senior level teamwork course in an 
Association to Advance Collegiate Schools of Business (AACSB) accredited business school at an urban 
regional commuter campus of a large state university in the Midwest.  The campus has an enrollment of 
6,000 and the business school has 500 students.  We collected data during the fall, spring, and summer 
semesters, from 2009 through 2011. 
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Teamwork Course and Team Formation 
 
The teamwork course was a senior-level requirement for all business majors and recommended for 
business minors, with two pre-requisites--organizational behavior and introductory psychology.  The 
course syllabus indicated that there would be team videotaping at the beginning and near the end of the 
semester, followed in each instance by individual performance feedback sessions with the instructor and a 
peer coach.  Given the time-consuming team videotaping and individual coaching requirements in the 
course, we capped course enrollment at 30.  This allowed for six teams comprised of five students in each 
class. At the beginning of the semester, after initial introductions in class, teams were formed by 
“counting off by sixes,” first by the female students and then by the male students (for purposes of gender 
heterogeneity within each team).  The instructor reviewed these preliminary teams for the presence of 
friends or teammates from previous classes.  If friends or previous teammates were present in a particular 
team, the instructor made appropriate substitutions/replacements with individuals from other teams.  The 
goal was to have a set of six newly formed teams, in which members did not have close prior familiarity 
with each other.   The instructor had team members exchange contact information and scheduled the 
teams for their initial leaderless group discussion (LGD) videotaping. Teams completed the LGD during 
one of the following two class meeting times. The only instructions the instructor gave the students were 
to attend the scheduled taping and to work together on a team exercise. 
 
LGD Development and Utilization 
 
The LGD exercise took place in a classroom that was hard-wired with video and sound equipment.  Team 
members sat in a semi-circle, which allowed for a panoramic view of the entire team, as well as close-up 
shots of individual team members.  The instructor briefed students on the topic for discussion and the 
need for written output from the team at the end of the session.  The topic dealt with a general teamwork 
issue -- formulate a rank-ordered list of the seven most frequently encountered obstacles to effective 
teamwork and two solutions for each obstacle.  The instructor asked students to introduce themselves at 
the onset of the taping.  Following the format used by Bartels et al. (2000), LGD sessions ran for exactly 
20 minutes.  At the conclusion of their meeting, the team submitted the written output from their session.  
The Instructional Technology Department videotaped each LGD and produced a DVD containing all six 
of the 20-minute team sessions for a given class.  Technicians provided a split-screen video image 
consisting of a close-up of the person speaking in the upper half and a constant panoramic view of the full 
team in the bottom half.  The professor provided a copy of the class DVD to each student. 

 
The Teamwork Evaluation Form, first developed and reported by Hobson and Kesic (2002) provided the 
framework to assess student skill levels.  It consists of 15 positive behaviors and 10 negative behaviors.  
After observing an individual’s interaction in a team exercise, a rater is directed to use a 0-4 (Never to 
Always) Evaluation Scale, similar to that used originally by Bass (1954), in assessing the frequency of 
occurrence of each of the 25 specific behaviors.  For example, if a particular individual never gave 
positive feedback to a teammate, his/her score for that behavior would be zero, while constant active 
listening to teammate comments would justify a score of four.   
 
The instructor, an industrial/organizational psychologist with extensive research, training, and consulting 
experience with teams, reviewed team videos and completed a Teamwork Evaluation Form for each 
individual.  We calculated an overall score for each person by summing the item scores for the 15 positive 
behaviors and subtracting the sum of the item scores for the 10 negative behaviors.  The range for overall 
scores is -40 (score of 0 for all of the positive behaviors and 4 for all of the negative behaviors) to 60 
(score of 4 for all 15 of the positive behaviors and zero for all of the negative behaviors). 
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Table 1:  Teamwork Evaluation Form 
 

 Directions:  Use the 0-4 (Never-Always) scale below to evaluate the target person on the specific behaviors listed. 
 

0-4 Evaluation Scale 
0 = Never 1 = Rarely 2 = Occasionally 3 = Frequently 4 = Always 

Positive Behaviors Negative Behaviors 
1. Listened attentively (eye contact, comprehends) when 

teammate was talking 
2. Piggy-backed on teammate idea 
3. Gave positive feedback to teammate (that’s a good idea) 
4. Politely asked for input from a quiet teammate 
5. Offered task-related input during team discussion 
6. Took notes on team discussion 
7. Attempted to achieve win-win resolutions to conflict 
8. Kept team focused and “on-track” 
9. Sought clarification by asking questions or paraphrasing  
10. Called teammates by their first name 
11. Summarized areas of team agreement and disagreement  
12. Constructively criticized teammate ideas, not the person 
13. Appropriately used humor to help team stay relaxed 
14. Answered teammate question   
15. Expressed empathy for teammate feelings 

1. Failed to offer verbal input to team discussion 
2. Interrupted teammate who was talking 
3. Gave personalized, derogatory criticism to teammate  
4. Brought-up topic that was completely unrelated to the team 

discussion 
5. Started a side conversation while teammate was talking  
6. Dominated discussion by failing to allow others to talk  
7. Refused to compromise 
8. Insisted that his/her idea was the only correct one 
9. Inappropriately tries to create humorous situations 
10. Pessimistic, negative, and/or complaining  

This is the teamwork assessment tool used in the study.  A 0-4 scale is used to rate 15 positive and 10 negative teamwork behavior. 
 
For each student in the sample, we collected and computer entered the scores from the instructor-
completed Teamwork Evaluation Forms and basic student demographic information, including sex, age, 
race/ethnicity, and major.  We used SPSS to conduct data analyses. First, we calculated descriptive 
statistics for all variables in the dataset, including individual items on the Teamwork Evaluation Form and 
demographics. Second, we calculated overall scores on the Teamwork Evaluation Form, as well as sub-
group scores on the positive and negative items. Third, we calculated norms for overall scores on the 
Teamwork Evaluation Form, in terms of percentile ranks, measures of central tendency (mean, median, 
and mode) and dispersion (range and standard deviation). Lastly, we compared demographic sub-group 
means using exploratory factorial ANOVA. 
 
RESULTS AND DISCUSSION 
 
Table 2 provides a summary of the demographic characteristics of the student sample of 247, in terms of 
sex, age, race/ethnicity, and major. 

 
Table 2: Demographic Characteristics of Student Sample of 247  
 

Sex                                        Female: 
Male:    

142 (57.5%) 
105 (42.5%) 

Age              
 

19-22:       
23-27:       
28-57:       

  91 (38.7%) 
  81 (32.8%) 
  67 (28.5%)     

Race/           
Ethnicity      

African American: 
Caucasian:                      Hispanic-
American:                      Other: 

  41 (16.6%)  
159 (64.4%) 
  32 (13.0%) 
  15 (6.0%)   

Major           
 

Management:   
Accounting: 
Double:                       
Other:   

172 (69.7%) 
  63 (25.5%) 
    7 (2.8%) 
    5 (2.0%) 

This table provides category frequencies and relative percentages for four demographic characteristics in the student sample of 247:  sex, age, 
race/ethnicity, and major. 
Means on the five point scale (0=Never, 1=Rarely, 2=Occasionally, 3=Frequently, and 4=Always) for the 
15 positive items in the Teamwork Evaluation Form are provided in Table 3.  The values ranged from a 
low of 0.17 for “attempted to achieve win-win resolutions to conflict” to a high of 3.25 for “listened 
attentively.”  In addition to “listened attentively,” the top five rated positive behaviors included “answered 
teammate question” (3.06), “offered task-related input during team discussion” (3.05), “sought 
clarification by asking questions” (2.79), and “gave positive feedback to teammate” (2.29). 
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Table 3: Means for 15 Positive Behaviors  

15 Positive Behaviors Means 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 

Listened attentively (eye contact, comprehenders) when teammate was talking 
Piggy-backed on teammate idea 
Gave positive feedback to teammate (that’s a good idea) 
Politely asked for input from a quiet teammate 
Offered task-related input during team discussion 
Took notes on team discussion 
Attempted to achieve win-win resolutions to conflict 
Kept team focused and “on-track” 
Sought clarification by asking questions or paraphrasing 
Called teammates by their first names 
Summarized areas of team agreement and disagreement 
Constructively criticized teammate ideas, not the person 
Appropriately used humor to help the team stay related 
Answered teammate question 
Expressed empathy for teammate feelings 

3.25 
1.79 
2.29 
0.43 
3.05 
1.95 
0.17 
2.15 
2.79 
0.57 
0.77 
0.96 
0.86 
3.06 
0.23 

This table lists the 15 positive behaviors in the Teamwork Evaluation Form and the calculated mean frequency scores on a five-point scale.   

The five lowest rated items, beginning with “attempted to achieve win-win resolutions to conflict” (0.17), 
included “expressed empathy for teammate feelings” (0.23), “politely asked for input from a quiet 
teammate” (0.43), “called teammates by their first names” (0.57), and “summarized areas of team 
agreement and disagreement” (0.77).  Students rarely demonstrated overt conflict during the team 
exercises.  Thus, opportunities for win-win conflict resolutions were very limited.  Similarly, during the 
20-minute videotaped session, participants infrequently shared their feelings about the topic under 
discussion and instead focused on factual/experiential information.  Thus, opportunities to express 
empathy for teammate feelings were substantially restricted.  
 
Mean values for the 10 negative items are provided in Table 4.  Four items had a mean of 0 (items 6, 7, 8, 
and 10), while the highest was 0.17 for “interrupted teammate who was talking.”  Information in the table 
confirms that the base rates for the negative behaviors were negligible and that student team participants 
were successful in largely avoiding these problematic areas. We calculated Overall Teamwork Evaluation 
Form scores by summing scores on the 15 positive items and 10 negative items, and then subtracting the 
negative sum from the positive sum.  Central tendency measures for the resultant distribution of overall 
scores were calculated. The Mean was 23.9, Median was 24.0 and Mode was 23.0.  As for dispersion 
measures, the Range was 47 (6 to 53) and Standard Deviation was 7.4. 
 
Table 4: Means for 10 Negative Behaviors 

10 Negative Behaviors Means 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

Failed to offer verbal input to team discussion 
Interrupted teammate who was talking  
Gave personalized, derogatory criticism to teammate 
Brought-up topic that was completely unrelated to the team discussion 
Started a side conversation while teammate was talking 
Dominated discussion by failing to allow others to talk 
Refused to compromise 
Insisted that his/her idea was the only correct one 
Inappropriately tried to create humorous situations 
Pessimistic, negative, and/or complaining 

0.05 
0.17 
0.01 
0.06 
0.06 
0.00 
0.00 
0.00 
0.08 
0.00 

This table lists the 15 positive behaviors in the Teamwork Evaluation Form and the calculated mean frequency scores on a five-point scale 
(0=Never, 1=Rarely, 2=Occasionally, 3=Frequently, and 4=Always). 
 
Percentiles from 5 through 95 (by 5’s) and associated overall scores are provided in Table 5.  They range 
from a low overall score of 12.00 for the 5th percentile to a high of 36.30 for the 95th percentile.   
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Table 5: Percentile Equivalents for Overall Teamwork Evaluation Form Scores 

  Percentiles Overall Scores 
5 12.00 

10 14.00 
15 16.00 
20 17.00 
25 18.00 
30 20.00 
35 21.00 
40 22.00 
45 23.00 
50 24.00 
55 25.00 
60 26.00 
65 27.00 
70 28.00 
75 28.50 
80 30.00 
85 31.00 
90 33.00 
95 36.30 

This table contains the percentiles from 5 through 95 (by 5’s) and the associated overall scores on the Teamwork Evaluation Form. 
 
An exploratory 2 X 3 X 4 X 2 (Sex X Age X Race/Ethnicity X Major) factorial ANOVA was conducted 
to assess the impact of the four demographic factors on overall Teamwork Evaluation Form Scores.  
Categories for each of the independent variables were: Sex (Female, Male), Age (19-22, 23-27, 28-57), 
Race/Ethnicity (African-American, Caucasian, Hispanic-American, Other), and Major (Management, 
Accounting).  Due to the small number of “double” ( n=7) and “other” (n=5) majors, both were removed 
from this analysis in order to maintain a focus on differences between the two primary majors and to 
reduce the incidence of cells in the full factorial with frequencies of zero. Table 6 provides a summary of 
the full factorial ANOVA statistical results.  
 
Table 6: Full Factorial ANOVA Results 
 

Source Sum of Squares df Mean Square F. Sig. Partial Eta  
      Squared 
Sex 43.253 1 43.253 0.879 0.350 0.005 
Major 205.309 1 205.309 4.173 0.066¹ 0.021 
Race 353.348 3 117.783 2.394 0.070 0.036 
Age 112.392 2 56.196 1.142 0.342 0.012 
Sex X Major 33.414 1 33.414 0.679 0.411 0.003 
Sex X Race 19.754 3 6.585 0.134 0.940 0.002 
Sex X Age 47.465 2 23.733 0.482 0.618 0.005 
Major X Race 120.746 3 40.249 0.818 0.485 0.012 
Major X Age 34.142 2 17.071 0.347 0.707 0.004 
Race X Age 875.494 6 145.916 2.966 0.009 0.084 
Sex X Major X Race 375.106 3 125.035 2.542 0.058 0.038 
Sex X Major X Age 29.435 2 14.718 0.299 0.742 0.003 
Sex X Race X Age 79.916 5 15.983 0.325 0.898 0.008 
Major X Race X Age 155.446 4 38.861 0.790 0.533 0.016 
Sex X Major X Race X Age 2.025 1 2.025 0.041 0.839 0.000 
Error 9,543.645 194 49.194    

¹ Based on an estimated pairwise comparison of mean scores for Management and Accounting. This table provides a summary of the statistical 
results for the full factorial ANOVA conducted on Overall Teamwork Evaluation Form scores, as a function of Sex, Major, Race/Ethnicity, and 
Age.  Columns in the table consist of:  (1) the source of variances, (2) the sum of squares associated with the variance source, (3) the associated 
degrees of freedom, (4) the calculated mean square value, (5) the computed F-value, (6) the significance or probability level associated with the 
F-value, and (7) the calculated effect size, expressed as a partial eta squared value.     
 
Factorial ANOVA results indicated that there were no statistically significant main effects for any of the 
four demographic variables and only one significant interaction. The two-way ANOVA, Age X 
Race/Ethnicity, produced an F = 2.97, df = 6,194, p = 0.009, and partial eta-squared = 0.08.  A follow-up, 
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confidence interval-based (95%) evaluation of the means for the 12 combinations of Age by 
Race/Ethnicity indicated that only one pair of means was statistically different.  The mean for Hispanic-
Americans ages 28-57 (30.0) was significantly larger than that for African-Americans, ages 23-27 (14.4).  
Given that the three Age categories simply divided the sample into approximate thirds, the statistically 
significant interaction of Age X Race/Ethnicity is likely a chance finding with no theoretical or practical 
significance.    
 
CONCLUSION 
 
While the coverage of teamwork in U.S. collegiate business schools has surged in recent years, 
researchers have documented serious concerns regarding the methods utilized to assess student teamwork 
proficiency. This article attempted to address these concerns by field-testing a behavior-specific 
assessment tool, using data from 247 college students, videotaped while working in teams. 
 
One can reasonably draw four conclusions from the findings in this study.  First, the Hobson and Kesic 
teamwork assessment methodology, originally formulated and used for managerial development, 
provided a practical and comprehensive framework for instructor evaluation of student teamwork skills.  
Instructors can use the behavioral results obtained from this methodology for many educational purposes, 
including providing performance feedback and coaching for individual students and classes and 
customizing course content to address identified weaknesses within a class. Instructors can also evaluate 
progress of individual students and classes. Lastly, educational institutions can use this methodology to 
document behaviorally based learning outcomes for program evaluation and accreditation. 
 
Additionally, this methodology explicitly addresses several of the major criticisms concerning how 
collegiate business schools assess teamwork in their curricula. Educators can measure student teamwork 
performance using specific observed behaviors, as opposed to scores on a written test or grades on a final 
project. Instructors are directly involved in observing and rating student teamwork behaviors and the 
availability of behavioral ratings provides a comprehensive framework for coaching individual students 
and measuring their progress. Second, in terms of student strengths on the Teamwork Evaluation Form, 
three of the 15 positive behaviors had means above 3.0 (“frequently” on the five-point rating scale):  (1) 
“listened attentively” (3.25), (2) “answered teammate question” (3.06), and (3) “offered task-related input 
during team discussion” (3.05).  Base rates on the 10 negative teamwork behaviors were so low (mean 
values ranging from 0.00 to 0.17) that areas for improvement would likely need to include positive 
behaviors with low scores.  Third, norms for overall teamwork scores evidenced substantial variation in 
student performance, with a range of 47 points (from 6 to 53 and median of 24.0) and a standard deviation 
of 7.4 (with an associated mean of 23.9).  Calculated percentiles for overall scores can provide both 
students and instructors with useful interpretive information about relative performance.  Fourth, there 
were essentially no significant demographic differences in overall teamwork performance as a function of 
sex, age, race/ethnicity, and major.  Thus, although the student sample was demographically quite diverse, 
these differences did not affect overall teamwork scores. 
 
One should consider five potential limitations when interpreting the results of this study.  First, the task 
performed by student teams was non-controversial and had no future impact on individual teammates.  
This differs from many workplace team tasks, which can involve controversial issues that have a 
significant impact on members.  Second, the time allowed for task completion in the Leaderless Group 
Discussion (LGD) exercise was only 20 minutes.  Team meetings often take much longer than 20 minutes 
and afford participants more opportunities for input and interaction.  Third, students may experience 
apprehension over the videotape, which could function to inhibit participation in the exercise and limit the 
exhibition of negative behaviors. Fourth, only one instructor rated student performance in this study using 
the Teamwork Evaluation Form.  Fifth, the sample consisted of students enrolled in a teamwork course at 
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a commuter campus of a Midwestern university.  Students from other areas of the United States, other 
types of educational institutions, or other countries may behave differently in the LGD exercise. 
 
Based upon the results obtained in this study, future research would be useful in the following areas.  
First, it would be helpful to use this teamwork assessment methodology in other educational institutions 
with other students and instructors to evaluate its generalizability.  Second, an expanded, more diverse 
sample of students would allow for a recalculation of norms for overall teamwork scores and a more 
comprehensive investigation of potential demographic differences.  Third, an international comparison of 
student performance would be especially interesting.  Fourth, studies involving the use of two instructors 
evaluating each student would allow for the calculation of inter-rater reliability for the Teamwork 
Evaluation Form.  Fifth, evaluation research is needed to examine the use of this teamwork assessment 
methodology as a framework for: (1) coaching individual students, (2) customizing course instruction, (3) 
evaluating individual student progress, (4) evaluating class performance and instructor effectiveness, and 
(5) documenting behavioral learning outcomes for program review and accreditation purposes.  Finally, 
efforts to explore longitudinally the external validity of the teamwork tool by correlating student scores 
with subsequent placement success, starting salaries, performance appraisal ratings, and progression in 
management would be very interesting. 
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EVOLUTION OF A BUSINESS PROGRAM DESIGNED 
TO DEVELOP STUDENTS’ KNOWLEDGE AND SKILLS 

Karel Updyke, Butler University 
 

ABSTRACT 
 

This paper describes the 20-year evolution of the College of Business in developing a comprehensive, 
four-year professional and career development program for students.  We began by designing a 
“business spine,” a series of courses introducing students to the tools of business decision-making.  The 
spine culminated by requiring each business major to complete two internships, consisting of at least 300 
hours of work experience.  We now understand that students also need to acquire a variety of skills over 
four years, on their paths to becoming business professionals.  We show the importance to students’ 
success of experiential learning, including internships, mentoring, and skill-development.  Students now 
take freshman and sophomore business experience courses, meet with their career mentors over their four 
years, and participate in a variety of workshops and other activities and events to help them learn 
business and professional skills and attitudes.  We believe this comprehensive, four-year program 
contributes to our nearly 99% placement rates within six months of graduation. 
 
JEL:  M10 
 
KEYWORDS:  Assessment, Internships, Student learning, Experiential learning, Business Education  
 
INTRODUCTION 
 

n 1985, a new dean took over operations of the College of Business (COB), which he served until 
1993.  His vision was to build the COB into a school with a prominent reputation, at least regional if 
not state and national.  He also wanted to compete with more well-respected state and regional 

schools with an innovative and tailored approach; in other words, on Butler’s terms and strengths rather 
than trying to compete with big state research schools head-on.  His guiding motto was to make Butler 
COB into a “small jewel of a business school.”  His primary innovation was to design a program which 
bridged the gap between the business and academic worlds.  In developing and implementing his 
innovative vision, the dean addressed the criticism, even then, about the relevance of business education.  
Various streams of literature seemed to have informed his vision, but it seems to be derived from 
criticisms of higher education in general and business education in specific.  Many authors point out these 
criticisms, which still remain relevant today for most business schools.   
 
The dean envisioned emphasizing the development of student skills in addition to the traditional teaching 
of business content, to address the deficiencies he and others saw in business education.  Internships could 
be considered the epitome of experiential learning, and in the dean’s mind, they would be the focal point 
and culmination of the business curriculum.  In addressing innovation in business education, we might 
consider business schools’ failure to address much in the education except content of disciplines such as 
accounting, marketing, etc.  However, the business community keeps demanding but not getting a 
workforce also trained in both hard skills (thinking and problem solving) and soft skills (interpersonal, 
communication, empathy, etc.).  The body of literature about experiential education suggests that it can be 
used to enhance students’ knowledge, and also encourage and support their skills development. 
 
Thus, the dean thought that required internships, and the preparation of students to undertake such 
internships, could well address the issues in business education.  He developed a program called the 
“business professional spine,” designed specifically to address the issues.  The spine was originally 

I 
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designed to begin in the freshman year with a one-hour course as an introduction to business.  It was 
continued in the sophomore year with courses in information technology tools, as well as critical and 
creative thinking.  In the junior year, students took courses in the application of information technology, 
as well as their first internship.  Finally in the senior year, the spine culminated in the second internship.   
 
Butler University is close to downtown Indianapolis, a city with a population of about 830,000.  About 
4,500 students enroll in one of six colleges, including fine arts, communications, business, education, 
pharmacy, and liberal arts.  Today, more than 700 undergraduate and 300 graduate students are enrolled 
in the COB, and choose one of seven undergraduate majors (accounting, economics, finance, international 
business, management information systems, marketing, and risk management) and one of two graduate 
programs (Masters of Business Administration and Masters of Professional Accounting).  For the 
undergraduates, their two internships remain one of the most significant reasons they chose Butler.  The 
COB has built its undergraduate program on the foundation of “real life, real business,” which we believe 
formalizes the connection between academics and business, and embodies the notion of both knowledge 
and skills development through experiential education. 
 
This paper describes the evolution of the early “business and professional spine” into today’s academic 
program, which includes as a major component a comprehensive, four-year professional and career 
development program.  We believe we have developed, through this comprehensive approach, a way to 
address and overcome many of the criticisms about business education.  While we know we need to help 
students learn about traditional business topics such as accounting, marketing, economics, etc., we also 
believe we need to help them develop into better business professionals, with the skills and attitudes 
necessary to be successful in business and life.  We firmly believe, and the literature supports our 
contention, that business schools typically fail to address the needs of the business community.  This lack 
relates more to skills development than it does business knowledge acquisition.  Therefore, we believe we 
need to help students develop professional attitudes and skills.  We believe there is no better way to do 
this than through experiential education, which we implement through our career mentoring, business 
experience courses, and internships.  The following literature review describes the theoretical support for 
our ideas, along the lines of mentoring, professional and career development, skills development, and 
finally, experiential education. 
 
In the next sections, we outline the literature that supports the three major aspects of our program:  our 
belief that business and professional skills are as important as business knowledge, that experiential 
learning is an effective tool to help students develop the skills and apply knowledge, and finally that a 
mentoring process helps students develop the softer, more personal skills such as teamwork and 
communications necessary to success in business and life in general. 
 
LITERATURE REVIEW 
 
A plethora of research in both academic and public endeavors and publications demonstrate the gaps in 
the skills and talents that employers need from their new employees and what new graduates show up to 
work with.  After conducting a survey, reported in November 2011, FTI Consulting writes “for every skill 
and hiring criteria tested, decision-makers’ ratings reveal a gap between stated importance and applicant 
performance.”  Companies, students, and institutions all are noting the discrepancies and looking 
seriously for remediation, for programs that will serve academic needs as well as professional demands.   
 
Criticism of higher education and especially business education is not new, for example, the Accounting 
Education Change Commission (1990) and Pearce (1999) both pointed out the lack of relevance and 
practical experiences in business education.  More than ten years later, Hart (2006),  Abraham & Karns 
(2009), and the FTI Consulting group (2011) studied the correspondence between what businesses say 
they want and what business schools do.  Sorensen (2009) suggests that business schools should help 
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students develop skills to take them into the future, among them being able to cope with change, thinking 
strategically, both of which can be developed through experiential learning, and networking and job-
search skills.  The dean’s vision is now supported by a vast body of research, including Prince (2004), 
Bonwell & Eisen (1991), and Kuh (2010) suggesting that experiential learning, i.e. where students are 
fully engaged in their own learning, is a very effective way to help students learn both content and skills.   
 
Several studies addressed the lack of skills students tend to exhibit after graduation.  For example, FTI 
Consulting [2006] conducted a survey of over United States’ 1,000 companies’ hiring decision-makers.  
Commissioned by the Accrediting Council for Independent Colleges and Schools (ACICS), FTI reported 
two important findings:  survey respondents thought prospective employees were deficient in various 
workplace skills and knowledge, and education institutions could do a better job preparing students for 
the workplace.  The results show that survey respondents thought only 16% of job applicants are very 
prepared, while 21% were unprepared, leaving 63% in the unenviable position of being “somewhat 
prepared.”  Even worse, the survey respondents said only 7% of higher education institutions were 
excellent in preparing students, while 39% of institutions were only fair or poor, leaving 54% as good.  
Another consultant, the Peter D. Hart Research Associates, Inc., conducted a survey for the Association of 
American Colleges & Universities (AAC&U) initiative “Liberal Education and America’s Promise” 
(LEAP) [2006].  Executives at 305 employers and 510 recent college graduates were surveyed.  Both 
groups stress the importance to education of both knowledge and skills, and that a college education 
should help students learn knowledge as well as develop skills.  In fact, 73% of the employers believed 
the top-ranked skill that should have more emphasis is integrative learning, which includes the ability to 
apply knowledge and skills to problems.  Finally, Abraham and Karns (2011) studied what businesses 
want, what business schools want, and more importantly, what business schools tend to emphasize. One 
of the major issues in business education is the lack of attention to skills development, and experiential 
education is one very effective way to deal with that.   
 
Experiential education includes professional mentoring and career development (etiquette, career 
planning, and job search), soft skills (self-awareness, interpersonal, and relationships), and hard skills 
development (knowledge of business disciplines, thinking, and problem-solving).  Tobin (1998) writes of 
the impact of mentoring on future career success, and Morgan (2011) reports that becoming self-aware is 
a component crucial job success. 
 
A very unique aspect central to the dean’s vision was the concept of “executives-in-residence.”  Several 
authors, in academia as well as business, have pointed out the value of mentoring, such as Tobin (1998) 
and Morgan (2011) to students’ careers.  Thus, the dean hired individuals near the end of their business 
careers, people who wanted to help business students as they begin their professional journey.  First hired 
in the late 1980s, one continues to serve as a career mentor, while the other pioneer executives-in-
residence have retired in just the last couple of years.  These people have vast experience in the regional 
business community, including banking and finance, health care, insurance, and other areas prominent in 
the region.  Their role was to serve as informal advisors to students about career development, and to 
provide guidance during the development and delivery of the business spine courses.  In some cases, they 
taught the spine courses.  Today, we call them “career mentors,” and they have a much more structured 
and defined role relative to students’ professional and career development.   
 
Kuh is a renowned expert in student learning and education, and he finds (2008) nine “high-impact 
educational practices,” one of which is internships.  Further, he also claims (2010) that  “There are many 
good ideas for enhancing college achievement and helping more undergraduates succeed.  Few promise to 
deliver as much bang for the buck as making work more relevant to learning, and vice versa.” 
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BUTLER UNIVERSITY BUSINESS PROGRAM 
 
The undergraduate business program currently consists of 127 hours, including about 55 hours of 
university core.  Of about 75 hours in business, 55 hours are required of all business majors and constitute 
the “business core” (statistics, information systems, business experience, economics, accounting, finance, 
marketing, and two three-hour internships).  The internships were required beginning in 1988, and were 
then called “cooperative education experiences.”  A Department of Education grant funded the program 
for the first couple of years, after which it became self-sufficient.  The grant required two experiences, 
each for three academic credit hours, called cooperative education, for every student graduating from the 
COB.  Most students enrolled in their internships during their junior and senior years, although some did 
as sophomores.  To ensure students were adequately prepared to perform the work required by employers, 
over the years we added requirements.  Currently, students must have junior standing, have completed at 
least 12 hours of upper level business courses and the first course in the major. 
 
The requirements of the internship have always been fairly rigorous:  the overriding principle has always 
been that it be a meaningful, productive, business work experience.  Students are not allowed to use 
simply any job to satisfy the internship; rather it must be approved by the staff as representing a real 
business experience.  In other words, students cannot work as a cash register operator or a secretary or a 
data entry clerk.  Furthermore, at least one of the two internships must be directly related to the student’s 
major.  Finally, students must work at least 300 hours in their experience.  While they are usually paid, 
unpaid experiences are acceptable.  Students can complete an internship during the fall or spring semester 
while attending class full-time and working part-time, or they can work full-time during the summer.  In 
the second model, they often choose to live and work in their hometowns, with about 50 percent working 
in Indianapolis.  Several full-time positions are available to students, mostly in the public accounting 
profession and some with major companies that utilize full-time internship programs as a recruiting tool. 
 
In addition to requiring fairly rigorous work experience, the faculty was always adamant that the course 
include a strong academic component.  After all, they concluded, internship courses award three hours of 
credit, and in faculty minds, students earn the three hours of academic through the academic component; 
they do not earn three hours of credit for working.  A faculty position, called the “Coordinator of the 
Internship Program,” was created in the early days to protect, guide, and implement the academic 
component.  
 
In 2002, a new dean, in developing a COB strategic initiative, wanted to expand the original vision of 
bridging the gap between the academic and business worlds to include more than simply two internships.  
He thought the internships should be but one component of a more comprehensive educational process, 
spanning students’ entire academic career.  After two years of faculty investigation, and the study of 
many divergent ideas and concepts, the COB adopted the foundation of “real life, real business” as the 
guiding principle of business education.  This foundation necessitated rethinking and redesigning the 
entire business spine.  At this point, students completed their two internships during their junior and 
senior years, the requirements of which were introduced to freshmen and sophomores.  In administering 
to students’ needs in finding jobs and the academic aspects of the internships, very few resources could be 
devoted to helping students prepare for the internship search or participation in the professional world.  
However, we could see that while students might be prepared to handle both finding and working at a job, 
they were not very well-equipped to engage in a search for an internship that could serve as a springboard 
to their desired career path.  In other words, their preparation lacked a comprehensive, longer-term view 
embodied in the “real life, real business” concept. 
 
To implement the “real life, real business” principle, we realized we needed to enhance the internship 
program, and redesign some components of the academic program to include a freshman business 
seminar and a sophomore real business experience.  Whereas in the beginning, the focus was on the 
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internships themselves, the focus is now on students’ entire professional and career development, with the 
internships serving as the culminating experience to a comprehensive four-year program.  In addition, two 
new courses were added to the curriculum.  In the freshman course that introduces students to business, 
students explore industries and develop a business plan.  In the sophomore course, student teams not only 
develop another business plan, they can actually present it to an evaluation panel and obtain funding for 
the business, allowing them to operate the business during the following semester.  
 
The current Director of the Internship Office was hired in 2002 and charged with developing the 
comprehensive four-year program.  Under her guidance, and with internship office staff and faculty 
participation, a model was designed to help students progress through a four-year professional and career 
development program.  Table 1 presents an overview of the program. 
 
Table 1:  Integration of Four Years of Career and Professional Development 
 

Year/Activity Freshman Sophomore Junior Senior 
Major focus Self-knowledge and 

awareness 
Career exploration Job search process Work experience 

Major ways of 
implementation 

                   
            – – Meet with Career Mentor and attend activities/events to complete required passport activities – – 
 
DISC and MBTI – personal, 
teamwork, and leadership 
tendencies  

Strong interest inventory Building a winning 
resume 

Getting organized and 
motivated for job search 

Alumni forums Introduction to BLUE 
(University job search 
software) Alumni Career 
Directory 

Interviewing skills and 
mock interviews 

Keys to career / life success 

Career events Career Research / Resume 
Development 

Making the most of your 
internship 

Evaluating and negotiating 
a job offer 

Cultural events Information interviews, 
networking skills, etiquette 
workshop 

Seeking out a mentor Assessing a benefits 
package 

Community service / 
volunteer events 

Job shadowing / information 
interviews 

Dress for success / 
business etiquette  
Leadership styles 

Formal Courses 
Non-credit (pass/fail, zero 
credit) 

COB101Professional and 
Career Development I 

COB201Professional and 
Career Development II 

COB301Professional and 
Career Development III 

n/a 

For-credit n/a n/a COB300 Career Planning 
and Development 
(pass/fail, 1 hour) 

n/a 

n/a n/a COB401 Internship I 
(letter grade, 3 hours) 

COB402 Internship II (letter 
grade, 3 hours) 

This table provides an overview of the four years, and the major ways the focus is implemented.  Each student is assigned to a career mentor, 
who helps guide students and ensures completion of activities and event necessary to complete the non-credit courses.  Faculty members teach 
the for-credit courses, which have well-defined learning objectives, with assignments designed to help students demonstrate their learning. 
 
As outlined in Table 1, career mentors concentrate during the first year on helping students develop self-
knowledge and awareness.  After students gain some idea of their interests and strengths, they emphasize 
career exploration in their second year.  In the third year, they focus on applying the knowledge gained in 
years one and two to searching for suitable internship opportunities.  Finally, in their fourth year, they 
concentrate on finding their second internship, and also their first post-graduate job, based on their 
learning and experiences during their entire four-year program.  The idea is that through their four years, 
students should have attained these major program goals within these four overlapping areas.   
 
The COB now houses the Office of Career Development and Student Services, which provides and 
manages the structure and mechanisms through which to implement the four-year program.  The Office 
includes the professional and career development program.  COB students can also utilize the services 
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offered by the University Internship and Career Services; however they rarely find this necessary.  In 
Table 2, more detailed information about what students do each year, and in which class, to become 
young business professionals.  
 
Table 2:  What, When, and How Students Learn 
 

Year and Focus Formal Courses What They Learned/Developed How They Learned/ 
Developed It  

Freshman year:  
Self-knowledge 
and awareness 

Freshman Business Experience Course (3 
hours), students learn about the global 
business environment while enhancing 
their skills such as self-awareness, 
thinking, problem solving, teamwork, 
and ethics. 

A strong sense of self which they can readily 
articulate, through both written and oral 
communications, in terms of personal strengths, 
values, interests, accomplishments, and life/career 
goals 

Attend a variety of workshops, 
job fairs, alumni panels, and 
other forums, covering resume 
construction, professional 
etiquette, job search software 
 
 
Perform job shadowing and 
mock interviews, write self-
reflections, resumes, industry 
and job descriptions and 
evaluations 
 
 
Complete and explore self-
assessment tools such as 
Myers-Briggs Type Indicator, 
Strong Inventory 

An initial career path which matches their skills, 
values, and interests 
An understanding of and plans to further enhance 
communications skills 
An understanding of various definitions of success 
in life, and the connection between careers and 
success 
An understanding of their roles and responsibilities 
as individuals within communities (school, 
organization, city, etc.) 

Sophomore year:  
Career exploration 
 

Real Business Experience course (3 
hours required), students develop and 
present a business plan; Real Business 
Practicum course (3 hours optional), 
implement and operate the business 

A broad knowledge of various industries, job 
functions and potential career paths 
To take responsibility for their own professional 
career development 
How to manage their own lifelong strategic career 
plans, including the skill of adapting to shifting 
workplace trends Career Planning course (1 hour), students 

research, reflect, and write about short- 
and long-term career management issues 

Junior year:  Job 
search 

Internship I course (3 hours), students 
write papers/give presentations to 
demonstrate their understanding of how 
business concepts apply to actual 
professional situations, and how they can 
use business concepts to solve business 
problems 

Strong skills and knowledge of career planning and 
the job search process, e.g., resume design and 
content, networking, interviewing, etc. 
A professional demeanor, e.g., personal appearance, 
language, etiquette, behavior, etc. 
To use job search resources and strategies found in 
the library, Career Services, etc. 

Senior year:  Work 
experience 

Internship II course (3 hours), students 
write papers to demonstrate their 
understanding of how business concepts 
apply to actual professional situations, 
and how they can use business concepts 
to solve business problems 

An appreciation of the connection between 
academic theories/concepts and their applications in 
organizations 
An understanding of the ethics of career planning 
and the job search process as well as ethical 
behavior in the workplace 

*Students enroll in a pass-fail, zero-credit course, where their career mentors monitor their completion of the activities listed in this column. 
This table shows the detail of what students do each year in their for-credit and non-credit courses  People who participate heavily in students’ 
journey to career development include career mentors, internship coordinators, and the faculty instructors of the for-credit courses. 
 
The Director of the Office of Career Development and Student Services oversees her staff, which consists 
of the secretary, the manager of the professional and career development program, professional 
“internship coordinators,” and the “career mentors.”  At the beginning of their four-year COB education, 
the Director’ office assigns career mentor to all students.  As students begin to prepare for their first 
internship search, an internship coordinator is assigned to help students navigate the search and 
acceptance process.  Students remain with their internship coordinator and career mentor throughout their 
educations.  In addition, COB instructors teach the three for-credit courses, including Career Planning and 
Development, and Internship I and II. 
 
Career mentors are mostly retired business executives, usually from the local or regional Indianapolis 
area, who become part of the COB to work with students.  They act as mentors rather than instructors or 
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academic advisors, and guide students through the process of becoming young business professionals.  
They each guide approximately 60 students from the freshmen through senior years, and are committed to 
work at least 10 hours per week throughout the calendar year.  In return for their stipend, the Director 
requires them to attend regular training and up-dating meetings.  The career mentors help students explore 
their career interests, identify how those interests coincide with their personal strengths, goals, and skills, 
and acquire professional attitudes, demeanors, and knowledge.  Students meet with their career mentors at 
least twice per semester, and often more. 
 
The Director, manager, and the professionals serve as internship coordinators.  Again, the Director 
assigns an internship coordinator to each student.  The internship coordinators help students with the 
more professional part of career exploration, especially the part directly related to helping students 
prepare for and conduct their internship searches.   
 
Students take three for-credit courses, which COB instructors are assigned to lead.  Career Planning and 
Professional Development is a one-hour, pass/fail course students take in junior year in partial preparation 
for their first internship search.  The internships themselves are also formal courses, each worth three 
hours of academic credit for a traditional grade. 
 
As outlined in Table 2, students are required to attend a variety of workshops and meetings offered by 
career mentors and internship coordinators, covering a variety of material, such as self-assessment tools 
including Myers Briggs Type Indicator, Strong Inventory, how to construct a resume, professional 
etiquette, the job search process including formal job search resources such as mock interview software 
and the Butler Career Services on-line resources. 
 
Students, guided by their career mentors, internship advisors, and internship instructors, must submit a 
number of short written summaries, including reflections, resumes, substantiation of job shadowing, etc.  
For their career mentors and internship coordinators, students must prepare resumes, participate in at least 
one mock interview, evaluate various industry and job opportunities, etc.  For their internship instructors, 
students prepare academic assignments, complete with sources. 
 
Students enroll in a series of courses beginning in the freshman year and extending through the senior 
year.  In the first three years, the courses are zero-credit, pass/fail courses used to formalize students’ 
activities.  The three courses, called Professional and Career Development I, II, and III provide a formal 
record on their transcripts that students have completed the necessary activities and outputs to warrant 
course credit.   
 
The career mentors and internship advisors who guide the students through these courses use a 
“passport,” which is a little booklet resembling a real passport.  Given to all students at the beginning of 
their freshman year, the passport is used to record all students’ activities, and it provides a formal 
mechanism through which to monitor students’ completion of passport activities.  At the end of each 
semester, the career mentors and internship advisors forward a list of their students who have completed 
the necessary activities and outputs, so that the staff can assign the passing grade. 
 
In their junior and senior years, students enroll in three for-credit courses.  The first, Career and 
Professional Development, is a one-hour, pass/fail course taught by adjunct instructors.  The actual 
internships, Internship I and Internship II, are both three-hour, graded courses, taught by regular COB 
instructors.   
 
The internship courses are designed to have a substantial academic component.  In fact 70 percent of the 
course grade is based on academic assignments while only 30 percent comes from the employer’s 
evaluations.  Involved faculty members have carefully developed the learning objectives, where we 
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believe students should be able to accomplish the following four items.  First, they should be able to 
identify, integrate, and apply technical business content and knowledge from their own majors and other 
business disciplines to their job situation; students should be able to demonstrate skills in communications 
(especially written), and problem-solving.  Second, they should be able to demonstrate skills in 
communications (especially written), and problem-solving.  Third, they should be able to demonstrate 
awareness and understanding of global issues and business.  Finally, students should be able to articulate 
how their work experience has enhanced their professional, academic, and personal growth, as well as 
their career development. 
 
For each course, assignments are designed which allow students to demonstrate their achievement of the 
learning objectives.  Instructors meet with students several times through the semester, with the objectives 
of the meetings being to discuss internship experiences and to provide further structure to students about 
the three to four assignments.    
 
We believe that students, through the activities, events, and courses outlined above,  obtain a better 
business and liberal arts education, and become better prepared for their business careers.  As evidence, 
we show that since 1988, both Butler as well as the COB has attracted local, regional, and national 
attention in many respects:  the COB obtained initial AACSB accreditation in 1997, has been recognized 
in national business program rankings, and of course the extraordinary run of the men’s basketball team, 
culminating in back to back appearances in the final game of the NCAA Men’s Basketball Tournament 
(2010 and 2011).  For example, the Butler COB has achieved high rankings in both the U.S. News & 
World Report and the BloombergBusinessWeek.  Applications and enrollment in Butler’s COB have 
increased over the past few years, in the face of decreases across the nation, with near record freshman 
classes in both 2011 and 2012. 
 
ASSESSMENT 
 
Huba and Freed (2000) present a brief history of assessment in higher education.  Although the 
assessment of student learning has a long history, it wasn’t until 1989 that the Commission on Institutions 
of Higher Education of the North Central Association of Colleges and Schools began requiring student 
learning assessment.  Subsequently, specialized accrediting bodies in areas such as the arts, engineering, 
sciences, and business began including assessment as part of program evaluation.  In fact, AACSB 
International, one of the primary accrediting bodies for business schools, revised its standards in its 2012 
handbook for accreditation, Eligibility Procedures and Accreditation Standards for Business 
Accreditation.  In Martell (2007), we learn that the AACSB requires schools to develop student learning 
objectives, monitor student learning outcomes, and then “close the loop” by using data to make 
programmatic changes to achieve continuous improvement in their business programs.   
 
In 1992, the American Association for Higher Education Assessment Forum published its Nine Principles 
of Good Practice for Assessing Student Learning (1992).  We learn that we should be concerned not only 
what students learn at a particular time in a particular course, but also what they can do with what they 
know through later performance.  The hallmark of a good assessment program is that we assess the effect 
of the program on student learning, rather than their learning in one course.  In other words, we should 
assess what students have learned, how they have integrated that learning, and finally what they can do 
with what they learned.   Finally, another aspect of learning emphasized in the AACSB Standards relate 
to the fact that business schools should not rely only on passive learning, rather we should incorporate 
active learning, which has been shown to be more effective, into business programs. 
 
We have made strong use of internship assignments for both learning and assessment purposes, and the 
Office of Career Development and Student Services makes good use of rubrics and other assessment-
related activities to help students become business professionals. 
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Although assessment and its implications were not foremost in the introduction of internships and a 
business professional component into the program in the 1980s, it certainly has helped strengthen our 
business education.  First, we use active and experiential learning through the internships to help student 
learn about business and more importantly, to integrate and apply what they have learned in real business 
situations:  in other words, use what they have learned and show what they can do.  Second, the 
internships provide many points in the senior year for assessment, thus allowing us to assess what 
students know and can do in a real business setting, rather than what they have learned in one course.  
Finally, the Office staff use the notion of standardized, consistent assignment requirements and rubrics to 
help students in their career management.  For example, all career mentors and internship coordinators 
use a standard rubric to help students develop effective resumes and cover letters. 
 
A PATH FOR THE FUTURE 
 
Business schools need to form partnerships with the business community, so that business education 
meets the needs of future employers and ensures that students obtain an education.  Employers need to 
keep telling business educators what they need from business school graduates.  Such partnerships can 
incorporate into business education what business school graduates need in terms of preparing them for 
successful professional careers.  Finally, our experience shows that a unit within the business school, a 
unit that deals directly with and only with students’ professional and career development, can be very 
effective in helping students become successful young business professionals. 
 
CONCLUDING COMMENTS 
 
We believe the program achieves the major goals we have for students through this program:  it enhances 
the cumulative learning over four years; it provides knowledge in a “just in time” manner, as they need it 
in their development; and it adds “real world” and personal and professional application, which adds 
relevance and urgency to students’ desire to learn.  We believe all of this helps us produce students who 
are better prepared to obtain meaningful internships, which lead to more meaningful jobs after graduation.  
We believe in the attention to “real life, real business” so we pay attention to students’ development as 
people and professionals, in addition to trying to help them learn the traditional content of business 
education.   
 
Certain factors greatly enhance the ability of Butler University to implement this program, while such 
factors might limit other universities’ efforts.  For example, Butler exists in a major metropolitan area, 
with well-developed industries and business professions such as health care, insurance, consulting, and 
manufacturing.  Second, because of the relatively small size of the COB, we can devote the resources 
necessary to helping students and we can also place close to 200 students per year.  Third, a Lilly Grant 
(2005) provided the basis for acquiring the staff necessary to support students’ career development 
activities over their four years.   
 
We plan to extend the work of this paper in two ways.  We obviously would like substantiation that the 
program does indeed produce better business professionals.  First, we would have to identify what “better 
business professionals” means to the business community.  We believe building better business 
professionals includes helping students obtain a firm grounding in business content, as well as excellent 
skills in thinking, problem-solving, communications, and interpersonal and professional development.  
However, we would like corroboration of this contention.  Second, we would like to gather evidence that 
our students do meet the definition of “better business professionals.”  We would like to corroborate 
information by gathering it from employers, graduates, parents, and other constituents. 
 
In summary, we believe that intertwining internships, professional development, mentoring, and 
workshops with academic learning gives students the crucial links they need to be prepared for successful 
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careers.  Let us end with the national rankings the COB has achieved, as reported by the Butler website 
(2012):  BloomsbergBusinessWeek ranking listed Butler 63rd in 2010, 58th in 2011, and 48th in 2012, out 
of 124 business schools.  The 2012 ranking is ahead of Indiana University and Purdue University.  Butler 
ranks 2nd in internships, and obtained an A+ grade for job placement, which is 99 percent of graduates 
placed within six months of graduation.  In addition, Butler COB ranked 2nd in regional Midwest 
universities by the U.S. News & World Report.  To conclude, we believe these accomplishments rest on 
the foundation built in the mid-1980s by a very visionary, forward-looking dean. 
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ABSTRACT 
 
Traditionally and despite the growth and increased importance of transnational education (TNE) staff 
development and induction in offshore locations are undertaken from afar with sporadic actual 
engagement. As a long time TNE provider, in an often complex environment, the Curtin Business School 
(CBS) at Curtin University, in Perth, Western Australia has developed and is implementing a multi-
faceted approach to the induction of offshore staff. The article reflects on the context, roll-out and results 
of a newly developed residential staff induction program. The program facilitated skill development and 
understanding but more importantly established an unanticipated depth of connectedness and 
commitment. 
 
JEL: I23, M16 
 
KEYWORDS: Multinational Education; Offshore Staff; Quality Assurance 
 
INTRODUCTION 
 

n the current climate of continuous assessment of a range of quality assurance assessments, most 
prominently in the Australian tertiary education environment the Tertiary Education Quality and 
Standards Agency (TEQSA) and AACSB, Australian education providers have little choice but to put 

measures in place that provide evidence of quality assurance measures on all fronts. This requires that the 
matter of staff at offshore locations being well versed and trained to achieve equivalence of delivery, 
governance and service must be addressed. 
 
While the delivery of Australian education in offshore locations has grown exponentially from about 
12560 students in 1996 to about 73000 students in 2004, the number of courses offered has grown from 
441 programs to 1569 programs over the same period of time (Chapman and Pyvis. 2006).  In 2004 all 
Australian public universities had an established presence in an offshore location (National Tertiary 
Education Union, 2004). Although the notion of international education has been gaining research 
attention over the past twenty or so years, little research has been undertaken on the delivery of education 
in an offshore location and the subsequent impact on quality assurance and delivery standards.  The focus 
of this paper is to reflect on the intended and unintended consequences of an initiative aimed at assisting 
to quality assure the transnational education (TNE) activities of the Curtin Business School. As part of 
efforts to enhance continuous improvements across its TNE locations CBS developed and implemented a 
new program aimed at bringing targeted staff from each TNE location to the Perth campus for an 
intensive and comprehensive residential induction program.  The paper starts by providing a concise 
context of TNE before moving to aspects of staffing and reputation and the Australian and subject 
environment.  While the data and methodology section explains the rationale and participants to the study 
the discussion considers immediate feedback, strengths, improvements and the long term assessment.  
The paper ends with concluding comments.  
 
 
 

I 
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LITERATURE REVIEW 
 
TNE – Context and Trends 
 
TNE has historically followed a clearly identifiable route whereby students flow from a range of middle 
income developing countries, mostly in the Asian region, into a small number of predominantly 
Anglophone industrialised nations. As demand for English based education outstrips supply, tertiary 
education providers in English language countries have exploited the situation, particularly through the 
financial premium it commands.  McBurnie and Ziguras (2007) establish that this is particularly the case 
in Hong Kong, Singapore and Kuala Lumpur and in recent days also China.  In Hong Kong and 
Singapore a range of Western universities have established a strong presence through partnering or branch 
campus arrangements. At the supply side the market is dominated by the United Kingdom, Australia and 
the United States whose competitive position in the TNE market is strengthened by the potential of 
migration options and the overall attraction of society. In some instances the countries that initially sent 
students abroad have now evolved as providers of Anglo-education as TNE education providers have 
shifted their presence (Altbach, 2003). More recently TNE has evolved and includes a range of other 
countries such as Vietnam, India and Sri Lanka at the demand side and Canada at the supply side. 
 
McBurnie and Ziguras (2007) content that the development of TNE can be classified into four stages: The 
first stage would see counties with an outward orientation send student abroad to address the excess local 
demand for public tertiary education.  This was evident in Singapore and Hong Kong in the 1980’s and 
more recently for China and Vietnam in the early 2000’s.  In the second stage local providers take 
initiative to enter the private education market in partnership with a reputed foreign institution to provide 
an affordable alternative for international education and curb outward student flows. Private colleges in 
Singapore and Malaysia established in the 1990’s and offering Australian or United Kingdom tertiary 
education reflect this stage. During the third stage the domestic market matures through an increased 
focus on quality and competition and shakes out sub-par providers across the sector. The presence of and 
association with an international TNE provider translates in an opportunity for capacity development and 
a source of income alongside the availability of affordable expertise (Lee, 2003).The fourth and final 
stage sees the emergence of an education export capacity by attracting foreign students from other (often 
neighboring) developing countries.  The establishment of a number of Australian university campuses in 
Malaysia is indicative of this stage. 
 
Since various countries are in different stages of participating in the TNE process, there remains a 
significant amount of opportunity for TNE providers to expand.  Expansion is naturally subject to 
opportunities and limitations, both internal and external to the institution. 
 
TNE Drivers 
 
Tertiary education in general and the TNE education sector in particular has gradually taken on the 
characteristics of a commodity subject to purchasing laws with universities as producers and students as 
consumers.  The industry is characterised by high levels of competitiveness through high pricing and 
brand exposure (Stephenson, 2006).  The export side of the TNE industry is further fuelled by ongoing 
funding restrictions and reductions in most developed markets such as Australia and the United Kingdom. 
The export nature of the Australian TNE is evidenced through a Monash University campus in South 
Africa, a Curtin University campus in Malaysia and a RMIT campus in Vietnam.  According to Meares 
(2003) universities tend to see a transnational presence in the light of expansion and as a means to 
compensate for the financial shortfall resulting from funding restrictions.  In addition, the presence assists 
greatly in brand building and profiling the institution.  Similarly, Hackett (2001) argues that the key 
motivation for providing offshore programs was initially to generate income and subsequently to achieve 
internationalization and build a solid international profile. MacDonald (2006) agrees that offshore 
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campuses hold enormous potential for promotion while realistically presenting a quality assurance risk 
with direct links to the brand of the university. Indeed, Smith (2010) labels the establishment of a branch 
campus as ‘risky business’.  The global commercialization of the education industry, and particularly in a 
TNE context, explains why recruitment of international students, both onshore and offshore, is 
predominantly seen as an income generating exercise.  According to Stephenson (2006) initiatives to tap 
into the ever lucrative TNE market drive growth and competitiveness and result in a sector predominantly 
driven by commercial drivers.  
 
Education providers are required to both manage their transnational presence but also to understand what 
students’ value and expect from the education experience. In researching the decision making process of 
international students Cubillo, Sanchez and Cervino (2006) determined that two of the five decision 
making factors are directly managed by or related to the institution.  These are the perceived quality of the 
program and the image of the university.  Despite the actual or relative importance of these factors not 
being determined it appears that universities playing in the TNE sphere would derive value from building 
and protecting both program and institutional images to understand and maintain a competitive position in 
the industry. 
 
McBurnie and Ziguras (2007) label quality expectations as crucial in that it is one of the prime facets 
impacting on student choice of education provider while remaining the most prominent challenge in TNE 
regulations and controls.  In addition, the success of an international program and its ongoing presence is 
dependent on the quality of the overall TNE experience of the student.  Quality content delivery is 
paramount in ensuring that the educational value of the TNE delivery is on par with its domestic 
equivalent.  The development and maintenance of a quality TNE program therefore pivots on the ability 
to attract retain and develop highly qualified staff at the offshore locations (MacDonald, 2006).  Similarly, 
the quality assessment of a program is a function of the quality of students as reflected in, inter alia, the 
equivalence of entry requirements.  In essence Desoff (2006) argues that the delivery of a TNE program is 
likely to be successful and attract students as long as the international education exercise provides an 
opportunity for learning and development.  Overall though, the quality of TNE is captured in both 
administrative or non-academic and academic aspects of interaction and service delivery. 
 
The establishment of a competitive advantage or edge in the highly competitive TNE environment can be 
achieved through both external positions and associations of the institution or internal competencies.  
Mazzarol (1997) postulates that successful institutions in a TNE environment use their alumni to enhance 
their reputation and image as quality provider.   
 
In the highly competitive international education environment a competitive advantage can be established 
on the back of both internal competencies and external perceived positions and associations from the 
institution.  Successful institutions traditionally enhance their image and reputation as quality service 
providers through their alumni (Mazzarol, 1997).  As an example of the importance of external 
association institutions in the United Kingdom are aiming to retain a leading position as international 
education provider through the national pursuit of a framework for postgraduate research (O’Malley, 
2009).   
  
Reputation and Staff 
 
The reputation of a provider is recognised as instrumental to the success of any branding and marketing 
exercise in the services industry (Yoon, Guffey and Kijewski, 1993).  Reputation is argued to reflect and 
carry valuable information about the capability and level of the service in the context of the industry and 
other competitors.  Its mere existence allows companies to not only indirectly interact with potential 
customers but on a more subtle base to influence the buyer intentions. In the TNE context of learning 
settings, this translates into institutions marketing methods signalling high entry level requirement and 
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premium prices as a means to attaining a superior reputation for service delivery (Fombrun and Shanley, 
1990). 
 
In the modern TNE environment academic reputation is increasingly captured in a range of rankings and 
accreditation exercises in which institutions participate.  These tend to reflect a critical assessment of 
academic measures, administrative and other support activities. According to Gardner (1998) the 
reflection of service quality as experienced and expressed by students, forms a core component of an 
effective assessment of quality.  Findings by Ben-Ami (2005) indicate that almost a third of tertiary 
enrolled students are dissatisfied with their experience and reported expectations not being met, which 
leaves room for improvement for universities in enhancing the level of service delivery in the first instance 
and arguably their reputation in the longer term. Cloete and Bunning (2005) posit that the efficiency of a 
university is best served by a high percentage of highly qualified staff, arguably implying quality.  This is 
echoed by Ben-Ami (2005) confirming the importance of highly skilled and qualified staff to deliver 
programs.  Tait, Van Eeden and Tait (2002) furthermore established that the level of satisfaction and value 
of learning by students is significantly correlated to the actual interaction of lecturers during classes.  In 
essence the quality of lecturing staff is crucial to the student experience and indirectly to the university 
experience and reputation.  In the context of TNE delivery of content this highlights the importance of 
induction and ongoing training to ensure equivalent quality across locations.  
 
Australian Providers 
 
Australia is not only a pioneer of providing international education, initially through the Colombo plan, 
but has strengthened and maintained a leading provider role alongside the United Kingdom and the 
United States. Australian tertiary education claims characteristics such as, a truly international experience; 
innovation in research; research and scholarly associations; superior academic staff; an international 
reputation and a worldwide respect (IDP, n.d.).  A distinct advantage in both attracting foreign students 
onshore and facilitating the delivery of courses in Asia is its geographic location at the Southeast Asian 
rim.  The three primary reasons listed by international students studying an Australian qualification are 
quality, reputation and employability (Universities Australia, 2007). Its persistence and commitment to 
provide a quality educational experience is reported as being an underlying factor contributing to 
Australia’s ability to remain at the forefront of internationalization.  This is confirmed by Pimpa (2008) in 
a study of decision making drivers of Southeast Asian students studying as Australian institutions, 
reporting a belief and perception that studying at a prestigious institution enhances the individuals’ social 
standing and respect.  These parameters and principles are argued to be relevant to the delivery of 
Australian university education in a TNE environment.    
 
The provision of international education is important to the Australian government as it is a major export 
industry.  In view of this, the government has taken steps to strengthen and protect ‘brand Australia’, 
predominantly through regulating the sector.  The first step in this direction was the establishment of 
Australian Universities Quality Auditor (AUQA) in 2000 and its subsequent transformation into the 
Tertiary Education Quality and Standards Agency (TEQSA) in 2011 (Tertiary Education Quality 
Assurance 2011).  The TEQSA brief as a natural expansion of quality assurances on a national scale is to 
ensure that the reputation and quality of the Australian higher education sector is protected into the future.  
This brief is based on the government position that Australia cannot risk its international quality 
reputation to be exposed to inferior service providers (Gillard, 2009).  The Australian government is 
conscious of the increasingly competitive marketplace and need to ensure quality delivery of its TNE 
providers.   
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TNE and the Curtin Business School 
 
The Curtin Business School mostly through personal contacts, opportunities and an entrepreneurial spirit 
became a pioneer of providing education in offshore locations as early as the 1980’s.  In retrospect the 
relationships in the Southeast Asian region and their subsequent importance has complemented the 
relative opportunistic approach over time and resulted in almost three decades of successful business 
associations.  At the start of providing international education CBS provided in country education 
complemented by local lectures, through private providers, mostly professional bodies, in Singapore, 
Hong Kong and Malaysia.  Over time, and as the TNE sector expanded, CBS adopted a range of delivery 
models to enter new markets such as Mauritius, Sri Lanka, Pakistan and Vietnam.   
 
As the TNE industry matured and in response to an increasingly regulated and monitored environment it 
became clear that some ventures did not have long term viability.  As part of an externally driven quality 
assurance exercise CBS made the decision to disengage from a number of TNE engagements by the mid 
2000’s.  In retrospect and with the embedded international focus of the 2008 AUQA (Curtin University of 
Technology, 2008) audit the discontinuation of these weaker programs, on multiple grounds, proved to be 
timely and appropriate. By 2009 the CBS offshore presence included the three joint venture type 
university branch campuses in Miri, Singapore and Sydney as well as substantial ongoing offerings 
through private providers in Hong Kong, Mauritius, Kuala Lumpur and Penang. 
 
The implications of alliance type arrangements in TNE included sharing external risks and uncertainties, 
accessing distinct capabilities, enhancing reputation, capturing cross-business synergies in pursuing 
customer value and attaining increased productivity and economies of scale through skill development 
(Dickie and Dickie, 2008).  In the context of the to date ‘command and control’ approach of CBS and 
despite a favorable AUQA report the pursuit of continuous improvements led to initiatives to further 
support and integrate activities in the TNE environment.  The notion of a higher level of engagement and 
commitment towards TNE resulted in initiatives and structural changes aimed at improving quality 
assurance and reputation.  
 
Based on a parent university perspective, the proper induction of academic staff in TNE locations is core 
to both the quality and equivalence of teaching and learning (MacDonald, 2006).  The induction should 
aim to cover both aspects of policy and practice to assist local academic staff in developing the required 
understanding and skills to both teach appropriately and guide students in studying an Australian 
university course.  In this context CBS appointed an Academic Director as part of its TNE team to 
oversee and quality assure the delivery of CBS courses in its various locations.  The underlying intent of 
engagement and induction initiatives was to invest in capacity development at its TNE locations.  This 
capacity building approach is deemed to allow the partnership to move beyond mere financial 
sustainability and identify clear objectives for progression and clarify expectations (Dickie and Dickie, 
2008).  
 
DATA AND METHODOLOGY 
 
The increased focus on quality assurance, accreditation expectations and ambitions, teaching and learning 
outcomes, refocused academic roles, and alignment of policies, practices and procedures, both in the TNE 
sector and internally in the university, resulted in the development of a pilot induction program (PIP) 
targeted at the TNE activities of CBS.  The program aimed in the first instance to address a wide range of 
these requirements by bringing together senior staff of the various TNE locations, while also serving as a 
‘train the trainer’ exercise.  The program was aimed to address needs of both academic staff at the various 
TNE locations and those of the institution aimed at providing quality assurances in the academic and 
policy and procedures spheres.  The program was offered over a seven day period in March 2010.  The 
program tapped into a wide range of resources and delivered the targeted outcomes of strategic and 



W. Soontiens & K. Pedigo | BEA Vol. 5 ♦ No. 2 ♦ 2013 
 

46 
 

operational value but also unanticipated outcomes of association, commitment and personalised 
integration of the participating staff.   
 
Rationale and Structure 
 
At the outset of the program development the primary aim was to provide a number of interactive staff 
development sessions, clarify information, expose staff of the various locations to the ‘whole of CBS’ 
presence and equip them to repeat the program at their local campus, effectively along the lines of the 
‘train the trainer’ principle.  The targeted group was senior academics, mostly determined by the role and 
likely influence at their local campus.  This was envisaged to both recognise the pivotal role of the staff 
while aimed to ensure some authority when the program was repeated at the local campus.  The over-
arching purpose of the PIP included to advance a common experience and understanding of CBS and its 
operations, the university policies, procedures and practices and to create a network of champions across 
the various locations.  The undercurrent of equivalence in delivery, student experience and the overall 
quality assurance was woven through all activities and interactions.  
 
The program itself consisted of a mix of networking opportunities, some social in nature; administrative 
policy and procedures; and more academic colored teaching and learning perspectives, all set in an 
interactive, consultative climate. The PIP included topics as reflected in Table 1. 
 
Table 1: PIP Program Content 
 

National accreditations (AUQA, ESOS, TEQSA) Blackboard  
Accreditation (AACSB, Equis) What is blended learning 
Students and staff codes of conduct English language support 
Interaction with academic and professional staff  Assessment 
Admission, credit transfers, curriculum mapping and the appeals 
process  

How to encourage students to participate in class 

Online Academic Student Information System Plagiarism and reporting 
Library resources Using Turnitin 
Using technology and computer-based materials Moderation process and reporting structure 
CBS Communication Skills Centre services  Strategies for effective teaching and learning 
Learning styles Observations of a tutorial 
Observations of a lecture  

This table lists the range of activities and topics that made up the PIP.  The list confirms a wide variety of topics including regulatory 
requirements; policies, procedures and processes; support mechanisms; and teaching and learning principles and practices. 
 
To counteract the risk of information overload and in order to create a more personalised and engaging 
program the PIP was consciously developed to include a weekend in Perth.  This facilitated not only a 
number of opportunities for social interaction and sigh seeing – translating in a different layer of 
appreciation for the main campus, but also allowed a personal exposure to the city, and Australia in a 
stress free environment.  It was remarkable to note that all participants, including the two Perth based 
participants participated in all social events, translating in a very cohesive group during the program and a 
strong connectedness and high level of engagement throughout the program offerings.  The collegiality 
that emerged from this contributed to a lasting network well past the programs timeline as reported later.  
 
RESULTS AND DISCUSSION 
 
Participants 
 
In order to ensure participation by all TNE locations CBS and the university funded one participant from 
each TNE location, including transport and on ground expenses.  All TNE partner locations were invited 
to nominate and self-fund a second participant, an option that was taken up by Hong Kong and Penang, 
Malaysia partner locations. The Sydney branch campus also proposed two candidates to attend the 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

47 
 

program but this did not eventuate due to unforeseen circumstances. In an announcement to executive 
management of all TNE arrangements, an invitation was extended to nominate senior staff, preferably 
academic, to attend the program.  The staff was expected to be solely or predominantly committed to the 
CBS program and deemed most appropriate to execute the expectation to repeat the program to 
colleagues at the TNE location.  
 
Table 2: Distribution of Program Participants 
 

LOCATION PARTICIPANT SENIORITY PARTICIPANT ROLE 
Mauritius Senior Academic Purely academic 
Hong Kong Two Senior administrators Predominantly administrative 
Singapore Senior administrative manager Purely administrative 
Kuala Lumpur Campus Director Academic and administrative 
Penang Two Course Directors Academic and administrative 
Sarawak Dean of Teaching and Learning Predominantly academic 
Sydney Academic Director Predominantly academic 
Perth Two Course Directors Academic and administrative 

This table lists the characteristics of the PIP program participants.  While panel A shows the geographic location of the participants, panel B 
shows both the focus of the role and the number of participants.  Panel C shows the composition of the role of the participant at the offshore 
location. 
 
As a number of staff across TNE locations undertake both academic and administrative roles most the 
participants covered both spectrums.  All locations nominated senior staff and nominations overlapped 
with initial intentions held by the organizing committee.  Due to the nature of staffing, those locations that 
employ academic staff on an ongoing basis were able to nominate those while others that rely on 
fractional academic staff elected to send senior administrators that would undertake the induction of the 
academic staff. The participants were deemed to be the most appropriate target group to reach the larger 
amount of academics delivering the programs in the various TNE locations.  In all eleven (11) staff 
participated with the following characteristics: 
 
At the conclusion of the program and in recognition for their participation, the Deputy Vice Chancellor 
Academic participated in a social function where certificates of attendance were issued to all participants.   
 
Throughout the development of the PIP the desire for continuous improvement and the intention to 
establish this as an ongoing capacity development was kept in mind.  In view of this the collection of 
feedback was integrated in the roll-out of the program. 
 
Immediate Evaluation 
 
In order to determine the actual value of the program to participants and in order to establish the future 
viability of the program a program evaluation was included in the wrap up session of the program on the 
last day.  The evaluation included both qualitative and quantitative data.  Table 2 below provides an 
overview of the quantitative data collected at the conclusion of the program. This is followed by a 
summary of responses to open-ended questions, seeking to ascertain the benefits and suggestions for 
subsequent programs. 
 
The most notable aspect of Table 3 is that participants expressed high levels of satisfaction with the 
program approach and reported significant learning.  All participants supported the notion of the program 
being repeated in the future.  
 
Despite a significant amount of content and most likely due to the participatory and collaborative 
approach of the program the participants identify the main benefits of the program to be relationship and 
people based. Responses pointed in particular to ‘being heard’ and ‘networking’ as key strengths of the 
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program.  Suggestions for improvements failed to point to program content or delivery but focussed on 
peripherals such as starting times, breaks and accommodation arrangements.   
 
Table 3: Participant Evaluation 
 

 
General Overview of Program 

1  
Strongly 
disagree 

2  
Disagree 

3 
Unsure 

4  
Agree 

5  
Strongly 

Agree 
I found the OSIO program useful?    2 9 
I think that what I learned from this program will be helpful in my 
work at my home campus? 

   3 8 

I think that what I learned from this program will be helpful to my 
colleagues at my home campus? 

   4 7 

The material and handouts were useful?    4 7 
I would recommend this program be offered again at the Bentley 
campus in Perth? 

   1 10 

I would recommend a staff development program be offered at my 
home campus? 

 2 1 3 5 

This table shows the participant evaluation of the PIP program based on a 5 point Likert scale assessment of a number of questions asked about 
the program.  Questions prompted participants to reflect on the overall usefulness of the program, their learning, the program material and their 
attitude towards recommending the program.  The number in the columns represents the amount of respondents nominating that response. 
 
In essence the personal understanding and engagement in working out how and why the university and 
CBS operate in a certain manner resulted in an unanticipated level of ownership by all participants.  The 
added bonus of engaging with like-minded people from similar backgrounds in other TNE locations 
translated in a state of belonging and acceptance.  
 
Strengths: Networking, Belonging, Being Heard and Clarifications 
 
An assessment of the qualitative open ended feedback gathered at the end of the PIP indicated an overall 
reflection that the networking with colleagues from Curtin University and CBS staff was deemed as one 
of the most prominent benefits of the program. Respondents confirmed that the opportunity to meet staff 
in a face to face environment after often having communicated and interacted extensively was extremely 
beneficial.  Confirming this are answers to the question to point out the best aspect of the PIP that drew 
replies in relation to the best aspects of the program along the lines of … meeting people with whom we 
have been working closely; and .. sharing session with the teaching staff; and …networking and the 
opportunity to provide feedback. 
 
Importantly though, the perceived benefit of the interaction and networking includes the newly found 
network of colleagues from other locations.  The value of this was in a shared understanding and 
experience translating in a recognition and membership as being part of the CBS TNE operations. 
Comments on the question to identify the benefits of the program included aspects of … sharing and 
comparing notes with other colleagues and finding out better ways to do things; and … networking with 
other campuses and partner; and … meeting with Curtin delegates enhanced relationship and probably 
can facilitate working effectiveness in the near future 
 
At the start of the PIP participants expressed some sense of frustration and isolation, mostly related to not 
understanding or not being understood.  The sense of isolation also contributed to perceptions and 
misinterpretations of the implementation of policies and procedures, and expectations of interaction with 
the main campus.  The PIP allowed all participants to clearly understand where and how they individually 
and collectively fit in the CBS TNE operations.  The result of the contextualization exercise, alongside the 
interaction with colleagues from other locations translated in a sense of belonging and acceptance of each 
other.  This, in turn, contributed to a strong sense of identity, as expressed by one participant as … I feel 
as being part of ‘Curtin Global’. 
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A second theme that emerged from the post program feedback referred to the opportunity to put the case 
of the offshore location on the agenda.  Due to the limited opportunities for interaction and the virtual 
absence of face to face interaction the value of being a contributor and participant in a forum of equals 
was significant for participants.  In most instances these discussions highlighted the reality that 
difficulties and problems experienced at one location also exist at most other locations and levelled the 
frustrations often associated with managing these matters with the main campus.  The mere opportunity to 
be heard was described as valuable, as was the notion of a willingness at the CBS to learn from the PIP as 
reflected in the comment that … each location/country may have different needs which CBS may not be 
aware of. 
 
A large amount of value was seemingly extracted through the mode of the PIP delivery, enabling content 
to be enhanced and explained in an interactive and participative way.  The mere opportunity to engage 
with colleagues, either those with whom relationships were already in place or those with whom shared 
perspectives and experiences became clear throughout the PIP assisted in a more accurate understanding 
of the realities and position of the TNE staff and contributed to a significant shift in mindset for all 
participants. 
 
Another trend identified from the PIP immediate feedback is the value of engaging with policy makers 
and enforcers.  Participants generally indicated being detached from policies and procedures as the 
meaning and intent are often difficult to ascertain and understand from a distance – geographical, 
language and educational context wise.  The opportunity to engage up-close with staff and material in a 
focussed environment not only allowed a clearer understanding but also contributed to an acceptance and 
support of the matters at hand.  In essence most participants joined the programs with underlying tones of 
being at opposite sides of the TNE delivery and gradually transitioned to subscribe to represent CBS in 
their respective locations.  Comments like … the program gives a better understanding of the happenings 
at CBS and CBSi; and … open communication, understanding of the direction in which CBSi is headed, 
& discussion of various issues with all partners reflect this perspective best.  
 
An insight into the way that academic staff on the main campus interacts with students and material was 
also pointed out as a strength.  The Australian delivery mode of mass lectures and tutorials is often not in 
place at TNE locations simply due to the smaller class sizes.  Participants indicated that the insight 
provided into the practical delivery of a lecture and tutorial was an eye opener to them and of particular 
value.  As one participant put it … the class visit of Business Law 100 was enlightening.  
  
Throughout the program a number of workshops were highlighted for their value to individual 
participants.  Commendations were made for the workshops explaining the library access, accreditation 
processes and implications and the teaching and learning sessions.   
 
Improvements 
 
The responses on possible program improvements for the future delivered an unanticipated angle.  Some 
dissatisfaction was expressed with the accommodation with participants suggesting accommodation 
closer to campus.  Although the campus is located in a suburban area and accommodation is not available 
nearby the time spent in traffic to and from the campus has most likely frustrated participants, most of 
whom are either used to highly efficient public transport or uncongested roads. 
 
The scheduling of the seven day program also attracted some constructive feedback.  The program was a 
full time residential program with a high intensity.  In an attempt to expose participants to a significant 
volume and variety of content it is likely that the full days and the vast volume of information on the back 
of mostly tight travel schedules contributed to the experience.  The organizing committee noted the 
suggestion and would take this into consideration for any future planning.   
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Under the recommendations for improvements, another suggestion was noted, namely the limited focus 
on teaching and learning.  This feedback was likely a result of pre-program expectations from some 
participants combined with the strong focus on engaging and preparing students for an Australian 
education experiences.  Overall none of the criticisms were substantial, nor do they pose an obstacle to 
being addressed in future versions of the program.  Overall the challenge of any program will remain to 
strike a balance between the vast volume of content and the opportunity to engage and reap personal and 
institutional benefits from the induction program. 
 
Reflection 
 
As part of the immediate feedback and in line with the consultative approach to the PIP participants were 
asked to provide an indication of general comments and perspectives on the program aimed at any future 
versions of the program. While there was little overlap in suggestions forthcoming from this question 
some valuable topics that are tabled include the development of collaborative research, a TNE mentoring 
system, extended opportunity to further enhance existing relationships and targeted sessions to introduce 
university and CBS staff to participants.   
  
In reflection of the PIP some generic comments reflect the experience by participants.  In general, the 
sentiments of the value of the program are best captured through the feedback by participants that 
includes … it has been a great week and it was so informative; and … very well organised program, 
would suggest that it becomes a regular/yearly event; and … thank you for initiating this developmental 
program. It has been very useful and informative. 
 
In an attempt to get a concise summary of the value of the program participants were also requested to 
describe what the program had meant to them in a single sentence.  Not surprizingly the notion of 
networking, learning, being heard and belonging resurfaces in this section.  The following quotes best 
summarise the single sentence feedback: The program has bridged different ideas and brought everyone 
to the same understanding, it has helped to align our understanding of Curtin’s values and how they work 
here; and … Informative and generates greater understanding and awareness about CBS and partner 
institutions; and … The program enabled me to discover Curtin (the campus and the people) as well as 
meet and discuss with people from other locations; and finally … It has been very informative and I am 
glad that I feel I am part of Curtin-CBS. 
 
Long Term Evaluation 
 
In addition to the collection of data upon completion of the program as reported above the program 
organisers requested further feedback and reflection on the value of the program more than 9 months after 
the program.  The reasoning for the collection of feedback was to establish if the feel-good nature of the 
experience and its actual value for the various TNE locations persisted over time.  The feedback session 
was also aimed at establishing if the train the trainer exercise had delivered the intended outcome of 
spreading the information and content of the PIP program to a wider audience of academic staff in the 
different locations.  
 
It was interesting to note that the initial value of face-to-face interaction and engagement had subsided 
significantly and the focus of the feedback was squarely on the value of the PIP content.  This was 
reassuring for the program in that the ultimate aim was to ensure that quality assurance measures, systems 
and procedures were understood and embraced in the various TNE locations.  Participants were asked to 
notify the value of the program and indicate to what extent the program had contributed to the learning 
experience of staff and students at the respective locations.  Participants were also invited to share 
challenges and successes in implementing some of the learning’s from the PIP program at their locations. 
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Despite the reflection of the actual PIP being a unique and enjoyable experience, overall the responses 
indicated a strong task focus.  Positives reported as being implemented included the pursuit of more 
focussed and better quality feedback through the moderation process so as to ensure continuous 
improvement and better alignment of assessment.  Along a similar line, staff in most TNE locations had 
embraced a change to electronic marking with curiosity and eagerness.  Most frustration expressed by 
participants was associated with the compulsory use of a range of software that continued to cause 
technical difficulties.  It remains unclear if this is a result of training or differences in information 
technology systems and capacity at the different locations. 
 
An associated change in behavior was the uptake by students of the blended learning resources made 
available directly from the main campus through podcasts or i-lectures.  This trend is encouraging in 
efforts to implement a blended learning model and has significant value in quality assurance efforts, 
particularly when focussing on the content of delivery and albeit passive engagement with the CBS 
academic staff member.  The value was reported by one participant as … the teaching faculty from Curtin 
provided us a refreshing look at how to improve our lecture delivery which I shared during my staff 
meeting. 
 
The dominant trend of networking related comments in the post induction feedback were subtly present as 
participants reported a significant improvement of operational interaction and being able to resolve 
matters. Core to this, according to the participants, was the knowledge of who to contact for a specific 
matter and the familiarity with the person derived from the actual face to face PIP interaction.  The impact 
was labelled as significant to the extent that two participants claimed that their participation in PIP had a 
direct bearing on gaining national accreditation as it validated the role and association of the local 
operations back to the university.  
  
CONCLUDING COMMENTS 
 
This paper reflects on the outcomes of a newly developed program in the context of ongoing quality 
assurance changes in the Australian TNE environment.  Data was collected from all participants in a 
newly established induction program aimed specifically at senior and experienced staff from the complete 
range of offshore locations where business programs are offered.  Data collection took place in two stages 
– first immediately after and secondly 9 months after the conclusion of the program.  A thematic analysis 
was undertaken to determine the value and contribution of the program to quality assurance of the 
offshore delivery of academic programs and university presence. 
 
Upon analysis it is clear that the PIP program holds significant value through its content but, remarkably, 
an equally important value in the delivery mode and approach to the program. Despite initial intentions to 
develop a program aimed at assisting to ensure quality assurance at a faculty level and indirectly at the 
university level, the program has delivered a significant amount of unintended benefits.  The interaction 
and engagement of the participants on the main campus, as peers in a residential forum not only validated 
their association but impacted positively on the working culture between the main campus and the 
different TNE locations.  The newly found identity and belonging of participants has transformed them 
into CBS agents on their respective campuses who continue to facilitate interactions.   
 
Although the paper reports on the experience of a targeted induction initiative of a relatively active 
Australian Business faculty the underlying limitation rests with the sample size of the respondents having 
limited representation at both the university level or for that matter for other education providers.  In 
addition, the data set and therefore analysis is basic in nature and does not allow for a more rigorous 
interpretation of responses and experiences. 
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Nevertheless, the PIP proves to be an ideal tool to enhance ongoing efforts to develop capacity and align 
course material, delivery and teaching and learning approaches across the various TNE locations.  CBS 
has decided to repeat the program biannually to ensure that its TNE offerings are kept engaged while 
pursuing the continuous improvement in its quality assurance activities.  Yoon, Guffey and Kijewski 
(1993) confirm that a reputable and best practice provider in TNE has little choice but to establish and 
protect its reputation, through quality assurance measures that allows it to meet accreditation and auditing 
requirements. 
 
This opens the door for possible future research, analysis and reflection of both ways and means in which 
universities, Australian and other, actively playing in the TNE environment can leverage their reputation 
and presence in offshore markets. With increasing pressures in the global TNE industry universities will 
benefit from stronger association with staff in the various locations to enable them to ensure the delivery 
of quality education in those locations but also to assist their product and services to be of the standard 
and nature as the university expects. Ultimately this reassurance will allow successful institutions to 
strengthen their position in the TNE environment and survive the increasingly competitive climate. 
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GRADUATION RATES AT U.S. COLLEGES AND 
UNIVERSITIES: A LARGE DATA SET ANALYSIS 

Jeff Anstine, North Central College 
 

ABSTRACT 
 
This paper compiles data from a half a dozen different sources to examine the relative impact various 
factors have on graduation rates.  Research finds that faculty salaries positively impact rates, public 
schools have lower graduation rates and liberal arts colleges, research and masters’ universities have 
higher rates than comprehensive.  Overall, the existence of learning communities and teaching centers at 
institutions of higher learning does not improve graduation rates.  However, if the type of school is taken 
into consideration; the existence of learning communities does improve graduation rates at 
comprehensive universities but does not have any impact on research and masters universities or liberal 
arts colleges.  This research suggests that when implementing programs aimed at improving graduation 
rates different types of colleges and universities need to be selective in what they choose.   
 
JEL: A20, A22, Z18 
 
KEYWORDS: Graduation Rates, Colleges, Universities 
 
INTRODUCTION 
 

oncerns about the cost of college, the lack of students entering the science, technology, 
engineering and mathematics (STEM) fields and growing debt among students appears in the 
news daily.  At, or near, the top of the problems facing higher education is the number of students 

who do not finish college.  Noting that 44 percent of entering students do not graduate from college, 
Bowen (2009) is one of many who argues that the United States will lose its competitive advantage in the 
world if this is not addressed. In 2011, the Obama administration set up a system of grants for states to 
help them improve college graduation rates.  The goal is to have the U.S. have the highest college 
completion rates in the world by 2020 (Lewin, 2011).  Entering first year students are more diverse, with 
a higher number of Hispanic, black, part-time, older, low income and other minorities entering college.  
Yet, the graduation rate for these populations lags behind more well-to-do white population.  (CHE, 2011-
12).  While improving graduation rates may be a priority for the government and other stakeholders, it has 
not improved significantly over the past few decades. 
 
There has been an enormous amount of research aimed at explaining and trying to improve graduation 
rates at U.S. colleges and universities.  Some of it has been on developing theories of student retention 
and how successful particular programs colleges implement are.  Other research has focused on specific 
students such as athletes and how the implementation of a new program may improve graduation rates 
(College Student Retention, 2005). This research adds to the body of literature by examining graduation 
rates from a broader  perspective.  Instead of looking at a particular college, small group of students or a 
certain program, it uses a large data set examining close to 1,000 different schools.  It then isolates the 
impact of variables, such as faculty salaries, learning communities and other factors that influence 
graduation rates to examine their marginal impact. 
 
On the following pages a review of some of the literature on the subject is covered.  Then a description of 
the data is provided, citing the different sources.  The methodology used and the results from the 
econometrics is discussed.  Different variables likely have more or less influence on graduation rates at 
different types of schools.  For example, a learning community may improve graduation rates at larger 

C 
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research universities than at smaller liberal arts colleges.  Thus, this research addresses the interaction of 
combinations of variables on graduation rates.  The conclusion with recommendations for future research 
completes this paper. 
 
LITERATURE REVIEW  
 
Research pertaining to graduation rates at U.S. colleges and universities covers a broad spectrum of  
topics.  A substantial amount of literature explores programs and policies that schools have implemented 
or could pursue that increases retention rates.  Institutions have developed many orientation programs for 
first year students attempting to increase engagement and commitment with the ultimate goal of 
improving graduation rates.  In one example of many, Brown (2012) tries to develop a survey at one 
college for incoming first year students.  By administering this test/survey to all incoming students she 
hopes to identify certain characteristics among the students.  Then the data can be analyzed such that 
different departments in the college can be notified of potential issues that may arise with students to 
target them with appropriate support to increase their retention. 
 
One area of research inspects the opportunities available at institutions of higher learning, for students 
who typically struggle, such as the transfer student population or commuter students.  Vega and Martinez 
(2012) look at affordability, access and resources for Latinos in public universities in Texas.  They 
examine a plan put in place by the state government to address the lack of Hispanics graduating from 
college and then examine public documents.  They find that certain areas have higher graduation rates for 
Hispanic students and that those who stay closer to home are more likely to complete college. 
 
Other research focuses on groups that may be marginalized such as the Lesbian, Gay, Bisexual and 
Transgender population or have challenges that are not readily apparent like students with some types of 
learning disabilities.  Woosley and Shepler (2011) examine experiences of students who are the first 
generation in their family to attend college.  Based on surveys at one college they find that many of the 
factors that impact graduation rates of non-first generation college students also impact those of first 
generation students.  The level of academic preparation coming in to college, degree of interpersonal 
relationships and stress all impact graduation rates;  though first generation students are still much less 
likely to finish college than their counterparts. 
 
Some research looks at the efficacy of privately funded programs aimed towards groups with lower 
graduation rates.  DesJardins and McCall (2006) examine the effectiveness of the Gates Millennium 
Scholarship Program.  They find that the retention of minority students depends in part on their race.  
However, due to the nature of how students are selected into the program they were not able to better 
isolate the impact of different variables on retention.  Angrist et. al. (2006) studied a small sample of 
Canadian students, broken into three groups.  They found that students using both tutoring services and 
financial rewards were more likely to return for their second year than students getting only financial or 
support services.  Breaking the group by gender they also determined that the impact was greater on 
female than on male students.There is also a significant body of research and reports that examines 
differences in graduation rates at various institutions of higher learning.   
 
The Access and Equity Report in the Chronicle of Higher Education (2011-12, 58:1) is one source.  
Community Colleges struggle to get many of their students through their programs and on to four year 
universities.  Students attending  for-profit colleges finish school at a much lower rate than their non-
profit counterparts.  Public schools have lower graduation rates than private ones and elite schools have 
much higher graduation rates than other colleges and universities.The majority of research on the 
effectiveness of institutions of higher learning uses graduation rates as the main measure of success.  
However, some researchers have pointed to the limitations of this method.  Barefoot (2004) notes that the 
current method of measuring graduation rates may not accurately reflect the percentage of students who 
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actually receive degrees.  As many as 29 percent of students who have not received their degree from the 
school in which they first enroll either have graduated from another college or are still in school. 
 
Archibald and Feldman (2008) think that the use of production frontier analysis could also be used to 
examine the output of universities.  They note that a school’s graduation rate does not capture all of the 
value that universities provide such as research activities, service to the local community and the actual 
value added to students in the classroom.  They argue that graduation rates are useful but should be used 
in the correct context. In part, due to the cuts in funding for higher education, some research examines 
how Federal or State funding for colleges and universities impacts student retention and completion.  
Zhang (2009) uses panel data from the Integrated Postsecondary Education Data System (IPEDS) to look 
at the connection between state increases and decreases for public universities and their six year 
graduation rates.  He finds that the more state funds that are provided to universities do increase 
graduation rates, but that the impact is small and not necessarily statistically significant over time. 
 
The research in this paper uses a larger data set than any previous research to identify variables that 
impact graduation rates at colleges and universities across the entire United States.  It thus adds to the 
literature by examining the issue in a macro context as opposed to the micro context of most studies just 
focusing on one school.  It may be useful for broad policy implications. 
 
DATA AND METHODOLOGY  
 
Data on four year colleges and universities were collected from seven different sources.  This research 
does not include two year colleges or for-profit schools.  I started with information about graduation rates 
and a few other variables from the 2009 U.S. News and World Report.  Since there are many variables 
that impact graduation rates (such as faculty salary) that are not listed by this source I gathered data from 
other sources.  I also compiled some variables on my own such as the location of the school (urban, 
suburban or rural) and if it is public or private.  In addition, I converted ACT scores to their SAT 
equivalent in order to include a general standardized test scores in the regressions. 
 
The Carnegie Foundation provided data on the type of school (Liberal Arts, etcetera), the U.S. 
Department of Education lists whether higher education institutions have learning communities, the 
American Association of University Professors (AAUP) gives data about faculty salaries. I obtained 
information if schools participate in the National Survey of Student Engagement (NSSE) from Indiana 
University and if there is the existence of a teaching and learning center at the college or university from 
Hofstra University. I compiled the data sources into one large data set.  In all cases I gathered data from 
2009 so that the variables all coincide.  In some situations the data sources were in different formats and 
in other situations did not have information for all of the colleges and universities.  None the less there are 
close to 1,000 observations available for the regressions estimated.  Table 1 gives an overview of the data, 
describing each variable, listing the source of the data and providing summary statistics. 
 
Inspection of Table 1 provides an interesting overview of higher education institutions in the United 
States.  The average graduation rate for all colleges and universities is just over fifty percent.  This 
corresponds with other studies, though many other researchers tend to just focus on particular categories, 
such as public only, community colleges or rates in a particular state.  Most stakeholders in higher 
education, including government officials deem this to be too low, hence the research in this paper. 
 
The majority of schools are private, sixty-three percent, and a minority participated in the National 
Survey of Student Engagement, thirty-three percent.  Colleges and universities are located where we 
would expect, forty-three percent in urban locations, thirty-one percent in suburbia and twenty-six percent 
in rural areas.  Far and away the majority are co-educational, with only three percent all-female and only 
one school all-male. Over the past decade schools have implemented a variety of programs intended to 
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increase their graduation rates.  Two of the most common and visible are the establishment of teaching 
centers and learning communities.  Teaching (sometimes called teaching and learning) centers are set up 
to provide professors resources to help them to learn how to be better teachers.  When this data was 
collected there were 256 schools that had a center for teaching. 
 
Students who feel isolated or are homesick are more likely to drop out of college than their counterparts 
who are not.  One recent trend is to have a built in support network for some students.  Learning 
communities group students based on similar interests such as sports, music or other common interests.  
These are intended to provide a support network for incoming students.  As of 2009 there were 243 
institutions that implemented some type of learning community for incoming students.   The sections 
below look at factors impacting graduation rates, with the focus on how teaching centers and learning 
communities contribute to it. 
 
Table 1: Descriptive Statistics 
 

Variable Description Of Variables Data Source Number of 
Observations 

Minimum Maximum Mean Number 
Reporting 

Yes To 
DV 

GradRate Graduation rate at each school USNews 1336 0.09 0.98 0.515  
FacultySalary Average faculty salary, in thousands of dollars, 

not including instructors 
AAUP 935 35.46 130.00 69.40  

StandTests SAT scores and ACT scores converted to SAT 
scores 

Author 1285 605 1520 1071.5  

TeachCenter If a school has a teaching center (yes =1) Hofstra 1347 0 1 0.19 256 
LearnComm If a school has learning communities (yes =1) USDOE 1347 0 1 0.18 243 
NSSE If school participates in the National Survey of 

Student Engagement  
Indiana Univ 1347 0 1 0.33 445 

Public If the school is public (yes=1) Author 1347 0 11 0.37 499 
Peerassmnt Peer Assessment of the school USNews 1347 1 5 2.79  
Rankincat School’s rank in its US News category USNews 686 1 120 40.68  
FreshReten Freshmen retention rate USNews 1313 0.22 0.98 0.748  
PerClsUnder20 Percent of classes with fewer than 20 students  USNews 1271 0.14 1.00 0.5503  
PerClsOver50 Percent of classes with more than 50 students USNews 1272 0.00 7.00 0.4753  
Studentfacultyratio Student faculty ratio USNews 1086 3.00 47.00 14.79  
FacultyFT Percent of faculty that is full time USNews 1294 0.08 1.00 0.805  
Freshintop25 Percent of entering students who were in the top 

25 percent of their high school class 
USNews 1155 0.02 7.00 0.438  

Acceptance rate Acceptance rate USNews 1321 0.10 1.00 0.701  
Urban If the school is in an urban location (yes=1)  Author 1347 0 1 0.43 579 
Suburban If the school is in a suburban location (yes=1) Author 1347 0 1 0.31 418 
Rural If the school is in a rural location (yes=1) Author 1347 0 1 0.26 350 
Female All female school (yes=1) USNews 1347 0 1 0.03 41 
Male All male school (yes=1) USNews 1347 0 1 0.00 1 
Coed School is coeducational (yes=1) USNews 1347 0 1 0.97 1305 
Diversity If student population is more than 17 percent 

white (yes=1)  
USNews 1343 0 1 0.47 633 

aveACT Average ACT score of incoming students  USNews 528 14 28 21.94  
aveSAT Average SAT score of incoming students USNews 757 705 1520 1085.6  
Research If the school is a research university (yes=1) Carnegie 1347 0 1 0.18 242 
LiberalArts If the school is a Liberal Arts College (yes=1) Carnegie 1347 0 1 0.16 216 
Masters If the school is a Master’s University (yes=1) Carnegie 1347 0 1 0.42 566 
Comprehensive If the school is a Comprehensive University 

(yes=1) 
Carnegie 1347 0 1 0.24 323 

This table defines each variable, describes the source of the data and provides general statistics giving an overview of factors that are relevant in 
explaining colleges and universities graduation rates. 
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RESULTS  
 
Regressions below examine the impact different variables, such as if a school has a teaching center and if 
the school uses learning communities, holding other influences constant to determine what influences 
graduation rates at institutions of higher learning in the US.  Thus, the dependent variable, the graduation  
rate of school i, is a function of independent variables shown below. 
 
Graduation ratei = β0 + β1 X1 + εi                                                                                                                (1)  
Where  X1 = vector of variables  
 
Graduation ratei = β0 + β1 FacultySalary  + β2  StandTests + β3  TeachCenter + β4  LearnComm + β5  
NSSE + β6  Public + β7  PerClsUnder20  + β8  PerClsOver50  + β9 Student faculty ratio                         (2)  
+ β10  FacultyFT + β11  Freshintop25 + β12  Acceptance rate + + β13  Location + β14  Diversity 
+ β15  Institution type + εi   
 
Due to multi-colinearity not all of the variables listed in Table 1 are used in the regressions.  For example, 
freshmen retention and peer assessment are both highly correlated with standardized test scores so are 
excluded. In the regressions all of the variables are kept in their original form.  That is, none of the 
variables were logged, squared or transformed in other ways.  Most of the variables are quantitative so 
standard interpretations of the coefficients is possible, though I do not include any here.Nominal variables 
are put into a dummy variable format with a yes equaling one if the characteristic exists and a no for zero 
if it does not.  The coefficient represents the difference between schools with the characteristic and those 
without it.  For dummy variables with more than two outcomes, the excluded category is provided in the 
tables.  The results of regression 1 is in Table 2.1  
 
The majority of the control variables has the expected sign and is statistically significant.  All else 
constant, colleges and universities that pay their faculty more have a higher graduation rate than other 
institutions.  Colleges and universities with higher SAT and ACT scores and more students in the top 25 
percent of their high school class have higher graduation rates than schools with lower standardized test 
scores and fewer students in the top of their high school.   
 
All else constant, public schools have ten percent lower graduation rates than their private counterparts. 
Institutions with smaller class sizes retain and graduate more students than schools with larger classes, 
though very large class size does not matter compared to medium size classes.  Colleges and universities 
with more minority students and those in an urban area have lower graduation rates than their 
counterparts.  For a one tailed test, at the 10 percent level, schools with a higher student faculty ratio do 
not graduate as many pupils.  Liberal arts colleges, research and comprehensive universities have higher 
graduation rates than comprehensive universities. 
 
Interestingly, neither the existence of a teaching center or learning community improves graduation rates.  
Creating a teaching center for professors (and likely graduate assistants) and setting up learning 
communities for incoming students are both costly and time consuming endeavors.  That they do not have 
the impact expected of them suggests that the resources committed to them might be better used 
elsewhere. 
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Table 2: OLS Regression- Dependent Variable: Graduation Rate 
 

Independent Variables Coefficients   
Std. Error T-Statistic 

Intercept 0.056 0.084 0.663 
FacultySalary  (Ave faculty salary excluding 
instructors) 0.002 0.000 5.686*** 
StandTests (SAT and ACT converted to SAT) 0.000 0.000 5.906*** 
TeachCenter (yes=1 if has teaching center) -0.003 0.010 -0.263 
LearnComm (yes=1 if has learning communities) -0.004 0.010 -0.377 
NSSE (yes=1 if participated in NSSE) 0.006 0.007 0.865 
Public (yes=1 if public)  -0.101 0.011 -9.102*** 
PerClsUnder20  (% of classes with fewer than 20 
students) -0.072 0.034 -2.108** 
PerClsOver50  (% of classes with more than 50 
students) -0.002 0.002 -0.858 
Student faculty ratio -0.002 0.002 -1.607* 
FacultyFT (Percent of faculty that is full time) 0.047 0.037 1.266* 
Freshintop25 0.174 0.031 5.537*** 
Acceptance rate -0.023 0.025 -0.927 
Urban a (yes=1 if in urban location) -0.017 0.009 -2.009** 
Suburban a (yes=1 if in suburban location)  0.002 0.009 0.235 
Diversity (yes=1 if population > 17% white)  -0.054 0.008 -6.468*** 
Research b (yes=1 if a Research University)  0.125 0.020 6.359*** 
LiberalArts b (yes=1 if a Liberal Arts college) 0.139 0.017 7.978*** 
Masters b (yes=1 if a Master’s University) 0.025 0.009 2.690*** 
Number of observations: 935 R-squared: .802 F statistic: 147  
a: excluded category rural 
b: excluded category-comprehensive 
* statistically significant at the 10% level   
** statistically significant at the 5% level   
*** statistically significant at the 1% level   

  

 

This table shows the regression, graduation rates as a function of relevant variables. Graduation ratei = β0 + β1 FacultySalary  + β2  StandTests 
+ β3  TeachCenter + β4  LearnComm + β5  NSSE + β6  Public + β7  PerClsUnder20  + β8  PerClsOver50  + β9  Student faculty ratio  
+ β10  FacultyFT + β11  Freshintop25 + β12  Acceptance rate + + β13  Location + β14  Diversity + β15  Institution type   
 
While teaching centers and learning communities do not impact graduation rates at schools in general, 
there may be a marginal gain for certain types of colleges and universities.  For example, the effectiveness 
of one or the other may exist depending on if the institution is public or private.  The second regression, 
shown in Table 2, is the same as the first one except that interaction terms between variables that may 
impact graduation rates are also included.  The focus of the relationships is with teaching centers and 
learning communities but a few other interaction terms are also included.  
 
Graduation ratei = β0 + β1 X1 + β2 X2 β3 X3 + β4 X4 + εi                                                                      (3) 
 
Where:  
 
X1 = same vector of variables in regression 1  
X2= teaching center interaction terms 
TCXRES: impact of a teaching center on research universities only  
TCXLA: impact of a teaching center on liberal arts colleges only 
TCXMA: impact of a teaching center on masters universities only 
TCXC: impact of a teaching center on comprehensive universities only 
X3= learning communities interaction terms 
LRNCOMXRES: impact of learning communities on research universities only 
LRNCOMXLA: impact of learning communities on liberal arts colleges only 
LRNCOMXM: impact of learning communities on masters universities only 
LRNCOMXC: impact of learning communities on comprehensive universities only 
X4= other interaction terms  
LCXPUBLIC: impact of a learning center on public universities only 
LCXTEST: impact of a teaching center with standardized test scores 
LCXFACFT: impact of a teaching center with percent of faculty that is full time  
 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

61 
 

Graduation ratei = β0 + β1 FacultySalary  + β2  StandTests + β3  TeachCenter + β4  LearnComm + β5  
NSSE + β6  Public + β7  PerClsUnder20  + β8  PerClsOver50  + β9  Student faculty ratio  
+ β10  FacultyFT + β11  Freshintop25 + β12  Acceptance rate + + β13  Location + β14  Diversity 
+ β15  Institution type + β16  LCXRES + β17  LCXLA + β18  LCXMA + β19  LCXC                                  (4) 
+ β20  LRNCOMXRES + β21  LRNCOMXLA + β22  LRNCOMXM + β23  LRNCOMXC 
+ β24  LCXPUBLIC + β25  LCXTEST + β26  LCXFACFT + εi   
 
Compared with regression 1, all of the control variables coefficients have almost the identical size, for 
example faculty salary is exactly the same and public is almost identical.  In addition, the level of 
statistical significance is the same for all of the variables in both.  Ironically, the sign for existence of a 
teaching center is now negative and statistically significant at the 10% level.   
 
Of particular interest is how centers for teaching and the presence of learning communities impact 
graduation rates at different types of institutions.  It does not increase graduation rates at Liberal Arts 
colleges and Masters universities and actually decreases graduation rates at comprehensive schools.  
However, for a one tailed test, at the 10 percent level a teaching center improves graduation rates at 
research universities.   This makes sense, professors at research universities are primarily researchers and 
they spend a lot less time in the classroom than their counterparts at other schools.  It is possible that just 
getting a little support for their teaching can add a lot to what they do in the classroom.  In addition, many 
classes at research universities are taught by teaching assistants who are graduate students and new at 
teaching and part-time adjunct professors.  A teaching center may add a lot of value to these groups.   
 
Learning communities have no impact on graduation rates at research universities and liberal arts colleges 
and decrease it for masters schools.  For a one tailed test the addition of learning communities is 
statistically significant at the one percent level in increasing graduation rates at comprehensive 
universities.  Perhaps these institutions have a little less of a sense of camaraderie for incoming students.  
Grouping students by like interests helps them stay in school where it is not as meaningful at other types 
of institutions.  Comprehensive universities also have lower rates of graduation in general than other 
schools.  Perhaps the marginal impact of learning communities matters more for schools with lower 
graduation rates compared to those with higher rates.For a one tailed test, at the 5 percent level learning 
communities improve graduation rates at schools with a higher percentage of faculty who are full time.  
Full time faculty likely have a greater commitment to their institution than part time teachers.  The 
existence of learning communities may enable professors to engage with like-minded students early in the 
student’s career.  For example, students with an interest in music may be grouped together and mentored 
by a faculty member in this discipline.  Faculty may enjoy connecting with students who share an interest 
in their area and students may be more likely to stay and finish their degree.  
 
CONCLUSION  
 
Colleges and universities in the U.S have implemented a variety of programs aimed at increasing their 
graduation rates, including establishing teaching centers and grouping like-minded students into learning 
communities.  Actions are sometimes taken without knowledge of their effectiveness.  This paper 
addresses the issue of whether teaching centers and learning communities actually accomplish their goals.   
Information on faculty salaries, existence of a teaching center, school location, if the college participates 
in the National Survey of Student Engagement and other information are added to data from the U.S. 
News and World Report data on graduation rates.  Regressions were estimated looking at the marginal 
impact of different variables first without interaction terms, then with them. Not surprisingly, results show 
that variables like student faculty ratio, the percentage of faculty that are full time and faculty salaries all 
contribute to higher graduation rates.  It is interesting that the existence of student learning communities 
and if a school has a teaching and learning center for faculty does not improve graduation rates.  But this 
only holds true if institutions are not separated by type and if the marginal impacts are not separated.  By 
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using interaction terms where the influence of different factors can be isolated on the type of institution 
and other control variables, this research finds that in some situations the existence of teaching centers 
and learning communities will increase graduation rates.    
 
Table 3: OLS Regression with Interaction Terms- Dependent Variable: Graduation Rate 
 

Independent Variables Coefficients  Std. Error T-Statistic 
Intercept 0.070 0.087 0.805 
FacultySalary  (Ave faculty salary excluding instructors) 0.002 0.000 5.980*** 
StandTests (SAT and ACT converted to SAT) 0.000 0.000 5.673*** 
TeachCenter (yes=1 if has teaching center) -0.147 0.110 -1.329* 
LearnComm (yes=1 if has learning communities) -0.002 0.010 -0.220 
NSSE (yes=1 if participated in NSSE) 0.006 0.007 0.831 
Public (yes=1 if public)  -0.105 0.013 -8.431*** 
PerClsUnder20  (% of classes with fewer than 20 students) -0.072 0.035 -2.083** 
PerClsOver50  (% of classes with more than 50 students) -0.002 0.002 -0.799 
Student faculty ratio -0.003 0.002 -1.679* 
FacultyFT (Percent of faculty that is full time) 0.020 0.040 0.496 
Freshintop25 0.172 0.031 5.481*** 
Acceptance rate -0.024 0.025 -0.960 
Urban a (yes=1 if in urban location) -0.016 0.009 -1.816** 
Suburban a (yes=1 if in suburban location)  0.001 0.009 0.092 
Diversity (yes=1 if population > 17% white)  -0.054 0.008 -6.466*** 
Research b (yes=1 if a Research University)  0.089 0.025 3.620*** 
LiberalArts b (yes=1 if a Liberal Arts college) 0.134 0.018 7.333*** 
Masters b (yes=1 if a Master’s University) 0.024 0.009 2.588*** 
TCXRES c   (interaction terms- see below)  0.087 0.054 1.596* 
TCXLA c 0.065 0.062 1.055 
TCXMA c 0.042 0.045 0.925 
TCXC c -0.066 0.044 -1.490* 
LRNCOMXRES d 0.011 0.020 0.565 
LRNCOMXLA d 0.027 0.034 0.790 
LRNXM d -0.024 0.018 -1.343* 
LRNCOMXC d 0.068 0.028 2.427*** 
TCXPUBLIC e 0.010 0.021 0.480 
LCXTEST e -0.0000046 0.000 -0.506 
LCXFACFT e 0.166 0.093 1.775** 
Number of observations: 935 R-squared: .807 F statistic: 96  
a: excluded category rural 
b: excluded category-comprehensive 
c: interaction terms- teaching center multiplied by: research, liberal 
arts, masters and comprehensive schools 
d: interaction terms- learning community multiplied by: research, 
liberal arts masters and comprehensive schools 
e: interaction terms: learning center multiplied by public, 
teaching center multiplied by standardized test scores and 
percentage of faculty who are full time respectively  
* statistically significant at the 10% level   
** statistically significant at the 5% level   
*** statistically significant at the 1% level   

  

 

This table shows the regression, graduation rates as a function of relevant variables plus interaction terms. Graduation ratei = β0 + β1 
FacultySalary  + β2  StandTests + β3  TeachCenter + β4  LearnComm + β5  NSSE + β6  Public + β7  PerClsUnder20  + β8  PerClsOver50  + β9  
Student faculty ratio  + β10  FacultyFT + β11  Freshintop25 + β12  Acceptance rate + + β13  Location + β14  Diversity 
+ β15  Institution type + β16  LCXRES + β17  LCXLA + β18  LCXMA + β19  LCXC  + β20  LRNCOMXRES + β21  LRNCOMXLA + β22  LRNCOMXM + 
β23  LRNCOMXC + β24  LCXPUBLIC + β25  LCXTEST + β26  LCXFACFT  
 
There are both positive and negative aspects of having a large data set to examine marginal impacts of 
variables on graduation rates.  Some limitations are that there could be some micro characteristics 
impacting graduation that are not picked up by this research or that are not detected due to measuring 
variables at the college level. In sum, different institutions need to be selective in what type of policy they 
use when implementing programs aimed at increasing their school’s graduation rates.  Not surprisingly, 
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what works at a research university is different from what is useful at a comprehensive university.  In 
addition to the different variables examined in this paper there are likely many others that future research 
could address.  
 
Notes 
1 A stepwise type regression was also estimated using the stepwise function in SPSS.  The highest R 
squared that was obtained was 0.849, a little higher than the reported R squared in the regression in Table 
1.  The stepwise regression suggested using rank in category as an independent variable and excluding 
The Urban category, some of the types of schools and the teaching center variable.  Since there are only 
686 observations for the rank in category this would lower the degrees of freedom.  In addition, this data 
is ordinal and typically ordinal data is not included with ratio and interval level data that all of my other 
quantitative variables are.  Since the focus of this paper is on if teaching centers matter, the variable needs 
to be included, whether it is statistically significant or not.  Excluding some of the other dummy variables 
and including others does not make sense.  The variables recommended with the stepwise regressions are 
almost identical to what is in the paper, so I have kept the original regression.   
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ABSTRACT 
 
This paper examines what business competencies a learner of English as a Foreign Language (EFL) can 
develop while developing communicative competence in English. The analysis is focused on the business 
competencies undergraduate students at the Administration Faculty of Universidad Michoacana de San 
Nicolás de Hidalgo need to develop. The study aims to demonstrate that using a competence formation 
model enables learners to attain better levels of communicative competence. Moreover, it strengthens 
their business competencies through classroom practice of real-life communicative activities, without 
having to study them separately or at different times. Finally, by incorporating self-assessment practices 
and a learning portfolio as tools to enhance learning by asking students to reflect on their own 
motivations or needs, we expect to contribute to developing learning autonomy and self-evaluation 
strategies as an integral approach to both professional and personal formation. 
 
JEL: I2, I23 
 
KEYWORDS: Competences, Communicative Competence, Autonomy, Business Competencies 
 
INTRODUCTION 
 

raditionally, business professionals are required to be competent in a second language, whether 
they work abroad or not.  Historically, the need to fluently communicate in English has become 
essential in business and for travel. Besides the communicative function of the language itself, 

English is essential to the deepening integration of global service-based economies. But even in non-
English speaking countries, being communicative competent in English can be considered necessary 
(sometimes even a must) to get a well-paid job, regardless of the professional area one works in. This is 
particularly true as the outsourcing business grows, since most of the offshore contracts come from 
English speaking corporations and global enterprises create their own business process outsourcing 
centers in other countries to diminish costs.  
 
Up to now, English is the language that facilitates transnational encounters and allows nations, 
institutions, and individuals in any part of the world, to communicate their world view and identities.  
This study attempts to provide a tool learners can use to make connections between  positive learning 
outcomes and success experienced in a coursework  on learning English, but also designed to specifically 
use the language to perform tasks  required  in the professional domain of business administration.  
 
The article concludes with a discussion of the benefits of  redirecting the main focus of  English as a 
foreign  language (EFL) courses within the curriculum of the Adminstration Faculty at undergraduate 
level at the Universidad Michoacana de San Nicolás de Hidalgo where merely mastering the language  is 
not the sole objective. These EFL courses ought to be not only business-content, but should also aim to 
develop business competencies as well as higher metacognitive strategies, such as learning autonomy. 
 
 

T 
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LITERATURE REVIEW 
 
Many authors have long reviewed and commented on what competences are and how they are categorized 
since McClelland first introduced the term in 1973 (Martínez & Carmona, 2009).  Initially, the study of 
competences started in the Labor Psychology field, searching to better select and improve human 
resources in firms and companies. Over time, the concept has broadened and it has reached  educational 
and environmental contexts. Tejada (1999), Pereda y Berrocal (2001), Lévy-Leboyer (2003) and Escobar 
(2005) cited by  Martínez and Carmona (2009)  categorize competences as: a) generic, the ones that can 
occur in any of the positions of an organization  and can be easily transferred from one profession to 
another, which means they are common to different professions. They include knowledge, skills, attitudes 
and personality traits; and b) specific: the ones that occur to certain professions within the organization, or 
with particular performance levels. They are non-transferable.  
 
Nowadays, the competence concept in education concerns with the capacity of students to analyze, reason 
and communicate effectively as they pose, solve and interpret problems in a variety of subject areas and it 
has been considered important due to its relevance to lifelong learning (British Council, 2012). Being able 
to do so in one´s mother tongue is by itself one of the aims of public education policies, leaving behind 
the very basic objective of teaching literacy and numeracy and including today information technology as 
well as the learning of a foreign language. Thus, the role of education in school is seen as to provide the 
generic skills needed to acquire new knowledge and specialist skills in the future: learning how to learn.   
In México such a foreign language is of course English. English as a Foreign Language (EFL) was 
introduced as a mandatory subject into the middle-school curriculum for all public schools since 1993 
(Ministry  of Education -Secretaría de Educación Pública- Agreement 182) and  last year´s education  
reform made  the teaching of EFL mandatory for basic education  as well (Agreement 592, dated August 
19, 2011), as  a part of the  implementation of  a competency-based curriculum. Besides intending to raise 
the quality of  education, this measure was implemented with the long term objective of facilitating 
international student and academic staff mobility. This seems to confirm that the learning of English 
appears to be losing its separate identity as a discipline and merging with general education (Graddol, 
2006).  
 
Since we are interested mainly, but not exclusively, in developing communicative competence in English, 
we will go with the work the Council of  Europe  has done regarding competences, and the classification 
they  suggest towards the aim of forming participative, socially responsible individuals  who develop a 
democratic citizenship. The Council of Europe  (2001) defines some essential terms to facilitate the 
communication among users of a language and teaching professionals in the Common European 
Framework of Reference for Languages  (CEFR).  
 
Competences are then defined as the sum of knowledge, skills and characteristics or personal resources 
that allow a person to perform actions. General competences are those not specific to language, but 
which are called upon for actions of all kinds, including language activities, which include:  
 
a) Declarative knowledge (savoir):  it comprises knowledge of the world (which derives from experience, 
education or from information sources, etc.), sociocultural knowledge, and intercultural awareness. 
 
b) Skills and know-how (savoir-faire): everything that has to do more with the ability to carry out 
procedures than on declarative knowledge. This skill may be facilitated by the acquisition of ‘forgettable’ 
knowledge and be accompanied by forms of existential competence (for example relaxed attitude or 
tension in carrying out a task). It comprises practical skills and know-how (social, living, leisure, and 
occupational skills) as well as intercultural skills and know-how. 
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c) ‘Existencial’ competence (savoir-être): it  may be considered as the sum of the individual 
characteristics, personality traits and attitudes which concern, for example, self-image and one’s view of 
others and willingness to engage with other people in social interaction.  Attitudes and personality factors 
greatly affect not only the language users’/learners’ roles in communicative acts but also their ability to 
learn. It consists of attitudes, motivations, values, beliefs, cognitive styles, and personality factors. This 
type of competence is not seen simply as resulting from immutable personality characteristics. It includes 
factors which are the product of various kinds of acculturation and may be modified. 
 
d) Ability to learn (savoir-apprendre):  it  mobilizes existential competence, declarative knowledge and 
skills, and draws on various types of competence. Ability to learn may also be conceived as ‘knowing 
how, or being disposed, to discover otherness ’ – whether the other is another language, another culture, 
other people or new areas of knowledge.   
 
The Communicative Competence 
 
The taxonomic nature of the Common European Framework of Reference for Languages  (CEFR) 
inevitably means trying to handle the great complexity of human language by breaking language 
competence down into separate components. This confronts us with psychological and pedagogical 
problems of some depth. Communication calls upon the whole human being. The competences separated 
and classified below interact in complex ways in the development of each unique human personality. 
Users and learners of a language draw upon a number of competences developed in the course of their 
previous experience in order to carry out the tasks and activities required to deal with the communicative 
situations in which they are involved. In return, participation in communicative events (including, of 
course, those events specifically designed to promote language learning) results in the further 
development of the learner’s competences, for both immediate and long-term use. In that sense, all human 
competences contribute in one way or another to the language user’s ability to communicate and may be 
regarded as aspects of communicative competence. 
 
Communicative language competences are next defined as those which empower a person to act using 
specifically linguistic means (Council of Europe, 2001).  The language activity required to perform 
communicative acts always occurs in a context that imposes conditions and constraints of many different 
kinds (also called domains of language use: public, personal, educational and occupational).  
Thus, for communicative intentions, users/learners  of a language bring to bear their general capacities as 
detailed above together with a more specifically language-related communicative competence. 
Communicative competence in this narrower sense has the following components: linguistic, 
sociolinguistic and pragmatic. Each of these components is postulated as comprising, in particular, 
knowledge and skills and know-how.  
 
a) Linguistic competences include lexical, phonological, syntactical knowledge and skills and other 
dimensions of language as a system, independently of the sociolinguistic value of its variations and the 
pragmatic functions of its realizations. 
 
b) Sociolinguistic competences refer to the sociocultural conditions of language use. Through its 
sensitivity to social conventions (rules of politeness, norms governing relations between generations, 
sexes, classes and social groups, linguistic codification of certain fundamental rituals in the functioning of 
a community), the sociolinguistic component strictly affects all language communication between 
representatives of different cultures, even though participants may often be unaware of its influence. 
 
c) Pragmatic competences are concerned with the functional use of linguistic resources (production of 
language functions, speech acts), drawing on scenarios or scripts of interactional exchanges. It also 
concerns the mastery of discourse, cohesion and coherence, the identification of text types and forms, 
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irony, and parody. For this component even more than the linguistic component, it is hardly necessary to 
stress the major impact of interactions and cultural environments in which such abilities are constructed. 
The resulting outcome of the Council of Europe was a very comprehensive work that describes the 
competences necessary for communication, the related knowledge and skills and the situations and 
domains of communication where the occur. Communicative acts comprise language activity, which is 
divided into four kinds: reception, production, interaction and mediation. Reception entails understanding 
language produced by others, whether in speech or in writing, while production entails producing speech 
or writing. Interaction refers to spoken or written exchanges between two or more individuals, while 
mediation (often involving translation or interpretation) makes communication possible between 
individuals or groups who are unable to communicate directly. Clearly, interaction and mediation involve 
both reception and production. While learning EFL for general purposes, all language activities are 
stressed, but when focusing on developing business competences, interaction becomes an essential aim.  
 
It is possible that competence formation one of the most effective ways to prepare future professionals to 
successfully deal with constantly changing working conditions. In Mexico, the implementation of such 
educational model is already taking place, as mentioned above. Therefore, the goal for university students 
to achieve B2 level according to the CFR has been set. In order to do so, the authors propose the use of a 
Language Learning Portfolio to develop the communicative competence in English as a Foreign 
Language (EFL) of university students aiming to achieve B2 level, which at the same time incorporates 
opportunities for students to develop business competences. A learning portfolio is a flexible, evidence-
based process that combines reflection and documentation. It engages students in ongoing, reflective, and 
collaborative analysis of learning. It also focuses on purposeful, selective outcomes for both improving 
and assessing learning (Zubizarreta, 2009). The use of portfolios has proven to be a useful tool to enhance 
learning by asking students to reflect on their own motivation or needs to learn and their learning 
strategies while promoting autonomous learning and self-evaluation strategies. By allowing both teachers 
and students to experience the benefits of using a Language Portfolio, the learning and metacognitive 
strategies developed can be expanded to the learning of business competences through the use English 
and, thus, contributing to their learning of both professional and communicative competences.    
 
The portfolio the authors propose is the “B2 Language Portfolio”, designed  in 2011 to meet the needs of 
students of English as a Foreign Language (EFL) at the Language Department at Universidad Michoacana 
de San Nicolás de Hidalgo (UMSNH) in  the capital city campus, Morelia.  It was based on the model 
launched in  2000 by the European Language Portfolio (ELP)  and it conforms to the Principles and 
Guidelines defined by the Council of Europe that same year. It was designed as a tool to help students that 
reach the B2 level of proficiency in English, according to the Common European Framework of 
Reference for Languages  (CEFR). Although there is a general template for learning portfolios 
(Zubizarreta, 2009) we decided to base ours on the model proposed by the Council of Europe (2006), 
since it was specifically designed to enhance the learning of any foreign/second language(s) by an 
international group of experts. 
 
The Council of Europe developed the ELP in order to serve two complementary functions. The first is 
pedagogical: the ELP was designed to make the language learning process more transparent to learners 
and to foster the development of learner autonomy; that is why it assigns a central role to reflection and 
self-assessment. The second function is to provide concrete evidence of second/foreign language 
communicative proficiency and intercultural experience. In addition the ELP is intended to promote the 
development of plurilingualism, the ability to communicate in two or more languages besides one’s first 
language (Little, et al., 2007). 
 
The three obligatory components of the ELP are: a Language Passport, a Language Biography, and a 
Dossier. “The B2 Language Portfolio” adds a list of suggested activities in the Dossier section and a 
comprehensive list of websites for learning English. This was done in order to accompany the students 
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while they develop both communicative competence and learner autonomy (Calderón, 2011). To foster 
reflection and autonomy on the learning and development of business competencies, the Language 
Biography will be modified. 
 
Business Competencies 
 
Language is one of the foundations of human behavior: we use it continuously to perform communicative 
acts. Those acts may be external and social.  In business settings, apart from holding conversations with 
colleagues, we are expected to hold formal meetings, make speeches or give lectures, write personal and 
official letters and of course extend knowledge in our domain of expertise.  Communicative acts may also 
be internal and private. All forms of reading and some forms of listening are examples of this; so too are 
the many different ways in which we use language for purposes of thinking things through – for example, 
to plan the apology we have to make for absence from an important business meeting, or to prepare 
ourselves for a difficult interview by trying to anticipate the questions we shall be asked and working out 
what our answers should be. Productive activities have an important function in many academic and 
professional fields (oral presentations, written studies and reports) and particular social value is attached 
to them (judgments made of what has been submitted in writing or of fluency in speaking and delivering 
oral presentations). 
 
While the Common European Framework of Reference for Languages (CEFR) focuses on language 
competences, it also mentions that savoir-faire comprises practical skills and know-how, particularly 
occupational skills. Occupational skills are also called competencies. Yet, a long series of arguments have 
taken place to diferentiate and/or to compare them. Here, we rather use what seems to be a simple 
distinction.  Eicker, S., Kochbeck, J. and Schuler, P. (2008) state that competencies refer to observable 
behavior and skills and that competence is the level of achievement on how a competency is performed. 
This is better explained by saying that qualifications can be measured and proved through references, 
certificates and credentials. In case of skills which are acquired in informal learning processes, this kind 
of proof is generally not possible. A distinction in rating scales with parameter values e.g. ranging from 
“weak” to “strong” are too broad and arbitrary for an exact indication. Thus, they are insufficient for a 
precise classification. Therefore, competencies are measured by means of a multi-level competence scale. 
In order to assess subjective characteristics objectively, a precise scale identifying various levels of 
competence and maturity is essential. The classification shows that an employee on a high level in any 
company hierarchy must comply with different requirements and must have different competencies than a 
member of a lower level in the company hierarchy. 
 
Competencies are graded in levels, either on the basis of a numerical scale or of a verbal schema. In order 
to develop a classification scale, both approaches can be combined: in addition to a numerical value 
marking each level, a verbal description is given. The classification scale is based on an ordinal scale, i.e. 
the levels of competence are ranked. Negative competencies are not included, because existing 
competencies are always positive. If a certain level is reached, this implies that the person also meets the 
criteria of the lower levels.   
 
Mora J., García-Aracil and Vila, L. (2006) analyzed how the different kinds of competencies requested on 
a variety of job descriptions for college graduates in Europe affect not only level of income, but also job 
satisfaction. For their study, they used  the  thirty-six competencies  listed on the “Careers after Higher 
Education – A European Research Survey”,  and concluded that, being everything else the same, positive 
attitudes toward work are better-paid than knowledge itself, and that in general, the more demanding a job 
is, the more satisfied  the young graduate tends to be. Using factorial analysis they grouped occupational 
competencies into eight factors considered as  the most valued by employers. Those factors are: 1)  
Participative, 2) Methodological, 3) Specialized, 4) Organizational, 5) Compliance, 6) Physical (manual 
skills and being physically apt to work), 7) Generic, and 8) Socio-emotional.  
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In their study, Mora et al. (2006) concluded that jobs which require a higher level on participative and 
methodological competencies are better paid. Business competences fall mainly within these categories, 
which provides empirical evidence to foster their development as an integral part of a curriculum.  The 
communicative factor comprises such skills as planning, coordination, organization, negotiation, 
initiative, decision-making, persistence, personal involvement, leadership, and responsibility assumption. 
The methodological factor, on the other hand, is comprised of the knowledge of foreign languages, 
software knowledge, understanding of complex systems, economic reasoning, documenting ideas and 
information, problem-solving skills, and analytical competences. The socio-emotional factor is taken into 
consideration for this project since it includes such skills, attitudes and even values as teamwork, 
adaptability, honesty, loyalty, and tolerance to different viewpoints, all important to business 
competencies. 
 
What Business Competencies Can Be Learned Simultaneously  with  a Foreing Language?  
 
The authors consider that the following competencies can be developed throughout an English language 
course for students at the Business Administration Faculty at the Universidad Michoacana. Definitions are 
included only for explanatory purposes. 
 
Ability to learn: The ability to observe and participate in new experiences and to incorporate new 
knowledge into existing knowledge, modifying the latter where necessary. This competence has been 
pointed out as a preferred personal attribute when hiring someone for a job or promoting him or her.   
Achievement Drive: Possesses sustained energy and determination to set and meet challenging objectives.  
The ability to organize resources to achieve a standard of excellence in outcomes and monitor on-going 
performance. 
 
Business Acumen: The understanding of key business drivers for performance and use of sound business 
practices. The ability to use sound commercial principles in all areas of responsibility.   
 
Communication: The ability to effectively share ideas, thoughts, information and feelings with a diverse 
range of audiences to develop two-way understanding.  It includes speaking, listening and written 
communication skills. The ability to influence others towards a desired way of thinking or course of 
action and to secure agreement to achieve common goals through effective negotiation. 
 
Compliance:  The practice of obeying a law, rule, or request or the ability to strictly following  
procedures, standards and regulations in order to avoid mistakes, problems or risks. 
Continuous learning: Maintains a commitment to personal and professional development, keeping abreast 
of current professional knowledge and to acquire specialized knowledge. 
 
Flexibility and adaptability: The individual is open and receptive to appropriate change. The ability to 
manage and shift priorities as required, and to incorporate new approaches in support of changing needs.  
Possesses confidence in challenging the status quo and providing input to change efforts and to make 
decisions accordingly. 
 
Intercultural awareness: As a social agent, each individual forms relationships with a widening cluster of  
overlapping social groups, which together define identity. In an intercultural approach, it is a central 
objective of language education to promote the favorable development of the learner’s whole personality 
and sense of identity in response to the enriching experience of otherness in language and culture. 
 
Language learning abilities: They enable the learner to deal more effectively and independently with new 
language learning challenges, to see what options exist and to make better use of opportunities. Ability to 
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learn in an EFL learning setting has several components, such as language and communication awareness; 
general phonetic skills; study skills; and heuristic skills.   
 
Leadership: The ability to lead, guide and motivate groups of people to deliver results, build teams and 
encourage risk taking, initiative and responsibility.  The confidence to display leadership even when not 
acting in a formal leadership role. 
 
Managing People:  The ability to manage people to achieve maximum efficiency and productivity. The 
knowledge and understanding of management practices that enables the effective use of a performance 
framework to manage performance, clarify expectations, provide coaching and feedback, reward staff, 
lead by example and identify development needs.  
 
Negotiation skills: The individual is able to lead the process of discussion between two or more disputants 
and seeks to find a solution to a common problem, one that meets both parts´ needs and interests 
acceptably. Dealmaking is an integral aspect of nearly every executive's job, yet most have not had any 
formal training. Learning to be a skilled negotiator can help to make deals, solve problems, manage 
conflict, and preserve relationships. 
 
Relationship Building: The ability to identify, build and maintain formal and informal networks and 
productive relationships with both internal and external stakeholders. It includes leveraging these contacts 
to influence positive outcomes for the organization.   
 
Service Focus. A desire to help or meet the needs of others. The ability to respond to the changing needs 
of the client while maintaining a high standard of quality. 
 
Strategic Thinking: The ability to think strategically about longer term goals, plans, needs and capabilities 
that address the needs of the area or unit and the organization.  The provision of strategic direction to the 
area or unit in terms of analysis, advice and direction. 
 
Teamwork and effective team building skills: The ability to work cooperatively across organizational 
boundaries to achieve shared goals. Possesses an understanding of team dynamics and provides tangible 
contributions to teams, fostering collaboration and an environment of mutual trust and respect that leads 
to a  reliable commitment to teamwork. 
 
Let us have a more detailed look at the language learning abilities, which are developed in the course of 
the experience of learning. Since they enable the learner to deal more effectively and independently with 
language learning challenges the learner should be aware that the same process can applied to a business 
professional context. It  is expected that any business professional can analyze, evaluate and make 
decisions in business settings in an independent, responsible and autonomous way. Therefore, building up 
this ability while learning EFL will result in a more efficient learning, since the metacognitive analysis of 
both learning outcomes is quite similar. Ability to learn in an EFL learning setting has several 
components, such as language and communication awareness; general phonetic skills; study skills; and 
heuristic skills.  It is not difficult to see  that these components are also essential for those professionals 
striving to make a career in international business.  
 
The above components and have a direct impact on  improving a learner´s chance to succeed in the 
business world, so we discuss them in a more detailed way: 
 
1) Language and communication awareness.  Sensitivity to language and language use, involving 
knowledge and understanding of the principles according to which languages are organized and used, 
enables new experience to be assimilated into an ordered framework and welcomed as an enrichment. The 
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associated new language may then be more readily learnt and used, rather than resisted as a threat to the 
learner’s already established linguistic system, which is often believed to be normal and ‘natural’. 
2) General phonetic awareness and skills. Many learners, particularly mature students, and our university 
students can beconsidered so, will find their ability to pronounce new languages facilitated by:  an ability 
to distinguish and produce unfamiliar sounds and prosodic patterns;  an ability to perceive and catenate 
unfamiliar sound sequences;  an ability, as a listener, to resolve (i.e. divide into distinct and significant 
parts) a continuous stream of sound into a meaningful structured string of phonological elements;  an 
understanding/mastery of the processes of sound perception and production applicable to new language 
learning. It is important to note that these general phonetic skills are distinct from the ability to pronounce 
a particular language.  
 
3) Study skills. They  include the  ability to make effective use of the learning opportunities created by 
teaching situations, such as the following: to maintain attention to the presented information; to grasp the 
intention of the task set;  to co-operate effectively in pair and group work; to make rapid and frequent 
active use of the language (or negotiation tactic) learned; ability to use available materials for independent 
learning; ability to organize and use materials for self-directed learning; ability to learn effectively (both 
linguistically and socioculturally) from direct observation of and participation in communication events 
by the cultivation of perceptual, analytical and heuristic skills;  awareness of one’s own strengths and 
weaknesses as a learner (or negotiator); ability to identify one’s own needs and goals; ability to organize 
one’s own strategies and procedures to pursue these goals, in accordance with one’s own characteristics 
and resources. 
 
4) Heuristic skills. These include: a) the ability of the learner to come to terms with new experience (new 
language, new people, new ways of behaving, etc.) and to actively use other competences (e.g. by 
observing, grasping the significance of what is observed, analyzing, inferencing, memorizing, etc.) in the 
specific learning situation; b) the ability of the learner (particularly in using target language reference 
sources) to find, understand and if necessary convey new information;  and c) the ability to use new 
technologies (e.g. by searching for information in databases, hypertexts, etc.). 
 
How Does Self-Evaluation Enhance Development of Competencies? 
 
There has been some discussion about the fact that some people are more successful at some competences 
than at others, and that business people either possess them or they don't. Leadership skills, for example, 
are thought to be quite often natural. Though an individual can work to improve his ability to lead, he will 
likely never be as successful a leader as someone who simply is more charismatic. The idea of working 
with a language learning portfolio is that, no matter what the level of achievement of a certain 
competence the learner has, he or she can always improve it by  following the steps of self-assessment 
provided by the theoretical model for self-evaluation provided by Rolheiser (1996). According to this 
model, teachers need to help students develop productive goals and action plans to move forward and to 
get involved in what she calls an “upward cycle of learning”.   
 
Rolheiser also states that the most difficult part of teaching students how to evaluate their work consists 
of designing ways to provide support for students as they use self-evaluative data to set new goals and 
levels of effort. Teachers need to be cautious here since, without their help, students may be uncertain 
whether they have attained their goals. Teachers can also help students connect particular levels of 
achievement to the learning strategies they adopted and the effort they expended. Finally, teachers can 
help students develop viable action plans in which feasible goals are operationalized as a set of specific 
action intentions. 
 
Self-confidence and self-esteem are two aspects that can help business professionals overcome the 
rejections commonly associated with business deals. Research indicates that self-evaluation plays a key 
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role in fostering an upward cycle of learning (Rolheiser & Ross, 1998), so by working with tools such as 
the B2 Language Portfolio, both self-esteem and self-confidence are expected to be positively impacted. 
The theory  that supports Rolheiser´s model argues that when students evaluate their performance 
positively, self-evaluations encourage students to set higher goals and commit more personal resources or 
effort  to them. The combination of goals and effort equals achievement. A student's achievement results 
in self-judgment, for example, when a student contemplates the question, "Were my goals met?" which 
leads to self-reaction, or a student responding to the judgment with the question, "How do I feel about 
that?". Goals, effort, achievement, self-judgment, and self-reaction all can combine to impact self-
confidence in a positive way. Self-evaluation is really the combination of the self-judgment and self-
reaction components of the model, and if we can teach students to do this better we can contribute to an 
upward cycle of better learning, whichever the subject matter is. 
 
Nevertheless, a downward cycle could develop if there was a significant gap between students' goals and 
those of the classroom or if students perceive themselves to be unsuccessful performers. In the downward 
cycle low self-evaluations lead students to develop negative orientations toward learning, select personal 
goals that are unrealistic, adopt learning strategies which are ineffective, exert low effort, and make 
excuses for poor performance. Here, the teacher plays a very important role in assisting his or her students 
overcome these problems, and can take advantage of the situation to practice another key competence to 
business people, negotiation.   
 
For this model to work appropriately,  a negotiation between the teacher and the students has to take place 
in determining the evaluation criteria that will be used to judge their performance. Neither imposing 
school goals nor acquiescing to student preferences is likely to be as successful as creating a shared set 
that students perceive to be meaningful. This is based on workplace studies,  which are known for 
indicating that involving employees in making decisions about their work increases satisfaction and goal 
commitment. It is easy to see then the close relationship between effective learning environments and 
business settings. In addition to increasing student commitment to instructional goals, negotiating 
intentions enables teachers to help students set goals that are specific, immediate, and moderately 
difficult, characteristics that contribute to greater effort. It also provides an opportunity to influence 
students' orientations toward learning, a long term guidance effort, that is particularly timely in 
cooperative learning contexts since students sometimes adopt orientations in group learning (such as 
letting someone else do all the work) that impede learning. Clearly, team building skills will also benefit 
from the use of self-evaluation.  Even those learners who are very strong at certain skills can start 
practicing coaching others, as a part of a communicative activity with the primarily language objective to 
develop fluency but with the very engaging topic of actually helping a peer. 
 
Hence, more than simply considering the language class a  simple English for Specific Purposes class 
(ESP), acquiring the core vocabulary to perform the basic functions in the field,  investing time to teach 
students how to perform an effective self-evaluation and therefore promote reflection on the students´ 
own learning process of both language and the professional skills, will result in an individual better-
equiped to outstand in his or her working field. The idea is to promote the development of complex 
capacities that enable students to think and act in various fields of activity, aiming to put knowledge in 
action, to use a sound knowledge base that can be put into practice and used to explain what is happening.  
Using the competency-based curriculum model, where  exit profiles specify the classes of situations that 
learners must be able to handle competently by the end of their education, we  propose these classes of 
situations are identified either on the basis of real-life or business-related situations. 
 
METHODOLOGY  
 
This paper proposes that university business/management students use a Portfolio similar to the B2 
Language Portfolio, the  Business Competences Portfolio (BCP). The BCP  uses English as a means to 
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introduce both teachers and students to competence-based work. Thus, students have the chance to 
improve their linguistic proficiency in English while learning and developing business competencies, 
which at present are left aside in the formal curriculum. At the UMSNH´s undergraduate program, it is 
currently left to the teacher to decide whether to include the development of business competencies in the 
course contents, assuming he or she knows how to do it or is interested in doing it. On the other hand, 
many of our students are still very dependent on their teachers. Using a  learning portfolio fosters both 
learner autonomy and the use of self-assessment  (Little, D. & Perclová, R., 2003, 2007; Zubizarreta, J., 
2009; Chen, H. & Black, T, 2011; Dobrow, S., Smith, W. & Posner, M., 2011), which are also core 
objectives of this project. Successful students assume the responsibility of their own learning and are 
willing to expand it to other subjects of  interest  as a lifelong activity. Furthermore, Daniels (2010) 
reports that Human Resources managers find that, in general,  being proficient in a foreign/second 
language adds professional and personal value to employees.  
 
The Business Competences Portfolio (BCP) is to be piloted at the Universidad Michoacana (UMSNH)´s 
Faculty of Administration and Accounting, with two  testing groups and  two control groups. One control 
group and its correspondent testing group will be freshmen who are basic users of English (A1 level of 
the CEFR); and the other two groups will be students  who are independent users of the language  (B1+  
level). The study will also aim to find if students who attend more advanced courses in the Business 
Administration Faculty (the ones who are also more likely to have a higher level of proficiency in 
English) have indeed learned more business tools than freshmen.  The BCP is currently being developed 
by the authors and is intended to be piloted during the spring semester 2013.  
 
RESULTS 
 
Based on the literature review and  on our own experience, the authors expect to find the following: a) if 
there is a correlation between the students´ level of achievement in developing  communicative 
competence and business competencies; b) what business competencies our students are best at and which 
ones need to be reinforced; c) the students´ feelings and impact on motivation when they play a more 
active role directing  their learning process; d) whether students´ attitudes towards evaluation change; e) 
what aspects of the portfolio need to be improved or replaced; f) how much interest the tool raises among 
faculty teachers and students, and if it does not dimish once enthusiasm for novelty fades; g) set the basis 
for launching the  definite version  of an ePortfolio; and h) whether the students´ intercultural competence 
improves, since Michoacan is  home to the P´urepecha, one of the many native people striving to survive 
in Mexico, and if the BCP promotes awareness of a foreign culture while reinforcing our local identity.  
 
Scope and Limitations 
 
The authors foresee the following  challenges that this research project will have to meet. To begin with,  
learners must have a clear understanding of the course objectives, and the teacher must be cautious not to 
raise unreal expectations, even if their level of competence improves, everyone will reach a different level 
of achievement. Moreover, they will probably need to devote more time and effort in order to fulfill the 
course tasks, so only the very motivated ones are expected to reach the course end. As in any class, 
dropouts are certain to occur, but to what extend is an unanswered question yet.  
 
Moreover, we believe that  learners might not be likely  to develop some competencies which require 
expert knowledge, such as  the Financial one, which can involve developing and presenting budgets that 
realistically reflect the needs of a department or division, initiating cost containment measures within one 
area of responsibility and monitoring budget variances as well as  taking corrective action. We are aware 
that this can be the result of the authors’  lack of formation on such particular areas, and that it could be a 
limitation that is not due to students´ capacities. On the other hand, it will be interesting to find out if  
learners coaching competence can make it up for the teacher´s lack of expertise in those fields.  



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

75 
 

For other competencies a real workplace atmosphere and organizational structure can be necessary, and if  
they are simply discussed in class with a rather theoretical approach, learners  might feel disappointed and 
tempted to go back to “typical” classroom practices. This can be true for the Process Management 
competency,  for example, which aims to determine  the necessary processes to get things done, to break 
down work into process steps, to manage schedules and tasks to complete all assignments and to monitor 
processes, progress, and results. Obviously, the course does not attempt to develop Customer Focus 
competency, which would demand to practice dedicating to meeting the expectations of customers, taking 
personal responsibility for customer satisfaction and developing communication channels to fully 
understand customer expectations, among others. 
 
CONCLUSIONS 
 
Competence formation is possibly one of the most effective ways to prepare future professionals to 
successfully deal with constantly changing working conditions. Competence as an organizing principle of 
the curriculum is a way to bring real life back into the classroom (Jonnaert, P. et al, Prospects, UNESCO, 
2007). It is thus a move away from the idea that curriculum is mainly implemented by having students 
reproduce theoretical knowledge and memorize facts (the conventional knowledge-based approach). In 
Mexico, the implementation of such educational model is already taking place. A competence-based 
approach implies that learners practice  how to do business in English,  recognizing that people need more 
than just phrase lists and useful language boxes to operate effectively in real-life business situations. 
Personal and professional competences provide a framework to manage organizational culture, 
management as a core competency, leadership development, and drive organizational performance, which 
become the greatest determinants of employee performance, assuming the individual  possesses the 
required threshold of technical competencies.  
 
The implementation of a learning portfolio has two main implications, the first one is pedagogical: it is 
designed to make both the language and business competencies learning process more transparent to 
learners and to foster the development of learner autonomy; that is why it assigns a central role to 
reflection and self-assessment. This function reflects a commitment to develop learner autonomy as an 
essential part of education for democratic citizenship and a prerequisite for lifelong learning. The second 
function is to provide concrete evidence of second/foreign language communicative proficiency and 
intercultural experience. 
 
Language learning abilities are developed in the course of the experience of learning. They enable the 
learner to deal more effectively and independently with new language learning challenges, to see what 
options exist and to make better use of opportunities. This is exactly what is expected any business 
professional can do when analyzing, evaluating and making decisions in business settings. Therefore, 
building up this ability while learning EFL will result in a more efficient learning, since the metacognitive 
analysis of both learning outcomes is quite similar. Ability to learn in an EFL learning setting has several 
components, such as language and communication awareness, general phonetic skills, study skills and 
heuristic skills.  It is not difficult to see that these components are also essential for those professionals 
striving to make a career in international business. By providing university students with a  Business 
Competencies Portfolio, the authors expect to help them not only develop communicative competence in 
English, but to help them build the key competencies they will need to set up a successful career. 
Furthermore, autonomy   and competencies development might well be oriented at the individual´s self-
realization,  as a way for the realization of a vital project focused on the production goods and services 
that meet the needs of the community. 
 
Finally, we agree with Graddol (2006)  that it is time for a change in the teaching/learning paradigm, and 
that by using English for global communication (English as a Lingua Franca, ELF) we focus on pragmatic 
strategies required in intercultural communication, the second main objective of the Language Portfolio. 
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The target model of English, within this framework, is not a native speaker but a fluent bilingual speaker, 
who retains a national identity in terms of accent, and who also has the special skills required to negotiate 
understanding with another non-native speaker. Research is also beginning to show how bad some native 
speakers are at using English for international communication. He suggests that elements of an ELF 
syllabus could usefully be taught within a mother tongue curriculum. We look forward to integrating such 
intercultural awareness through English, as a complement to the curriculum in Spanish.  
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ADDING MARKOWITZ AND SHARPE TO PORTFOLIO 
INVESTMENT PROJECTS 

Lynda S. Livingston, Four Horsemen Investments and University of Puget Sound 
 

ABSTRACT 
 

Introductory investments courses revolve around Harry Markowitz’s modern portfolio theory and 
William Sharpe’s Capital Asset Pricing Model.  Nonetheless, the textbook versions of these seminal 
contributions tend to obscure their economic insights, focusing instead on their mathematical 
consequences.  In this paper, we suggest simple additions to the basic portfolio spreadsheet project that 
will distinguish the economics (e.g., the market portfolio is efficient) from its necessary consequences 
(e.g., the beta-expected return relationship is linear).  We also show that it is important to use Excel’s 
MMULT function, not Solver, to find efficient portfolios. 
 
JEL: G10, G11 
 
KEYWORDS: Portfolio Theory, CAPM, Investments Pedagogy 
 
INTRODUCTION 
 

n investments course without Harry Markowitz and William Sharpe is unthinkable.  Markowitz’s 
(1952) modern portfolio theory and Sharpe’s (1964) Capital Asset Pricing Model (CAPM) are the 
bedrock upon which investments courses are built.  Nonetheless, a student does not actually see 

the concepts as the authors originally presented them; unless she takes one of the few doctoral-level 
classical papers courses, she sees instead only a textbook distillation.  This distillation obscures important 
detail—in particular, it muddles the distinctions between the authors’ (Nobel-prize-winning) economic 
insights and their purely mathematical consequences. 
 
In this paper, we show how a few simple spreadsheet-based tweaks to a traditional investments project 
can highlight these critical distinctions.  Excel’s matrix multiplication functions allow students to identify 
mean-variance efficient portfolios easily.  With those portfolios in hand, they can replicate Markowitz’s 
graphs that show efficient portfolios lying on a line (not on a parabola!), and they can verify Roll’s (1977) 
critique of tests of the CAPM—the observation that it is always possible to derive a linear beta/return 
relationship ex post.  Students who have worked through these sorts of exercises will have a much deeper 
understanding of modern portfolio theory. 
 
The paper proceeds as follows.  After reviewing the relevant literature in the next section, we  show how 
students can recreate Markowitz’s presentation of efficient portfolios as the tangencies between isomean 
lines and isovariance ellipses.  Next, we turn to Sharpe’s CAPM, demonstrating a simple exercise that 
will lead students to a linear “Security Market Line.”  We then briefly summarize and conclude. 
 
LITERATURE REVIEW 
 
This paper links two types of finance literature: the seminal theoretical works of Markowitz (1952) and 
Sharpe (1964) (now more often referenced than read) and the ongoing pedagogical work on teaching their 
theories using spreadsheets. 
 
 
 

A 
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“The Capital Asset Pricing Model…is the centerpiece of modern financial economics,” for which  
“Harry Markowitz laid down the foundation” in 1952 (Bodie, Kane, and Marcus, 1993).  Given the 
centrality of Markowitz’s modern portfolio theory and Sharpe’s CAPM, it is not surprising that 
significant periods of investments courses, and numerous chapters of investments texts, revolve around 
these concepts.  For example, Fama and Miller (1972) devote a chapter each to Markowitz’s 
(“pioneering”) and Sharpe’s concepts—almost one-third of their text, which covers both corporate and 
investments topics.  Bodie, Kane, and Marcus’s second edition (1993) devotes two sections (eight 
chapters) to portfolio theory and capital market equilibrium, all of which are still present in the ninth 
edition (2011).  The 2012 Chartered Financial Analyst curriculum devotes five of 69 readings at Level I 
to portfolio theory and capital market equilibrium—a significant allocation, given that the scope includes 
financial accounting, micro- and macroeconomics, ethics, probability, quantitative methods, fixed-income 
and equity analysis, derivatives, and alternative investments. 
   
However, a standard investments curriculum offers only a highly distilled version of what Markowitz and 
Sharpe presented in 1952 and 1964.  Since the students who do the best in finance are those who really 
understand the basics (Dubofsky, personal communication, 1988), serious students are well served by 
considering the sources of their textbook summaries.  Nonetheless, that source material is routinely 
ignored. 
 
It may be that investments professors have tended to shy away from the source material because 
Markowitz’s and Sharpe’s treatments require more math than professors—especially of undergraduate 
students—are willing to assume or able to incorporate into their courses.  However, now that Excel and 
other readily available programs incorporate matrix multiplication functions and optimizers, it is easy to 
create straightforward exercises that demonstrate portfolio mathematics.  These can be seamlessly 
integrated into the spreadsheet-based projects that are ubiquitous in investments courses already.       
  
There are many examples of investments projects incorporating spreadsheets.  Kalra and Weber (2004) 
outline a basic task-based investments project covering the standard metrics for a single stock; Kish and 
Hogan (2009) expand this to multiple assets.  Neumann (2008) incorporates efficient markets arguments 
by linking his project to the Wall Street Journal’s long-running dartboard contest.  Moving still further 
into the “real world,” Girard, Pondillo, and Proctor (2005) describe a project incorporating performance 
attribution analysis.  The most recent papers have demonstrated Monte Carlo simulations; for example, 
Ammar, Kim, and Wright (2008) demonstrate simulations using both Excel’s built-in functions and 
Crystal Ball add-ins. 
 
The papers most relevant for our work are those that show students how to use Excel to find mean-
variance efficient portfolios.  Carter, Dare, and Elliott’s (2002) approach is the most straightforward: they 
demonstrate optimization using Excel’s Solver.  Solver is an add-in that performs optimization subject to 
constraints.  The tool is easy to use; students learn it quickly and like it.  Bodie, Kane, and Marcus (2011) 
have incorporated a basic Solver-based exercise into their influential textbook, having students derive the 
efficient set for a 7-asset international portfolio.  They suggest first finding the global minimum-variance 
portfolio (as do Carter, Dare, and Elliott), then finding additional points on the efficient set of risky assets 
by iteratively changing the required risk premium. 
 
Despite Solver’s power, however, its routine is not always able to find a solution; worse, sometimes it 
appears to, but has not.  Johnson and Liu (2005), who extend Carter, Dare, and Elliott’s procedure to 
allow for investable short sales, suggest using Solver iteratively to derive an optimum.  This also may not 
work.  Thus, we also suggest introducing students to Arnold’s (2002) matrix multiplication (MMULT) 
method.  It seems less user-friendly than Solver, but students can follow easily the process Arnold 
outlines.  In fact, once the spreadsheet is set up, the matrix method is actually easier and faster than 
Solver.  We will follow Arnold’s MMULT method in the work that follows.   
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Once students are able to identify efficient portfolios, they can learn from experience what Markowitz 
means when he says, “[t]he point of the isomean line at which [variance] takes its least value is the point 
at which the isomean line is tangent to an isovariance curve.”  They see for themselves that the locus of 
these tangencies is a straight line.  As for the CAPM, they can learn why Roll asserted in 1977 that there 
is “practically no possibility” that “a correct and unambiguous test” of the CAPM “can be accomplished 
in the future.”  To demonstrate these opportunities, we turn first to Markowitz.   
 
PROJECT ADDITIONS FROM MARKOWITZ 
 
Investment students, including undergraduates, should read Markowitz’s original 1952 paper “Portfolio 
Selection.”  Then they will see that mean-variance optimization is not the first or most obvious choice for 
creating portfolios: Markowitz initially considers (but quickly rejects) plunging into the asset with the 
highest discounted expected return or diversifying across multiple assets offering the highest expected 
return.  Only then does he present his expected-returns/variance-of-returns rule, complete with definitions 
of expected return, variance, covariance, portfolio return, and portfolio variance.  Students will have seen 
all of this in their texts; however, seeing its initial presentation provides invaluable reinforcement.  More 
interestingly, Markowitz’s illustration of the efficient set of risky assets is different from current 
textbooks’.  Not only does he use variance instead of standard deviation as his risk measure, he also puts 
return on the x axis, so that the efficient frontier is in the southeast corner of the graph, sloping up and 
left.  Having students consider the shape of the frontier in a different space deepens their appreciation for 
efficiency.  It also prepares them for what Markowitz does next—and what modern textbooks do not do at 
all—presenting the efficient set on its “real” axes: the asset weights. 
 
Markowitz’s Linear Efficient Set 
 
The problem with the traditional textbook presentation of the efficient set is that it plots portfolio 
expected return against portfolio standard deviation—that is, it depicts portfolios in (σp, E(Rp)) space, in 
which the minimum-variance set traces out a nice, bullet-shaped curve.  As nice as the graph looks, this 
presentation obscures the true drivers of both expected return and variance: the portfolios’ asset weights.  
Variance does not determine expected return; instead, both are determined by the chosen weights.  
Appreciating this is critical to understanding portfolio theory. 
 
The most important graph for students is Markowitz’s Figure 2, in which he illustrates the determination 
of the efficient set for a portfolio of three assets.  However, before considering this, students should work 
through the simpler two-asset case.  This basic case is interesting because all two-asset portfolios are 
minimum-variance.  Since there is only one weighting scheme that will deliver a target E(Rp) (assuming 
that the assets have different expected returns), that weighting scheme must be the lowest-variance way to 
deliver that expected return.  Students should create multiple two-asset portfolios in Excel and plot them 
for themselves in (σp, E(Rp)) space—they will be quite gratified to see their portfolios plot out so 
beautifully on a parabola. 
 
Moving to the n-asset case, however, is much more challenging.  Given more than two assets, there are 
multiple ways to generate a target E(Rp), only one of which is minimum-variance.  Markowitz discusses 
only the three-asset case in detail (mentioning the four-asset case in a footnote, and noting that his results 
extend to n assets).  He makes the case in his Figure 2.  In this figure, he identifies efficient portfolios in 
(weight1, weight2) space, where weighti is the proportion of portfolio funds invested in asset i.  In this 
space, Markowitz identifies portfolios offering the same level of expected return and the same level of 
variance.  The former he calls “isomeans”; these plot as lines, the slope of which depends upon the 
expected returns of the various assets.  “Isovariances,” on the other hand, form a set of concentric ellipses 
(assuming no pair is perfectly positively correlated), whose center is the global minimum-variance 
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portfolio.   Efficient portfolios maximize expected return for any given level of variance; these portfolios 
are the tangencies between an isovariance ellipse and an isomean.  These tangencies trace out a line in 
(weight1, weight2) space.  Students accustomed to seeing efficient portfolios lying on a parabola may be 
surprised by this. 
 
They may also be surprised at the ease with which they can now find the efficient set of risky assets.  
Given two points from Markowitz’s linear efficient-set relationship, they can generate the others simply 
as other points on that line.  This is a much easier approach to the three-asset case than is a serial 
application of Solver. 
 
Figure 1 illustrates the steps I ask my students to follow to generate their efficient set.  The graphs are 
based on a three-asset universe, where assets 1, 2, 3 have expected returns of 15%, 25%, and 10%, 
respectively, with correlations ρ12 = 0.5, ρ13 = -0.2, and ρ23 = 0. 
 
First, two-asset portfolios of assets 1 and 2 are plotted against various three- asset portfolios.  (Note that 
the equally weighted [EW] three-asset portfolio is shown as a triangle.)  This is part of a basic 
investments project: students create portfolio weighting schemes using two and three assets; they 
determine the portfolios’ expected returns, variances, and standard deviations; they then plot their results 
in the standard (σp, E(Rp)) space.  With this plot, students can see that their two-asset portfolios fall on a 
perfect parabola: all two-asset portfolios are minimum-variance.  However, they also see that their three-
asset portfolios do not behave as nicely.  Moreover, while some three-asset portfolios dominate some 
two-asset portfolios, not all do. 
 
Next, we add three efficient three-asset portfolios.  By adding these, students learn that the efficient 
frontier is still bullet-shaped, but that it has moved to the left (in the preferred direction, to lower standard 
deviations).  Markowitz illustrates the same point, using up to four assets, then asserts (in his Figure 6) 
that the result holds for n assets. 
 
Using Excel, students can see this extension for themselves.  As noted earlier, both Carter, Dare, and 
Elliott (2002) and Arnold (2002) describe Excel-based methods for identifying efficient portfolios.  
Before continuing with Figure 1, we must digress briefly to consider these two methods—since only one 
of them proved reliable for our purposes. 
 
First, following Carter, Dare, and Elliott (2002), we used Solver to identify two efficient portfolios based 
on the EW: the efficient portfolio with the same expected return as EW (the “return-matched” portfolio, 
E(Rp) = 16.667% = E(REW)), and the efficient portfolio with the same standard deviation as EW (the 
“variance-matched” portfolio, σp = 11.667% = σEW).  We also used Solver to determine the global 
minimum-variance portfolio (“GMVP”).  We then repeated this process using Excel’s matrix 
multiplication “MMULT” function, as in Arnold (2002).  In Table 1, we show our numerical results from 
these two sets of optimizations.   
 
Table 1 shows that Solver and MMULT give us different portfolio weights for each of the three 
portfolios.  Their results match most closely for the return-matched portfolio; they are farthest apart for 
the global minimum-variance portfolio.  Which portfolios are truly efficient? 
 
We can answer this by turning to Markowitz—to the very relationship we ask students to consider.  Our 
point in asking students to find several efficient portfolios is to show them that these portfolios will lie on 
a line in (weight1, weight2) space.  This is Markowitz’s linear efficient set.  However, for this to work, 
students must have truly efficient portfolios.  At the bottom of Table 1, we resolve the Solver/MMULT 
differences by working this relationship backwards: we calculate the slope implied by the portfolios 
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generated by both methods.  (For example, in the first row, we find the change in the weight of asset #2 
from the global minimum-variance portfolio to the return-matched portfolio, divided by the change in the 
weight of asset #1.)  The portfolios found using MMULT lie on a line in weight space; they therefore are 
efficient.  However, portfolios found using Solver do not lie on a line; Solver’s results, while close 
approximations, therefore are not efficient.  Given the problems with Solver, students should use 
MMULT to complete the generation of the efficient set.  (Please see appendix for a brief synopsis of 
Arnold’s MMULT instructions.  Also, note that we used the GRG Nonlinear engine to solve our 
problems.  This engine is used for smooth, nonlinear problems.  Solver also has an LP Simplex engine for 
linear problems and an Evolutionary engine for nonsmooth problems.) 
 
(Figure 1 also gives a graphical example of our problems with Solver: As highlighted by the points 
marked “Solver test,” when Solver was constrained to find the efficient portfolio whose expected return 
equaled 25%, its result fell far outside the efficient set.  Two additional results illustrate issues with this 
optimizer.  First, for the global minimum-variance portfolio, Solver’s solution returns the w1 value from 
[δvariance(w1, w2)/δw1 = 0], setting w2 = 0: [(σ3

2 - σ13)/( σ1
2 + σ3

2 – 2σ13)].  However, this ignores the 
dependence of w2 on w1.  Second, for the return-matched portfolio, while Solver seems to give the lower 
variance, it actually violates the weight constraint.  In two applications of Solver to this problem, we got 
two slightly different answers; in both cases, Solver’s “solutions” gave weights that added to slightly 
more than 1.  [This happened in no other case during our Solver trials.]  Given that the whole point of our 
project is to show students how efficient portfolios behave, even slight deviations destroy the exercise.) 
 
Table 1: Using Excel’s Solver and MMULT to Identify Efficient Portfolios 
 

 (a) (b) (c) 
 GLOBAL MIN-VAR SAME E(R) AS EW SAME VAR AS EW 
 Solver MMULT Solver MMULT Solver MMULT 

weight1 0.8182 0.8469 0.649125 0.649123 0.5066 0.5070 
weight2 0.0000 -0.0306 0.228069 0.228070 0.4141 0.4140 
weight3 0.1818 0.1837 0.122807 0.122807 0.0793 0.0791 

E(Rp) 0.1409 0.1378 0.1667 0.1667 0.1874 0.1874 
variancep 0.0073 0.0072 0.009400578 0.009400585 0.013612033 0.013612027 

 Solver MMULT     
slope (a)-(b) -1.349 -1.308     
slope (a)-(c) -1.329 -1.308     
slope (b)-(c) -1.305 -1.308     

The table duplicates the procedures described in Carter, Dare, and Elliot (2002) (“Solver”) and Arnold (2002) (“MMULT”).  In panels (a), (b), 
and (c), respectively, the weight results are shown for the global minimum-variance portfolio, the efficient portfolio whose expected return 
matches the equally weighted, and the efficient portfolio whose variance matches the equally weighted.  The lower panel gives the slope of a line 
implied by each set of weights in these three panels.  Markowitz shows that efficient portfolios lie on a line in (weight1, weight2) space, so any 
pair of efficient weights will imply the same slope.  However, as shown by the varying implied slopes from Solver, its results are not dependable.  
MMULT’s results, however, are: each pair from its three portfolios implies the same slope. 
 
With their efficient portfolios in hand, students can now verify Markowitz’s efficient set.  Using 
MMULT, students can quickly generate several efficient portfolios.  Plotting those in (weight1, weight2) 
space they will find that they lie on a line (R2 = 1), just as Markowitz said they would.  (We have not 
illustrated this step in Figure 1, but instructors should be sure to ask their students to do this.)  Next, they 
should use that line to generate additional portfolio weighting schemes.  These new portfolios must also 
be efficient.  Finally, as in Figure 1, they should plot these new portfolios in the standard (σp, E(Rp)) 
space—where they will fall on a perfect parabola, just as the two-asset portfolios did.   
 
This is the big payoff: making the link between what they know (the parabola) and what Markowitz 
described (the line).  Looking beyond the parabola to Markowitz’s line makes students focus on what 
defines an efficient portfolio of specific assets: the weights chosen.  The weights determine expected 
return and variance; variance does not determine expected return.  The optimal weighting scheme for a 
given level of variance—the one that maximizes expected return—can be identified in (weight1, weight2) 
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space as the tangency between the given isovariance ellipse and the highest attainable isomean line.  This 
tangency will lie on a line with all of the other efficient portfolios.  We have just shown how a simple 
application of MMULT can help students find that line, and thus to find a simple way to identify other 
efficient portfolios.  Students who wish to explore this further can go on to consider the isovariances and 
isomeans themselves.  
 
Figure 1: Sequential Derivation of the Efficient Frontier 

 
This figure presents the sequential derivation of the efficient frontier.  (We have shown all of the steps in one figure, but instructors may prefer to 
have their students generate a series of graphs to underscore each step.)  First, random two-and three-asset portfolios are plotted (circles).  The 
two-asset portfolios lie on a parabola; the three-asset portfolios are scattered.  We then add the global minimum-variance portfolio and the 
efficient portfolios that match the equally weighted three-asset portfolio on return and variance (open squares).  The efficient portfolios found 
using Markowitz’s linear relationship (in weight space) are then added (diamonds)  These portfolios lie on a parabola that forms an envelope at 
the far left of the figure; this is the minimum-variance set.  Finally, we add the results from a test of Excel’s Solver optimizer and its MMULT 
function; note that the Solver solution lies outside the minimum-variance set.   
 
Isomeans and Isovariances 
 
Students of economics are quite accustomed to finding an optimum as the tangency between one curve 
and another.  Adding isomeans and isovariance curves to the linear weight relationship allows students to 
apply this approach to the portfolio problem and recreate Markowitz’s Figure 2.  Using Excel, this is not a 
difficult task.   
 
Our Figure 2 below is an example of this sort of recreation.  The red line depicts the weights shown 
earlier in Figure 1 (c) above.  The large dark circle on this line, directly below the x axis, represents the 
weights for the global minimum-variance portfolio.  This portfolio forms the center of the series of 
concentric isovariance ellipses, as we will see below. 
 
Where: E(Ri) is the expected return for asset i, and E(Rp) is the expected return on the portfolio.  
Isomeans are therefore linear in (weight1, weight2) space.  Students will find that isomeans plot as parallel 
lines, as in our Figure 2.  In that plot, the portfolio returns implied by a given isomean get larger as one 
moves toward the northeast, but this is solely a function of the relative returns of the underlying assets.  
Students should find it informative to see isomeans that act differently (as in Markowitz’s own Figures 2 
and 3). 
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Figure 2: Combining Isomeans and Isoquants to Find Markowitz’s Linear Efficient Set 

 
This figure recreates Markowitz’s Figure 2.  It shows that efficient portfolios are identified as the tangencies between isomean lines and 
isovariance ellipses.  The curve linking all of these tangencies is a line in (weight1, weight2) space. 
 
Each point on the efficient set line is a tangency between an isomean and an isovariance.  The isomeans 
link portfolios with a specified expected return.  Markowitz gives the equation for isomeans for portfolios 
of three assets: 

weight2  = 1
32

31

32

3 *
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−
−

−
−

−
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The equation for the isovariances—the curves linking portfolios with a specified variance—is more 
unwieldy, as variance terms are.  We use the following simplifications, letting: 
 
a = σ1

2 - 2σ13 + σ3
2 

b = σ2
2 - 2σ23 + σ3

2 
c = σ12 - σ13 - σ23 + σ3

2 
d = σ13 - σ3

2 

e = σ23 - σ3
2 

 
(so that the variance of the portfolio, V, is w1

2(a) + w2
2(b) + 2w1w2(c) + 2w1(d) + 2w2(e) + σ3

2), and 
 
x = V – w1

2(a) – 2w1(d) - σ3
2 

z = 2w1(c) + 2(e). 
 
Now, a straightforward application of the quadratic formula gives us the weights for asset 2 for a given 
weight1 and V, the target variance: 
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weight2 = 
b

xbzz
2

)(42 −−±−
        (2) 

 
Using (2), students can generate isovariance ellipses easily.  First, they can use MMULT to find the 
global minimum-variance portfolio; this forms the center of the concentric ellipses.  The weight1 value for 
this portfolio (which we will call w1MVP) is therefore the starting point for their choices of weight1 for 
each ellipse they plot.  For a given variance, they then should choose a series of weight1 values around 
w1MVP.  In choosing their weight1 values, it is sufficient for them to add and subtract the following 
“radius” value from w1MVP: 
 

radius  = 
a

b
e

a
dV

4
)2(

4
)2()(

22
2

3 ++−σ
.      (3)  

 
(This radius is almost certainly too wide; Excel will therefore return an error message #NUM! for the 
weight2 values corresponding to weight1 values outside the ellipse.  Students can just delete those 
weighting schemes.)  Once they have determined the relevant weight1 domain using (3), they should solve 
equation (2) twice for each relevant weight1: once by adding the radical term in the numerator, and once 
by subtracting it.  This will give them their weight2 values, and they are ready to plot. 
 
Our Figure 2 plots two isovariance ellipses.  “Isovar I” shows portfolios whose variance equals that of the 
“variance-matched” portfolio (σp = σEW).  This isovariance ellipse is tangent to the 16.67% isomean 
exactly where is should be: at the point previously identified by Markowitz’s efficient-set line.  Similarly, 
“isovar II” (portfolios with the same variance as the efficient portfolio whose E(R) = 25%) is tangent to 
the 25% isomean at the point where that isomean intersects on the efficient-set line.  Now students can 
see that Markowitz’s efficient-set line is simply marking the tangencies of the isovariances and isomeans. 
Microeconomics students have seen relationships like this before (for example, an individual’s demand 
curve simply marks the points of tangency—albeit on different axes—between her indifference curves 
and her income constraint, as the latter rotates around its y intercept to illustrate new prices for the x 
good).  Plotting these tangencies reinforces students’ appreciation for efficiency. 
 
They can then take one last step.  Markowitz did not allow short sales.  Since he required nonnegative 
weights, all acceptable portfolio weighting schemes had to fall within a triangular boundary: from the 
origin to (1,0) and (0,1) along the x and y axes, respectively, with a hypotenuse from (1, 0) to (0,1).  
(Portfolios identified by points along the boundary assign a weight of 0 to one of the three assets.)  This 
boundary is marked by a bold black line in Figure 3, which also reproduces the curves from Figure 2.  
Note that the efficient-set line lies inside the triangular boundary for the most part, but does extend 
outside it.  Thus, just as Markowitz did in his Figures 2 and 3, we must depart from efficiency when the 
efficient outcomes lie outside the allowed boundary.  In our example, the resulting revised efficient set is 
kinked twice: it follows the hypotenuse from (0, 1) until it meets the true efficient set line; it then follows 
the efficient set line down to the x axis, after which it track the x axis to (1, 0).  Reevaluating their 
efficient sets in light of Markowitz’s short-selling constraints helps students appreciate the techniques of 
Johnson and Liu (2005) on their portfolio project.  It also clarifies the assumptions underlying Sharpe’s 
Capital Asset Pricing Model, to which we turn next. 
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Figure 3: Prohibiting Short Sales Creates a Kinked Efficient Set 
 

 
In this figure, we trace out the efficient set, given Markowitz’s short-selling constraints.  Portfolio weights must lie within the triangle defined by 
the x and y axes and the line from (0,1) to (1,0).  The efficient set is therefore kinked in our example.  It first follows the hypotenuse of the 
boundary triangle from the y axis at (0,1) until it hits the efficient set; it then follows the efficient set down to the x axis, moving through the 
triangle of allowable weights; it then follows the x axis to the point (1,0). 
  
PROJECT ADDITIONS FROM SHARPE 
 
Students often leave their basic finance courses thinking that the Capital Asset Pricing Model (CAPM) is 
the equation for the Security Market Line: E(Ri) = rf + βi*[E(RM) – rf] (where βi is the systematic risk of 
asset i, rf is the return on the riskless asset, and E(RM) is the expected return on the market benchmark).  
However—given unlimited borrowing or lending at a risk-free rate, homogeneous expectations, and no 
market frictions, among other assumptions—the economic insight of the CAPM is that the market 
portfolio is efficient.  If the benchmark is efficient, the relationship between beta and expected return must 
be linear.  “…[W]e may arbitrarily select any one of the efficient combinations, then measure the 
predicted responsiveness of every asset’s rate of return to that of the combination selected; and these 
coefficients will be related to the expected rates of return of the assets in exactly the manner pictured”—a 
line (Sharpe, 1964; emphasis original).  Roll (1977), in his famous critique of tests of the CAPM, puts it 
this way: 
 

There is an ‘if and only if’ relation between return/beta linearity and market portfolio 
mean-variance efficiency…In any sample of observations on individual returns…there 
will always be an infinite number of ex-post mean-variance efficient portfolios.  For each 
one, the sample ‘betas’ calculated between it and individual assets will be exactly linearly 
related to the individual sample mean returns.  In other words, if the betas are calculated 
against such a portfolio, they will satisfy the linearity relation exactly whether or not the 
true market portfolio is mean-variance efficient.  (emphasis original) 

 
Using Excel, students can easily prove that beta/return linearity is a consequence of the efficiency of the 
“market.”  We present a simple exercise in Table 2.  We start with price data for three assets, Harley 
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Davidson stock (HOG), Ford stock (F), and the S&P 500 market index.  We then found the daily returns, 
averages, sample standard deviations, and covariances.    Doing these sorts of calculations is standard for 
basic investments spreadsheet projects.   
 
Given the covariances, we used Excel’s MMULT function to solve for the efficient portfolio that has the 
same expected return as the equally weighted portfolio (a “return-matched” portfolio, where E(Rp) = 
0.3591% in this example).  These weights were -.0822, -.2492, and 1.3314 for HOG, F, and S&P, 
respectively.  We used these weights to create portfolio P, as shown in Table 2.  Finally, we calculated 
“betas” using both the S&P500 and efficient portfolio P as benchmarks (so, for example, the “beta with 
S&P” for HOG is cov(HOG, S&P)/var(S&P)).  We repeated this process using Solver to identify the 
efficient portfolio (wHOG = .0956, wF = 0, wS&P = .9044).  We plot the results in Figure 4. 
 
The beta/return relationships based on the S&P500 and Solver’s “efficient” portfolio are decidedly 
nonlinear.  Early empirical results like this seemed inconsistent with the CAPM.  However, as Roll 
argued, the CAPM is an ex ante model, and testing the beta/return relationship using an arbitrary 
benchmark using ex post data could not be expected to result in the linearity implied by the theory.  On 
the other hand, if it is linearity that we want, we can always find it—as long as we are careful to choose a 
benchmark that we know if efficient.  Since P was efficient, using it as the benchmark did lead to a linear 
beta/return relationship—a perfect one, just as is implied by the mathematics of “efficiency.” 
 
Table 2: Example of a Simple “Security Market Line” Exercise 
 
Weight in Efficient Portfolio, 
P: 

-0.0822 -0.2492 1.331   

 HOG F S&P P 
DATE price return price return price return return 

16-Mar-12 $49.39 0.0012 $12.51 -0.0302 1,404 0.0011 0.0089 
15-Mar-12 $49.33 -0.0086 $12.90 0.0016 1,403 0.0060 0.0083 
14-Mar-12 $49.76 0.0081 $12.88 0.0142 1,394 -0.0012 -0.0058 
13-Mar-12 $49.36 0.0260 $12.70 0.0217 1,396 0.0181 0.0166 
12-Mar-12 $48.11 0.0262 $12.43 -0.0119 1,371 0.0002 0.0010 
9-Mar-12 $46.88 0.0198 $12.58 0.0096 1,371 0.0036 0.0008 
8-Mar-12 $45.97 0.0081 $12.46 0.0180 1,366 0.0098 0.0079 
 7-Mar-12 $45.60 0.0106 $12.24 0.0124 1,353 0.0069 0.0052 
6-Mar-12 $45.12 -0.0293 $12.09 -0.0297 1,343 -0.0154 -0.0107 
5-Mar-12 $46.48   $12.46   1,364     

Mean:  0.0069  0.0006  0.0032 0.0036 
Sample Standard Deviation:  0.0177  0.0199  0.0091 0.0083 
Beta With S&P:  1.334  1.630  1.000 0.815 
Beta With Efficient Portfolio, P:  1.053  0.953  0.994 1.000 

        
 HOG F S&P P    
HOG 0.0003          
F 0.0002 0.0004        
S&P 0.0001 0.0001 0.0001      
P 0.0001 0.0001 0.0001 0.0001    
The data in Table 2 were used to create the beta/return relationship graphed in Figure 4.  Price data is from Yahoo! Finance.  The individual 
assets’ summary statistics are listed below their daily returns; covariances are presented in the matrix at the bottom of the table. 
 
CONCLUDING COMMENTS 
 
Using a spreadsheet project in investments courses has become almost a given.  However, while these 
projects harness the power of Excel to perform basic calculations on real data, they have not yet exploited 
it to explore the theoretical underpinnings of portfolio theory.  In this paper, we show several 
straightforward investments applications of Excel’s matrix multiplication functions (following Arnold, 
2002).  Students will not only learn a valuable Excel tool (and the potential problems with its Solver 
optimizer), but will also become much more familiar with portfolio mathematics.     
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Figure 4: The Ex Post “Efficient Set” 
 

 
This figure demonstrates the equivalence between an efficient benchmark and a linear return/beta relationship.  Using ex post data, inefficient 
benchmarks (here, both the S&P500 and the portfolio identified by Solver) give return/beta relationships that are nonlinear.  However, an 
efficient benchmark—always available ex post—will lead to a linear relationship, as demonstrated by the trend line.   
 
Markowitz’s (1952) figures look daunting, but students—once they get past their fear—find them 
extremely helpful.  Being able to recreate the graphs in Excel demystifies them.  Using MMULT allows 
students to identify efficient portfolios, which is more than half the battle.  Given a few efficient 
weighting schemes, students can verify that the optimal portfolios—the tangencies between the isomean 
lines and the isovariances ellipses—lie along a line in (weight1, weight2) space.  This is surprising for 
students, who are accustomed to the traditional parabolic representation.  Using the linear relationship 
they find, they can work back to that parabola by finding more efficient portfolios from the line, then 
replotting them in (σp, E(Rp)) space.  This is the big payoff: linking Markowitz’s line directly to the 
traditional parabola.    
 
We can also use Excel to work through some issues with the Capital Asset Pricing Model.  Most 
importantly, we can demonstrate part of Roll’s critique of the CAPM: that the linearity of the beta/return 
relationship does not prove Sharpe’s theory, but is simply a mathematical consequence of the efficiency 
of the benchmark portfolio.  Students can prove this by using MMULT to identify an ex-post efficient 
portfolio from data they choose on their own, then using that portfolio as the benchmark for beta 
calculations.  Their beta/return relationship will be linear—just as Roll said.  Students will then be in a 
much better position to distinguish the ex-ante nature of the economic contribution of the CAPM—that 
the market portfolio is efficient—from the ex post consequence of efficiency, and they will be better able 
to evaluate the empirical tests of the CAPM.  They will also become immune from the error of equating 
the SML equation with the CAPM theory. 
 
Markowitz’s and Sharpe’s theories involve abstruse and complex applications of portfolio mathematics—
much more technical knowledge than a professor would expect in an introductory investments class.  
Traditional textbooks therefore gloss over this background, and present the theories in an easily digestible 
way.  However, it is no longer necessary to avoid the foundations.  Using Excel, students can use efficient 
portfolios to guide their study of the Modern Portfolio Theory and the Capital Asset Pricing Model, 
without having to understand quadratic programming.  Adding this explicit consideration of the 
consequences of efficiency—with a simple application of MMULT—will enhance significantly students’ 
appreciation for investments. 
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APPENDIX: USING MMULT 
 
Arnold (2002) describes a relatively easy way to generate efficient portfolios using Excel’s matrix 
multiplication functions.  To find the global minimum-variance portfolio, the expression is: 

 
=MMULT(MINVERSE(MINCOV),L) 
 
where MINCOV is Arnold’s name for an (n+1)x(n+1) matrix created by surrounding the covariance 
matrix with a row and column comprised of 1s (except for a 0 in the bottom right cell), and L is an 
(n+1)x1 vector with 0s in very cell but the bottom one (which has a 1).  Once the two input matrices are 
created, follow Arnold’s three-step process: 
 

1. Highlight (n+1) cells in a column (these cells will hold the n minimum-variance weights in its top 
n rows; the bottom cell holds the Lagrange multiplier term). 

2. Type in the equation above, entering the matrix ranges for MINCOV and L. 
3. Simultaneously hit Control-Shift-Enter. 

 
Beware: Failing to highlight (n+1) cells (just typing into one cell) and/or hitting only Enter will result in 
only the weight for the first asset.   
 
The global minimum-variance weights for the example in the current paper were found as follows: 
 

 MINCOV   L weights 

0.01 0.01 -0.005 1 0 0.84694 

0.01 0.04 0 1 0 -0.03061 

-0.005 0 0.0625 1 0 0.18367 

1 1 1 0 1 -0.0072 

 
To find the efficient weights for a portfolio with a specified expected return, add another row and column 
to the MINCOV matrix (which will now be (n+2)x(n+2)); the first n cells on the new row, and the first n 
rows of the new column, contain the portfolio assets’ expected returns.  (The remaining cells hold 0s.)  
Arnold calls this matrix EFFCOV.  To the vector L, add a new cell at the bottom, containing the target 
expected return; call this K.  Now, proceed as before, but highlight (n+2) cells for the result vector.  The 
desired weights will again be in the top n rows of this vector.  The example below illustrates the process 
for the efficient portfolio that has the same expected return as the equally weighted portfolio (16.67%). 
 
Creating the EFFCOV/K matrices makes generating efficient portfolios extremely easy: simply changing 
the target expected return—the bottom cell in the K matrix—automatically generates the new weights.  
This is much easier than the iteration process using Solver that Bodie, Kane, and Marcus (2011) advocate. 
 

EFFCOV 
 

K 
 

weights 

0.01 0.01 -0.005 1 0.15 
 

0 
 

0.64912 

0.01 0.04 0 1 0.25 
 

0 
 

0.22807 

-0.005 0 0.0625 1 0.10 
 

0 
 

0.12281 

1 1 1 0 0 
 

1 
 

0.00303 

0.15 0.25 0.10 0 0 
 

0.1667 
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MANAGEMENT SKILLS DESIRED BY BUSINESS 
SCHOOL DEANS AND EMPLOYERS:  AN EMPIRICAL 

INVESTIGATION  
Nadia Shuayto, Lawrence Technological University 

 
ABSTRACT 

 
The objective of this research was to determine the skills business leaders find most critical in MBA 
programs to adequately prepare leaders and professionals for organizational success.  A second goal was 
to explore the relationship between the perceptions of business and industry leaders and business school 
leaders on the rankings of skills deemed most important to prepare students for success in their business 
careers.   The conceptual framework for this study was based on Tanyel’s et al., 1999 study.  A survey 
instrument was administered to 67 respondents from prospective employers of MBA graduates and 15 
respondents among business school deans and directors located in the state of Michigan.  The two 
samples consisted of a matched pair design and rank order means for skill rating by the prospective 
employers and the matched mean rating from the deans/ directors. The major findings found significant 
differences in the mean rating of the importance of “soft skills” vs. “hard skills” among the prospective 
employers of MBA graduates.  Additionally that there is a significant difference in the mean rating of the 
importance of “soft skills” vs. “hard skills” for MBA graduates among the deans and directors at 
business schools with MBAs. This research offers business school leaders empirical evidence for 
curriculum redesign for prioritizing skills and designing coursework to incorporate top ranked skills 
viewed as most important by business and industry leaders.  
 
JEL: J24, J33, J44, M12 
 
KEYWORDS:  Higher Education, MBA Programs, Management Skills, Soft Skills 
 
INTRODUCTION 
 

usiness degrees, considered prestigious in the early l980s, declined in prestige beginning in the 
l990s due to the lack of perceived effectiveness of MBA programs (Allen, 1998; Hahs, l999; 
Oblinger, 1998; Storey, 1997). With the events that followed September 11, 2001 coupled with 

the U.S. recession of 2008, business degrees continue to face a downward spiral. Employers criticized 
business schools and business graduates as generally unable to transfer content knowledge to real 
situations in a fast-paced global work place (Ainsworth & Morley, l995; Carter, Goodrum, Saito, & 
Naugle, l999; Dudley, l990; Fisher, l994; Saito, l994; and Voght & Schaub, l992).  Business educators 
appear to be equally disgruntled.   In an archived article sourced from AACSB, Greenburm (2006) notes 
the criticisms of leading business educators: 
 

It appears that industry and academia are in agreement that business programs require 
dramatic changes to the curriculum that is aligned with the needs of the new global 
workforce.  The case for making business programs more desirable has never been so 
critical.  And, business schools need to quickly get on board with deep changes to their 
curriculums to avoid further declines.   

 
Research is needed to determine whether business schools are addressing the criticisms and preparing 
their students with the skills demanded by the corporations that hire their graduates.  If business schools 
and corporations work together, their efforts could result in improved MBA programs.  The remainder of 

B 
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this paper will provide a literature review, methodology, results & discussion, and conclude with findings 
and results.   
 
LITERATURE REVIEW 
 
Business is changing.  As business changes, what it needs from employees will shift.  Most of all, 
business needs people who will enter the workplace ready to make a solid contribution but who will also 
be effective in the future.  Leaders will be required who can anticipate and lead change.  Graduates of 
higher education will need to be flexible, adaptable, and in possession of a mix of broad education and 
specific skills.  Communication, interpersonal skills, problem solving, decision-making, and teamwork 
are the competencies that will allow employees to grow and adapt as the world of work continues to 
change (Oblinger, 1998).While there are numerous explanations for the change in criteria for workplace 
skills, the impact of globalization appears to be one of the most significant causes that appear in many 
analyses (Rhinesmith, l996; Williams, l996).  In response to increased global competition and the 
expansion of the world economy, businesses are seeking workers more highly skilled in the soft skills 
(Caudron, l999; Solomon, l999; Himmelsbach, l999).  
 
As global issues become ever more important, over the last few years the criticism has emerged that 
American MBA programs are not international enough, either in the number and variety of international 
business courses, or in the qualifications of those who teach them (Ball & McCulloch, l993; Beamish & 
Calof, l989; Muuka, Harrison, & Hassan, l999). Streisand (l995) writes that America's colleges and 
universities are often accused of having little in common with the real world, and Eberhardt, Moser, & 
McGee (l997) state that recently many articles have appeared, noting "an apparent gap between the skills 
and abilities of business graduates and the needs of U.S. businesses."    Tanyel and et. al. (l999) state that 
"the business environment changes faster than curricula at colleges and universities because of the 
cumbersome process often involved in curriculum revision, including political posturing by operating 
entities and conflicting educational philosophies among faculty." 
 
According to Neelankavil, (1994): 

 
Graduate business schools must take a careful look at their programs to prepare MBAs 
to face challenges of the changing business environment.  Some specific criticisms of 
graduate business programs are: 1. Many MBA programs focus on technical skills to the 
exclusion of communication skills. 2. MBA programs do not teach their graduates 
leadership, creativity and entrepreneurship. 3. MBA programs ignore the importance of 
teamwork. 4. MBA programs lack integration and a global perspective.  To raise the 
quality of MBAs, schools need to cover material relevant to client firms and incorporate 
new materials into existing courses that stress written and oral communication.  Faculty 
and executives should forge links to evaluate graduates and update classroom material.  
Faculty should be encouraged to undertake business internships.  Corporations must 
identify MBAs with potential for senior level management and train them, focusing on 
leadership negotiating skills and long-term planning. 

 
Skills for The Organization – What Business Firms Require 
 
Both academics and employers complain that college graduation requirements, based primarily on 
passing sets of courses, fail to ensure that the graduate has the personal qualities and skills needed to 
succeed in graduate school, professional training, or in the workplace (Oblinger, et. al. 1998).  These 
skills include initiative, persistence, integrity, the ability to communicate effectively, to think creatively as 
well as critically, and to work with others to solve problems (Oblinger, et al. 1998).  Also required are 
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those skills involving interaction among people such as interpersonal skills, teamwork, and 
communication skills (Harvey et al. 1997).  
 
“Many educators will claim that our colleges already provide just such preparation.  But if we listen to 
those who employ our graduates or to educators in graduate and professional schools, we hear that an 
enormous chasm exists between what higher education claims it is doing and what is actually achieved” 
(Lavenberg, 1997, A64). Many industries and large corporations are dismissing employees who hold 
MBAs or replacing them with technical people who do not necessarily have an MBA degree (Yucelt, 
l998).  Yucelt contends that part of the blame lies with business schools for choosing to teach what they 
want instead of what business firms need.  Therefore, in the U.S., demand for the MBA is declining, and 
business schools are facing the toughest challenge regarding increased tuition, programs content, quality 
and teaching skill (Yucelt, 1998).  According to Harvey & Knight (1996),  
 

Employers are not looking for trainees when they employ graduates but people equipped 
to learn and deal with change.  Employers want graduates who are adaptable and 
flexible, who can communicate well and relate to a wide range of people, who are aware 
of, but not indoctrinated into, the world of work and the culture of organizations, and 
who, most importantly, have inquiring minds, are willing and quick to learn, are critical, 
can synthesize and are innovative. 
 

Mardeusz (1995) suggests that over the last three decades little change has been made in university 
curricula with respect to advanced degrees in Business Administration.  In l986, the American Assembly 
of Collegiate Schools of Business (AACSB) reported that business schools fail to provide students with 
the tools and perspectives that are needed to build foundations for successful contributions as employees 
and leaders in business.  Since that time, traditional MBA programs have been criticized for excessive 
focus on quantitative and technical skills and too little attention to such soft skills as interpersonal, 
communications, teamwork and people skills (Colvin, l997; Eberhardt et al., l997; Hahs, l999; Nicastro 
and Jones, l994; Nowak et al., l996; Oblinger, l998; O'Reilly, l994; Pearce, l999; Tanyel et al., l999; 
Tomlinson, l999; Wardrope & Bayless, l999; Whettingsteel, l999; Zolner, l996). 

 
Soft Skills 
 
Contrary to popular belief, soft skills do make a difference in the business world (Workforce, 1999). 
Although managers still need typical techniques taught in MBA programs, they need additional tools to 
be effective.  Today’s managers need a variety of soft skills in communication, negotiation, and team 
building to effectively manage technological change and corporate stress resulting from downsizing and 
rapid growth (Deverell, 1994).According to a study of what corporations seek when they hire MBAs, the 
three most desired capabilities are communication skills, interpersonal skills and initiative-all of which 
are elements of emotional intelligence (Caudron, 1999).  In a recent study of 1,400 CIOs in the United 
States, RHI Consulting Inc. found that twenty-seven percent of CIOs said interpersonal skills are the most 
important factor for reaching management levels in the IT field (Solomon, 1999).   
 
In 1995, Daniel Goleman, a psychologist and former New York Times reporter, published the 
international best seller, Emotional Intelligence: Why It Can Matter More Than IQ (Bantam Books, 
1995).  In it, he brought together years of research to show that emotional intelligence-which can loosely 
be described as “a person’s ability to manage his or herself and relate to other people”-matters twice as 
much as IQ or technical skills in job success (Caudron, 1999).  In a follow up book: Working with 
Emotional Intelligence (Bantam Books, 1998), Goleman revealed data from studies in more than 500 
organizations that proved factors such as self-confidence, self-awareness, self-control, commitment and 
integrity not only create more successful employees, but also more successful companies (Caudron, 
1999).Caudron (1999) states that, “as a result of Goleman’s research and all the publicity generated by his 
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best sellers, employers do appear to be more willing to invest in soft-skills development, especially at the 
higher management levels.”  A study of 1,171 U.S. Air Force recruiters showing that the best performing 
recruiters were those who scored high on assertiveness, empathy, interpersonal relations, problem solving 
and optimism (Caudron, 1999).  Mariotti (1998) contends that MBA programs in the U.S. are the best in 
the world.  Still, there is an aspect of business they teach poorly or not at all—‘soft management.’  
Teaching the ‘hard’ stuff—technology, financial analysis, and workflow—is the easy part.  These topics 
yield to logic and analysis.  The ‘soft’ stuff is the hard part.  The MBA programs should teach these 
concepts, but only the best ones are beginning to do so. 
 
METHODOLOGY  
 
Data Collection 
 
The data was collected and analyzed in 2001 to determine the relative importance of each of the 
skills/attributes to both the organizations and business schools. The skills tested for this study came out of 
Tanyel et al. (l988) study and was used with permission from the authors.  The organizations identified 
for the employer survey through the Dun and Bradstreet database had a contact person within the 
organization. However, the cover letter included with the instrument was sent to the Vice President of 
Human Resources. A return, prepaid envelope was included with the cover letter and survey.  A return 
rate of 10% was anticipated, since the interest in the subject was expected to be high among corporations 
contacted. For the university survey, the author contacted either the Director of the MBA program, an 
Associate Dean, or the Dean, and read the appropriate sections of the survey to the respondent. The goal 
of this study was to determine whether or not business leaders believe MBA programs adequately prepare 
students in business skills. A second goal was to explore the relationship between the perceptions of 
business managers and business school leaders on how well MBA programs prepare students in the skills 
that organizations seek. 
 
Design 
 
The research population for this study consisted of human resource managers from companies throughout 
the state of Michigan.  The second population consisted of Deans or Associate Deans of Michigan 
business schools.  The same survey instrument was used for both populations.  However, certain sections 
of the survey were left out for the deans/directors since the questions did not apply to them.  The survey 
consisted of 16 managerial skills/attributes that the respondents were asked to rate on a scale from 1 (less 
important) to 5 (very important). The author used a five point Likert-type questionnaire designed for 
organizations that hire MBA graduates.  A total of 2,000 surveys were mailed out to employers and 21 
universities with MBA programs were contacted by telephone.  A total of 78 surveys were received.  
However, 67 surveys were used since the rest indicated that they do not hire students with MBAs.  A total 
of 15 deans and associate deans responded to the telephone survey.  
 
This study had a response rate of 3.4% from the employers and a 75% response rate from the deans or 
associate deans of MBA programs.  The reason for the low response rate from the employers was that 
many of the managers we contacted by telephone indicated that they did not hire MBA graduates. 
Therefore, the questionnaire did not apply to their firms. The data was manually entered into SPSS 9.0 for 
Windows for statistical analysis. The 16 items from the survey were originally used in the study by Porter 
& McCibbin (1988) and later used by other researchers such as Ferketich (1998); Tanyel et al. (1998); 
and Levenburg (1996).  Subjects were asked to rate the 16 attributes/skills on a scale of 5 (very important) 
to 1 (less important) that they desire of their newly hired college graduates.  They were also asked to 
circle yes or no if their graduates demonstrate these skills. 
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Construct Validity and Reliability 
 
To determine the reliability and validity of the instrument, the researcher pretested the instrument with 
selected human resource professionals before mailing it to the selected groups for their study.  As this 
questionnaire was successfully tested and utilized by Tanyel et al. (1998), it can be assumed to meet the 
requirements for construct validity.  Literature on business skills and MBA knowledge constituted the 
body of literature used in the development of the questionnaire for this study.  Principal writers in these 
areas included: Ferketich (1998); Levenburg (1996); (Porter & McKibbin (1988); and Tanyel et al. 
(1998).  
 
RESULTS AND DISCUSSIONS 

 
Test of Hypothesis One 
 
Hypothesis HO1 states that there is no significant difference in the mean rating of the importance of “soft 
skills” vs. “hard skills” among the prospective employers of MBA graduates. All respondents were asked 
to rate the importance of 16 different skills.  Of the 78 employers surveyed, 11 indicated that they did not 
hire MBA graduates.  Each of the remaining 67 respondents rated both the hard and soft skills, so the t-
test for Paired Samples was appropriately used.  
 
Table 1: T-test for Paired Samples   
 

  Paired Differences  
Mean 

t df Significance  
(2-tailed) 

  

Pair 1 Soft –Hard 0.637 11.578  66 0.000   
Hypothesis HO1 states there is no significant difference in the mean rating of the importance of “soft skills” vs. “hard skills” among the 
prospective employers of MBA graduates.  All respondents were asked to rate the importance of 16 different skills.  Of the 78 employers 
surveyed, 11 indicated that they did not hire MBA graduates.  Each of the remaining 67 respondents rated both the hard and soft skills, so the t-
test for Paired Samples was appropriately used.   
 
Table 2 summarizes the results of the means and standard deviations of soft skills and hard skills for 
human resource managers. The rankings on the critical managerial skills to the organization are displayed 
in Table 3. 
   
Table 2:  Mean and Standard Deviation of Soft and Hard Skills for Human Resource Managers 
 

 N Minimum Maximum Mean Std. Deviation 

SOFT 
Valid N (listwise) 

67 
67 

3.44 5.00 4.5696 0.4005 

HARD 
Valid N (listwise) 

67 
67 

2.43 5.00 3.9328 0.5847 

Respondent type =1.00 With the mean rating for soft skills being 4.57 and the mean rating for hard skills being 3.93, the resulting p-value of  
0.000 was less than the established significance level of 0.05.  As a result, the null hypothesis is rejected and it can be concluded that there is a 
significant difference in the mean rating of the importance of “soft skills” vs. “hard skills” among the prospective employers of MBA graduates.  
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Table 3: Rank Ordered Means for Critical Managerial Skills to the Organization According to Human 
Resource Managers  
 

Rank Order  Variable Mean SD 

1 
2 
3 or 4 
3 or 4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16S 

SS 
SS 
SS 
SS 
SS 
SS 
SS 
HS 
HS 
HS 
SS 
HS 
HS 
HS 
HS 
HS 

Responsibility & Accountability 
Interpersonal Skills 
Oral Communication 
Teamwork 
Ethical Values 
Decision Making & Analytical Skills 
Creativity & Critical Thinking 
Written Communication 
Time Management 
Project Management 
Persuasiveness and Influence 
Presentation Skills 
Assimilate new Technologies 
Computer Problem Solving Experiences 
Computer/Word Processing Skills 
Global/International Business Skills 

4.82 
4.71 
4.67 
4.67 
4.61 
4.60 
4.45 
4.44 
4.42 
4.21 
3.98 
3.96 
3.90 
3.83 
3.70 
3.15 

.46 

.55 

.54 

.56 

.68 

.61 

.64 

.79 

.72 

.88 

.92 

.89 

.83 

.96 

.94 
1.32 

N=67 Note:  SS indicates Soft Skill and HS indicates Hard Skill.  The top seven skills desired by prospective employers (in order of importance) 
are responsibility and accountability, interpersonal skills, oral communication, teamwork, ethical values, decision-making and analytical skills, 
and creativity and critical thinking. The average mean for soft skills (SS) among the prospective employers was 4.57 (on a 5 point scale), 
indicating that human resource managers determine that these skills are highly essential to the organization.  The soft skills were all ranked in 
the top half of the critical managerial skills list. The hard skills (HS), written communication, time management, project management, 
presentation skills, ability to assimilate new technologies, computer skills and global/international business skills were all ranked in the lower 
half of the list.  The average Mean for hard skills (HS) among human resource managers was 3.93 (on a 5 point scale) indicating that prospective 
employers desire soft skills over hard skills.  The skill/ability believed to be most important by Deans/Directors of MBA programs was oral 
communication.  The skill/ability ranked lowest on the list of critical managerial skills among deans/directors was global/international business 
skills.   
 
Test of Hypothesis Two 
 
Hypothesis HO2 states that there is no significant difference in the mean rating of the importance of “soft 
skills” vs. “hard skills” for MBA graduates among the business school deans and directors with MBAs.   
 
Table 4 summarizes the results of the t-test for paired samples.  
 
Table 4: T-test for Paired Samples (Hypothesis Two) 
 

  Paired Differences Mean t df Significance (2-tailed) 

Pair 1 Soft-Hard 0.333 2.794 14 0.014 

Hypothesis HO2 states there is no significant difference in the mean rating of the importance of “soft skills” vs. “hard skills” among the deans or 
associate deans of business schools.  All respondents were asked to rate the importance of 16 different skills.  Each of the 15 respondents rated 
both the hard and soft skills so the t-test for Paired Samples was appropriately used.   
 
Table 5 summarizes the means and standard deviations for soft and hard skills for deans of MBA 
programs.  
  
Table 5 Mean and Standard Deviation of Soft and Hard Skills for Deans of Business Schools 

 N Minimum Maximum Mean Std. Deviation 
SOFT 
Valid N (listwise) 

15 
15 

3.00 4.89 4.2917 0.4823 

HARD 
Valid N (listwise) 

15 
15 

2.86 4.57 3.9583 0.5175 

Resp_type =2.00 With the mean rating for soft skills being 4.29 and the mean rating for hard skills being 3.96, the resulting p-value of 0 .014 was 
less than the established significance level of 0.05.  As a result, the null hypothesis is rejected and it can be concluded that there is a significant 
difference in the mean rating of the importance of “soft skills” vs. “hard skills” for MBA graduates among the deans and directors at business 
schools with MBA programs.  
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The ranking of deans on the critical managerial skills to the organization are displayed in Table 6.  The 
rank ordering, means, and standard deviations of the hard and soft skills are displayed. 
 
Table 6: Rank Ordered Means of the Critical Managerial Skills to the Organization According to Deans of 
Business Schools 
 

Rank Order  Variable Mean SD 
1, 2 or 3 
1, 2 or 3 
1,2, or 3 
4 or 5 
4 or 5 
6 
7 
8 
9 or 10 
9 or 10 
11 
12 
13 
14 
15 or 16 
15 or 16 

SS 
HS 
SS 
SS 
SS 
SS 
SS 
HS 
HS 
SS 
HS 
HS 
HS 
HS 
SS 
HS 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Oral Communication 
Written Communication 
Responsibility & Accountability 
Interpersonal Skills 
Decision Making & Analytical Skills 
Teamwork 
Creativity and Critical Thinking Skills 
Presentation Skills 
Time Management 
Ethical Values 
Computer Problem-Solving Experiences 
Computer/Word Processing Skills 
Ability to Assimilate New Technologies 
Project Management 
Persuasion and Influence 
Global/International Business Skills 

4.67 
4.67 
4.67 
4.60 
4.60 
4.33 
4.27 
4.13 
4.07 
4.07 
4.00 
3.93 
3.80 
3.73 
3.33 
3.33 

.62 

.62 

.51 

.63 

.83 

.62 

.70 

.83 

.80 

.70 

.93 

.88 

.86 

.88 

.90 
1.11 

N=15 Note:  SS indicates soft skill and HS indicates hard skill.  According to the business schools deans/directors of MBA programs, the top 
seven critical skills/abilities to the organization are oral communication, written communication, interpersonal skills, decision-making, 
responsibility and accountability, ability to work in teams, and creativity and critical thinking skills.  Six of the seven skills are soft skills. The 
average Mean of soft skills for deans/directors was 4.29 and the average Mean of hard skills 3.96.  The results indicate that soft skills are rated 
higher than hard skills among business school deans/directors of MBA programs.  
 
Test of Hypothesis Three 
  
Hypothesis HO3 states that there is no significant difference in the mean rating of the importance of each 
skill for MBA graduates among the prospective employers vs. the business school deans and directors. 
The 67 respondents from the prospective employers rated each of the soft and hard skills, as did the 15 
respondents among the deans and directors.  The mean rating among the soft and hard skills for the two 
groups were compared.  Utilizing the Levine test, there is support for equal variances.  Hence, for the soft 
skills, the t-test for Independent Samples had a p-value of 0.015 when the Equality of Variances 
assumption was used; as a result, the null hypothesis is rejected and it can be concluded that there is a 
significant difference in the importance of soft skills as rated by the prospective employers of MBA 
graduates vs. the business school deans and directors. For the hard skills, the t-test for Independent 
Samples had a p-value of 0.874 when the Equality of Variances assumption was used. As a result, the null 
hypothesis is not rejected and there is insufficient evidence to conclude a significant difference in the 
importance of hard skills as rated by the prospective employers of MBA graduates vs. the business school 
deans and directors.   
 
Table 7: T-Test for Equality of Means for Independent Samples (Hypothesis Three) 
 

 t Df Significance (2-tailed) Mean Difference 
Soft Skills 
(Equal Variances) 

-2.49 80 0.015 -0.278 

Hard Skills 
(Equal Variances) 

0.16 80 0.874 0.026 

Utilizing the Levine test, there is support for equal variances.  Hence, for the soft skills, the t-test for Independent Samples had a p-value of 0.015 
when the Equality of Variances assumption was used; as a result, the null hypothesis is rejected and it can be concluded that there is a significant 
difference in the importance of soft skills as rated by the prospective employers of MBA graduates vs. the university deans and directors. For the 
hard skills, the t-test for Independent Samples had a p-value of 0.874 when the Equality of Variances assumption was used.  
  



N. Shuayto | BEA Vol. 5 ♦ No. 2 ♦ 2013 
 

100 
 

FINDINGS 
 
The goal of this study was to determine whether or not business leaders believe business schools 
adequately prepare MBA students in business skills.  With the rapid changes in new technology and the 
existence of global economies, business needs people who can deal with change and uncertainty.  A 
second goal was to explore the relationship between the perceptions of business managers and business 
school deans on how well MBA programs prepare students in the skills organizations seek. 
 
The research population for this study consisted of human resources managers from companies 
throughout the state of Michigan, USA.  The second population consisted of business school deans, 
associate deans, or MBA program directors.  The same survey instrument was administered to both 
populations.  Certain sections of the survey were eliminated for the deans since the questions did not 
apply to them.   
 
Using the existing literature as the starting point, Tanyel et al. (1998) developed a self-administered 
questionnaire to identify the skill set believed necessary for today’s business school graduates to 
contribute effectively to an organization upon graduation.  The survey consisted of 16 managerial 
skills/attributes that the respondents were asked to rate on a scale from 5 (very important) to 1 (less 
important).  The 16 items from the survey were originally used in the study by Porter & McCibbin 
(1988).  
 
From the 2000 surveys that were mailed out, a total of 78 surveys were used for the data analysis.  The 
study had a 78% response rate from the deans and 3.4% from the employers.  The data was manually 
entered into SPSS 9.0 for Windows for statistical analysis. The data was collected and analyzed to 
determine the relative importance of each of the skills/attributes to both the organizations and business 
schools. 
 
The questions investigated in this study included the following:  (1) what are the most important 
managerial skills to the organization, as identified by business managers?  (2) what are the most important 
managerial skills to the organization, as identified by business schools deans/directors?  And (3), is there 
a difference between how business managers and business schools deans and MBA programs directors 
rate managerial skill? 
 
According to the prospective employer respondents, the most important skills to be obtained by graduates 
are (in order of importance) responsibility and accountability, interpersonal skills, oral communication, 
teamwork, ethical values, decision-making and analytical skills, and creativity and critical thinking.  
Those attributes believed to be less important included written communication, time and project 
management, persuasive ability, presentation skills, ability to assimilate new technologies, computer 
skills, and global awareness. According to the business school deans/directors of MBA programs, the 
most important skills are (in order of importance) oral communication, written communication, 
interpersonal skills, decision making and analytical ability, responsibility and accountability, ability to 
work in teams, creativity and critical thinking skills.  Deans/directors indicated that ethical values, 
computer skills, time and project management, persuasive ability and global awareness were less 
important attributes.   
 
The results of the respondents’ ratings of the 16 attributes are presented for prospective employers and 
business school deans.  The results of the t-tests for paired samples performed supported two of the three 
hypotheses.  The mean rating among the soft and hard skills for the two groups were compared.  Utilizing 
the Levine test, there is support for equal variances.  Hence, for the soft skills, the t-test for Independent 
Samples had a p-value of 0.015 when the Equality of Variances assumption was used; as a result, the null 
hypothesis is rejected and it can be concluded that there is a significant difference in the importance of 
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soft skills as rated by the prospective employers of MBA graduates vs. the business school deans and 
directors. For the hard skills, the t-test for Independent Samples had a p-value of 0.874 when the Equality 
of Variances assumption was used. As a result, the null hypothesis is not rejected and there is insufficient 
evidence to conclude a significant difference in the importance of hard skills as rated by the prospective 
employers of MBA graduates vs. the business school deans and directors.   
 
Implications for Business Education 
 
The top seven skills desired by prospective employers (in order of importance) are responsibility and 
accountability, interpersonal skills, oral communication, teamwork, ethical values, decision-making and 
analytical skills, and creativity and critical thinking. The average mean for soft skills (SS) among the 
prospective employers was 4.57 (on a 5 point scale), indicating that human resource managers determine 
that these skills are highly essential to the organization.  The soft skills were all ranked in the top half of 
the critical managerial skills list. The hard skills (HS), written communication, time management, project 
management, presentation skills, ability to assimilate new technologies, computer skills and 
global/international business skills were all ranked in the lower half of the list.  The average Mean for 
hard skills (HS) among human resource managers was 3.93 (on a 5 point scale) indicating that 
prospective employers desire soft skills over hard skills.  The skill/ability believed to be most important 
by Deans/Directors of MBA programs was oral communication.  The skill/ability ranked lowest on the 
list of critical managerial skills among deans/directors was global/international business skills.  This is 
consistent with the finding for prospective employers. 
 
According to the business schools deans/directors of MBA programs, the top seven critical skills/abilities 
to the organization are oral communication, written communication, interpersonal skills, decision-making, 
responsibility and accountability, ability to work in teams, and creativity and critical thinking skills.  Six 
of the seven skills are soft skills. The average Mean of soft skills for deans/directors was 4.29 and the 
average Mean of hard skills 3.96.  The results indicate that soft skills are rated higher than hard skills 
among business school deans/directors of MBA programs.  
 
CONCLUSIONS 
 
Because the goal of graduate business schools should be to provide graduates with skills and attributes 
that prospective employers desire, the results of this study should be beneficial to business school 
deans/directors of MBA programs for curriculum revision and other changes in management education.  
Business schools need to add a substantial focus on the soft skills.  They need to continually reassess their 
goals and strategies and make the necessary changes in order to keep up with the rapidly changing needs 
of business organizations.  They need to be teaching what needs to be taught according to the needs of 
prospective employers. Graduate business programs must also find methods of strengthening soft skills, 
or people skills, while continuing to prepare students in the hard skills. 
 
The biggest concern of this research is assessing the degree of measurement error present.  The researcher 
considered the validity and reliability of the measure. The data collected for this study focused on 
management education in the United States only. Furthermore, due to the regional nature of the study, the 
researcher excludes respondents from other regional areas since the results of the study focus on one 
region of the United States rather than the entire nation. Due to limited time and resources, this study did 
not cover managerial skill preparation in undergraduate business education.  Although businesses are 
interested in skill preparation at the undergraduate level, this study was limited to management education 
at the graduate level.  However, these topic areas could be addressed in future research. 
 
One problem in identifying trends in the literature base is the lack of uniformity in the critical skill set or 
characteristics and attributes that lead to success in business.  Various researchers appear to be using 
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different terms in the identification or description of similar skills/attributes.  For example, should 
decision making and analytical ability be one skill or should they be broken up into two separate skills?  
One could argue that analytical skills are hard skills while decision- making skills are soft skills.  Another 
area for future research is to determine if the results would differ if the population of employers were 
categorized into two groups.  One category would be for manufacturing firms while the other would be 
for service firms.  It would be interesting to see if they would rank soft and hard skills any differently.  
Are human resource managers the ultimate customers of MBA programs?  Would the results have 
changed had front line managers been the sample for this study?  While HR managers may preach the 
“soft skills” line, what do line managers want? Due to the limited resources of this study, the results were 
obtained from one state.  It would be very useful if this type of research was conducted in other regions of 
the country, a nationwide basis, and/or an international sample. Finally, it would be interesting to do 
comparative studies of the perceptions of students and employers, students and faculty, and students and 
alumni. 
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ABSTRACT 

 
This article identifies the noteworthy role played by various statutory bodies constituted and expanded by 
the Indian Government for the purpose of quality assurance and attainment of sustainable excellence in 
the Indian higher education system. Accreditation has now become vital for all universities in India 
except those created through an act of Parliament. Without accreditation, these institutions have no legal 
entity to call themselves a University and award ‘Degrees’ which are not treated as valid for 
academic/employment purposes. Since quality assurance is an evolving issue the emphasis is deliberately 
given to excellence and quality as the distinct constituents of higher education in India.  This is done 
through a combination of self and external quality evaluations, endorsements and sustenance initiatives. 
This paper also highlights existing key issues of the accreditation process and vital points that need to be 
incorporated to generate insights about the future of accreditation. 
 
JEL: I2, I23 
 
KEYWORDS: Accreditation, Educational, Excellence, India, Path 
 
INTRODUCTION 
 

n understanding how the higher education system is regulated it is essential to realize the difference 
between “accreditation” and “recognition” in India. Until recent years, being “recognized” was the 
only mode of validating postsecondary institutions. The process involved evaluation of the institution 

in question by the recognizing agency in order to establish whether it meets the standards and norms put 
forth by the agency. Unlike the usual accreditation process which involves periodic review by the 
accreditation agency to ascertain if an institution is meeting its objectives and established standards, 
whereas “recognition” is a one-time process.  
 
Higher education accreditation is a type of quality assurance process under which services and operations 
of post-secondary educational institutions or programs are evaluated by an external body to determine if 
applicable standards are met. If standards are met, accredited status is granted by the agency”. (Wikipedia)  
Accreditation is broadly used for understanding the “Quality Status” of an institution. In the context of 
Higher Education, the accreditation status indicates that the particular Higher Educational Institutions 
(HEI) – a College, a University, or any other recognized Unit therein, meets the standards of quality as set 
by the Accreditation Agency, in terms of its performance, related to the educational processes and 
outcomes, covering the curriculum, teaching-learning, evaluation, faculty, research, infrastructure, 
learning resources, organization, governance, financial well being and student services (NAAC). 
Basically accreditation is the process by which a (non-)governmental or private body evaluates the quality 
of a higher education institution as a whole or of a specific educational programme in order to formally 
recognize it as having met certain predetermined minimal criteria or standards. The result of this process 
is usually the awarding of a status (a yes/no decision), of recognition, and sometimes of a license to 
operate within a time-limited validity. (Vlãsceanu, et al., 2007, p. 25) 
 
Accreditation is important because: 1. the institution knows its strengths, weaknesses, and opportunities 
through an informed review process, 2. the identification of internal areas of planning and resource 

I 
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allocation collegiality on the campus, 3. funding agencies look for objective data for performance 
funding, 4. The institution initiates innovative and modern methods of pedagogy. 5. A new sense of 
direction and identity for the institution, 6. provides society with reliable information on the quality 
education offered. 7. Provides employers reliable information on the quality of education offered to the 
prospective recruits and 8. Intra and inter-institutional interactions. (Source: NAAC) 
 
This article is a deliberate attempt to understand and analyze the current accreditation process and its 
significance in making Indian higher education system a world class higher education system.  To attain 
this objective the present research first reviews the findings of recent studies on the issue under the. Then 
the paper highlights the key trends of accreditation and its evolution in higher education in India by the 
various statutory bodies to explore the prospects of bringing excellence in Indian education system under 
the section of.  Finally, the article generates noteworthy insights under the section titled the future of 
accreditation process in India.  The paper closes with some concluding comments.   
 
LITERATURE REVIEW 
 
The Indian education system has its roots in the system inherited from the British at independence in 1947 
(Patil, 2007). The Indian higher education system is one of the largest of its kind in the world. In spite of 
several built‐in quality controls, such as the University Grants Commission’s guidelines and the 
affiliating functions of the university, deterioration in the quality of higher education was a serious 
concern for all stakeholders (Pillai & Srinivas, 2006). In 1994 India established the National Assessment 
and Accreditation Council (NAAC) to ensure and enhance the quality of Indian higher education and to 
play an international role as a quality assurance agency. The NAAC has made its assessment and 
accreditation process acceptable to the institutions and academia through an intensive awareness 
campaign and academic interactions involving various universities, colleges, state higher education 
councils and other academic forums. However, it is equally important to obtain continuous feedback from 
the beneficiaries in the field to determine the effectiveness and enhance the efficiency of the organization. 
This study shows that 18 years of its existence the NAAC has earned substantial goodwill and 
appreciation from the academic community. Simultaneously, it also suggests a need for incessant effort 
on the part of the NAAC to strengthen and fine‐tune its processes and procedures. 
 
As increasing numbers of young Indians are striving for a better life, in these challenging times, a few 
questions arise. Is the education system ready for this surge? Are they getting good quality education? 
Are there young qualified teachers, libraries, equipment and facilities? Of the many Institute rankings 
conducted in the country every year, parameters stressed are infrastructure-physical, knowledge centers, 
teaching aids; education process, faculty, research, consultancy, publications and Management 
Development Programmes (MDPs); academic programmes–admission, curriculum, delivery systems; 
social responsibility; placement and industry interface. Most institutes have good physical and academic 
infrastructure but have problems in other areas.  Moreover, the quality of an institution is not based on the 
infrastructure quality alone, but on many other equally important factors. The worst area of performance 
among the majority of B-schools has been the poor faculty and lack of research orientation (Sinha, 2007). 
 
The objective of the accreditation process is to develop a quality conscious system of technical education 
where excellence, relevance to market needs and participation by all stake holders are ensured. The 
process focuses on building a professional education system as vendors of human resources that will 
match the national goals of growth by competence, contributions to economy through competitiveness 
and compatibility to societal development. It intends to ensure a teaching-learning environment as per 
accepted good practices and institutions which has the essential and desirable features of quality 
professional education. For institutions, it signifies their strengths, weaknesses and opportunities for 
future growth, for the industry and infrastructure providers, it signifies, identification of quality of 
institutional capabilities. (Sahay &Thakur, 2007). 
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Accreditation principles are based on best practices in business education. These principles promote 
excellence in business education through a benchmarking process, which is helpful in determining why 
the institution is, or is not, achieving its mission and broad-based goals, and in interpreting the results of 
the outcomes assessment process. Within the value chain, for each of the activities, institutions must 
achieve and demonstrate an acceptable level of performance consistent with their mission while satisfying 
defined standards. Just as managers face rising expectations for their performance and the performance of 
their organizations, programs in management education also should anticipate rising expectations, even 
within a given mission. No fixed curriculum, specific set of faculty credentials, single type of faculty 
performance, or approach to instruction will suffice over time. The processes used to strengthen curricula, 
develop faculty, improve instruction, and enhance intellectual activity determine the direction and rate of 
improvement. Thus, these processes become important along with the necessary review of inputs and 
assessment of outcomes. (Sahay & Thakur, 2007) 
 
A recent Indian study (Dey, 2011) thoroughly evaluates the significance of accreditation in the Indian 
education system. The study reviews the outcome of accreditation exercises undertaken by agencies like 
NAAC and NBA.  They find these exercises have significant impact on improving the quality of higher 
education. The strengths and shortcomings of the institutions are detected for initiating appropriate action. 
The stakeholders- the government, students and employers- duly benefit from information and analysis of 
institutional performance. A joint effort between institutions and accreditation bodies would be needed to 
ensure good coordination and communication, so that they can adhere to an ethical code of good practice 
and be objective, fair and rigorous in the task of accomplishing quality assessment and accreditation. 
  
Another work (Mangnale et.al, 2011) investigates the role of Internal Quality Assurance Cell (IQAC) in 
quality management in education in Maharashtra state of India. The findings exposed that institutions 
were confidently provided academic activity reflecting their goals and objectives with highly qualified 
faculty through an eclectic approach with the support of research with ample focus on library and 
community services. Students also expressed different indecisive perceptions on the academic activity, 
faculty communication skills, motivation and mentoring etc. Only 80% OF students responded positively 
about the faculty subject knowledge and sports, and infrastructure facilities provided by the institution. 
The author concluded that both institutions and students wanted a more constructive role from the Internal 
Quality Assurance Cell (IQAC) in protecting the quality of higher education. 
 
Accreditation is fast becoming the dominant method of evaluation in the European Higher Education 
Area (Stensaker, 2011). Research traces the political process supporting the introduction of this method in 
Europe and identifies different theoretical understandings and practices which shed light on how we can 
interpret the spread and role of accreditation in Europe, before discussing current trends in European and 
US accreditation, which could pave the way for a joint research agenda. 
 
ACCREDITATION IN INDIA 
 
“Quality is a concept; it’s a philosophy; it’s a journey; it’s also what we practice. We at NAAC strive to 
create awareness and understanding of quality, and quality assurance in higher education as a necessary 
ingredient to national development”. (Prasad, 2007; Former Director, NAAC).   
 
In India accreditation for higher learning is overseen by autonomous institutions established by the 
University Grants Commission. Accreditation for universities in India is required by law unless the 
university was created through an act of Parliament. Without accreditation, these institutions have no 
legal entity to call themselves a University/Vishwavidyalaya and to award degrees which are not treated 
as valid for academic/employment purposes. (Wikipedia). In recent times the Indian government has 
taken initiatives to establish a systematic mechanism for accreditation in order to maintain and elevate the 
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quality of higher education in India. Emphasis on higher education in India can be understood by the 
number of universities currently present in India and the quality of education they provide.  
 
The number of Universities/University-level institutions has increased 18 times from 27 in 1950 to 504 in 
2009. The sector boasts 42 Central universities, 243 State universities, 53 State Private universities, 130 
Deemed universities, 33 Institutions of National Importance (established under Acts of Parliament) and 
five Institutions (established under various State legislations). The number of colleges has also increase 
with just 578 in 1950 growing to more than 30,000 in 2011. (Data Source: MHRD). 
 
The Indian system of higher education has always responded well to the challenges of the time. Two 
decades ago, when the system came under severe criticism that it had allowed the mushrooming of higher 
education institutions (HEIs), compromising the quality of educational offerings, the Ministry of Human 
Resource Development (MHRD) and the University Grants Commission (UGC) took initiatives to restore 
the standards of higher education. Consequently, the National Policy on Education (1986) places special 
emphasis on upholding the quality of higher education in India. On the recommendations of the 
Programme of Action (1992) document that provided the guidelines for implementation of the National 
Policy on Education (1986), in 1994, the UGC established the National Assessment and Accreditation 
Council. (Prasad & Stella, 2004). 
 
The Ministry of Human Resource Development (MHRD) 
 
The Ministry of Human Resource Development (MHRD) is responsible for supervising the functioning of 
all the universities in India through its chief regulatory body- Universities Grants Commission (UGC). 
The other government organizations whose contribution to the Indian educational scenario worth 
mentioning are All India Council for Technical Education (AICTE) and National Assessment and 
Accreditation Council (NAAC).   The following statutory bodies have been constituted by the Indian 
government which have been in active role in assuring and maintaining the quality and standards of 
higher education system in India. 
 
University Grant Commission (UGC) 
 
UGC is the apex body that provides recognition for universities in India. In 1956, UGC was established as 
a statutory body of the Government of India through an Act of Parliament. It is responsible for the 
determination and maintenance of standards of teaching, examination and research within the context of 
university education in India. It also keeps track of the financial needs of universities and allocates and 
disburses grants to universities and colleges. The UGC serves as the vital link between the Central and 
State governments and other institutions of higher learning, and advises them on the measures necessary 
for the improvement of university education. The UGC's mandate includes Promoting and coordinating 
university education; Determining and maintaining standards of teaching, examination and research in 
Universities; Framing regulations on minimum standards of education; Monitoring developments in the 
field of collegiate and university education; Disbursing grants to the Universities and Colleges; Serving as 
a vital link between the Union and State Governments and institutions of higher learning; Advising the 
Central and State Governments on the measures necessary for improvement of university education. To 
monitor standards of the higher educational institutions the National Assessment and Accreditation 
Council (NAAC) was created as an autonomous body, under section 12 (c) of its Act in September 1994.  
 
National Assessment and Accreditation Council (NAAC) 
 
National Assessment and Accreditation Council (NAAC) was established by the UGC in September 1994 
at Bangalore for evaluating the performance of the Universities and Colleges in the Country. NAAC's 
mandate includes the task of performance evaluation, assessment and accreditation of universities and 
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colleges in the country. The philosophy of NAAC is based on objective and continuous improvement 
rather than being punitive or judgmental, so that all institutions of higher learning are empowered to 
maximize their resources, opportunities and capabilities. Assessment is a performance evaluation of an 
institution and/or its units and is accomplished through a process based on self-study and peer review 
using defined criteria. Accreditation refers to the certification given by NAAC which is valid for a period 
of five years. At present the Assessment and Accreditation by NAAC is done on a voluntary basis. The 
prime agenda of NAAC is to Assess and Accredit Institutions of higher learning with an objective of 
helping them work continuously to improve the quality of education. Assessment is a performance 
evaluation of an HEI and/or its units and is accomplished through a process based on self-study and peer 
review using defined criteria. Accreditation refers to the certification given by NAAC which is valid for a 
period of five years. NAAC is entrusted with the task of performance evaluation, assessment and 
accreditation of Universities and Colleges in the Country. NAAC has been instilling a momentum of 
quality consciousness amongst Higher Educational Institutions (HEIs or ‘Institutions’), aiming for 
continuous improvement. NAAC is triggering a ‘Quality Culture’ among the various constituents of the 
HEI, as well as enhancing the awareness of Institutional Quality Assurance with all stakeholders. 
 
The mission of NAAC is to evaluate and accredit higher education institutions on the basis of clearly 
defined criteria that include: 1. The Curriculum 2.Teaching and Student Assessment 3. Infrastructure and 
Resources 4. Student Support and Progression 5. Institutional Management.  NAAC will release a new 
rating manual soon where the focus will be on new challenges emerging from diverse institutions. 
(Source: Times of India, Feb 25, 2012)  “As of now, we have a single manual for all types of institutions 
but it is not adequate to address the challenges emerging from the newer types of higher education 
institutions”. (H.A. Ranganath, Director, NAAC-Source: TOI, Feb 25) 
 
All India Council for Technical Education (AICTE) 
 
This organization was established in November, (1945) as a regulatory council to ensure proper planning 
and development of technical education in India and for maintaining norms and standards in the field. 
This includes areas of study such as engineering, technology, pharmaceutical sciences, architecture, town 
planning, hotel management, catering technology and applied arts and crafts. The Council has the 
authority to establish regulatory measures related to courses, curricula, facilities, etc, grant approval to 
start new technical institutions and introduce new courses.  
 
The Government of India (Ministry of Human Resource Development) also constitutes a National 
Working Group to look into the role of AICTE in the context of proliferation of technical institutions, 
maintenance of standards and other related matters. The Working Group recommended that AICTE be 
vested with the necessary statutory authority for making it more effective, which would consequently 
require restructuring and strengthening with necessary infrastructure and operating mechanisms. The 
purview of AICTE (the Council) covers programmes of technical education including training and 
research in Engineering, Technology, Architecture, Town Planning, Management, Pharmacy, Applied 
Arts and Crafts, Hotel Management and Catering Technology etc. at different levels (AICTE). It can also 
make recommendations regarding the recognition and de-recognition of institutions and programs through 
the National Board of Accreditation. 
 
National Board of Accreditation (NBA) 
 
NBA is established by the AICTE, this body periodically evaluates technical institutions and programs 
based on the norms and standards laid down by the Council. The difference between AICTE approval and 
NBA accreditation is that the former regulates whether the institution meets the initial requirements of 
functioning as a technical education provider or offering a new program whereas the latter monitors 



V. Sinha &  K. S. Subramanian | BEA Vol. 5 ♦ No. 2 ♦ 2013 
 

112 
 

whether the institution has proved its ability to sustain and improve upon assessment criteria and has 
earned credibility by the end users.  
 
NBA in its present form came into existence as an autonomous body on 7th January, 2010, under the aegis 
of AICTE, with the objective of assurance of quality and relevance of education especially in technical 
disciplines.  NBA has been facilitated improvement of quality and relevance of technical and professional 
education in the country to bring it to par with international standards. NBA also aspires to become a 
permanent member of the Washington Accord, which was signed, first in 1989 among accreditation 
agencies of some countries in order to recognize substantial equivalence in qualifications. (NBA)  NBA is 
working with the mission, “to stimulate the quality of teaching, self evaluation and accountability in 
higher education, which help institutions, realize their academic objectives and adopt teaching practices 
that enable them o produce high quality professionals and to assess and accredit the programs offered by 
colleges and/or institutions imparting technical and professional education.”  (Source, WOSA 2012, 
NBA) 
 
Professional Regulatory Councils 
   
Professional councils are also responsible for the recognition of professional programs, promotion of 
professional institutions and the providing the grants to undergraduate programs. The statutory 
professional councils are: (Patil, 2007) 
 

All India Council for Technical Education (AICTE) 
Department of Electronics Accreditation of Computer Courses (DOEACC): 
Distance Education Council (DEC) 
Indian Council for Agricultural Research (ICAR) 
Bar Council of India (BCI) 
National Council for Teacher Education (NCTE) 
Rehabilitation Council of India  
Medical Council of India 
Pharmacy Council of India (PCI) 
Indian Nursing Council (INC) 
Dentist Council of India (DCI) 
Central Council of Homeopathy (CCH) 
Central Council of Indian Medicine 
Council for Architecture 
National Council for Rural Institute 
State Councils for Higher Education 

 
FINDINGS AND HIGHLIGHTING KEY ISSUES 
 
The review of the practice of accreditation suggests that it enhances educational excellence as reflected in 
the key findings highlighted.  The significance of accreditation is assuring quality in Education system in 
India. 1. Accreditation is a process of evaluation of an institution of higher learning. 2. Accreditation is 
the certification of an institution for a particular period of time in terms of a threshold standard. 3. It 
serves as a benchmarking tool to improve services by analyzing best practices of other organizations to 
determine standards of performance and how to achieve them in order to increase customer’s satisfaction. 
(Lewis & Smith, 1994) 4. Benchmark is a comparative standard that every organization strives to achieve. 
5. Accreditation leads to performance excellence and total quality management. 6. It is an ongoing 
external review process for institutions and programmes continue to be reviewed over time for re-
accreditation ranging from five years to ten years. 7. Institutions prepare a written summary based on the 
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standard criteria of the accrediting body. 8. The specific application model of various statutory bodies 
(NAAC, NBA, DEC etc) are variant to serve specialized needs, but the underlying philosophies of all 
these models are self-study and external quality assessment. (Prasad, 2007). 9. It stimulates the academic 
environment for promotion of quality of teaching learning and research. 10. Accreditation provides the 
quality assurance framework for the academic institutions.  11. Accreditation aims to continuous Improve 
the education system and education is back bone of any society, hence contributing to societal and further 
national development. 11.  Accelerates and nurtures Global Competency among students and also helps in 
inculcating value systems in student community. 12. Accreditation overall pursuits for excellence in 
education. 
 
The Future of Accreditation-An Insight 
 
Since accreditation has become globally significant, this research presents the evidence from the 
accreditation process in Indian context. We highlight the present scenario and also open pathways to look 
upon future prospects of accreditation by understanding its relevance in education and the business world. 
The implication of accreditation can be well assessed through the recent fashion that most employers now 
prefer to employ job applicants who have gained their education from an institute, college or university 
with the proper accreditation status. Many employers also look to see that employees have been educated 
at an appropriately accredited institution when making decisions about business promotions, company 
advancements, and whether to provide assistance for employees who intend to further their education. It 
is likely to be practiced worldwide and will be considered an essential standard of education by all 
stakeholders-the employers, students, business owners, etc. India is no exception to this rule.  
 
The present piece of work also emphasizes that today educational institutions function in a rapid changing 
and dynamic environment where there are demands and challenges that require innovations. A review of 
the literature suggest that the purpose of accreditation is to ensure whether the changes in technology, 
rapid advancements which are leading challenging demands are met by the educational or professional 
institution. While formulating its Core Values for Accreditation framework, NAAC is in cognizance of 
the swift changes and consequent metamorphosis in values pertaining to the Indian Higher Education 
(NAAC).   
 
This is quoted by IAO that “accreditation can influence a prospective student's decision to join traditional 
campus-based educational institutes as they are understandably concerned about the authenticity of their 
degrees and its acceptability”. The NAAC has produced its new Manuals for Universities, Autonomous 
Colleges and Affiliated Colleges. (Source, NAAC, May 25, 2012). Apart from effective functioning of 
government accrediting bodies like NAAC, NBA etc, studies suggest that an institution should also 
construct an active Internal Quality Assurance Cell (IQAC) to internally regulate educational qualities 
and assuring excellence on various academic parameters set by the government regulatory bodies.  
 
On the basis of a review of current accreditation processes in India, the present article makes some 
proposals for the future of accreditation.  We argue that accreditation should be taken into contemplation 
to maintain and uplift the Indian higher education system so as to make it an ultimate benchmark for 
world class education system.  This can be done as follows. 1. The accreditation system/body must be 
trustworthy in terms of academic competence, fairness, and high degree of transparency as well as should 
be recognized. 2. The legal framework in which accreditation system operates must secure its 
independence from the government to a certain extent. 3. The accrediting member and the site visit team 
must be highly esteemed and respected within the profession. 4. The organizing body should be well 
aware of the predetermined criteria and about the process/purposes of accreditation and its outcome. 5. 
The standard process of accreditation must include the following stages-self-evaluation, an external 
evaluation, a final report by the site visit team and the decision on accreditation. 6. Publication of a 
summary of the report providing the basis for decision should be considered. Such practice will not only 
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fulfill the essentials of accreditation criteria but also may change the face of future accreditation process 
to excel and set benchmarks for other nations to not only help in facilitating mobility of Indian students 
but also draw students from aboard to these institutions in future. 
 
CONCLUSION 
 
This research discussed how accreditation has taken a significant place in the Indian government to bring 
excellence in higher education. Higher education is the backbone of the society. It is the quality of higher 
education that decides the quality of human resources in a country (Prasad, 2007). Thus quality assurance 
is a vital aspect in the education world. For this purpose Accreditation has come into the picture. On the 
basis of the above review and discussion on the denotation and objectives of the accreditation it can be 
understood as the process of quality assurance.  It involves giving credit where it is due for some clearly 
visible and demonstrable strategies of academic activities and objectives of the institutions, known to be 
honestly pursued and efficiently achieved by the resources currently available with a potential for 
continuous improvement in quality for effective growth (NBA). Through establishing various statutory 
bodies in India like NAAC, NBA etc, the Indian higher education has addressed a major impediment that 
prevented the recognition of most university degrees.  Focus has shifted to the future face of accreditation 
and the importance of education to the various stakeholders. 
 
Accreditation ideology are based on best practices in education. This philosophy promotes excellence in 
education through a benchmarking process, which is helpful in determining why the institution is, or is 
not, achieving its mission and broad-based goals, and in interpreting the results of the outcomes 
assessment process. 
 
Certain limitations of this study might open the avenues of future research in this area. The scope of the 
study could have been broadened by adopting an appreciative approach to accreditation process. 
Furthermore within the Indian context the responses could have been openly taken from the people 
directly associated with the various statutory accrediting bodies in India. This could help discover and 
highlight certain issues which might have gone untouched in the present study.  Based on such results, 
future research on this area can be planned including an interesting follow-up to validate and critically 
evaluate the theory built in the present work.  
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A COMMUNICATION-FOCUSED MODEL FOR 
LEARNING AND EDUCATION 
Varghese P. George, University of Massachusetts Boston 

 
ABSTRACT 

 
Discontinuities in markets and technology as well as issues of performance are roiling the field of higher 
education.  Despite the profusion of educational and learning concepts, a comprehensive model for both 
explaining and testing for educational performance has been hard to come by. The paper starts with a 
brief retrospect of the better-known conceptualizations of learning and educational processes.  Next, built 
atop the Community of Inquiry framework and employing the typology for the purposes of communication 
under knowledge-intensive environments, a “Communication-Focused Model for Learning and 
Education” is proposed.  With clearly laid out causal linkages, the model shows how the sub-components 
of a communication-based design aggregate to a comprehensive educational design.  Such educational 
design in turn is shown to influence the learning processes and, finally, the quality of learning, which can 
be assessed better with the proposed comprehensive model.  Suggestions for the empirical applications of 
the model and for its heuristic extrapolations to arrive at new educational designs are provided. 
 
JEL: I20, I21, I23 
 
KEYWORDS: Higher Education, Educational Design, Learning Model, Learning Outcomes 
 
INTRODUCTION 
 

evere turmoil in its markets, uncertainties about impending technological discontinuities, and 
widely known problems in performance have been buffeting the field of higher education for some 
time.  Citing several critical studies, the Economist (2010) declared, “America’s universities lost 

their way badly in the era of easy money.”  This is truly an unfortunate state of affairs when the overall 
global demand is soaring. (Archibald & Feldman, 2011)  Whenever the dust settles, institutional survival 
would more than likely depend on the capability to satisfice both the basic and transient learning needs of 
a rapidly expanding global market.   
 
It is reasonable to have doubts, given all the conundrums, whether our current educational institutions can 
meet the learning needs while adjusting to the transformations of markets and technologies.  Arum and 
Roksa have empirically, and alarmingly, highlighted the current conditions of ‘limited [undergraduate] 
learning in college campuses.’  (Arum & Roksa, 2011)  Many proposed solutions seem to be proffered 
more because they are new and available than because they have been shown to improve learning.  The 
field is rife with classifications, concepts, analogies, and frameworks.   Yet, it is sorely lacking in a 
reasonably comprehensive model that can be used both to explain performance (that is, learning 
outcomes) and to test it empirically.    Building on the progress to date in conceptualizing learning and 
education and on the insights from the research on communication, this paper will attempt to fill that gap 
with a suitable model.   
 
The paper is organized as follows.  It begins with a section on literature review with two parts.  The first 
part begins with the early conceptualizations around learning and education and ends with the Community 
of Inquiry (CoI) framework.  (Garrison, et al., 1999)  The second part describes the insights from the 
research on communication and innovation.  In the next section, extending the two streams of work cited 
in the literature review and merging their separate insights, a testable “communication-focused model for 
learning and education” is proposed.  In the section that follows on Discussion, I show how the model can 

S 
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help improve learning and institutional outcomes.  Finally, in Concluding Comments, the contributions as 
well as the limitations of the paper are summarized.  
 
LITERATURE REVIEW 
 
Although learning is a multifariously complex process, conceptualization and theoretical articulation 
around it started with a rather simple, perhaps simple-minded, formulation based on one didactic 
technique.  Even with much passage of much time, pedagogy is a short hand term for all that happens in 
an educational setting.  Words do take on meaning that users want to give it over time.  However, it is 
worthwhile to remember that the literal meaning of pedagogy is to teach a child.  Scholars have added 
much sophistication to that instructor-centered early conceptualization.   
 
It is easy to see why the early models started around major individual players.  In the case of pedagogy, 
the main player is the instructor, historically the most influential and powerful person in the learning 
process, and respected as the repository of much knowledge.  This had to change, of course, as the 
world’s knowledge began increasing exponentially and the learning continued later into the adult lives of 
the learners.  This paved the way for Knowles (1970) to elucidate andragogy.  If pedagogy is teacher-
knows-best, teaching of ‘children,’ andragogy is all about adult education.  Andragogy is student 
centered, with the expectation of self-direction, readiness to learn, use of experience, and a performance 
orientation to learning.  Instructor moves from being a sage on the stage to a guide on the side (Durgahee, 
1998).   
 
In a mildly chiding tone, Forrest and Peterson (2006) exhorted management educators to eschew using the 
term pedagogy and to start using the term andragogy because that is what they mostly do.  It is ironic and 
a bit telling that more than a quarter century after the principles of adult education came into vogue, for 
most of us, our terminology, if not technique, still harks back to ‘pedagogy.’   Many ideas related to 
andragogy have resonated in the educational setting, although the term itself certainly has not.  It took 
another few decades after andragogy for newer concepts to emerge and, when they did, they captured 
progressively more of the environmental influences on learning.  Reflecting, perhaps, both self-awareness 
of needs and available choices, heutagogy (Ashton & Newman, 2006; Hase & Kenyon, 2000, 2007; 
Kenyon & Hase, 2001) added a specific dimension of ‘self-determination’ in learning.  It was put forward 
with the rapidly changing vocational contexts in the global environment in mind.  It was also assumed 
that ICTs could be particularly helpful for the self-determined learner to quickly access knowledge.  
Ergonagy (Tanaka & Evers, 1999a, 1999b), an archetype derived from Japanese tradition, is also on a 
similar vein.  It gives greater emphasis to vocational education and perhaps a little less to ‘self-
determination.’     
 
Other theories focusing on learner’s motivation and efficacy also emerged around the same time.  
Constructionism (Harel & Papert, 1991; Papert, 1987), using constructivist theories of psychology, 
proposes “the idea that learning is most effective when part of an activity the learner experiences as 
constructing a meaningful product.”  As such, constructionism is closely related to experiential education.  
Papert originally proposed constructionism for elementary school students.  On some other far end of the 
spectrum is the transformative learning theory (Mezirow, 1991; Mezirow, 1997), which also 
acknowledges the power of experience.  However, in contrast, it targets adult learning and calls for 
enabling the learner to be ‘critically reflective of the assumptions of others’ as well as ‘one’s own.’  That, 
in turn, would help the learner to be an effective collaborator in posing and solving problems and in 
adapting to change.   
 
We can safely say that in the above concepts, the environmental influences are acknowledged, but are 
embedded only indirectly through the actors.  They are front and center, however, in some of the (mostly) 
newer, and more comprehensive, models.  A case in point is Ubuntugogy.  Bangura (2005) arrives at 
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Ubuntugogy inductively from the quintessentially African worldview enshrined in the maxim, “a person 
is a person through other persons.”  Thus, the teaching and learning processes enshrine dialog and 
consensus building with not only those around you, but also those from whom you inherit knowledge and 
those to who you pass it along.  Another example from ancient India, currently undergoing modest 
revival, is Gurukulam, which prescribes for a student a familial relationship with the teacher, and through 
the teacher with the rest of the family and community.  It is anchored in the benefits of apprenticeship and 
close physical proximity.  Students are deemed as the extended family or part of the clan, ‘kula’ in 
Sanskrit, of the teacher.  If we consider the evolution of the various concepts presented so far, it is clear 
that over time greater attention started being paid to the contextual influences from the learning 
environment.  In particular, the vocational and the social contexts began getting increased and rightful 
importance.   
 
The Community of Inquiry Framework 
 
Conceptual models have become even more comprehensive, and complex, in the last few years.  A 
learning framework of note is from Garrison and colleagues (1999).  Known as the Community of Inquiry 
(CoI) framework, it is very comprehensive and its components have been variously tested and validated 
(Arbaugh et al., 2008; Arbaugh & Hwang, 2006; Daspit & D'Souza, 2012; Garrison, Cleveland-Innes, & 
Fung, 2009; Shea, Sau Li, & Pickett, 2006).  It shows the major elements for a successful “educational 
experience.”  It calls for three types of presences: teaching, cognitive, and social.  All three have to come 
together properly, using communication medium, for a satisfying educational experience.  Cognitive 
presence is considered the most essential for the success in higher education, and it is taken to mean the 
ability of the participants “to construct meaning through sustained communication.”  Social presence is 
defined as the ability to project personal characteristics in conversations and thereby present themselves 
to other participants as “real people.” Teaching presence captures the more classic educational processes 
and content, conventionally initiated by the teacher, as well as the learning activities and assessment.  
Communication drives, behind the scenes, the CoI framework, delivers each of the different presences 
and integrates them to create the educational experience.  The three circles in the middle and the labels 
within them in Figure 1 represent the CoI framework.   
 
Many empirical studies followed the CoI framework.  A serious problem, turned out to be the great 
difficulty to link the framework empirically to learning outcomes (Daspit & D'Souza, 2012; Garrison, 
Anderson, & Archer, 2009; Rourke & Kanuka, 2009).  There also are other conceptual issues.  For 
example, for checking the association of teaching presence with learning outcomes, the mediating 
pathways and their relative efficacy need to be considered.  This applies also equally to the cognitive and 
social presences, as well as the intersections of the three presences.  Yet, we see that only a catchall label 
of “communication medium” serves as a gross, and rather neglected, proxy for these functions in the CoI 
framework.  Some constructs widely used in communication research in the context of technological 
innovation can come in quite handy in this context to make the connection to outcomes.     
 
The difficulty to link to learning outcome in a definitive manner is by no means limited to the CoI 
framework.  Many studies on the use of educational technologies (Alavi, 1994; Alavi, Marakas, & Yoo, 
2002; Alavi, Wheeler, & Valacich, 1995; McKinney, Dyck, & Luber, 2009)  show positive influence, but 
side-step the question about overall learning outcomes.  Alavi and Leidner (2001) agree that considerable 
potential exists for research that examines related issues more comprehensively.  They specifically call 
for in depth examination of how “learner's interactions with learning materials, peers, and instructors are 
mediated through advanced information technologies” without “ignoring the larger context.”  Despite that 
well-argued and clearly articulated call, the scholars of learning seem hesitant to take the next steps along 
those lines.  Such steps should not be overly difficult since the scholarship on communication, especially 
in the context of technological innovation, has a rich and highly borrowable tradition that permits careful 
study of ‘interactions’ under conditions of high knowledge-intensity.    
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Research on Communication and Technological Innovation  
 
Only through effective communication can we accomplish the teaching, cognitive, and social presences, 
which collectively constitute the CoI framework’s educational experience.  This is captured in the bottom 
caption of the framework by Garrison et al. (1999), ‘Communication Medium,’ for their schematic for 
CoI, reproduced in Figure 1.  Scholars from many fields have delved into communication.  With their 
focus on performance under knowledge-intensive conditions, studies from the field of technological 
innovation (Allen, 1977), are particularly relevant to educational contexts.  Noteworthy findings from this 
genre include the strong influence of organizational and physical boundaries in fracturing communication 
networks (Allen, 2007; Allen & Henn, 2006) and the powers and the limits of technology for mediating 
information-intensive communications (Allen, 1986; Allen & Scott Morton, 1994).  Allen (2006) writes:  
“A critical success factor in the innovation process requires at least that the organization be able to access, 
maintain, and transfer knowledge from person to person.”  That might as well be spoken about education, 
with ‘innovation process’ replaced with ‘educational experience’ and ‘organization’ with ‘students and 
teachers.’  There are deep-rooted similarities in the knowledge transfer phenomena and processes needed 
for innovation and for education.  Therefore, the scholarship on communication for innovation is 
particularly relevant for education.   
 
Elucidation of the goals for communication is helpful for designing and managing the infrastructure and 
the environment around it.  With this in mind, the types of communication based on desired purposes or 
goals have been unpacked in the related research.   Three types have been put forward (Allen, 1986, 
2007): for coordination of activities (e.g., Gulati, 1998; Kogut & Zander, 1996; Malone, 1987; Van de 
Ven, Delbecq, & Koenig Jr, 1976), for exchanging information (e.g., Alchian & Demsetz, 1972; Argyris, 
1977; Daft & Lengel, 1986; Maier, 2007; Shapiro & Varian, 2000), and for creating synergy (e.g., Cattell, 
1951; Hackman, 1987; Hall, 1971; Hall & Watson, 1970; Lasker, Weiss, & Miller, 2001; Tattersall, 
1984).  Scholars in economics and strategy use, instead of synergy, a closely related term of economies of 
scope (Berger, Hanweck, & Humphrey, 1987; Panzar & Willig, 1979; Panzar & Willig, 1981; Teece, 
1980) , which is intended to capture the underlying synergies from bundling of products and branches of 
value chain.  Each of these types has had a long, storied, and somewhat independent scholarly tradition.   
 
Despite the scarcity of their simultaneous presence in the scholarly literature, it would be difficult to 
argue against the importance of communication for coordination, information, and synergy under 
knowledge-intensive environments.  If you were to ask, what else might be expected from 
communication, the answers, in all likelihood, can be subsumed in one of these three types.  They are, 
therefore, collectively exhaustive.  There is no claim that they are mutually exclusive; communication for 
coordination may include significant information collaterally provided, which may lead also to synergistic 
effects.  The elements of the communication typology are not exactly orthogonal.  Nonetheless, as we saw 
above in their separate bodies of literature, the underlying constructs, of coordination, information, and 
synergy, are remarkably unique, and thus have sufficient contrast among them.   
 
A  COMMUNICATION-FOCUSED MODEL FOR LEARNING AND EDUCATION (CFMLE) 
 
We can explore fruitfully how the three types of communication might be conceptualized specifically in 
the context of an educational setting.  Structuring, organizing, and sequencing of the learning processes in 
an educational setting are very important.  All those items fall under our first type of communication for 
coordination.  The Learning Management Systems, like Blackboard, shine here.  The second type of 
communication is about transferring information.  We use the term information to include all elements in 
the hierarchy of knowledge, which are sent, received, and cognitively available for use.  This is the classic 
purpose of education.  The third type of communication is for synergy without which the educational 
experience will be incomplete.  This sort of communication might usually, though not necessarily, happen 
outside of instructor-student dyads.  It could include cohort learners, the surrounding context, and the 
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surrounding community in the learning process.  The richness and diversity of such a nexus, therefore, if 
properly embedded in the learning process, can promote unexpected interpersonal creativity.  Synergy 
also is the value-added from 'community,' as envisaged in the CoI (the 'Community of Inquiry') 
framework.  Table 1 provides the listing of the three elements from the communication literature.  We 
will henceforth refer to it as the C/I/S (Coordination/Information/Synergy) typology.   
 
A careful reader would have noticed in the CoI framework three sub-elements labeled: ‘Supporting 
Discourse,’ ‘Selecting Content,’ and ‘Setting Climate’ at the intersections of the three presences.  These 
elements of overlap in the framework correspond to the C/I/S typology fairly directly, which will be 
shown more clearly shortly.  Recognizing such correspondence can unlock for education the insights and 
lessons from the scholarship on communication, especially for the design and creation of more suitable 
environment for given educational goals.   
 
Table 1:  Different Types of Communication Needed for Innovation - Adapted from (Allen, 1986, 2007) 
 

Purpose Description 
Coordination Communication to coordinate the learning process 
Information Communication to send and acquire knowledge 
Synergy Communication to promote interpersonal creativity 

This table provides the three purposes of communication deemed essential according to the research on innovation.  They are collectively 
exhaustive, although not entirely orthogonal.   
 
It is clear that two of the three labels, ‘Supporting Discourse’ and ‘Setting Climate,’ relate to 
communication-intensive activities.  Garrison et al. used ‘Selecting Content’ as the third label.  
‘Selecting’ may not appear to be communication-intensive.  Since it is at the intersection of teaching and 
cognitive presences and since the entire framework is enmeshed, as Figure 1 shows, in ‘Communication 
Medium,’ it stands to reason that ‘Delivering Content’ would be more appropriate here than ‘Selecting 
Content.’   
 
It is easy to see with that adjustment how the three elements from the CoI framework correspond to the 
C/I/S typology.  ‘Supporting Discourse’ would map to ‘Coordination,’ ‘Selecting [Delivering] Content’ to 
'Information,’ and ‘Setting Climate’ to ‘Synergy.’  In Table 2, we have the elements at the intersection of 
CoI framework’s three presences and show the mapping to the C/I/S typology.  Figure 1 explains this 
graphically.  The mapping shows the correspondence between the communication types undergirding the 
learning environment with the types identified in the innovation literature.   
 
Table 2:  Intersections of Teaching, Cognitive and Social Presences of CoI (Garrison, et al., 1999) - 
Mapped to Types of Communication (Allen, 1986, 2007) 
 

Presence Teaching Cognitive 

Cognitive 
CoI:  ‘Selecting [Delivering] 
Content’ 
C/I/S:  Information’ 

 

Social CoI: ‘Setting Climate’ 
C/I/S: ‘Synergy’ 

CoI:   ‘Supporting Discourse’ 
C/I/S: ‘Coordination’ 

This table provides the mapping among elements of interest from two research streams.  It shows how the interactional spaces in the three 
presences (teaching, cognitive, and social) of the CoI  framework maps to the purposes of communication, as elucidated in the innovation 
literature.   
 
Interposing the C/I/S typology into the CoI framework has several advantages.  The most general of the 
advantages is that the scholarship on innovation and communication becomes accessible to the field of 
education.  There also are other specific advantages.  The C/I/S typology provides the crucial intermediate 
constructs for making the studies linking CoI framework to learning outcomes much more robust.  This 
will be explained further later.  The typology also provides a lens to examine carefully how the 
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educational technologies are helping or hindering the goals of learning.  A typology for communication in 
the innovation practice and literature, thus, allows us to link the CoI framework to educational design and 
performance.   
 
Figure 1:  Elements of CoI framework’s  (adapted from Garrison, et al., 1999) Linked to Purposes of 
Communication 
 

 
The figure shows the CoI framework.  The intersections of the three presences are mapped to the purposes of communication derived from the 
research on innovation.  
 
Given the importance of communication in education, it would only be appropriate to incorporate its 
proper role in our conceptualizations and theoretical models.  Garrison et al. (1999) presented the CoI 
framework as a Venn diagram.  Although it succeeds in a panoptic capture and presentation of ideas, the 
linkages and interdependencies are a bit too fuzzy and the role of communication comes across as 
secondary.  I provide first a converted schematic of this framework in Figure 2 showing explicitly the 
plausible causal linkages, as implied by Garrison et al., among the various constructs.  This, therefore, is a 
‘linearized’ version of the CoI framework, which provides a conceptual bridge and a commensurable 
precursor to a model to be presented next.   
 
To conduct empirical work and to induce convincing new theory from it, we need a crisper model with 
unambiguous causal linkages.  Based on the earlier mapping between CoI framework and the purpose-
based communication typology, I propose, in Figure 3, a ‘Communication-Focused Model for Learning 
and Education’ (CFMLE).  As the name indicates, in contrast to the CoI framework where it was 
subsumed, communication is ensconced in CFMLE in a primary role.  Channels (face-to-face, telephonic, 
digital, etc.) and related designs (in-class discussions, asynchronous chats in digital bulletin board, 
document and video archives, etc.) that  match the requisite communication determine the adequacy of 
the social, cognitive, and teaching  presences for a particular learning task.  The teaching presence needed 
for an advanced finance class would be different from that needed for an internship class; the social 
presence for an accounting class would be different from that of a strategy class.  Therefore, the presences 
have to be appropriately envisioned and adjusted and, in turn, the ‘right’ presences would be 
accomplished by ensuring proper selection of the communication channels and related design.   
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Figure 2: Community of Inquiry Model Showing Causal Linkages - Converted from Original Venn 
Diagram 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The figure shows the original Venn diagram of the CoI  framework flattened to a schematic showing plausible causal linkages.  This is an 
intermediate step towards the model proposed in the paper. 
 
 
Figure 3 : Proposed Communication Focused Model for Learning and Education (CFMLE) 
 
 

The figure shows the merging of the C/I/S typology from the innovation literature and the elements of the CoI framework to arrive at the 
proposed model with explicit causal linkages.   
 
CFMLE is roughly bifurcated, unlike the CoI framework, into a first part of Educational Design and a 
second part of Learning Processes, which lead to Quality of Learning.  The full model fundamentally says 
that a proper, communication-based educational design creates the right mediating environment in which 
learning processes can thrive and lead to high quality of learning.  The original CoI framework had the 
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label of ‘communication medium’ at the bottom, indicating that the envisaged process is immersed in 
communication.  We have unpacked communication and its influencing linkages in CFMLE.  It would be 
now possible to check empirically, using the first half of CFMLE, if the ‘right’ environments have been 
created.  Disentangling communication into components based on coordination, information, and synergy 
provides many possibilities for such a research design.  The differential role of technology-based versus 
traditional channels for fostering each of the presences will be of particular interest.  Which 
communication channel fosters which presence best, and how, also would be also of great interest.   
 
Partitioned separately or carefully in tandem with educational design, the three presences - cognitive, 
teaching, and social – also can be tested for their impact on the quality of learning.  Thus, the received 
wisdom about suitable and appropriate environment (in other words, the right composition of the 
cognitive, teaching, and social elements) for a given management subject can be corroborated or rebutted.  
With proper empirical design, the appropriateness of technology mediation and its impact also can be 
teased out.   
 
DISCUSSION 
 
The CFMLE, as amended from the CoI framework based on the research on communication, would allow 
scholars to move from the earlier (primarily) descriptive posture to a performance-focused posture that 
can enable vigorous empirical investigations, inductive theorizing, and normative approaches.  The model 
is built on two pillars.  First, multi-modal reciprocal communication, supported concurrently as needed 
with the full gamut of human sensorimotor faculties, is a prerequisite for learning complex and difficult 
subjects.  Second, reliable and unbiased assessment of differential learning should be an essential part of 
an educational offering.  The latter would insure that we are primarily dealing with learning, as distinct 
from, say, reporting, informing, entertaining, etc.  Many conflicting forces and stakeholders influence the 
design and delivery of graduate and undergraduate management education.  Notwithstanding all these, the 
educator – the management professor – must be able to control and manage the communication for 
learning.   
 
Research & Design Possibilities  
 
The conceptual bifurcation in CFMLE, of separate educational design and learning processes, makes it 
eminently more convenient for empirical studies.  Testing for the effectiveness of educational designs to 
create intended environments (cognitive, social, and teaching presences) can be decoupled, if needed, 
from the nomologically distant educational performance.  Alternate hypotheses, confounding effects, and 
the like are handled sometimes better and easier in more proximal causal chains than in distant ones.   
 
This would be especially valuable in management education as the diversity of our topics can be almost 
as varied as in all of the knowledge disciplines.  Rarely would one find anywhere else the range as varied 
as the ‘hard’ skills needed in Management Science, Finance, Accounting, and Information Systems, ‘soft’ 
skills needed in Organization Behavior and Human Resources, and the ‘balanced’ skills needed in 
Marketing and Strategy all under one umbrella.  The cognitive/teaching/social ‘presences’ in our 
management classes are largely based on handed-down traditions without much benefit of empirical 
corroborations about their effectiveness.  Given that technology has shifted the entire terrain of 
communication, this approach simply does not make sense any more.  Similarly, although we have 
operated with cases, simulations, and experiential exercises, in addition to textbooks, assignments, 
lectures, and discussions, we have never systematically examined in depth communication techniques that 
would effectively unravel specific knowledge easily for our students.  The type of inquiries commonly 
available for school teachers about what techniques have been proven to be effective in the classroom 
(e.g. Ball, Hill, & Bass, 2005; Lemov, 2010; Shulman, 1986) has been scarce in management.  These and 
such limitations can be now redressed with the proposed comprehensive model.  
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Teachers of management have long used case studies that required prior preparation by students followed 
by intense classroom engagement.  The rest of the educational community appears to be independently 
discovering the same techniques and referring to them with a new label, ‘flipped classroom.’  (e.g.,  
Pierce & Fox, 2012; Smith, 2013)  It has to be obvious from the proposed CFMLE that the ‘old’ case 
method and the ‘new’ flipped classroom are really a particular design or genre of educational design, 
albeit with some variation within it.  The classic Harvard Case Method (Barnes, Christensen, & Hansen, 
1994; McNair, 1954) would not be identical to the method used in the flipped classroom in Physics for 
Biology undergraduate majors (Smith, 2013).  Research employing CFMLE in all these diverse areas to 
tease out systematically the more effective features and practices leading to better learning outcomes has 
the promise of unlocking and opening creative mixes never before attempted in management education.  
Thus, CFMLE offers the possibility of launching new and creative mixes of educational designs based on 
proven and verifiable techniques instead of just based on tradition.    
 
More Immediate Impact for Practice 
 
While the research and its results might take some time to materialize, the lessons from managing 
innovation leave us with immediate guidance for considerable positive changes for education.  Based on 
how humans teach and learn, what Information and Communication Technologies (ICT) can do, and the 
insights from the innovation research, we know that it would be prudent to deploy technologies 
differentially to areas they can be most effective.    
 
ICTs can be more reliable and effective than humans for iterative functions and brutal computations.  
ICTs are also highly effective as repositories for codified information/knowledge and in transmitting the 
same.  They would be much less effective with less codified information and when explaining becomes 
necessary, especially based on immediate feedback.  Humans, on the other hand, have no match to date, 
or in the near future, for the power of their sensorimotor functions, which are most essential for the most 
crucial processes of learning.  There are deep evolutionary reasons for the differential abilities of 
machines and humans (Moravec, 1988, 2008; Pinker, 1995).   
 
Such differences can be used advantageously for designing the three presences of the CoI framework, 
and, now also of the proposed CFMLE.  In summary, ICTs would be most useful, therefore, for 
coordination, moderately useful for information, and less useful for synergy.  Humans would be vice 
versa.  Based on this, professors can fruitfully concentrate almost entirely on the human dimension of the 
learning process where the need for instantaneous back and forth using the full capacity of the 
sensorimotors cannot be outsourced to computers.    ICTs can pick up most, if not all, ‘clerical’ 
responsibilities and ‘repository-channeling’ functions.   
 
It is quite within the regime of possibilities to get rid of the introductory lectures explaining the class 
processes and contents of syllabi.  It may be noted that without sit-down or online lectures on booking, 
security, law, transits, and travel controls, the US airlines managed 700 million passenger enplanements 
leading to about 800 Billion domestic and international passenger miles in 2009.  (The Bureau of 
Transportation Statistics 2010)  Similar techniques can be used also to eschew the handholding 
throughout the term for assignments.  Improved coordination also brings closer many other possibilities, 
such as for synchronizing sections and for exploiting modularizations.  Classes that are well modularized 
and synchronized not only help make things predictable for students, but also permit the most optimal use 
of the faculty.   The pay back for such streamlining can only be substantial.  These possibilities above are 
just practical examples.  Many others are well within reach.   A communication centered model shows 
clearly where and what the degrees of freedom are and what can be accomplished within them.   
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CONCLUDING COMMENTS 
 
This paper showed how asserting the central role of communication at the core of a comprehensive 
educational and learning framework could help to link it robustly to the sorely needed learning outcomes.  
An obvious current limitation of the proposed model is that much empirical work remains to be done.  
Future research on the appropriateness of new instructional designs for creating the intended presences 
and the effectiveness of such presences for educational outcome will be helpful in corroborating the 
proposed model.  However, immediate benefits from improving the design of an educational environment 
can be gained by paying proper heed to what is already known about structuring communications.    
 
We also should recognize here that the proposed model is limited due to its sharp focus around processes 
of learning and education and therefore, can add only little insight about the external forces from the 
macro environment, such as from the changes in the educational market and from technologies.  The 
design of the educational environment is certain to be influenced, at times even severely, by these latter 
forces.  As the resource-based view (Wernerfelt, 1984; Wernerfelt, 1989; Wernerfelt, 1995) would have 
it, it is through proper internal bundling as well as flexible deployment of the resources that institutions 
can build their true advantage.  To that end, to discover new ways to respond to external challenges, the 
proposed model should serve our educational institutions very well.  Strategy researchers would find 
abundant avenues for future research in examining successes and failures of such institutional responses 
to external challenges.   
 
REFERENCES 
 
Alavi, M. (1994). Computer-Mediated Collaborative Learning - an Empirical-Evaluation. MIS Quarterly, 
18(2), 159-174.  
 
Alavi, M., & Leidner, D. E. (2001). Research Commentary: Technology-Mediated Learning--a Call for 
Greater Depth and Breadth of Research. Information Systems Research, 12(1), 1.  
 
Alavi, M., Marakas, G. M., & Yoo, Y. (2002). A Comparative Study of Distributed Learning 
Environments on Learning Outcomes. Information Systems Research, 13(4), 404-415.  
 
Alavi, M., Wheeler, B. C., & Valacich, J. S. (1995). Using It to Reengineer Business Education - an 
Exploratory Investigation of Collaborative Telelearning. MIS Quarterly, 19(3), 293-312.  
 
Alchian, A. A., & Demsetz, H. (1972). Production, Information Costs, and Economic Organization. The 
American Economic Review, 62(5), 777-795.  
 
Allen, T. J. (1977). Managing the Flow of Technology: Technology Transfer and the Dissemination of 
Technological Information within the R&D Organization. Cambridge, MA: MIT Press. 
Allen, T. J. (1986). Organizational Structure, Information Technology, and R&D Productivity. IEEE 
Transactions on Engineering Management, 33(4), 212-217.  
 
Allen, T. J. (2007). Architecture and Communication among Product Development Engineers. California 
Management Review, 49(2), 23-41.  
 
Allen, T. J., & Henn, G. (2006). The Organization and Architecture of Innovation: Managing the Flow of 
Technology: Butterworth-Heinemann. 
 
Allen, T. J., & Scott Morton, M. S. (1994). Information Technology and the Corporation of the 1990s : 
Research Studies. New York: Oxford University Press. 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

127 
 

 
Arbaugh, J. B., Cleveland-Innes, M., Diaz, S. R., Garrison, D. R., Ice, P., Richardson, J. C., et al. (2008). 
Developing a Community of Inquiry Instrument: Testing a Measure of the Community of Inquiry 
Framework Using a Multi-Institutional Sample. The Internet and Higher Education, 11(3-4), 133-136. 
doi: DOI: 10.1016/j.iheduc.2008.06.003 
 
Arbaugh, J. B., & Hwang, A. (2006). Does "Teaching Presence" Exist in Online Mba Courses? The 
Internet and Higher Education, 9(1), 9-21. doi: DOI: 10.1016/j.iheduc.2005.12.001 
 
Archibald, R. B., & Feldman, D. H. (2011). Why Does College Cost So Much? Oxford, U.K. ; New York: 
Oxford University Press. 
 
Argyris, C. (1977). Organizational Learning and Management Information Systems. Accounting, 
Organizations and Society, 2(2), 113-123.  
 
Arum, R., & Roksa, J. (2011). Academically Adrift : Limited Learning on College Campuses. Chicago: 
University of Chicago Press. 
 
Ashton, J., & Newman, L. (2006). An Unfinished Symphony: 21stcentury Teacher Education Using 
Knowledge Creating Heutagogies. British Journal of Educational Technology, 37(6), 825-840.  
 
Ball, D. L., Hill, H. C., & Bass, H. (2005). Knowing Mathematics for Teaching. American Educator, 
29(3), 14.  
 
Bangura, A. K. (2005). Ubuntugogy: An African Educational Paradigm That Transcends Pedagogy, 
Andragogy, Ergonagy and Heutagogy. Journal of Third World Studies, 22(2), 13-53.  
 
Barnes, L. B., Christensen, C. R., & Hansen, A. J. (1994). Teaching and the Case Method : Text, Cases, 
and Readings (3rd ed.). Boston, Mass.: Harvard Business School Press. 
 
Berger, A. N., Hanweck, G. A., & Humphrey, D. B. (1987). Competitive Viability in Banking : Scale, 
Scope, and Product Mix Economies. Journal of Monetary Economics, 20(3), 501-520. doi: Doi: 
10.1016/0304-3932(87)90039-0 
 
Cattell, R. B. (1951). New Concepts for Measuring Leadership, in Terms of Group Syntality. Human 
Relations, 4(2), 161.  
 
Daft, R. L., & Lengel, R. H. (1986). Organizational Information Requirements, Media Richness and 
Structural Design. Management Science, 32(5), 554-571.  
 
Daspit, J. J., & D'Souza, D. E. (2012). Using the Community of Inquiry Framework to Introduce Wiki 
Environments in Blended-Learning Pedagogies: Evidence from a Business Capstone Course. Academy of 
Management Learning & Education, 11(4), 666-683. doi: 10.5465/amle.2010.0154 
 
Durgahee, T. (1998). Facilitating Reflection: From a Sage on Stage to a Guide on the Side. Nurse 
Education Today, 18(2), 158-164.  
 
Editors. (2010, September 2, 2010). Declining by Degree: Will America’s Universities Go the Way of Its 
Car Companies? The Economist. 
 



V. P. George et al | BEA Vol. 5 ♦ No. 2 ♦ 2013 
 

128 
 

Forrest, S. P., & Peterson, T. O. (2006). It's Called Andragogy. Academy of Management Learning & 
Education, 5(1), 113-122.  
 
Garrison, D. R., Anderson, T., & Archer, W. (1999). Critical Inquiry in a Text-Based Environment: 
Computer Conferencing in Higher Education. The Internet and Higher Education, 2(2-3), 87-105. doi: 
Doi: 10.1016/s1096-7516(00)00016-6 
 
Garrison, D. R., Anderson, T., & Archer, W. (2009). The First Decade of the Community of Inquiry 
Framework: A Retrospective. The Internet and Higher Education, 13(1-2), 5-9. doi: DOI: 
10.1016/j.iheduc.2009.10.003 
 
Garrison, D. R., Cleveland-Innes, M., & Fung, T. S. (2009). Exploring Causal Relationships among 
Teaching, Cognitive and Social Presence: Student Perceptions of the Community of Inquiry Framework. 
The Internet and Higher Education, 13(1-2), 31-36. doi: DOI: 10.1016/j.iheduc.2009.10.002 
 
Gulati, R. (1998). Alliances and Networks. Strategic Management Journal, 19(4), 293-317.  
 
Hackman, J. R. (1987). The Design of Work Teams. In J. W. Lorsch (Ed.), Handbook of Organizational 
Behavior (pp. 315-342). Englewood Cliffs, NJ: Prentice-Hall. 
 
Hall, J. (1971). Decisions, Decisions, Decisions. Psychology Today, 5(November), 51-54.  
 
Hall, J., & Watson, W. H. (1970). The Effects of a Normative Intervention on Group Decision-Making 
Performance. Human Relations, 23(4), 299-317.  
 
Harel, I., & Papert, S. (Eds.). (1991). Constructionism : Research Reports and Essays, 1985-1990. 
Norwood, N.J.: Ablex Pub. Corp. 
 
Hase, S., & Kenyon, C. (2000, 1/10/2010). From Andragogy to Heutagogy. ultiBASE  Retrieved 
1/10/2010, from http://ultibase.rmit.edu.au/Articles/dec00/hase2.htm 
 
Hase, S., & Kenyon, C. (2007). Heutagogy: A Child of Complexity Theory. Complicity: An International 
Journal of Complexity and Education, 4(1), 111-118.  
Kenyon, C., & Hase, S. (2001). Moving from Andragogy to Heutagogy in Vocational Education. Paper 
presented at the 4th Australian Vocational Education and Training Research Association conference, 
Adelaide, Australia.  
 
Knowles, M. S. (1970). The Modern Practice of Adult Education; Andragogy Versus Pedagogy. New 
York: Association Press. 
 
Kogut, B., & Zander, U. (1996). What Firms Do? Coordination, Identity, and Learning. Organization 
Science, 7(5), 502-518.  
 
Lasker, R. D., Weiss, E. S., & Miller, R. (2001). Partnership Synergy: A Practical Framework for 
Studying and Strengthening the Collaborative Advantage. Milbank quarterly, 79(2), 179-205.  
 
Lemov, D. (2010). Teach Like a Champion : 49 Techniques That Put Students on the Path to College (1st 
ed.). San Francisco, Calif.: Jossey-Bass : Wiley Imprint. 
 
Maier, R. (2007). Knowledge Management Systems: Information and Communication Technologies for 
Knowledge Management. New York, NY: Springer Verlag. 



BUSINESS EDUCATION & ACCREDITATION ♦ Volume 5 ♦ Number 2 ♦ 2013 
 

129 
 

 
Malone, T. W. (1987). Modeling Coordination in Organizations and Markets. Management Science, 
33(10), 1317-1332.  
 
McKinney, D., Dyck, J. L., & Luber, E. S. (2009). Itunes University and the Classroom: Can Podcasts 
Replace Professors? Computers & Education, 52(3), 617-623. doi: 10.1016/j.compedu.2008.11.004 
 
McNair, M. P. (1954). The Case Method at the Harvard Business School: Papers by Present and Past 
Members of the Faculty and Staff: McGraw-Hill. 
 
Mezirow, J. (1991). Transformative Dimensions of Adult Learning. San Francisco, CA Jossey-Bass. 
 
Mezirow, J. (1997). Transformative Learning: Theory to Practice. New Directions for Adult & Continuing 
Education(74), 5.  
 
Moravec, H. P. (1988). Mind Children: The Future of Robot and Human Intelligence. Cambridge, Mass.: 
Harvard University Press. 
 
Moravec, H. P. (2008). Rise of the Robots. Scientific American Special Edition, 18(1), 12-19.  
 
Panzar, J. C., & Willig, R. D. (1979). Economies of Scope, Product Specific Economies of Scale and the 
Multi-Product Competitive Firm. Bell Laboratories Economics Discussion Paper, 152.  
 
Panzar, J. C., & Willig, R. D. (1981). Economies of Scope. American Economic Review, 71(2), 268-273.  
 
Papert, S. (1987). Constructionism: A New Opportunity for Elementary Science Education: National 
Science Foundation  
 
Pierce, R., & Fox, J. (2012). Vodcasts and Active-Learning Exercises in a “Flipped Classroom” Model of 
a Renal Pharmacotherapy Module. American Journal of Pharmaceutical Education, 76(10).  
 
Pinker, S. (1995). The Language Instinct (1st ed.). New York: HarperPerennial. 
 
Rourke, L., & Kanuka, H. (2009). Learning in Communities of Inquiry: A Review of the Literature. 
Journal of Distance Education, 23(1), 19-48  
 
Shapiro, C., & Varian, H. R. (2000). Information Rules. Boston, MA: Harvard Business School Press  
 
Shea, P., Sau Li, C., & Pickett, A. (2006). A Study of Teaching Presence and Student Sense of Learning 
Community in Fully Online and Web-Enhanced College Courses. The Internet and Higher Education, 
9(3), 175-190. doi: DOI: 10.1016/j.iheduc.2006.06.005 
 
Shulman, L. S. (1986). Those Who Understand: Knowledge Growth in Teaching. Educational 
Researcher, 15(2), 4-14.  
 
Smith, L. (2013). Using a Flipped Classroom in an Algebra-Based Physics Course. Bulletin of the 
American Physical Society.  
 
Tanaka, K., & Evers, M. B. (1999a). Ergonagy: A New Concept in the Integration of "Kyo-Iky" and 
"Education.". Paper presented at the 43rd Annual Meeting of the Comparative and International 
Education Society, Toronto, Ontario, Canada.  



V. P. George et al | BEA Vol. 5 ♦ No. 2 ♦ 2013 
 

130 
 

 
Tanaka, K., & Evers, M. B. (1999b). Ergonagy: Its Relation to Pedagogy and Andragogy. Paper 
presented at the 43rd Annual Meeting of the Comparative and International Education Society Toronto, 
Ontario, Canada.  
 
Tattersall, R. (1984). In Defense of the Consensus Decision. Financial Analysts Journal, 40(1), 55-57.  
 
Teece, D. J. (1980). Economies of Scope and the Scope of the Enterprise. Journal of Economic Behavior 
& Organization, 1(3), 223-247. doi: Doi: 10.1016/0167-2681(80)90002-5 
 
The Bureau of Transportation Statistics (2010). U.S. Air Carrier Traffic Statistics through May 2010  
Retrieved 8/25/2010, from http://www.bts.gov/xml/air_traffic/src/index.xml#CustomizeTable 
 
Van de Ven, A. H., Delbecq, A. L., & Koenig Jr, R. (1976). Determinants of Coordination Modes within 
Organizations. American Sociological Review, 41(2), 322-338.  
 
Wernerfelt, B. (1984). A Resource-Based View of the Firm. Strategic Management Journal, 5(2), 171-
180.  
 
Wernerfelt, B. (1989). From Critical Resources to Corporate Strategy. Journal of General Management, 
14(3), 4-12.  
 
Wernerfelt, B. (1995). The Resource-Based View of the Firm: Ten Years After. Strategic Management 
Journal, 16(3), 171-175.  
 
ACKNOWLEDGEMENT 
 
I would like to thank the journal editors and the two anonymous referees for their thoughtful guidance. 
All errors are mine.  The author has used versions of the summaries of the CoI framework and the 
relevance of communication and innovation research to organizing processes in other papers on distinctly 
different topics, e.g. paper on the use of educational technologies and managing crises.  The other papers 
are not cited here only to maintain the anonymity in the review process. 
 
BIOGRAPHY 
 
Varghese P. George is an Assistant Professor at the University of Massachusetts Boston.  His research is 
on technological and educational innovation.  He currently chairs the Academic Technology Committee 
at his university.  His research appears in journals such as Administrative Science Quarterly, R&D 
Management, Managerial and Decision Economics, and International Journal of Technology 
Management. He can be reached at College of Management, M05/207, UMass Boston, 100 Morrissey 
Blvd., Boston, MA 02125, varghese.george@umb.edu. 
 
 



REVIEWERS 
The IBFR would like to thank the following members of the academic community and industry for their much appreciated 
contribution as reviewers. 

Hisham Abdelbaki, University of Mansoura - Egypt 
 

Isaac Oluwajoba Abereijo, Obafemi Awolowo University 
 

Naser Abughazaleh, Gulf University For Science And 
Technology 
 

Nsiah Acheampong, University of Phoenix 
 

Vera Adamchik, University of Houston-Victoria 
 

Iyabo Adeoye, National Horticultural Research Instittute, 
Ibadan, Nigeria. 
 

Michael Adusei, Kwame Nkrumah University of Science 
And Technology 
 

Mohd Ajlouni, Yarmouk University 
 

Sylvester Akinbuli, University of Lagos 
 

Anthony Akinlo, Obafemi Awolowo University 
 

Yousuf Al-Busaidi, Sultan Qaboos University 
 

Khaled Aljaaidi, Universiti Utara Malaysia 
 

Hussein Al-tamimi, University of Sharjah 
 

Paulo Alves, CMVM, ISCAL and Lusofona University 
 

Ghazi Al-weshah, Albalqa Applied University 
 

Glyn Atwal, Groupe Ecole Supérieure de Commerce de 
Rennes 
 

Samar Baqer, Kuwait  University College of Business 
Administration 
 

Susan C. Baxter, Bethune-Cookman College 
 

Nagib Bayoud, Tripoli University 
 

Ahmet Bayraktar, Rutgers University 
 

Kyle Brink, Western Michigan University 
 

Giovanni Bronzetti, University of Calabria 
 

Karel Bruna, University of Economics-Prague 
 

Priyashni Chand, University of the South Pacific 
 

Wan-Ju Chen, Diwan College of Management 
 

Yahn-shir Chen, National Yunlin University of Science and 
Techology, Taiwan 
 

Bea Chiang, The College of New Jersey 
 

Te-kuang Chou, Southern Taiwan University 
 

Shih Yung Chou, University of the Incarnate Word 
 

Caryn Coatney, University of Southern Queensland 
 

Iyanna College of Business Administration,  
 

Michael Conyette, Okanagan College 
 

Huang Department of Accounting, Economics & Finance,  
 

Rajni Devi, The University of the South Pacific 
 

Leonel Di Camillo, Universidad Austral 
 

Steven Dunn, University of Wisconsin Oshkosh 
 

Mahmoud Elgamal, College of Business Administration - 
Kuwait University 
 

Ernesto Escobedo, Business Offices of Dr. Escobedo 
 

Zaifeng Fan, University of Wisconsin whitewater 
Perrine Ferauge University of Mons 
 

Olga Ferraro, University of Calabria 
 

William Francisco, Austin Peay State University 
 

Peter Geczy, AIST 
 

Lucia Gibilaro, University of Bergamo 
 

Hongtao Guo, Salem State University 
 

Danyelle Guyatt, University of Bath 
 

Zulkifli Hasan, Islamic University College of Malaysia 
 

Shahriar Hasan, Thompson Rivers University 
 

Peng He, Investment Technology Group 
 

Niall Hegarty, St. Johns University 
 

Paulin Houanye, University of International Business and 
Education, School of Law 
 

Daniel Hsiao, University of Minnesota Duluth 
 

Xiaochu Hu, School of Public Policy, George Mason 
University 
 

Jui-ying Hung, Chatoyang University of Technology 
 

Fazeena Hussain, University of the South Pacific 
 

Shilpa Iyanna, Abu Dhabi University 
 

Sakshi Jain, University of Delhi 
 

Raja Saquib Yusaf Janjua, CIIT 
 

Yu Junye, Louisiana State University 
 

Tejendra N. Kalia, Worcester State College 
 

Gary Keller, Eastern Oregon University 
 

Ann Galligan Kelley, Providence College 
 

Ann Kelley, Providence college 
 

Ifraz Khan, University of the South Pacific 
 

Halil Kiymaz, Rollins College 
 

Susan Kowalewski, DYouville College 
 

Bamini Kpd Balakrishnan, Universiti Malaysia Sabah 
 

Bohumil Král, University of Economics-Prague 
 

Jan Kruger, Unisa School for Business Leadership 
 

Christopher B. Kummer, Webster University-Vienna 
 

Mei-mei Kuo, JinWen University of Science & Technology 
 

Mary Layfield Ledbetter, Nova Southeastern University 
 

John Ledgerwood, Embry-Riddle Aeronautical University 
 

Yen-hsien Lee, Department of Finance, Chung Yuan 
Christian University 
 

Shulin Lin, Hsiuping University of Science and 
Technology 
 

Yingchou Lin, Missouri University of Science and 
Technology 
 

Melissa Lotter, Tshwane University of Technology 
 

Xin (Robert) Luo, Virginia State University 
 

Andy Lynch, Southern New Hampshire University 
 

Abeer Mahrous, Cairo university 
 

Gladys Marquez-Navarro, Saint Louis University 
 

Cheryl G. Max, IBM 
 

Romilda Mazzotta, University of Calabria 
 

Mary Beth Mccabe, National University 
 



Avi Messica, Holon Institute of Technology 
 

Scott Miller, Pepperdine University 
 

Cameron Montgomery, Delta State University 
 

Sandip Mukherji, Howard University 
 

Tony Mutsue, Iowa Wesleyan College 
 

Cheedradevi Narayanasamy, Graduate School of Business, 
National University of Malaysia 
 

Dennis Olson, Thompson Rivers University 
 

Godwin Onyeaso, Shorter University 
 

Bilge Kagan Ozdemir, Anadolu University 
 

Dawn H. Pearcy, Eastern Michigan University 
 

Pina Puntillo, University of Calabria (Italy) 
 

Rahim Quazi, Prairie View A&M University 
 

Anitha Ramachander, New Horizon College of Engineering 
 

Charles Rambo, University Of Nairobi, Kenya 
 

Prena Rani, University of the South Pacific 
 

Kathleen Reddick, College of St. Elizabeth 
 

Maurizio Rija, University of Calabria. 
 

Matthew T. Royle, Valdosta State University 
 

Tatsiana N. Rybak, Belarusian State Economic University 
 

Rafiu Oyesola Salawu, Obafemi Awolowo University 
 

Paul Allen Salisbury, York College, City University of 
New York 
 

Leire San Jose, University of Basque Country 
 

I Putu Sugiartha Sanjaya, Atma Jaya Yogyakarta 
University, Indonesia 
 

Sunando Sengupta, Bowie State University 
 

Brian W. Sloboda, University of Phoenix 
 

Smita Mayuresh Sovani, Pune University 
 

Alexandru Stancu, University of Geneva and IATA 
(International Air Transport Association) 
 

Jiří Strouhal, University of Economics-Prague 
 

Vichet Sum, University of Maryland -- Eastern Shore 
 

Qian Sun, Kutztown University 
 

Diah Suryaningrum, Universitas Pembangunan Nasional 
Veteran Jatim 
 

Andree Swanson, Ashford University 
 

James Tanoos, Saint Mary-of-the-Woods College 
 

Jeannemarie Thorpe, Southern NH University 
 

Ramona Toma, Lucian Blaga University of Sibiu-Romania 
Alejandro Torres Mussatto Senado de la Republica & 
Universidad de Valparaíso 
 

Jorge Torres-Zorrilla, Pontificia Universidad Católica del 
Perú 
 

William Trainor, East Tennessee State University 
 

Md Hamid Uddin, University Of Sharjah 
 

Ozge Uygur, Rowan University 
 

K.W. VanVuren, The University of Tennessee – Martin 
 

Vijay Vishwakarma, St. Francis Xavier University 
 

Ya-fang Wang, Providence University 
 

Richard Zhe Wang, Eastern Illinois University 
 

Jon Webber, University of Phoenix 
 

Jason West, Griffith University 
 

Wannapa Wichitchanya, Burapha University 
 

Veronda Willis, The University of Texas at San Antonio 
 

Bingqing Yin, University of Kansas 
 

Fabiola Baltar, Universidad Nacional de Mar del Plata 
 

Myrna Berrios, Modern Hairstyling Institute 
 

Monica Clavel San Emeterio, University of La Rioja 
 

Esther Enriquez, Instituto Tecnologico de Ciudad Juarez 
 

Carmen Galve-górriz, Universidad de Zaragoza 
 

Blanca Rosa Garcia Rivera, Universidad Autónoma De 
Baja California 
 

Carlos Alberto González Camargo, Universidad Jorge 
Tadeo Lozano 
 

Hector Alfonso Gonzalez Guerra, Universidad Autonoma 
De Coahuila 
 

Claudia Soledad Herrera Oliva, Universidad Autónoma De 
Baja California 
 

Eduardo Macias-Negrete, Instituto Tecnologico De Ciudad 
Juarez 
 

Jesús Apolinar Martínez Puebla, Universidad Autónoma 
De Tamaulipas 
 

Francisco Jose May Hernandez, Universidad Del Caribe 
 

Aurora Irma Maynez Guaderrama, Universidad Autonoma 
De Ciudad Juarez 
 

Linda Margarita Medina Herrera, Tecnológico De 
Monterrey.  Campus Ciudad De México 
 

Erwin Eduardo Navarrete Andrade, Universidad Central  
De Chile 
 

Gloria Alicia Nieves Bernal, Universidad Autónoma Del 
Estado De Baja California 
 

Julian Pando, University Of The Basque Country 
 

Eloisa Perez, Macewan University 
 

Iñaki Periáñez, Universidad Del Pais Vasco (Spain) 
 

Alma Ruth Rebolledo Mendoza, Universidad De Colima 
 

Carmen Rios, Universidad del Este 
 

Celsa G. Sánchez, CETYS Universidad 
 

Adriana Patricia Soto Aguilar, Benemerita Universidad 
Autonoma De Puebla 
Amy Yeo, Tunku Abdul Rahman College 

 
 



REVIEWERS 
The IBFR would like to thank the following members of the academic community and industry for their much appreciated 
contribution as reviewers. 

 
 
Haydeé Aguilar, Universidad Autónoma de Aguascalientes 
 

María Antonieta Andrade Vallejo, Instituto Politécnico 
Nacional 
 

Olga Lucía Anzola Morales, Universidad Externado de 
Colombia 
 

Hector Luis Avila Baray, Instituto Tecnologico De Cd. 
Cuauhtemoc 
 

Graciela Ayala Jiménez, Universidad Autónoma de 
Querétaro 
 

Ana Cecilia Bustamante Valenzuela, Universidad 
Autonoma De Baja California 
 

Carlos Alberto Cano Plata, Universidad De Bogotá Jorge 
Tadeo Lozano 
 

Alberto Cardenas, Instituto Tecnologico De Cd. Juarez 
 

Edyamira Cardozo, Universidad Nacional Experimental De 
Guayana 
 

Sheila Nora Katia Carrillo Incháustegui, Universidad 
Peruana Cayetano Heredia 
 

emma casas medina, Centro de Estudios Superiores del 
Estado de Sonora 
 

Benjamín Castillo Osorio, Universidad Cooperativa De 
Colombia y Universidad De Córdoba 
 

Benjamin Castillo Osorio, Universidad del Sinú-Sede 
Monteria 
 

María Antonia Cervilla de Olivieri, Universidad Simón 
Bolívar 
 

Cipriano Domigo Coronado García, Universidad Autónoma 
de Baja California 
 

Semei Leopoldo Coronado Ramírez, Universidad de 
Guadalajara 
 

Esther Eduviges Corral Quintero, Universidad Autónoma 
de Baja California 
 

Dorie Cruz Ramirez, Universidad Autonoma Del Estado 
De Hidalgo /Esc. Superior De Cd. Sahagún 
 

Edna Isabel De La Garza Martinez, Universidad Autónoma 
De Coahuila 
 

Javier de León Ledesma, Universidad de Las Palmas de 
Gran Canaria - Campus Universitario de Tafira 
 

Hilario Díaz Guzmán, Universidad Popular Autónoma del 
Estado de Puebla 
 

Cesar Amador Díaz Pelayo, Universidad de Guadalajara, 
Centro Universitario Costa Sur 
 

Avilés Elizabeth, CICESE 
 

Avilés Elizabeth, CICESE 
 

Ernesto Geovani Figueroa González, Universidad Juárez 
del Estado de Durango 

 

Ana Karen Fraire, Universidad De Gualdalajara 
 

Carmen Galve-Górriz, Universidad de Zaragoza 
 

Teresa García López, Universidad Veracruzana 
 

Helbert Eli Gazca Santos, Instituto Tecnológico De Mérida 
 

Denisse Gómez Bañuelos, CESUES 
 

Ana Ma. Guillén Jiménez, Universidad Autónoma de Baja 
California 
 

Ana Ma. Guillén Jiménez, Universidad Autónoma de Baja 
California 
 

Araceli Gutierrez, Universidad Autonoma De 
Aguascalientes 
 

Andreina Hernandez, Universidad Central de Venezuela 
 

Arturo Hernández, Universidad Tecnológica 
Centroamericana 
 

Alejandro Hernández Trasobares, Universidad de Zaragoza 
 

Alma Delia Inda, Universidad Autonoma Del Estado De 
Baja California 
 

Terrance Jalbert, The IBFR 
 

Gaspar Alonso Jiménez Rentería, Instituto Tecnológico de 
Chihuahua 
 

Lourdes Jordán Sales, Universidad de Las Palmas de Gran 
Canaria 
 

Santiago León Ch., Universidad Marítima del Caribe 
 

Graciela López Méndez, Universidad de Guadalajara-
Jalisco 
 

Virginia Guadalupe López Torres, Universidad Autónoma 
de Baja California 
 

Angel Machorro Rodríguez, Instituto Tecnológico de 
Orizaba 
 

Cruz Elda Macias Teran, Universidad Autonoma de Baja 
California 
 

Aracely Madrid, ITESM, Campus Chihuahua 
 

Deneb Magaña Medina, Universidad Juárez Autónoma de 
Tabasco 
 

Carlos Manosalvas, Universidad Estatal Amazónica 
 

Gladys Yaneth Mariño Becerra, Universidad Pedagogica y 
Tecnológica de Colombia 
 

Omaira Cecilia Martínez Moreno, Universidad Autónoma 
de Baja California-México 
 

Jesus Carlos Martinez Ruiz, Universidad Autonoma De 
Chihuahua 
 

Alaitz Mendizabal, Universidad Del País Vasco 
 

Alaitz Mendizabal Zubeldia, Universidad del País Vasco/ 
Euskal Herriko Unibertsitatea 
 



Fidel Antonio Mendoza Shaw, Universidad Estatal De 
Sonora 
 

Juan Nicolás Montoya Monsalve, Universidad Nacional de 
Colombia-Manizales 
 

Jennifer Mul Encalada, Universidad Autónoma De Yucatán 
 

Alberto Elías Muñoz Santiago, Fundación Universidad del 
Norte 
 

Bertha Guadalupe Ojeda García, Universidad Estatal de 
Sonora 
 

Erika Olivas, Universidad Estatal de Sonora 
 

Erick Orozco, Universidad Simon Bolivar 
 

José Manuel Osorio Atondo, Centro de Estudios Superiores 
del Estado de Sonora 
 

Luz Stella Pemberthy Gallo, Universidad del Cauca 
 

Andres Pereyra Chan, Instituto Tecnologico De Merida 
 

Iñaki Periáñez, Universidad del Pais Vasco (spain) 
 

Adolfo León Plazas Tenorio, Universidad del Cauca 
 

Hector Priego Huertas, Universidad De Colima 
 

Juan Carlos Robledo Fernández, Universidad EAFIT-
Medellin/Universidad Tecnologica de Bolivar-Cartagena 
 

Humberto Rosso, Universidad Mayor de San Andres 
 

José Gabriel Ruiz Andrade, Universidad Autónoma de Baja 
California-México 
 

Antonio Salas, Universidad Autonoma De Chihuahua 
 

Claudia Nora Salcido, Facultad de Economía Contaduría y 
Administración Universidad Juarez del Estado de Durango 
 

Juan Manuel San Martín Reyna, Universidad Autónoma de 
Tamaulipas-México 
 

Francisco Sanches Tomé, Instituto Politécnico da Guarda 
 

Edelmira Sánchez, Universidad Autónoma de Ciudad 
Juárez 
 

Deycy Janeth Sánchez Preciado, Universidad del Cauca 
 

María Cristina Sánchez Romero, Instituto Tecnológico de 
Orizaba 

 

María Dolores Sánchez-Fernández, Universidade da 
Coruña 
 

Luis Eduardo Sandoval Garrido, Universidad Militar de 
Nueva Granada 
 

Pol Santandreu i Gràcia, Universitat de Barcelona, 
Santandreu Consultors 
 

Victor Gustavo Sarasqueta, Universidad Argentina de la 
Empresa UADE 
 

Jaime Andrés Sarmiento Espinel, Universidad Militar de 
Nueva Granada 
 

Jesus Otoniel Sosa Rodriguez, Universidad De Colima 
 

Edith Georgina Surdez Pérez, Universidad Juárez 
Autónoma de Tabasco 
 

Jesús María Martín Terán Gastélum, Centro de Estudios 
Superiores del Estado de Sonora 
 

Jesús María Martín Terán Gastélum, Centro de Estudios 
Superiores del Estado de Sonora 
 

Jesus María Martín Terán Terán Gastélum, Centro de 
Estudios Superiores del Estado de Sonora 
 

Maria De La Paz Toldos Romero, Tecnologico De 
Monterrey, Campus Guadalajara 
 

Abraham Vásquez Cruz, Universidad Veracruzana 
 

Angel Wilhelm Vazquez, Universidad Autonoma Del 
Estado De Morelos 
 

Lorena Vélez García, Universidad Autónoma de Baja 
California 
 

Alejandro Villafañez Zamudio, Instituto Tecnologico de 
Matamoros 
 

Hector Rosendo Villanueva Zamora, Universidad 
Mesoamericana 
 

Oskar Villarreal Larrinaga, Universidad del País 
Vasco/Euskal Herriko Universitatea 
 

Delimiro Alberto Visbal Cadavid, Universidad del 
Magdalena 
 
 

 
 

 



HOW TO PUBLISH

Submission Instructions

The Journal welcomes submissions for publication consideration. Complete directions for manuscript 
submission are available at the Journal website www.theIBFR.com/journal.htm. Papers may be submitted 
for initial review in any format. However, authors should take special care to address spelling and grammar 
issues prior to submission. Authors of accepted papers are required to precisely format their document 
according to the journal guidelines.

There is no charge for standard paper reviews. The normal review time for submissions is 90-120 days.  
However, authors desiring a quicker review may elect to pay an expedited review fee, which guarantees an 
inditial review within two weeks. Authors of accepted papers are required to pay a publication fee based on 
the manuscript length and number of authors. Please see our website for current publication and expedited 
review rates.

Authors submitting a manuscript for publication consideration must guarantee that the document contains 
the original work of the authors, has not been published elsewhere, and is not under publication consideration 
elsewhere. In addition, submission of a manuscript implies that the author is prepared to pay the publication 
fee should the manuscript be accepted.

Subscriptions

Individual and library subscriptions to the Journal are available. Please contact us  by mail or by email to: 
admin@theibfr.com for updated information.  

Contact Information

Mercedes Jalbert, Executive Editor 
The IBFR
P.O. Box 4908
Hilo, HI  96720
editor@theIBFR.com

Website

www.theIBFR.org  or  www.theIBFR.com



 



 Review of Business & Finance Studies 
Review of Business & Finance Studies (ISSN: 2150-
3338 print and 2156-8081 online) publishes high-quality 
studies in all areas of business, finance and related 
fields.  Empirical, and theoretical papers as well as case 
studies are welcome. Cases can be based on real-world or 
hypothetical situations.  

All papers submitted to the Journal are double-blind 
reviewed.  The Journal is listed in Cabell’s, Ulrich’s 
Periodicals Directory The Journal is distributed in print, 
through EBSCOHost, ProQuest ABI/Inform and SSRN. 

The journal accept rate is between 15 and 25 percent  
  

Business Education 
& AccreditationBE A

AT
 Accounting 

Taxation&

Accounting and Taxation (AT)

Accounting and Taxation (AT)  publishes high-quality 
articles in all areas of accounting, auditing, taxation 
and related areas. Theoretical, empirical and applied 
manuscripts are welcome for publication consideration.

All papers submitted to the Journal are double-blind 
reviewed.  AT is listed in Cabell’s and Ulrich’s Periodicals 
Directory. The Journal is distributed in print, through 
EBSCOHost, ProQuest ABI/Inform and SSRN.

The journal acceptance rate is between 5 and 15 percent.  

Business Education and Acreditation (BEA)
Business Education & Accreditation publishes high-quality 
articles in all areas of business education, curriculum, 
educational methods, educational administration, advances 
in educational technology and accreditation. Theoretical, 
empirical and applied manuscripts are welcome for 
publication consideration. 

All papers submitted to the Journal are double-blind 
reviewed. BEA is is listed in Cabell’s and Ulrich’s 
Periodicals Directory. The Journal is distributed in print, 
through EBSCOHost, ProQuest ABI/Inform and SSRN.

The  journal acceptance rate is between 15 and 25 percent. 

PUBLICATION OPPORTUNITIES



 


	#1 DS121412322-Xie-BEA-pr
	#2 DS121912326-hudson-bea-pr
	#3 DS102412292ER-updyke-BEA-av-terry-edited
	#4 Soontiens-DS110512301-BEA-pr
	#5 Anstine-BEA-DS122912330-pr
	#6 RubenMolina-LV092212175-BEA-pr2
	ABSTRACT
	Introduction
	Literature review
	The Communicative Competence
	Business Competencies
	What Business Competencies Can Be Learned Simultaneously  with  a Foreing Language?
	How Does Self-Evaluation Enhance Development of Competencies?
	Methodology
	RESULTS
	Scope and Limitations
	CONCLUSIONS
	REFERENCES

	#7 livingston-LV03311201-BEA-pr
	#8 shuayto-CR01171201-BEA-pr
	#9 DS05031201- SINHA, BEA-publication-ready
	#9 DS012113349-George-pr
	a-journal-back-END.pdf
	REVIEWERS-2012
	REVIEWERS-2012-ESP
	How-to-publish
	BACK-COVER-INSIDE-JOURNAL-1



<<
  /ASCII85EncodePages false
  /AllowPSXObjects false
  /AllowTransparency false
  /AlwaysEmbed [
    true
  ]
  /AntiAliasColorImages false
  /AntiAliasGrayImages false
  /AntiAliasMonoImages false
  /AutoFilterColorImages false
  /AutoFilterGrayImages false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CannotEmbedFontPolicy /Warning
  /CheckCompliance [
    /None
  ]
  /ColorACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorConversionStrategy /LeaveColorUnchanged
  /ColorImageAutoFilterStrategy /JPEG
  /ColorImageDepth -1
  /ColorImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorImageDownsampleThreshold 1.50000
  /ColorImageDownsampleType /None
  /ColorImageFilter /FlateEncode
  /ColorImageMinDownsampleDepth 1
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /ColorImageResolution 300
  /ColorSettingsFile ()
  /CompatibilityLevel 1.3
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /CreateJDFFile false
  /CreateJobTicket false
  /CropColorImages false
  /CropGrayImages false
  /CropMonoImages false
  /DSCReportingLevel 0
  /DefaultRenderingIntent /Default
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV <>
    /HUN <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
  >>
  /DetectBlends true
  /DetectCurves 0
  /DoThumbnails false
  /DownsampleColorImages false
  /DownsampleGrayImages false
  /DownsampleMonoImages false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /EmbedOpenType false
  /EmitDSCWarnings false
  /EncodeColorImages true
  /EncodeGrayImages true
  /EncodeMonoImages true
  /EndPage -1
  /GrayACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageAutoFilterStrategy /JPEG
  /GrayImageDepth -1
  /GrayImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageDownsampleThreshold 1.50000
  /GrayImageDownsampleType /None
  /GrayImageFilter /FlateEncode
  /GrayImageMinDownsampleDepth 2
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /GrayImageResolution 300
  /ImageMemory 1048576
  /JPEG2000ColorACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000ColorImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /LockDistillerParams false
  /MaxSubsetPct 0
  /MonoImageDepth -1
  /MonoImageDict <<
    /K -1
  >>
  /MonoImageDownsampleThreshold 1.50000
  /MonoImageDownsampleType /None
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /MonoImageResolution 1200
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /NeverEmbed [
    true
  ]
  /OPM 1
  /Optimize false
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames false
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides true
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName ([High Resolution])
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 12
      /MarksWeight 0.25000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXBleedBoxToTrimBoxOffset [
    0
    0
    0
    0
  ]
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXOutputCondition ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputIntentProfile ()
  /PDFXRegistryName ()
  /PDFXSetBleedBoxToMediaBox true
  /PDFXTrapped /False
  /PDFXTrimBoxToMediaBoxOffset [
    0
    0
    0
    0
  ]
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /ParseICCProfilesInComments true
  /PassThroughJPEGImages true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /sRGBProfile (sRGB IEC61966-2.1)
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice



<<
  /ASCII85EncodePages false
  /AllowPSXObjects false
  /AllowTransparency false
  /AlwaysEmbed [
    true
  ]
  /AntiAliasColorImages false
  /AntiAliasGrayImages false
  /AntiAliasMonoImages false
  /AutoFilterColorImages false
  /AutoFilterGrayImages false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CannotEmbedFontPolicy /Warning
  /CheckCompliance [
    /None
  ]
  /ColorACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorConversionStrategy /LeaveColorUnchanged
  /ColorImageAutoFilterStrategy /JPEG
  /ColorImageDepth -1
  /ColorImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorImageDownsampleThreshold 1.50000
  /ColorImageDownsampleType /None
  /ColorImageFilter /FlateEncode
  /ColorImageMinDownsampleDepth 1
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /ColorImageResolution 300
  /ColorSettingsFile ()
  /CompatibilityLevel 1.3
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /CreateJDFFile false
  /CreateJobTicket false
  /CropColorImages false
  /CropGrayImages false
  /CropMonoImages false
  /DSCReportingLevel 0
  /DefaultRenderingIntent /Default
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV <>
    /HUN <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
  >>
  /DetectBlends true
  /DetectCurves 0
  /DoThumbnails false
  /DownsampleColorImages false
  /DownsampleGrayImages false
  /DownsampleMonoImages false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /EmbedOpenType false
  /EmitDSCWarnings false
  /EncodeColorImages true
  /EncodeGrayImages true
  /EncodeMonoImages true
  /EndPage -1
  /GrayACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageAutoFilterStrategy /JPEG
  /GrayImageDepth -1
  /GrayImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageDownsampleThreshold 1.50000
  /GrayImageDownsampleType /None
  /GrayImageFilter /FlateEncode
  /GrayImageMinDownsampleDepth 2
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /GrayImageResolution 300
  /ImageMemory 1048576
  /JPEG2000ColorACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000ColorImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /LockDistillerParams false
  /MaxSubsetPct 0
  /MonoImageDepth -1
  /MonoImageDict <<
    /K -1
  >>
  /MonoImageDownsampleThreshold 1.50000
  /MonoImageDownsampleType /None
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /MonoImageResolution 1200
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /NeverEmbed [
    true
  ]
  /OPM 1
  /Optimize false
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames false
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides true
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName ([High Resolution])
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 12
      /MarksWeight 0.25000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXBleedBoxToTrimBoxOffset [
    0
    0
    0
    0
  ]
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXOutputCondition ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputIntentProfile ()
  /PDFXRegistryName ()
  /PDFXSetBleedBoxToMediaBox true
  /PDFXTrapped /False
  /PDFXTrimBoxToMediaBoxOffset [
    0
    0
    0
    0
  ]
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /ParseICCProfilesInComments true
  /PassThroughJPEGImages true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /sRGBProfile (sRGB IEC61966-2.1)
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice



<<
  /ASCII85EncodePages false
  /AllowPSXObjects false
  /AllowTransparency false
  /AlwaysEmbed [
    true
  ]
  /AntiAliasColorImages false
  /AntiAliasGrayImages false
  /AntiAliasMonoImages false
  /AutoFilterColorImages false
  /AutoFilterGrayImages false
  /AutoPositionEPSFiles true
  /AutoRotatePages /All
  /Binding /Left
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CannotEmbedFontPolicy /Warning
  /CheckCompliance [
    /None
  ]
  /ColorACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorConversionStrategy /LeaveColorUnchanged
  /ColorImageAutoFilterStrategy /JPEG
  /ColorImageDepth -1
  /ColorImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /ColorImageDownsampleThreshold 1.50000
  /ColorImageDownsampleType /None
  /ColorImageFilter /FlateEncode
  /ColorImageMinDownsampleDepth 1
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /ColorImageResolution 300
  /ColorSettingsFile ()
  /CompatibilityLevel 1.3
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /CreateJDFFile false
  /CreateJobTicket false
  /CropColorImages false
  /CropGrayImages false
  /CropMonoImages false
  /DSCReportingLevel 0
  /DefaultRenderingIntent /Default
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000500044004600206587686353ef901a8fc7684c976262535370673a548c002000700072006f006f00660065007200208fdb884c9ad88d2891cf62535370300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef653ef5728684c9762537088686a5f548c002000700072006f006f00660065007200204e0a73725f979ad854c18cea7684521753706548679c300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ENU (Use these settings to create Adobe PDF documents for quality printing on desktop printers and proofers.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV <>
    /HUN <>
    /ITA <>
    /JPN <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020b370c2a4d06cd0d10020d504b9b0d1300020bc0f0020ad50c815ae30c5d0c11c0020ace0d488c9c8b85c0020c778c1c4d560002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken voor kwaliteitsafdrukken op desktopprinters en proofers. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
  >>
  /DetectBlends true
  /DetectCurves 0
  /DoThumbnails false
  /DownsampleColorImages false
  /DownsampleGrayImages false
  /DownsampleMonoImages false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /EmbedOpenType false
  /EmitDSCWarnings false
  /EncodeColorImages true
  /EncodeGrayImages true
  /EncodeMonoImages true
  /EndPage -1
  /GrayACSImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageAutoFilterStrategy /JPEG
  /GrayImageDepth -1
  /GrayImageDict <<
    /HSamples [
      1
      1
      1
      1
    ]
    /QFactor 0.15000
    /VSamples [
      1
      1
      1
      1
    ]
  >>
  /GrayImageDownsampleThreshold 1.50000
  /GrayImageDownsampleType /None
  /GrayImageFilter /FlateEncode
  /GrayImageMinDownsampleDepth 2
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /GrayImageResolution 300
  /ImageMemory 1048576
  /JPEG2000ColorACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000ColorImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayACSImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /JPEG2000GrayImageDict <<
    /Quality 30
    /TileHeight 256
    /TileWidth 256
  >>
  /LockDistillerParams false
  /MaxSubsetPct 0
  /MonoImageDepth -1
  /MonoImageDict <<
    /K -1
  >>
  /MonoImageDownsampleThreshold 1.50000
  /MonoImageDownsampleType /None
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /MonoImageResolution 1200
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /NeverEmbed [
    true
  ]
  /OPM 1
  /Optimize false
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames false
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides true
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName ()
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName ([High Resolution])
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 12
      /MarksWeight 0.25000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /NA
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXBleedBoxToTrimBoxOffset [
    0
    0
    0
    0
  ]
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXOutputCondition ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputIntentProfile ()
  /PDFXRegistryName ()
  /PDFXSetBleedBoxToMediaBox true
  /PDFXTrapped /False
  /PDFXTrimBoxToMediaBoxOffset [
    0
    0
    0
    0
  ]
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /ParseICCProfilesInComments true
  /PassThroughJPEGImages true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /sRGBProfile (sRGB IEC61966-2.1)
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


