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Participation in Lifelong Learning: A Comparison Be tween
Administrative Professionals in 2000 and 2005

Melody W. Alexander, Ball State University
Jensen J. Zhao, Ball State University
Allen D. Truell, Ball State University
Robert A. Underwood, Ball State University
JoAnn Y. Wiggins, Walla Walla College

Abstract

The focus of this research study was to documerthinges in the lifelong learning practices of adstrative
professionals between 2000 and 2005 and determpersonal factors had any effect on these prastiée
total of 539 administrative professionals in 200@&70 administrative professionals in 2005, wheraded
the International Association of Administrative Rrssionals Conferences, completed a questionnBie.
questionnaire included continuing education/tramiparticipation, method of continuing educationifiag,
reasons for participating in continuing educatioaiting, and conference attendance for professional
development. After analyzing these items in ratatiiopersonal factors between the two studies, losians
and implications are provided.

Keywords: Lifelong Learning and Administrative Prof essionals

Introduction job-related skills (Hudson, Bhandari, Peter, & &ill

Adult learners and their lifelong learning practice 2005).
are an ongoing, vital area of study in both the In addition to government or agency studies,
business and educational field. In today’s econdtny, independent researchers have documented the need
is important that workers not only have the skillsfor adult employees to participate in continuing
needed to enter the workforce, but also to keep theeducation and training throughout their working
skills up to date in order to remain marketablecareers. Business researchers have addressed the
(Hudson, Bhandari, Peter, & Bills, 2005). need for training to deal with issues employer

Several natonal studes have focused on aqu[S0TS S o2 ober v, charng o)
lifelong learning practices and the importance of °d ' ployees,

continuing education throughout their careers. s well as documenteql the economic benefrgs of
mployee lifelong learning (Banking on Learning,

report issued from the U.S. Department of Educatio ) i . )
documented adult participation in job-related forma?;%?ii’dol\_/gﬂgzg 22%%53 %]i(tatrélrlnzso,o\r\f)lgnoles, Wolt, &

and informal educational activities and found ttet
most cited reason for participation in adult ediacat The themes of many educational conference
was for job improvement (Kwang, Hagedorn,presentations, proceedings, articles and editorials
Williamson, & Chapman, 2004). Another report fromhave been adult learners, lifelong learning prastic
the National Center for Education Statistics exadin lifelong learning successes, and institutional qe$

how adults in the workforce participate in formal (Manning, 2003; Toynton, 2005). Lifelong learning
education and training courses to learn and updateventories have been developed, and several books
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and book reviews have been written detailing howvas twofold: How have the lifelong learning praesc
lifelong learning is transforming education (Crick, of administrative professionals changed over ths pa
Broadfoot, & Claxton, 2004; Jones, 2005; Krausfive years? and What influence do personal factors
2005; Learning for Life, 2005; Longworth, 2003). have on these practices?

The need for lifelong learning due to advancemants To address this problem, surveys were

technology has also been widely explored in bott]aLdministered to members of the International

grgf;ﬁ ggl(\jvyﬁdgolzﬂz déﬁoéggjs_iosgwggé 4)2005'Association of_ Admin_istrative Profession_als (IAAP)
' ' ; ’ ' at the yearly international conferences in 2000 and
In the 2% Century era of knowledge and 2005. The following research questions were
information, lifelong learning is essential anddsdo investigated:
professional as well as personal fulfillment (Mchea
2005; Meisinger, 2005). For the administrative

professional, keeping technology skills currentital administrative professionals’ continuing

to function effectively now and in the future : - L
education/training participation between 2000 and
workplace (Domeyer, 2005; Lyons, 2003). 2085?' Ining partcipatl Wi

Are there statistically significant differences in

Five-year follow-up studies have been a widely.
used method of research study to identify areas of qministrative professionals’ age and continuing

change in both education and work (Garcia- ¢y cation/training participation between 2000 and
Villamisar, Wehman, & Navarro, 2002; Hogh, 20057 P P

Henriksson, & Burr, 2005; Sanci, Coffey, Patton, &

Bowes, 2005). A study conducted in 2000 on thé. Are there statistically significant differences in
lifelong learning practices of administrative  administrative professionals’ highest level of
professionals found that although participatiorihis educational attainment and continuing education/
group in continued learning was high, incidences in  training participation between 2000 and 2005?
education/training for general subjects and anyetyp, are there statistically significant differences in
of'on!lne education was low (Algxander, Bartletida administrative professionals’ years of work
Wiggins, 2002). Thereforethe five year follow-up experience and continuing education/training

period was used, and this stuqu was repeateql to participation between 2000 and 20057
document any changes in  administrative

professionals’ lifelong learning practices. Method

Are there statistically significant differences in

Purpose To identify lifelong practices of administrative
) . professionals, a questionnaire based on the literat
The purpose of this study was to examingnq gesigned by the researchers was used in 2@00 an
administrative professionals’ participation in 1689 5005 for data collection. The questionnaire ineliid
Iearning activities and to .i('jentify changes'overg _th five sections: (1) respondents’ personal factoBy, (
past five years. In addition, the study identified,,qicipation in lifelong learning, (3) method of
differences between administrative professmnals”febng learning selected, (4) reasons for paptiting

lifelong learning activities and the personal fastof ;. lifelong learning, and (5) conference attendafoce
age, educational attainment, and years of Worlﬁrofessional development.

experience. Documenting lifelong learning practices

of administrative professionals and determining ifvValidity
practices change over time will assist business |
educators, t_ra_tiners, and employers to prepare f%view
recurrent training.

2000, a fifteen-member panel of experts
ed the content of the questionnaire for aunte
validity. Included in the panel were secondary
business educators, postsecondary business edijcator
business employers, and education and professional
An administrative professional must COﬂtinUOUSlydeve|opment managers. The pane| review indicated
learn and update skills in order to remain competenhat the questionnaire met the stated objectives. |
and marketable. Therefore, the problem of thisystud2005, the contentvas again reviewed in light of the

Statement of the Problem

Journal of Business and Training Education 2
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new purpose. The panel agreed that the questi@nnaifable 1

met the stated objectives for a comparison study. Profile of Administrative Professionals’ Personalcfors:

2000 and 2005

Population and Sample

The population for this study was administrative 2000 2005
professionals who were members of IAAP. A sample Frequency Valid Frequency Valid
of administrative professionals in attendance dyrin Factor (N=539] Percent (N=570) Percent

the yearly international conference during both@0Q
and 2005 were selected to participate in this study
During both years, questionnaires were placed bn a&F
chairs prior to a general session of the confererice

the opening remarks, the purpose of the researsh wa
explained. Session attendees were guaranteqge

ender
Male 3 .6 2 4
Female 524 99.4 563 99.6

confidentiality, instructed how to get summary <49 111 225 64 11.4
results, and assured that participation was ewntirel 40-50 199 40.3 191 33.9
voluntary. The session had seats for 1,000 attendee >50 184 37.2 308 54.7

and approximately 750 members attended.

Questionnaires were collected at the end of th&ducation

session, resulting in a total of 539 completed H.S./Cert/ 241 47.8 303 54.1
instruments in 2000 and 570 in 2005. Due to thgelar ~ ollege

. Courses
nu;ngertgf gata attained each year, a follow-up was Associate 145 28.8 138 237
not identilied as necessary. Bachelors/ 118 23.4 127 22.3
Masters

Data Analysis

Descriptive statistics including frequencies andProfessional
percentages were compiled to provide a profilehef t work
respondents in 2000 and 2005. To address tHxperience
research questions and determine any areas ©Ffars)
difference, data were analyzed using Pearson’s chi- <20 148 30.0 124 22.2

square test. Due to the large number of responses, 322325 %;’2 gg g zlgg 2?71
significance was set at the .01 level. Note: Some respondents elected not to provide personal
information.

Findings _ . . .
Comparison of Administrative Professionals

After providing a profile of the administrative Continuing Education/Training Participation
professionals, comparisons of lifelong learninggetween 2000 and 2005

practices between 2000 and 2005 are made.

Research question one identified any differences
Profile of Administrative Professionals’ Personal in administrative professionals’ participation in

Factors continuing education/training between 2000 and
2005. The overwhelming majority or respondents

administrative professionals in 2000 and the 576rom t.)Oth 2000 .aﬂd 200.5 had contln_ued their
education and training during the past five years.

administrative professionals in 2005 psesented in There were significant differences between the

Table 1. In both 2000 and 2005, nearly all of the ethods of continuing education/training between
— o
respondents were female, and the majority (78% i 000 and 2005. In 2000, significantly more

2000, 89% in 2005) were 40 years of age or oldef; - ) . .7
Approximately half (52% in 2000, 46% in 2005) hadrespondents participated in off-site training for
either an Associate’s degree or higher. Seventsg(:hnomgy and college courses than compared to

percent or more of respondents during both 2000 an ose from 2005. In 2005, significanty more

2005 had been working in their profession for 20 Orrespondents participated i'n in-compgny ‘“’?‘"?‘”g (fo
more years (70% and 78%, respectively) general subjects), and online education/trainirghb
' ' in-company and outside sources) when compared

A profile of the personal factors of the 539

Journal of Business and Training Education 3
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with respondents in 2000. For both years, the ritgjor 1 = In-company _training (technology)
of respondents (95%) indicated they participate i = Off-site training (technology)
education/training  on  their own initiative. 3 = Off-site training (general subjects)
Significantly more respondents in 2005, as compared ~ Icr:1-<|:|0mpany training (general subjects)
to 2000, indicated their participation in 2~ <O €9€ courses

d tion/traini ired by thei 6 = Online training (in-company)
education/training was required by their company; _ qnjine training (outside source)
For professional development, over ninety percént o
the respondents frqm 'both 2000 and 2005 (93% andignificant at the .01 level.
98% respectively) indicated they attend conferences

yearly. (See Table 2.) Comparison Between Administrative

Professionals’ Participation in Continuing
Table 2 Education/Training in 2000 and 2005 Based on
Comparison of Administrative Professionals’ Age

Continuing Education/Training Participation Between
2000 and 2005

Research question two identified any differences

2000 2005 _ between administrative professionals’ age and
_ Valid Valid Chi- participation levels in continuing education/traigi
Question  Percent  Percent Square df  p between 2000 and 2005. This analysis resulted in

three areas of significant differences. In 2005,
significantly more respondents in the over 50 age
range continued their education/training during the

Have you continued your
education/training during the last 5

years? (N=539)  (N=570) past five years when compared with respondents aged
Yes 96.1 97.7 24 1 119 over 50 in the 2000 study. Significantly more
No 3.9 213 respondents in the 40-50 age range and the 50 and
over age range from the 2005 data indicated that
If yes, what type(s)? participation in education/training was required by
(N=518)  (N=552) their company, when compared with 2000 data.
1 70.1 72.7 09 1 .343  These comparisons are found in Table 3.
2 62.2 49.1 18.5 1 .000*
3 51.2 57.3 4.1 1 .043
4 41.9 56.5 22.9 1 .000*
5 39.0 30.6 8.3 1 .005*
6 22.2 36.8 274 1 .000*
7 14.5 27.5 27.3 1 .000*

Was this taken on your initiative?
(N=518) (N=555)
Yes 94.6 95.0
No 5.4 5.0 0.1 1 791

Was it required by your employer?
(N=518) (N=551)
Yes 29.5 40.8
No 70.5 59.2 149 1 .000*
Do you attend yearly conferences?
(N=539) (N=561)
Yes 93.1 98.4
No 6.9 1.6 14 1 237

Note.? Key to type of education/training:

Journal of Business and Training Education 4
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Table 3

Comparison Between Administrative Professionals’
Participation in Continuing Education/Training i6a and
2005 Based on Age

2000 2005
Valid Valid Chi-
Question Percent  Percent Square _df p

Have you continued your
education/training during the
last 5 years?

<40 96.4 92.2 15 1 .225
40-50 97.5 97.9 0.8 1 .390
>50 94.6 99.0 8.9 1 .003*
Was this taken on your own
initiative?
<40 93.5 98.3 1.9 .169
40-50 959 94.7 0.3 574
>50 94.3 94.7 0.1 .822
Was it required by your
employer?
<40 36.4 35.1 0.0 1 .863
40-50 24.7 41.7 12.4 1 .000*
>50 29.9 41.2 6.0 1 .014*
Do you attend yearly
conferences?
<40 87.4 90.5 0.4 1 539
40-50 95.0 94.7 0.0 1 .886
>50 94.6 95.7 0.4 1 553

*Significant at the .01 level.

Comparison Between Administrative
Professionals’ Participation in Continuing
Education/Training in 2000 and 2005 Based on
Level of Educational Attainment

Research question three identified any differences associates

in administrative professionals’
continuing  education/training

participation
and

this same level of education. This difference isvamh
in Table 4.

Table 4

Comparison Between Administrative Professionals’
Participation in Continuing Education/Training i@dD and
2005 Based on Level of Educational Attainment

educational

2000 2005
Valid Valid Chi-
Question  Percent Percent Square df p
Have you continued your
education/training during the
last 5 years?
HS/Cert./
College 96.7 98.4 1.7 1 .199
Courses
Associates  96.6 97.0 01 1 .827
Bachelors/ g4 1 976 20 1 .162
Masters
Was this taken on your own initiative?
HS/Cert./
College 94.8 95.0 00 1 .937
Courses
Associates 93.6 94.6 01 1 728
Bachelors/ o5 4 959 00 1  .855
Masters
Was it required by your employer?
HS/Cert./
College 29.6 42.8 98 1 .002*
Courses
Associates  29.3 35.4 12 1 .283
Bachelors/ 597 418 37 1 .055
Masters
Do you attend yearly conferences?
HS/Cert./
College 94.2 95.4 04 1 .539
Courses
93.1 94.7 03 1 .581
Bachelors/ g1 5 935 04 1 549
Masters

attainment between 2000 and 2005. This analysiSignificant at the .01 level.

resulted in one area of significant difference20®5,
respondents who indicated that their

highesComparison Between Administrative

educational level of attainment was a high schodProfessionals’ Participation in Continuing

diploma, certification,
reported that their participation in educationfinag

was due to a requirement by their company,
significantly more than respondents from 2000 wit

Journal of Business and Training Education
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or some college coursesEducation/Training in 2000 and 2005 Based on

Years of Work Experience

Research question four documented

any
differences between administrative professionals’



years of work experience and participation in Conclusions and Implications
continuing education/training between 2000 and National findings from the U.S. Department of

2005. There were two areas of significant diffeemnc . :
N ) . Education found that 46 percent of adults partieiga
Significantly more respondents in 2005 with 20 £ 2 in various types of formal education between 2000

years of work experience or more than 25 years q nd 2001 (Kwang, Hagedorn, Wiliamson, &

work experience indicated that participation mChapman, 2004). By comparison, the current study

educationftraining was req_uwed by their compary, & 45 that over ninety-five percent of administvati
compared to respondents in these categories frem t rofessionals were involved with job-related

2000 data. These comparisons are found in Table 5. continued education/training in the years of 2000 a

2005 (96% and 97% respectively). The value of
Table 5 . : ) .

conducting a follow-up study with this group assist
Comparison Between Administrative Professionals’ business and training educators as they plan course
Participation in Continuing Education/Training in offerings. The following conclusions and implicaitso
2000 and 2005 Based on Years of Work Experience are provided in light of this objective.

2000 5005 Research question one was asked to identify any
valid valid Chi- differences  in  administrative  professionals’
Question Percent Percent Square df p continuing education/training participation between
2000 and 2005. As in 2000, the vast majority
Have you continued your (approximately 96% and 98%, respectively) of
education/training during the administrative professionals are participating in
last 5 years? education and training opportunities, are doingso
<20 97.3 96.8 01 1 .799  their own initiative, and typically attend yearly
52525 gg'z ggg'g ;g 11 '5271 conferences for professional developmewthen
' ' ' ' comparing the various types of education or trgjnin
Was this taken on your own initiative? more respondents in 2000 were taking off-site
<20 96.5 975 02 1 655 f[ramlng for technology and college courses thmeh'
in 2005. In 2005, more respondents were taking
20-25 94.4 94.5 00 1 .966 online education or training either through their
>25 94.1 95.0 02 1 .669 company or through an outside source than those
from 2000. Although the majority of administrative
Was it required by your employer? professionals are continuing to take responsibitity
<20 29.2 35.6 12 1 267 their continued learning, the requirement by
20-25 28.9 42.3 60 1 014+ e€mployers to take additional education or trairtiag
>25 20 4 413 67 1 .010* risen during the past five years. Business edusator
and trainers should continue to stress the impoetan
Do you attend yearly conferences? for administrative professionals to keep skills and
<20 90.5 97.5 56 1 .018 knowledge up to dateot only for their own benefit,
20-25 93.3 92.8 00 1 .869 but also because more employers are making it a
_>25 95.4 94.7 01 1 .716 requirement. As would be expected, incidences of
*Significant at the .01 level. online education and training have risen during the
past five years. Business educators, trainers, and
Limitations of the Study employers should continue to offer and promote the

i\rz]arious types of education and training availablej
gncourage students and employees to identify which
fype best meets their individual learning styles,
references, and needs.

The research team recognizes that those
attendance at a conference would most likely beemo
receptive to continuing education and training tha
the general population. Therefore, we would expec?
the results to reflect that bias. Research question two compared any differences

in administrative professionals’ age and continuing
education/training participation between 2000 and

Journal of Business and Training Education 6
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2005. It can be concluded that more administrative Recommendations for Future
professionals aged 50 and over are participating in Research

education and training in 2005 than in 2000. Ibals
can be concluded administrative professionals @ th™"
40 and over age range from the 2005 group were
more likely to have participated in education and
training courses due to a requirement by their
employers, when compared to respondents in 2000.
Both business educators and trainers need to be
prepared for the 40 and over aged learners to k& As this study found participation in online
entering their classrooms. learning has increased during the past five years,
further research should identify administrative
professionals’ special needs for participating in
this type of learning.

As this study focused on lifelong learning
practices and administrative professionals’
personal factors between 2000 and 2005, further
research is recommended that would analyze the
lifelong learning practices and administrative
professionals’ company factors

Research question three compared administrative
professionals’ educational attainment and contiguin
education/training participation between 2000 and
2005. The findings revealed administrative 3. This study found that the incidences of employers
professionals whose highest educational level of requiring additional education and training have
attainment was a high school degree, certificate, o  risen over the past five years. Therefore, this
some college courses were more likely in 2005 to study should be replicated in another five years to
report that participation in continuing education o again identify changes in this area.
training was due to a requirement by their employer4
It appears that administrative professionals wheeha
not gone beyond high school, a certificate progmam,
some college courses are more likely than in tist pa
to be required to complete additional training or
education by their employers. Business educators at
the high school level should promote the value of a
college degree and streisat employers will most References
likely require them to continue their education andAIexander, M. W., Bartlett, J. E. II, & Wiggins, ¥.

training. Business educators need to impress upon >0gy) Lifelong learning practices of administvati
students that they are learning foundational pofessionals: The influence of personal factors.
knowledge 6Lr_1|(|1 emphas_iﬁe tO_StUdehntS tEaththeil’ Journal of Business and Training Education, 23-39.
training in skill areas will continue through their . . L
career. Business employers should continue to off&a%k;&g) o;;_.ggrmng. (2005hssociation Management
training opportunities for administrative ’ '

professionals, and actively engage with educationdttick, R. D., Broadfoot, P., & Claxton, G. (2004).

institutions to capitalize on preexisting programs. Developing an effective lifelong learning inventory
The ELLI project Assessment in Education Principles

Research question four compared administrative Policy and Practice11(3), 247-272.

prOffSS.lonalsd yet.arslt Qf. work i prfrlenget andDomeyer, D. (2005). The office of the future présem

ggg(')num% ezggg 'Ion raining pahr 'C'pad'or_] , e Ween world of opportunity for administrative professidaa
an 5.1t appears that administrative  office Pro, 6%6), 12-16.

professionals with 20 or more years of work o

experience are being required to take additiondparcia-Villamisar, D., Wehman, P., & Navarro, M. D.

education or training, which could most likely beed (2002). Changes in the quality of autistic peoplifés

to advances in technZ)Iogy Business educators that v]l/o”rk n SUpp%rted and slhefltered empllo ymerd: A

) . ear follow-up study. Journal of Vocationa

and employers should understand the importance for éehabi”taﬂoﬁ, 17(4);, 309-311.

those with 20 or more years of work experience to _

keep up to date with new technologiesd offer Gorard, S., & Selwyn, N. (2005). Towards a le@rning

. - o . society? The impact of technology on patterns of
education and training opportunities as appropriate participation in lifelong learning. British Journaf

Sociology of Education, 26(1), 71-89.
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MICROCOMPUTER APPLICATIONS |
A POST-SECONDARY MODEL OF SUCCESS
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Margaret Kilcoyne, Northwestern State University
Rick Tarver, Northwestern State University

Abstract

In the fall of 2004, the College of Business atthwestern State University offered a revised edlitib
Computer Information Systems 1800 — Microcompupgiéations I: Introduction to Information Techrgjy.
The revisions were guided partly by results of evpus test given to computer applications studehis were
found generally not to be computer literate andtlyary the need to increase the number of studdinwed to
take the course while reducing the number of fgaudteded to offer the course. The revision incluatiing
technology literacy lecture to the course, decnegshe emphasis on word processing software while
increasing the emphasis on spreadsheet softwagecdtirse continues to be taught primarily by eimgll
students in two large daytime sections. One halefktudents receive the technology literacy kecttom the
instructor on record while the other one half refsoio computer labs for hands-on applications tiagn At
mid-term the students in lecture switch with thiosime labs and the training repeats for each grotipe
students’ grade point average increased from 2.3.200n a four-point scale. The number of sectaffered
declined 53% while the student enrollment increakéb.

Keywords: Business Education, Computer Application, Teaching Computer Applications

exactly what every cloud looks like (Bramble &

_ o Mason, 1985, 271).
Can a microcomputer applications course cover

the topics that college students, especially emgeri There h:_:tve bee_n numerous definitions of the term
freshmen, need to know for their collegiate stuliesCOMPuter literacy in the past two decades. In the
Can this course meet the needs of the institutioh980'S it was defined as being able to write a wisef

(having enough sections to meet student demand wififo9ram or being able to operate one or more
minimal faculty) while delivering the proper Software packages (Parker, 1987). By the 1990's
curriculum? After nine previous versions of CIS @80 €ducators saw another change in the term computer
— Microcomputer Applications I: Introduction to literacy with the advent of computer networking and

Information Technology, the current model offerad b th_e Internet. A compgter literate person was feamil
the College of Business at Northwestern Stawith and used e-mail, the World Wide Web, and
University appears to be meeting the needs of th@teracted with other people at other locationsthie

students as well as the demands from the institutio cOomputer (Higdon, 1995). Capron (1992) defined the
term computer literacy with a three-part definition

Related Literature which included “awareness, knowledge, interaction.”
: . : . . . L. Long and N. Long (1999) stated “in less than a
_Trylng to defl_ne computer literacy is a little I|ke_ generation, computer competency has emerged in
trying to describe the. shape of a cloud. It I%/irtually any career from a nice-to-have skill tgoh-
reasonably easy to say, in general, what a cloadds critical skil.”  To be considered a person who is

is not; but it is difficult, if not impossible toag computer literate, a person would be a confidest us

Introduction
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of computer systems and software; be able to etiliz History
the computer and its software to meet one’s needs
either at home or work; have a grasp for the ctrren

: - Computer Information Systems 1800 -
and future impact of computers on the world an(_j 't%/licrocomputer Applications | began in the fall

Wmester of 1988 as a hands-on course to expose the
Ytudents to word processing and other microcomputer
applications. For the first semester, WordPerfe2t 4
Lotus, and Dbase Ill were taught to the studenterO

decisions about the selection and purchase
computer hardware and software; and, finally, He ab
to talk intelligently about computers (Long, L, &

‘I‘_ong, N 1999). In bill H.R. 3592, known as ,t,hethe next 17 years the software evolved through the
Educatlon_ for the_ 21 Century (E'Zl_) ACL’ various WordPerfect versions (especially the
computer I|tefr.acy skills are defined as _'nfqrmat'pn‘blessed” 5.1 version), several versions of Lotod a
gathering, critical analysis, and communicationhwit its successors. Database software was eventually
the latest technology (The Orator, 2005). dropped from the curriculum as the course became
Computers are here to stay. The explosion ofhe campus wide microcomputer course in 1989. In
technology and the abundance of accessiblhe mid 90’s, Microsoft's Word and Excel were
computers in every phase of a person’s life havdema incorporated into the curriculum and are still lgein
it a necessity for everyone to be computer literateised (Office 2003). Hardware evolved from dual 5.25
(Wolfe, 1992; Reid, 1997; Higdon, 1995). In ortier inch floppy drives, to hard drives with 3.5 inch
prepare students with the technological knowledgdloppies and from 8088 processors to the P4’s of
skills, and abilities necessary to be a productivéoday. One 1994 edition of the course attempted to
member of the world of work, educators must be ablgtilize a training CD to let the students teach
to determine the computer literacy competenciethemselves word processing and spreadsheet usage. |
students already possess. Currently only nin@statwas too early for video CD’s, and most studentdctou
have some form of computer literacy requirement fonot teach themselves, so it was mostly a disaster f
secondary graduation requirements. New Jersdpat semester. As the needs of the students have
requires it to be integrated into the curriculumda changed along with the software, the course has
North Carolina requires that computer literacy beevolved and will probably continue to do so,
demonstrated in order to graduate (University oflepending on what students need when they enroll in
Minnesota, 2005). the course.

An integral part of computer literacy ever sinceth  In the fall 2001 semester, a pre-test was
1980's has been the mastery of software applicatioddministered to students enrolled in an introdyctor
packages. Learning application packages in Mictosofomputer course to determine their computer literac
Office Suite is considered a “bare minimumlevel. The researchers developed a test consisfing
expectation today” (Des Moines Business Recordnultiple choice, true/false questions and a seoies
Online, 2005). Hansen and Hansen (2005) wittsix computer applications assignments. Results
Quintessential Skills present a sample job bukentp indicated that the students enrolling in the beigign
as ‘“computer-literate performer with extensivecomputer course were not computer literate. Only
software proficiency covering wide variety of 14.9% of the students scored 70% or better on the
applications.” objective and hands-on tests. Another consideration
e students’ computer literacy level is the fdwitt
ore and more each year, computer literacy courses
are being dropped from the high school curriculum o

) . ushed to earlier grades so it is possible thatyman
literacy (Landgraff, 2005). That is, as technolog students have ngt been exposped to “cor%/:)nuter

provides more and more access to information, e

especially through the Internet, students needeto ?I)’Iteracy In more than 3 or 4 years.

able to select which information is correct, usgéud Using the results of the test, the researchers

appropriate. initiated plans to “adjust” CIS 1800. From 199¢he
implementation of the current model, the course was
strictly a hands-on word processing and spreadsheet

. . t
The recent trend with computer literacy seems tharE
it is evolving into “technology” literacy, what
Educational Testing Service is call the “fourth’slza
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applications course, which was taught in computeone half attending the hands-on application portion
labs that limited the enroliment to 24 students foup to 24 students to each lab room. At midtermsého
each section. To meet the student demands durigg thn the lecture portion would go to the labs whitese
time period, the College of Business had to offghte  in the labs would report to the lecture classro(®ee

or more sections each semester (requiring thEigure 1.)

equivalent requirement of 2 faculty plus adjuncts),

with all sections being full very early in the pre-Figure 1

registration period each semester. Using the esiilt ;

the literacy tests, the authors made major adjussne Computer Information Systems 1800
to the curriculum of the course. The first was tlol a
“technology literacy” lecture to ensure that all
College of Business students are at least expased t
the current computer and technology trends. The
second adjustment was to reduce the time spent on
word processing and increase the time spent on
spreadsheets. The students scored 70% on the test’
word processing problems, but only 28% on the
spreadsheet problems. The final adjustment was to
add “Introduction to Information Technology” to the
course title.

Northwestern State University
Semester Model

General Design and Implementation

In January, 2004, it was decided to reduce the
number of sections offered each semester to five
sections. There were to be two large sections of 96
students in each, two night sections with 24 sttglen
in each, and finally, one Internet section limited24
students. The two large sections of 96 students wer
scheduled into the College of Business's largest
classroom which had a 170 seating capacity. The plarhe Course Enrollment
for these large sections was to have one faculty

member, the lead instructor, deliver the “inforroati _
literacy” lecture section of the course and betarge  Offérs a program called Freshmen Connection for

of the whole course, that is being the “teacher optudents who will be entering the university in fag
record.” For the hands-on, lab section of the aaurs semester. At this time students are registerechéy t
two graduate students or adjunct instructors were tdepartment or college for the classes they will be
be hired. Several graduate students in the uriiyars t@king during the fall semester. Since all major¢ne
Educational Technology Masters Program an(pollege of Business are requw_ed to take CIS 1800,
prospective adjuncts were interviewed. One graduaf@® first 96 students attending the College of
student and one retired secondary business edncatigUSNess’s Freshmen Connection were put into the
teacher were hired to deliver the hands-on porsion 91N section (1~ 2:15p.m. Mondays & Wednesdays).
the model. The two large sections were to be afferefter the first section was full, others were efedlin

on Monday and Wednesday afternoons at the 1:060€ 02N section (2:30 — 3:45p.m. Mondays &
2:15p.m. and 2:30-3:45p.m. time slots. Therefdre, t Weédnesdays). While section 01N was reserved for
class period would be 75 minutes long, giving thentering freshm(_an, any student could register fier t
hands-on courses enough time to cover require92N section. This was done for both the fall of 200
topics in depth. and 2005.

The course was to be divided into two Before the first fall class meeting, the 96 student

approximately seven-to-eight-week periods with ond? €ach of the two sections were randomly selected
half of the students attending the lecture poriod ~2nd putinto four different groups of 24 studerdste

Each summer Northwestern State University
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— Group A, B, C and D, respectively. Group A and-  Discuss the personal, social, and ethical issues
Group B of each section were assigned to two currently involved in working with computer
different computer labs. Each of these groups spent systems.

seven to eight weeks learning hands-on
microcomputer applications covering Microsoft's
Word, Excel, and PowerPoint.

These objectives were created through interaction
with the instructors of the course, results of pre-
testings, several different versions of textbookedu

On the first day of class, Group A & Group Bin last 10 years, and recommendations from the

students were directed to their individual labs levhi Association of Information Technology Professionals
Group C and Group D students stayed in the lecture

classroom and received lecture on a variety of  Information Literacy Lecture Section

subjects such as computer systems, COMPUter g stated earlier, the class “time frame” was set a

hardware, definitions and communication (S5 minytes in order to provide sufficient time tover
Information Literacy Lecture Section below). At e required topics for the hands-on application

midterm, the students in the lecture section of they,qents. For instructors familiar with the attenti
course rotated with those in the hands-on secfiba. span of many of today's students, this time frame
students in the labs began reporting to the lectur§oseq a definite problem for the lecture students.

room. Those starting the hands-on section of thgie appropriate for students actively engaged in

course were givgn a new hands-.on production pretegtngs-on activities, it was, to say the leastraggte
at that time, while those attending the lectures®la 5 maijntain student interest and attention. This

were given a new objective pre-test. required many hours for planning and preparing the

For spring of 2005 and 2006, CIS 1800 wagnaterials deemed important. The lead instructor had
limited to 48 students each for the two sectionthwi worked with online courses for many years and used
24 students being placed in Group A & Group Bthe available technology in presenting the material
respectively. Group A in each section was senhéo t The Internet section was completely online, soasw
lab first, with Group B assigned to the lecturetisec ~ €asy to use the Course Management Program,
Any students needing or wanting CIS 1800 couldBlackboard, in enhancing the traditional sections.

enroll in either section. The first step was to review the many computer

concepts textbooks available and select the most
appropriate. Succeeding with Technology (Computer
CIS 1800—Microcomputer Applications | has the System Concepts for Real Lifey Ralph Stair and
following general objectives: Kenneth Baldauf was chosen. All twelve chapters of
Prepare students for advanced level instruction inthe text are included n the Ie_cture with main
business related Courses emphasis on the following topics: Why Study

' Computers, Hardware and Software, the Internet,
Introduce/enhance student knowledge of word Networks and Database Systems, E-Commerce, and
processing (Word), spreadsheets (Excel), and  Societal and Ethical Issues.
presentations (PowerPoint).

Course Objectives

Since the lecture segment was approximately eight
Develop understanding of the Internet and its ~ weeks in length, the twelve chapters were presented
relation to computer issues. in three modules covering four chapters each.
Students were required to read the chapters and
review the instructor notes provided by the authors
Additionally, students had available PowerPoint
Develop understanding of computer systems andpPresentations and special assignments createdeby th
their components. instructor. A chapter review, presented at the
_ conclusion of the chapter, was also recommended for
_Introducg students to the International aspects of t,dents as a way to reinforce their reading offatie
information technology and the global chapter content. Each chapter presented “Test
relationships created. Yourself,” a set of important questions relatedhe
chapter learning objectives. Students were requoed

Introduce students to the basics of hardware and
software.
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utilize their word processing skills by typing eachinternet problems was administered to #iedents.
guestion and answer and submitting their work. The remainder of the 14 class sessions were assill

The textbook provided the usual test banks, whichWord Processing
were uploaded into Blackboard. From those, the
instructor developed Chapter Study Labs, whic
included practice quizzes. Students were present

fifty multiple-choice questions for each chapter, .
which meant there were 200 questions for eac tudents scored 70% and 82%, respectively. .(See
able 1.) However, few were able to type the given

module. While these study labs were worth no pointsﬁysiness letter correctly. Eight assianments were
students were strongly encouraged to complete the dy. Elght . gnmel
Wosen to be covered in this section: modified lbloc

since the module exam would be taken from that banletter block letter.  interoffice  memorandums

of questions. resumes, tables, flyers, merging, and leftbound
A typical lecture included a brief overview of what reports. An extra assignment was designed to help
students should be studying and a PowerPoinheet the AACSB international component as well as
presentation that hit only the high points. Studentto reinforce report competency; students were
were reminded that they had the PowerPointsequired to create a three-to-four-page leftbound
available as part of the Blackboard study packhge t report on business practices of a chosen foreign
they could view at their own pace. Additionally, country. These assignments were printed in the
students were presented special assignments thatndatory workbook that each student purchased.
could be completed in class, as well as unannouncéthree class meetings were devoted to the
review quizzes. These could be a set of key wordgssignments, with a fourth class meeting for their
phrases, and statements that required studentseko s word processing production test.
definitions from their textbook. While there are
currently no “group projects,” lecture students areTable 1

The pre-test of 2001 and the pre-test given in the
all of 2004 showed that students taking CIS 1800
ave good word processing technical skills. The

encouraged to work in teams. Pre-Test Scores Fall 2001 and 2004

At the conclusion of the semester, a
comprehensive final exam was given. This exam Objective Word Internet Email Spread-
included the information covered in the lecture Test Processing sheet
section as well as the hands-on section. Once agaiz001 62% 70% 88% n/a 28%
students had available study materials such as kepo4 52% 82% 92% 88% 26%

words, phrases, and statements, study labs, aed.not
For the final all students, lecture and hands-onkt <SPreadsheet
the exam on the designated exam date. With 90 plus The pre-tests confirmed what was suspected by the
students and one instructor, testing security is astructors of the course in that students had poor
ongoing concern. spreadsheet skills before taking the class. Thesesc
L . only 28% in 2001 and 26% in 2004. Because of these
Applications Section low scores, seven class sessions were allocateg to
For the new course design, the application sectioteaching of Excel with the last class period foe th
was divided into three training units: word spreadsheet production test. To supplement the
processing, spreadsheet and presentation graphitgaching, a bookMicrosoft Office Excel 200dy
Microsoft’'s Office 2003 was used in the labs as thdredings & Werner (published by Course
software. The hands-ontraining consisted of 15sclasl echnology) was chosen. The book is relatively shor
meetings, 75 minutes each. At the first class mgeti with step-by-step illustrations. The students are
in fall of 2004, all students reported to the mainrequired to work through the entire book with the
lecture classroom. At that time they were dividebi exception of the Macro unit.
the different groups with the application groups&go : :
to their respective lab rooms. On the second day \1J=f>resentat|on Graphics
class for the fall 2004 semester only, a pre-test As more and more courses require the students to
consisting of word processing, spreadsheet, emdil a make presentations to the class or professor,
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presentation graphics software has become extremdiy deliver the course, giving much needed stabitity

popular. Microsoft's PowerPoint is introduced andthe implementation of the model. While the model

covered in two lab class sessions. The PowerPoinmtill still require some minor changes as the neafds

assignments are printed in the workbook. the students and administration change, the authors
are satisfied that they have developed a successful

Workbook model with CIS 1800 Microcomputer Applications I

In 1995, the authors developed a workbook withntroduction to Information Technology.

examples of proper business documents and reports

and several comprehensive spreadsheet problems.

The workbook was sold through the local bookstores®ramble, W., & Mason, E. (1985). Computers in sd{po

For the fall of 2004, there were 15 pages dedictded  271). New York: McGraw-Hill.

word processing, 15 pages for spreadsheet, and &apron, H. L. (1992). The ongoing revolution.sé&stials of

pages for presentation graphics. The book wasegatint  computing(p. 7). New York: The Benjamin/Cummings

by the College of Business's chapter of Business Publishing Company.

Professionals of America, which sells the book as ges Moines Business Record Online (2005, Aprilap

fundraiser to the local bookstores for resale t® th offers go to those with classic skills. Retrievedrbh 9,
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Abstract

Training programs and departments continue to lvatsdzed and held accountable to realize returns o
training investment. This exploratory study exarmitiee evaluation processes, evaluation tools, antllpms
of evaluating training programs experienced by fmedium-sized industries. Through interviews arikrg of
evaluation documents, data were collected from @wuthe-job training programs. The examined orgatians
evaluate mainly the participants’ reaction and leing. Very little to nothing is done to evaluatén@eior or
calculate return on investment. Development ofietan instruments and analysis of evaluation dataie
among problems cited by trainers.

Keywords: Evaluation, Training, Programs, Medium-Si  zed, Organizations

when economic realities force difficult decisions o
how organizational budgets should be allocated
Evaluation of training is a systematic process tQGrove & Ostroff, 1990). The importance of
prOVide feedback useful to correct errors or alkow eva|ua_ting training programs is clear. Annua”y,

organization to learn from its experiences (O'Canno grganizations in the US spend $30 billion on tradni

Bronner, & Delaney, 1996). According to Phillips programs and about 10 % of that expenditure on
(1997), evaluation is generally undertaken to ipro eyaluation (Magdy, 1999). However, the extent to
the Human Resources Development (HRD) processggich medium-sized organizations that often lack

and for the following specific purposes: determingesources and expertise evaluate training programs
success in accomplishing program objectives; ifélenti remains unclear.

strengths and weaknesses in the HRD process; decide _
who should participate in future programs; test the Se€veral models, taxonomies, or frameworks for
clarity and validity of tests; identify successful €valuating training exist. Among these are

participants; and gather data for marketing futurddirkpatrick, Kaufmann, CIRO, CIPP, a1nd Phillips.
programs. According to Phillips (1997), Kirkpatrick's moded i

widely used. In 1997, the American Society of
Evaluating training is critical for a number of eth Training and Development (ASTD) found 67 % of
reasons: (a) without evaluation, organizations e grganizations surveyed using the model for evaigati
reliable way of knowing whether money spent onraining programs (Association of Training and
training is being put to good use (Ostroff, 199b);  Development, 1997). The model has four levels:
evaluation proves worthiness of training programseaction, learning, behavior, and results.

(Jackson, 1989); (c) evaluation shows the benefits Respectively, the levels in the model measure
training in terms of cost; and (d) evaluation igfus

Introduction
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customer satisfaction, whether participants havéraining have  shifted  dramatically.  Many
acquired knowledge and/or increased skills, belavicmrganizations are scrutinizing their training peogs
changes, and impact of training on organizationahnd holding trainers more accountable to justify th
results (Kirkpatrick, 1987). An organization’s tmaig  cost of training to ROI (return on investment) and
results may include changes on aspects targeted byerall impact of training to the organization (Brq

the training such as reduction or increase in ard&l 2001). Despite current expectations to increase
or sales. All four levels of the model are impottan evaluation of training programs at higher levelanm
but the higher levels provide more valuableorganizations provide insufficient budgets thatssau
information to organizations (Wilson, 2004). Inpoor or inadequate evaluation (McEvoy & Buller,
general, the evaluation model is more difficult andl990) and continue to focus on reaction evaluation,
time-consuming as one moves to higher levels (Vane., evaluating satisfaction of participants tainmng

der Klink & Streumer, 2002), explaining why very events Al-Athari & Zairi, 2002). Such evaluation
few organizations using this model evaluate atlldve procedures often yield the least relevant inforomati
(Al-Athari & Zairi, 2002). One reason for the lack of for the organizations (Wilson, 2004), and are
evaluation at Kirkpatrick’s higher levels is thattherefore inadequate. Effective training program
behavior on the job and organizational returns (foevaluation is hampered by the absence of an
example, an increase in sales) are influenced bgvaluation cookbook (Nichols, 2000), inadequate
several factors, making it difficult to determineet budgets (Gale, 2001), and lack of knowledge on what
extent to which training contributed to both theseand how to evaluate (Mann, 1996). Given the
levels of effectivenessvén der Klink and Streumer, expectations by organizations on trainers and tdck
2002). evaluation skills by trainers, establishing therent

. valuation practices and extent to which orgaroreti
Some common evaluation models or frameworkgvaluate tr;finin i< crucial 9
evaluate characteristics similar to those evaluated 9 '

Kirkp_atrick’s modgl _ while others in(_:o_r_porate The problem, purpose and objectives
additional characteristics to the model. Phillifise- o
level framework is related to Kirkpatrick's modeich As training departments are held accountable to

is gaining acceptance. This framework adds a fiftlgnsure organizations get a sufficient return on
level, return on investment (ROI), to Kirkpatrick's investment, evaluation has become an integralgdart
model (Phillips, 1997). Kaufman's five-level training programs (Eseryel, 2002). In times of
framework also expands on Kirkpatrick's model;€conomic hardships, many training departments have
level one includes the availability and quality ofto prove their worth; the training departments nteed
human, financial and physical resources input, and Provide valid evidence of training's impact on thei
level five that looks beyond the organization te th organization's bottom line (Brinkerhoff, 2006). But
society and the surrounding environment (Phillipsdespite the importance placed on evaluation, ecilen
1997). The CIRO (context, inputs, reactions, andndicates that evaluations of training programs are
outcomes) and CIPP (context, input, process an@ften inconsistent (Holcomb, 1993), and that many
product) are two other common and similar model§ocus on satisfaction with training events that sloe
for evaluating training. In the CIRO model, contextnot provide information really needed by the bustne
focuses on current operational context to determin@Vilson, 2004). Furthermore, a number of trainess d
training needs and objectives, while input evalsiateNot know what to evaluate and how to evaluate
training resources (Cooper, 1997). Reaction, like i(Mann, 1996), thus negatively affecting evaluatosn
Kirkpatrick’'s model, measures customer satisfagtiontraining. For the small to medium-sized organizasio
while outcomes focus on improvement of subsequerfiat do not often have the human resource
training. In the CIPP model, the context and irgmet development expertise, infrastructure and general
the same as in the CIRO model, while the proceds ariesources which larger organizations more freqyentl
product provide feedback on the implementation, an@nioy (Hill & Stewart, 2000), the lack of resources

interpretation of the results, respectively (Cogperand expertise to train and evaluate programs may
1997). mean that very little or no evaluation of trainiigy

_ being done. Small to medium-sized organizations
Given the large sums of money spent by U.Spake vital contributions to the economy. For
companies annually on training, expectations on
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instance, in the manufacturing sector, about 99% gdersonnel, and analysis of evaluation instruments
the nation's manufacturers are small to mediundsizeused by the training departments. Respondents were
they account for more than half of the total vatiie asked questions on the evaluation process, toots, a
U.S. production; and they employ nearly 12 milliontraining evaluation problems encountered withirirthe
people (that is, more than two-thirds of all U.S.organizations. Methodological triangulation, thes us
manufacturing employment) (National Institute ofof multiple qualitative and/or quantitative methdds
Standards and Technology, 2003). Given such study the same phenomenon (Guinon, 2002) was used
substantial contribution to the economy and the&ch to ensure accuracy of the data (Denzin, 1984)hik t

to develop qualified workforce, the extent to whichstudy, data were collected through interviews and
the medium-sized organizations providing in-housenalysis of evaluation documents.

training measure the worthiness of their training o

programs would be of concern. Findings

The purpose of this study was to investigate the Data were collected from a non-random sample of
extent to which medium-sized organizations evaluatéur organizations; therefore, the reader is caetb
training programs. The study addressed four specifivhen generalizing the results to other medium-sized

questions: organizations.
1. Do the medium-sized organizations evaluate their DO the organizations evaluate training programs?
training programs? Three of the four organizations evaluated most of
2. What is the process of evaluating training in the their training programs; however, they differedtbe
selected organizations? levels at which the evaluations were conducted. The
_ financial institution was the only organization ttliéd
3. What evaluation tools are used to evaluate not conduct formal evaluation on any training
training? program (see Table 1). Commenting on the lack of
4. What problems do trainers encounter when evaluation, the trainer for the financial institnrti
evaluating training programs? said, “I don’'t evaluate training because it's not
important. So | don’t pay much attention to thatehie
Method The authors did not establish whether the trairer h

The exploratory qualitative study collected data{:];n;g”s to evaluate or did not care to evaluate

through case studies of four training departments i
four medium-sized organizations: a financial What is the process of evaluating training?
institution, a healthcare provider, a stationery The
distributor, and a plastic film manufacturer incavt

in Indiana. The mid-sized business organizationgwe
selected based on the IT Business Edge (200
classification: small organizations (1-99 employees

mid-sized organizations (100-999 employees), larg enerally, a one-page evaluation form was completed
organizations  (1,000-4,999 — employees), an%tthe end of a training session. The trainerevesd

three organizations evaluated training
programs using Kirkpatrick's model and various
éi/ols. In all cases, the trainers conducted the
aluations. At the stationery distributor, the
valuation process varied with the training program

enterprise-class organizations of 5,000 or mor e information, but according to one trainer, “the

employees. Seven private companies met the Critermformation has not been used to make anv chaoaes t
for mid-sized organizations, but three of them out;[ . y y g
sourced training. Each selected private company wagning programs.

among the largest employers in the city. The For many training programs at the plastic
organizations participating in the study had seteara manufacturer, the evaluation process involves takin
training departments that conduct in-house training an oral test and a proficiency test after the hamds

aining. The proficiency tests are given each fiay

The case study approach, an appropriate methoﬁ1 -
allowed researchers to focus on “insight, discoyvery ree to four more days after the training to easur

and interpretation rather than hypothesis testingemployees have mastered the skills. Employees

(Merriam, 1988, p.10). Data were collected throughzgz\i’;g]r?al t?zi]cll](;:]en(:les are required to undergo
telephone, face-to-face interviews of training 9
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Table 1.
Evaluation Levels and Tools Used by Mid-Size Orgations to Evaluate Training

Organization Evaluate or Not? E valuation Levels Tools/Techniques Used

Stationery Distributor Yes Level 1 Reaction

Surveys/Questionnaires

Level 2 Written Tests

Level 3 Job Performance
Evaluations
Plastic Manufacturer Yes Level 1 Reaction Surveys/
Questionnaires

Level 2 Interviews
Financial Institution No None None
Healthcare Provider Yes Level 1 Reaction Surveys/
Questionnaires

Level 2 Written/Oral Tests,
Presentations/Demonstrations

Simulations
Level 3 Performance Appraisals

Behavior Checklists

While the training department for the financial Both departments conduct generic evaluations
institution does not evaluate any of its training  of their programs. Employees taking education
programs, the healthcare provider evaluates all courses take written tests, perform practical
education and training programs. The training démonstrations, and use simulations to
department for the healthcare provider offers ceairs ggmggfglﬁteopﬁgzgﬁg i?]k'gz dﬁigne::)pfﬁes"éngrr
in supervision, and time and conflict managemest. | and pencil evaluations’they complete.
education department concentrates on health-related

content. Commenting on the evaluation of training The reaction evaluation conducted by the
programs, the director of training said: healthcare provider focuses on the presentation

techniques, content, facilities, training schedualed
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suggestions for improving training programs.evaluation instruments was seen in the actual gurve
Supervisors in the various departments evaluat®ols being used.

behavior through performance appraisals, but no

feedback is given to the trainers on how well or Conclusion and Recommendations

poorly the employees are doing. The clinical The procedures for evaluating training compared

educators use written and skill tests to identifly a in this study originated from a convenience sanople

deficiencies in trainees. four different organizations in different indussie
What evaluation tools are used? The organizations conducted on-the-job training

programs, but differed on the extent of evaluation,

The three organizations used paper and pencllaiuation processes, and evaluation tools useith W
surveys to evaluate trainees’ reactions, but thesis o exception of the healthcare provider, the
varied in detail. For example, the one used by thgyayation processes at the two other organizations

healthcare provider had Likert-type questions withyere generic and covered mainly levels one and two
open and closed-ended questions. The evaluatigp Kirkpatrick’s model.

instrument used by the plastic manufacturer reduire o _
trainees to rate the effectiveness of the instructo ~ The training departments were concerned with the
overall organization of training program, and thePoor level of financial support. While insufficient
extent to which the knowledge gained was applicabléinancial support interferes with the quality aditring

to the work setting. The instrument also requiredrograms, it is a source for poor or inadequate
trainees to highlight the program strengths an@valuations. Therefore, organizations expecting
weakness, and provide suggestions for improvemerf#f2ining programs to have a meaningful impact canno
In addition to reaction surveys, the p|asticafford to ignore the insufficient budget concermsl a
manufacturer assessed employees’ learning througiould commit adequate resources to training and
oral tests (multiple choice, filling in the blankand €valuation.

open-ended questions). Proficiency tests also were The real information needed by organizations may
used to evaluate learning, while behavior waggt pe established without conducting proper trajni

evaluated using a behavior checklist. evaluation. Therefore, trainers need to design
What problems are encountered in evaluatinggvaluation instruments that gather information on
training programs? aspects that affect a training program. Evaluating

] ) . training at Kirkpatrick’s level one is common, libits

Lack of time, resources, knowledge in developingeye| alone does not provide adequate information.
evaluation instruments, and expertise t0 analyZgyher techniques to measure learning, performance o
evaluation data were identified as problems Withhe joh and organization results should be used. A
evaluating fraining programs. For example,gq0d example of an evaluation survey can be viewed
healthcare trainers indicated that there was;.
insufficient time for both training and evaluation. pn./ammw.businessballs.com/trainingevaluationgool
They also reported that there were t00 manyydt This site contains tools for evaluating reag,
employees requiring training. key learning objectives, an action plan-templatd an

Small budgets for the training departments werdnstruction, and templates for reaction surveysewh
identified as another challenge. All the organizmasi appropriate, supervisors evaluating behavior need t
reported inadequate resources for the traininghare the information with trainers. Unfortunately
departments, causing them to concentrate on tgainirost organizations do not have such a feedback
and ignore evaluation. Another problem identifigd b mechanism.
the trainers and also cited by ASTD (1997) was The trainers in this study expressed lack of
determining the impact of training on financial expertise in evaluating training programs and
performance The trainers also expressed lack Ofgnaivzing evaluation data; therefore, training is
knowledge in developing instruments to colleCtheeded in conducting effective evaluations. One
evaluation data and ignorance about interpretindq,,rce of help is through collaborative efforts hwit

evaluation data. Evidence of the poorly designeghcql colleges or universities. Students majoring i
training and development on internships or indabktri
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attachments can help with training and evaluatingT Business Edge, (2006, February 15). Survey shows
training programs. Such an opportunity can provide oOrganization size may matter in ITIL adoption.
students a chance to apply the acquired classroom Retrieved July 8, 2006 from _
knowledge and skills. http://www.itbusinessedge.com/item/?ci=12478

With so much debate on effectiveness 01,]ackson,T. (1989Evaluation.London: Kogan Page.

evaluation strategies, a carefully designed eviainat Kearns, P., & Miller, T. (1996Measuring the impact of
plan that utilizes several tools may vyield greater training and development on the bottom Jiiechnical
results for an organization. To assist trainershwit ~Communication Publishing.

proper training eve_xluation tech_niques, more studiegirkpatrick, D. L. (1987)Evaluating training programs:
highlighting effective evaluation processes and The four level§2™ ed.) San Francisco, CA: Berrett-

evaluation tools are recommended.
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Cross-cultural Training in Business Communication C lasses:
An Experiment in Cross-cultural Learning

Peter W. Cardon, University of South Carolina

Abstract

This article describes an experiment in cross-ealttraining in business communication courses oBef
completing an assessment of cross-cultural effeeéiss, one group of students received no trainmp a
another group was provided with a three-hour, mireethod approach to training. Students with croskucal
training were more likely to recommend learning mabout a foreign culture, correctly attribute reas for
foreign cultural behavior, and recommend actiorst tre compatible with a foreign business cult8tidents
with cross-cultural training were less likely tacimrrectly attribute reasons for foreign culturaltmevior. Each
of these changes had moderate to relatively stedfegts. This experiment examined students’ abdigchieve
basic intercultural skills. It is recommended timbrder to gain advanced intercultural skills, dants need
training that is significantly longer in time.

Keywords: Cross-cultural training, intercultural co mmunication, business communication

Introduction
Literature Review and Conceptual

Business students and practitioners are Background

increasingly required to possess interculturallskil
Americans increasingly take international work This section provides a brief literature review and
assignments; make international business tripgonceptual background in several areas. First, a
operate in international work teams; communicatelescription of effective cross-cultural adaptatisn
with international colleagues, clients, and supplie provided. Second, a brief review of research abiout
and interact with an increasingly diverse domesg¢ic effectiveness of cross-cultural training is prodde
of employees. As a result, authors of busines$hird, a description of basic opportunities and
communication texts have recognized the need for aghallenges that exist for Americans developing
intercultural skill set and have included sectiahsut intercultural competence is provided. Finally, a
international business communication in textbooksection is provided about the importance of leanin
(e.g., Guffey, 2006; Ober, 2006). Chinese business culture since the experiment

: . .. involved adapting to the Chinese business
This article focuses on how cross-cultural tra'n'ngenvironment

in the business communication class setting can
impact the development of intercultural skills. It Cross-cultural Adaptation

describes an experiment relating to students’ tglii
adapt to the Chinese business culture. While the Abundant research has addressed the factors that

. . . . . are involved in effective cross-cultural adaptation
context of this experiment is in business P

s L : lack & Mendenhall, 1990; Stroh, Black
communication classes, the findings and conclusio ’ i T ’
can be applied to cross-cultural training in prévat endenhall, & Gregersen, 2005). The ability for

industry as well. expatriates to_succeed in mternaﬂongl er_wwonment
can be classified into four dimensions: the self-
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oriented dimension, other-orientated dimensiontraining methods such as simulations (Cardon, 2006;
perceptual dimension, and cultural-toughnesg&owler & Blohm, 2004; Stroh et al, 2005).
dimension (Mendenhall & Oddou, 1985; Stroh et al,

2005). Theself-oriented dimensiomvolves activities who take international work assignments receitke lit

and attributes that serve to strengthen self-esteen) " oo <ol training — only 26% of America

self-confidence, and mental hygiene. For example(:ompanies provide mandatory training (GMAC,

expatriates who can continue enjoyable activities o 004: Stroh et al, 2005). In the scant research tha
gggiblr?ri’en?gcgre iwsor;pliiré?’ ténsut:(sé:a dln%%g?g_ona ddresses the effectiveness of cross-culturalitigain
orier?ted dimension’nvolvesythe abilit t6 develo results are less positive than previously belieaad

y P in many cases ambiguous (Mendenhall, Stahl, Ehnert,

relationships with members of other cultures and t?)ddou Osland. & Kuhlman. 2004: Morris & Robie
have a wilingness to communicate. Therceptual 2001, i_ittrell &' Salas, 200&'3). Sor’ne recent studiés

s e e e Shave eported that cross-cufurl raing s
ffect on performance as measured by failure rates

the reasons for their behaviors. Making correc .
attributions refers to the “cognitive skills thabmote Edmond, 2002) and adjustment (Selmer, 2005).

a correct perception of the host environment [fpmei  Opportunities and Challenges for Americans in
culture] and its social systems” (Black & Mendemhal Cross-cultural Learning

1990, p. 117). Thecultural-toughness dimension
relates to the difficulty level of adapting to
particular culture. Assignments in most Asian,
Middle-Eastern, and African countries are considerereﬂec.ted by recent surveys that show'that 89%. of
the most difficult for Americans to adapt to (GMAC, American teens express interest in traveling

2004; Mendenhall & Oddou, 1985; Stroh et al, 2005).internationally, and 80% are interesting in Ieagr_1in
another language (Mason, 2005). However, despite an

In this paper cross-cultural assessment was buifipparent interest in foreign countries, Americares a
primarily upon the others-oriented dimension arel thgenerally known for their lack of international
perceptual dimension. Since China is one of theemoiknowledge. A frequent barometer of this fact is the
difficult countries for American workers to adapt t American inability to identify the leaders of corties
the cultural-toughness dimension was a given. Tharound the world. For example, a recent surveydoun
self-oriented dimension was not addressed becausettiat few Americans could name the leaders of Canada
involves actually working overseas. (6%), Israel (37%), Russia (40%), and England (51%)
(Carlson, 2003).

Unfortunately, most American businesspersons

Generally, business students express great
enthusiasm for learning about other cultures. This

Cross-cultural Training

. One of the great challenges for Americans in
Research about cross-cult_ural training has founPlearning about other cultures is the geographic
that cross-cultural learning is enhanced as MOM&olation of the United States and the preferemce f

diverse teaching and learning strategies are ubed, using English in business around the world. However

e e e st ATercans have abundant opporniy 1o fear by
' P Xperience about other cultures without traveling.

o ot "l Aroued getveen 221 and 51% of Amencans,depending o
9 egion, interactdaily with non-English speakers

retention .Of concepts. _Kr_wowledge-bas_ed tramm%imply by virtue of where they live and work (Ober,
resources include area briefings, books, videa¥/oan 06)
CD and web-based formats. Final stages in training '

should involve the development of skills through One particular challenge in fostering increased
practice. Interactive language training, case s&ydi interest in business students’ desire to learn tabou
and simulations (such as role plays) are effedbeés  other cultures is increasingly negative feelings by
that can bring foreign concepts alive. Most comeani Americans toward other countries and by members of
provide knowledge-based training. Yet, trainee®ther countries toward the United States. In theeca
remember only about 17% of the material presentedf China, far more Americans (53%) have mainly
in lectures, compared to 85% from more rigorousiegative attitudes toward China than have mainly
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positive attitudes (35%) toward China (PIPA & American business students and businesspersons
Globescan, 2006). Despite the fact that increaginglbecome familiar with Chinese business culture. &€hin
antagonistic feelings are largely related to pwmditi is now the largest trading partner of the Unitealté&}t
events, Americans increasingly view the importanceutside of North America (U. S. Census Bureau,
of international business negatively. For the fiiste  2006). Since 2000 total trade between the United
since 1992, most Americans consider foreign trade &tates and China has increased by over 145% (U.S.
threat, not an opportunity, to the American economyensus Bureau, 2006), and the number of Americans

(Dennis, 2005). traveling to China has increased by 46% (through
_ _ _ 2004) even with post-9/11 downturns in travel to
'(’;:J%ﬂ"rzmce of Learning Chinese Business other regions in the world (CNTO, 2006a, 2006b)

(see Figure 1).
The importance of China as a trading partner of
the United States increasingly necessitates that

Figure 1
Trade with China and Amount of Business Trips tin@h

Total Trade Between China and USA, 2000-2005
Total Number of Trips by Americans to China, 2000-2 004
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Methods communication and was largely based on the
information from the business communications
This section describes the methods used tgxthook used in the course (Ober, 2006). Parhef t
examine the effectiveness of cross-cultural trginin  class was devoted to a 15-minute video presentation
business communication classes and includes thgd students participated in a case study about an
following areas: research questions, interventiod a international business situation. For the secoagscl
sample, instrumentation, and data analysis. the focus was on Chinese business culture. The
instructor, who has three years of work experidnce
China, explained basic principles of Chinese bussine
Research questions were created to addressiture, including a discussion about the imporéanc
whether a short amount of cross-cultural trainingf relationships, personal communication, and
(approximately three hours) would significantly patience. He concluded with several personal
increase the following: decisions to invest in Ghin examples of doing business with the Chinese that
correct attributions of Chinese behaviors, williega  mirrored circumstances in the case. For example, he
to learn more about Chinese culture, and businesfescribed the use of mutual acquaintances to get to
recommendations compatible with Chinese cultureknow people, spending significant amounts of time
The following research questions were addressgd: ($ocializing with business contacts, using faceatef
Will students who have had cross-cultural trainingmeetings rather than written communications to
about China be more likely to make an investmengievelop trust, and spending time with Chinese
decision to expand internationally? (2) Will stutien employees at factories. For the final portion df th
who have had cross-cultural training about China belass period, students were asked to do an in-class
more likely to want to learn more about Chineseassignment and write a short one-page description
culture? (3) Will students who have had cross-caltu about important aspects of doing business in China.
training about China be less likely to make incotre They were referred to the following website:
attributions about Chinese culture? (4) Will studen http://www.executiveplanet.com/business-etiquette
who have had cross-cultural training about China bgChina.html. A variety of methods were employed in
more likely to make correct attributions aboutthe cross-cultural training, including PowerPoint
Chinese culture? (5) Will students who have hagresentations that included lectures and pictures,
cross-cultural training about China be more likely descriptions of genuine cross-cultural conflictsd an
make recommendations that are compatible withelated solutions, a video presentation, a written
Chinese cultural values? assignment about Chinese business culture, anska ca
study that simulated cross-cultural experience.

Research Questions

Intervention and Sample

The sample for this experiment was 96 universipfSSessment

students majoring in management. At the time of the Cross-cultural adaptation was assessed in terms of
experiment, nearly all students were juniors ofsn responses to a case study about cross-cultural
and had completed their foreign languagecommunication in China. The case, entitled “LA
requirements. The 96 students were in four businessilks,” is taken from a special issue 8siness
communication classes. Two classes (53 student§ommunication Quarterlydevoted to case studies
received no cross-cultural training prior to the(Beamer, 1998). The case describes a situation in
intercultural  effectiveness assessment, and tw@hich a silk screening company is contemplating
classes (43 students) received two class periodsiilding a factory in the Shenzhen area in China.
(approximately three hours) of cross-cultural tirggn  Company representatives spend nearly a vyear
prior to the intercultural effectiveness assessment  researching the possibility. During this time they

The cross-cultural training was provided by thegrr"ma”rl]y coLrJnlr)nunlcgte ;N'tht. theBdlrector COf the
instructor of record and extended over one week. Th>"'€hzhen Urban Lonstruction bureau. Lompany

two class periods preceding the assessment Wed%presergatlve; made_tcr)]nle trlpt.to Asia, T_pendwzﬁtthr
devoted to intercultural communication. The first@@yS N FONG Kong with fong-ime Suppliers and two

class was a general introduction to interculturaP@ys With the director in Shenzhen. The vast mgjori
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of communication during this period, however, is The perceptual dimensiorwas coded into two
through letters and faxes. Company executivesategories: incorrect attributions and correct
become increasingly exasperated as letters from tlatributions. Incorrect  attributions included
director are not responded to promptly and laclstatements in four areas: the Chinese contact perso
sufficient detail to answer their questions. Ulttelg, = cannot be trusted, Chinese employees cannot be
the LA Silks president decides that a decision khou trusted, the Chinese business process cannot be
be made about operating a factory in China. Stedentrusted, and the Chinese people cannot be trusted.
were given standard instructions about writing &Correct attributions included statements in three
memo about whether to invest in a factory in Chinaareas: Chinese prefer personal forms of
Part of the assignment directions asked students tmmmunication; Chinese value close relationships;
provide explanations for prior Chinese behavior anénd Chinese take time to develop relationships.
include recommendations for actions to be takeis. It
important to mention that while the case study
provides a realistic scenario of the confusion terss analy . )

individual items and in terms of the research

?(;Z?ur:'vfjtl;?:ytﬁgizéinCfo\\;}lggsn allrrgelr:c;:é:] eivi'trl]icauestions relating to the following areas: business
9 ' p P P d&cision, correct attribution, incorrect attributjo

statements about Chinese business culture, an

> : T . learning, and correct behavior. Phi correlation
individuals with basic intercultural skills shoulse . :

: L . coefficients ) were used to measure effect size. The
able to recognize proper attributions for Chines

behavior and make recommendations that aﬁﬁ(:lé(;vsvlljr;gs.|nt86r3r§i§tl?]r;z"é\ilglr:. uls_eg fv?/;a?e Zprl,'r
compatible with Chinese norms. moderate; .4-.6: relatively strong; .6-.8: stroagd

Once the responses were coded, the data was
nalyzed with Chi-square %) tests in terms of

Data Analysis .8-1: very strong (Kotrlik & Williams, 2003).
Student responses to the case were coded to Findings

determine cross-cultural effectiveness. The coding . .

was framed in terms of the following dimensions of . Out of the 15 coded items, 8 items were
cross-cultural  adaptation:  the others-oriented Significantly different between the groups (see [&ab
dimensionand theperceptual dimensiorTheothers-  1)- In particular, students who had received cross-
oriented dimensiomwas divided into two categories: Cultural training were significantly more likely to
learning andcorrect behaviorsThe learning category SU99est learning about Chind (1,N = 96) = 6.41p
involved the degree to which students demonstrated= -01); correctly attribute m|_scom_m§un|cat|i)ns te th
willingness to learn more about Chinese culture anffct that Chinese value relationships (I, N = 96) =
was coded in two ways: learn about China and seék3/:P = -04) and take time to develop relationships
advice. Statements that recommended that LA Silks (1 N = 96) = 3.84,p = 05) and suggest th_e
personnel personally attempt to learn more abo(@PPropriate behaviors of hiring employees with
Chinese culture were coded lmam about China cultural expertise { (1, N = 96) = 11.81p = .001)
Statements that recommended that LA Silk@nd arranging personal visits to meet with Chinese
personnel learn more about Chinese culture frorffounterparts ¢ (1,N = 96) = 6.44p = .01). Students

others, such as by seeking the advice of othalith training were significantly less likely to
incorrectly attribute Chinese behavior to the

American companies currently located in China, Wer(%n” _ . Chi | b
coded aseek adviceThecorrect behaviorsategory olowing reasons: Chinese employees cannot be

2 — — —
involved the degree to which students recommendgfiUsted (* (1, N = 96) = 9.42,p = -002)f and tPe
actions consistent with Chinese culture and wasdod Chinese business process cannot be trusted,(N =
in five ways: hire employees with cultural expestis 96) = 5.41,p = .02). In terms of effect sizes, items
use more personal forms of communication, arrang&ith significant differences fell in ranges that ree.
trips to personally meet with Chinese counterparteV€ak to moderate. The weakest significant effes si
use Hong Kong suppliers to act as intermediaries i¥as identifying the Chinese tendency to take longer
developing relationships or resolving matters, and® develop relationshipsr (= .20). The strongest

other general statements about building strongetdnificant effect size was recommending hiring
relationships. employees with cultural expertiser (= .35).
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Table 1

Chi square tests for coded items

Without With
Item training training 2 p r

(n=53) (n=43)
Decision to invest in China (D) 32 (60.4%) 34 (79.1%) 3.861 .049* .201
Learn more about China (L) 22 (41.5%) 29 (67.4%) 6.411 .011* .258
Seek advice (L) 6 (11.3%) 6 (14.0%) 150 698 .055
Contact person cannot be trusted (I1A) 13 (24.5%) 5 (11.6%) 2.593 107 -.164
Chinese employees cannot be trusted (1A) 21 (39.6%) 5 (11.6%) 9.421 .002** -.313
Chinese business process cannot be trusted (1A) 20 (37.7%) 7 (16.3%) 5.407 .020* -.237
Chinese cannot be trusted (1A) 14 (26.4%) 7 (16.3%) 1.427 232 -.122
Chinese prefer personal communication (CA) 1(1.9%) 3 (7.0%) 1.540 215 127
Chinese value close relationships (CA) 2 (3.8%) 7 (16.3%) 4.370 .037* .213
Chinese take time to develop relationships (CA) 1(1.9%) 5 (11.6%) 3.844 .050* .200
Hire employees with cultural expertise (CB) 6 (11.3%) 18 (41.9%) 11.809 .001** .351
Use Q?nrzspeegﬂnnﬂﬁﬁi ‘(’éCB‘;mm””'C""“O” with 1 (1.9%) 3(7.0%) 1540  .215 127
A”a(r)‘fgﬂi Ig;g,;‘(’)gf{;%ﬁg’ ("gg? with Chinese 1(1.9%)  7(163%) 6437  .011* 259
Use"';'gre‘?/efggi% gS‘r‘ggt'gﬁsﬁ;S‘:t(gSB)'”termed'a“es 1(1.9%)  0(0.0%)  .820  .365  -092
Build strong relationships with Chinese 4 (7.5%) 7 (16.3%) 1784 182 136

counterparts (CB)

Note. Acronyms in parentheses following each item belong to the following categories: D=Decision; L=Learn
about China; IA=Incorrect attribution; CA=Correct attribution; CB=Correct behavior. *p < .05. ** p < .01.

Table 2

Chi square tests for research questions

Category W|th?#i éraa)mmg W|t(r;]t:r2:|3r;|ng 2 D "

Should invest in China 32 (60.4%) 34 (79.1%) 3.861 .049* 201
Learning 23 (43.4%) 31 (72.1%) 7.944 .005** .288
Incorrect attributions 27 (50.9%) 11 (25.6%) 6.385 .012* .258
Correct attributions 2 (3.8%) 9 (20.9%) 6.888 .009** .268
Correct behaviors 10 (18.9%) 26 (60.5%) 17.526 .000** 427

Note. Frequencies in this table refer to number of students who named at least one item in the category. *p <
.05. * p < .01.

For the categories relating to each of the fiveculture (? (1, N = 96) = 7.94p = .005), less likely to
research questions, all areas were significant (seecorrectly attribute reasons for Chinese behagibr
Table 2). In other words, students with cross-caltu (1, N = 96) = 6.39p = .01), more likely to correctly
training were more likely to decide to invest ini@h attribute reasons for Chinese behavidr((, N = 96)

(% (1, N = 96) = 3.86,p = .05), more likely to = 6.89,p = .01), and more likely to recommend
recommend learning more about Chinese businesgtions that are compatible with Chinese business
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culture (? (1, N = 96) = 17.53p = .000). In terms of should be considered a valuable beginning; however,
effect sizes, each of the changes was considereshe of the limitations in this study that should be
moderate (ranging from = .20 tor = .29) with the addressed in future studies is a lack of pre-tests.
exception of recommending correct behaviors, whicliruture research should include pre-tests to ensere
was a relatively strong effect sizeH.43). experimental group equivalency.

For business communication courses, it is
recommended that instructors should focus on

This study demonstrated that a short (three hoursjppeasuring intercultural competencies in terms of
mixed-method (e.g., lectures, video presentatiod, a research-driven dimensions of performance. In this
case study simulation) format of cross-culturalcase the categories of learning, correct attributio
training can have a significant impact on learn@ig incorrect attribution, and correct behaviors tied
basic cross-cultural competencies for interactinidp w directly to the others-oriented and perceptions
highly dissimilar cultures, such as the Chinesgjimensions of intercultural effectiveness descrilred
culture. These significant results, however, shddd the Jiterature review. Developing these skills, ethi
viewed in terms of the impact such learning has ofhyolve understanding the reasons for behaviors in
future job performance. other cultures and acting appropriately in other

Certainly, the fact that basic cross-culturalcultures, requires both theory and practice. This
competencies can be learned rather quickly with E€ans that in addition to lectures about intercaltu
mixed-method approach should be encouraging tgommunication, business communication instructors
business educators and trainers. However, this ca§Bould provide in-class activities such as caseiesu
was created on #asic level. In other words, for and role plays to maximize skill development.
business students to operate effectively in a diever BUsiness communication instructors should expect
workplace, they will need a more complex skill setMOst students to arrive at a level of basic commste
Furthermore, the researcher was surprised how marly? develop intermediate and advanced competencies,
students who had the cross-cultural training weite s Which will be needed for many business students to
unable to complete some of the competencies. Fdfork effectively, a stand-alone intercultural
example, while it is true that the strongest impaas CcOmmunications class will be needed.
for students to make recommendations for actioh tha For cross-cultural training in private industryisth

were Compatible with Chinese business culture SUCg]:udy reinforces the notion that training requia;s
as recommending face-to-face meetings or usingignificant time investment for employees to gain
intermediarieS, Only 60.5% of students who haChdvanced Competencies_ While one- or tWO_day
completed the training made such recommendationgaining sessions are less expensive and more
Despite a significant portion of the training beingconvenient, this amount of time may only allow

devoted to  contrasting the  low-contextdevelopment of basic intercultural skills.
communication patterns of Americans and the high-

context communication patterns of Chinese, nearly Summary
40% of students were unable to make

recommendations that were sensitive to the Chinesc%

Discussion and Recommendations

This article has described an experiment in cross-

. . Cultural training in business communication courses
prgference for more perso”?" and. r.elatl.onshlpA description of research about cross-cultural
oriented communication strategies. This implied tha

additional time is needed for many individuals toeffectiveness and  cross-cultural  training ~ was
arrive at even a basic intercultural skills level provided. A three-hour, mixed-method cross-cultural

training method was demonstrated to have significan
Since cross-cultural communication competenciesmpacts on cross-cultural learning. A discussion of

are considered an integral component of busineghese results was provided in order to describe how

communication courses, future research shoulthese findings impact future student performanca in

continue to address the effectiveness of integgatinmulti-cultural workplace.

these competencies into the curriculum. This study
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Curriculum Evaluation Using the Discipline Specific Assessment Indicators
of the Major Field Test in Business

Pete H. Oppenheimer, Ph.D. North Georgia College and State University

Abstract

Although ETS does not report discipline specifaras for individual students taking the Major Fidldst
(MFT) in business, the summary report of the diswpspecific indicators may be a useful curriculum
assessment tool. This paper examines the relialfithese indicators with respect to student cegrades
and the ETS-MFT total score reported for each sttide

Keywords: Assessment, Standardized testing, Curricu lum, Accreditation

Introduction The author of this paper uses a nationally

The AACSB requires member institutions Withstandar;hzed exam to evalugte; students’ performance
n business disciplines within an undergraduate

teaching ~ missions to directly ~assess teachir ogram. In order to produce an effective assessmen
effectiveness as a means of validating the membng[c, gram. P

success in meeting mission objectives and to ifjentie?(c;'mtht% aslf[fjr:j(gnfsqmc%irresi rersg(ljt;o‘c'mii S;ﬁcr)]\(/jv‘::‘:jdlihe
areas that need improvement. In effect, the aduitio 9 )

measures provide another benchmark as to whethe?ya{hor. to determine whether ’course grading within
disciplines reflected students’ performance on the

business degree program fulfills its student leagni éandardized exam. By making this comparison

objectives and compensates for potential gratg . ;
inflation or bias that may occur within courses o etween course gra_des and standardized tgst resuilts
provided a practical tool for analyzing the

within an institution. Methods for measuring flectiveness of the underaraduate broaram  in
outcomes include rubics, pre and post testinﬁe flling its missi ¢ h'g nstituti prog
standardized questions embedded in course exa 4,,' INg 1tS MISSIOn as a teaching Institution.
and comprehensive standardized tests. The AACSB Major Field Test In Business
provides several links and examples on its web site

that explain these measurement techniques in detail  Many AACSB members have elected to use the
Educational Testing Services’ Major Field Test in

Having an assessment tool to evaluate a studeng§siness (ETS-MFT) to accomplish the goal of
knowledge of specific business disciplines (€.ggssessing learning outcomes. Typically, studemis ta
accounting, finance, marketing or management) Woulfle two-hour multiple-choice exam within a semester
assist curriculum directors in evaluating the t@@gh ot graduating. The scoring report returned to the
effectiveness, meeting mission goals. Furthermore,jngitution by ETS contains an individually reliabl
would be advantageous if the assessment tQglg| score for each student that took the examcda
incorporates a natlon_a!ly standardized test bec#dusg,q compared to the institution’s average overairesc
would add to the validity of the assessment tod anyng 4 national average score. Educational Testing
facilitate comparison with peer institutions. Service (2003) states on its web site that “totares

are considered reliable at the individual leveld an
decisions about individual students can be madedbas
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on the scores.” In addition, the ETS report cortain trend. Although these trends would cancel one amoth
mean percent correct for eight separate assessmami create a steady mean total score, adminigrator
indicators that represent the major disciplines imay want to ascertain causality of the trends m th
business:  accounting, economics, marketingwo assessment indicators. This requires additional
management, finance, quantitative analysis, legdl adata on individual student course grades. Thus, the
social environment, and international issues. Thesssessment indicators may provide valuable
assessment indicators result from clustering testipplemental information that allows administrators
guestions that pertain to a major discipline inibess. examine separate disciplines within the curriculum.
Assessment indicator scores are reported as mean _ _

(average) percent correct for a subset of testtiguas Literature Review

for the group of students tested. Since only group ysing achievement testing for assessing students
means are reported, assessment indicators lagky their curriculum has become common practice in
reliability on an individual student level. Thezcademia. From kindergarten through college,
institution can then compare their results witheoth oqycators require students to undergo achievement
schools by accessing a report of mean and mediglting as a means to evaluate and justify their
scores compiled by ETS on its web site. Accordmg yrriculum. In addition, academic programs ofter us
Educational Testing Service (2003), the assessme@hndardized test scores as a threshold for acmpta
indicators “increase(s) an institution's ability tQnto their programs. Schools often cite their stuse
examine the performance of groups of students @fandardized test scores as evidence of academic
various elements of the curriculum.” success, ant).S. News and World Repgptblishes

The ETS-MFT report sent to the institution onlyan annual list of average college entrance exams fo
contains group score averages for the separaté eifffpders to consider when selecting a universitysTh
assessment indicators. It does not contain assassn@ademic administrators typically use standardized
indicator scores for individual students. Hencee tHesting as either a criterion for admissions oraas
institution has no information on how a studenfeasurement of their educational outcomes. Also,
performed in the eight disciplines. At this time[$ 9uilds and licensing authorities frequently require
does not promulgate this information to th&atisfactory performance by an individual on a
administrators of the Major Field Test in Busines$tandardized exam before awarding membership into
However, some of the Major Field Tests, e_gpheir association. Because of the intended use of
biology, chemistry, economics, education, historﬁtandardized testing, much of the academic res@arch
literature in English, music, physics, politicaleswe, this area can be classified into two separate group
psychology, and sociology provide individually(l) standardized testing as a predictor of a sttglen
reliable sub-scores of disciplines within a majoSuccess in a program , and (2) student program
Unfortunately, these data are not available for tHeerformance as a predictor of success on staneardiz
MFT in business. testing.

Consequently, a discipline specific review of a Typically, the analysis in the first group uses a
business curriculum may be difficult to accomplisi$tandardized test score as an independent vaaable
with only an aggregate measure of a studentdMmeasurement of a student’s success in the program
performance in all disciplines. Nonetheless, th€.g., grade point average) as the dependent \eiiab
discipline specific assessment indicators may stfl Statistical model. For example, Wright and Palmer
provide useful information pertaining to a businesgl994) examined the validity of using GMAT scores
curriculum. By only focusing on the students’ mea@s @ predictor of a student's GPA in an MBA program
scores, an analysis of the ETS-MFT results may mid§eir results supported earlier research (Paalillo,
significant variability occurring in the underlying 1982) that argued against using standardized assts
disciplines. By way of illustration, the mean totafingle criterion for admissions to a program beeaus
score may remain constant over time. At the san@ the marginally significant relationship between
time, two assessment indicators may be orthoganal @MAT scores and graduate GPA. Another study by
one another, such as the marketing assessméffstrong and Carty (2003) examined the ability of
indicator may show a positive trend, whereas theAT scores to predict freshman GPA. Their results
economic assessment indicator may show a negatf§0 showed a weak correlation between SAT scores
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and GPA. A recent study (Doyle & Wood, 2005business core GPA, total GPA and SAT. However,
used a standardized test in economics (TUCE) agheir analysis did not find any gender-based
predictor of a student's grade in an advancedifferences in the ETS-MFT scores. Mirchandani,
undergraduate business course. The authors’ gaal vignch and Hamilton (2001) compared ETS-MFT
to determine the validity of using the TUCE scose ascores to SAT scores, core business course grades,
an entrance requirement to the course. Althougin théotal GPA, transfer status, and gender. The authors
results showed a significant relationship betwden tused factor analysis to create three independent
TUCE score and course GPA, the authors concludedriables that represented proxies for averageseour
that the “modest contribution” from the assessmegtades in quantitative, qualitative, and economic
score relative to other available measures of feelds. Their regression analysis also showed stude
student’s academic performance did not warrant tI®AT scores explained the highest percentage of the
expense of the TUCE test. ETS-MFT score variance. Results of their model

The second group of research on standarcizglhlc M * TEITRY, SOICEE 0 PR e
testing uses a student's program performance as d

predictor of success on a standardized test. Uttike course GPA. The other two proxies failed to show an

above studies, this group reverses the statistioalel S|gr(1j|;||c a_llf]ﬁs ;&?ﬁgrssg-;ni?r?égstr;vg;rlnsﬂju ddeendt rlgc:)hr?j
by using standardized test scores as the depend@ﬁt '

, : parately because transfer student records do not
variable and  student demographic and aC‘rjldenlﬁngclude SAT scores. Without including SAT scores as

information _as - the independent variables, independent variable in the regression model, th
Brahmasrene and Whitten (2001) examined factofs, P gression ’
thors found that only the quantitative factor

that contribute to success on the CPA exam. Thg}l}’J nificant oxolained  the ETS-MET score’s
study contained a survey of CPA candidates thdt t0g'J y P

the exam in 1998. The authors’ results indicated thvariance. Black and Duhon's (2003) study found

accounting work experience and gender were the mgg{nllar results to the previous research. ETS-MFT

significant factors attributing to success on tHeAC Eﬁg:ﬁ:sgvféfe ggmya%%rrrﬁl%t;?e Wl;t;ntif\afile E?;rlﬁzs
exam. Wentzel, O'Toole, and Millner (1991) PA. and overall GI’DA P q

developed a PROBIT regression model for predictin ’ '

a student's score on the test of economic literacy The research on ETS-MFT scores consistently
(TEL). The authors included gender, SAT scordound the strongest relationship with student score
several measures of a student’s teacher charaicgris standardized achievement tests (SAT and ACT). In
and the amount of homework done by the student edtle absence of SAT scores, the research indicated a
night as independent variables. Results of thainarginally significant relationship between the ETS
analysis showed the SAT score as the most signtficdMFT scores and course grades. Hence, a student's
predictor of a student’s score on the TEL. previous score on a standardized achievement test
Jpay be the most reliable and valid predictor of a
tudent's ETS-MFT score. As noted by Mirchandani,
gnch and Hamilton (2001) “the strong association

The following studies investigated factors th
contribute to a student’s success on the ETS-MHIT.
of these studies used the ETS-MFT score as t

. . - . etween SAT and ETS scores may be, in part, an
dependent variable in a statistical model with stud ~ . .
academic and demographic data  serving étlfaCt due to the method (same type of standeddiz

. : . test) and the source (both tests are developed by
independent variables. None of the studleg N . ,
investigated the relationship between disciplin TS).” Also, the research indicated that a student

e g rades in quantitative and economic subjects peovid
specific assessment indicators and student grdups.gl ;
addition, the studies did not perform Iongitudinaﬁhe next best predictor for ETS-MFT scores when

studies of changes in the ETS-MFT total score er t@%ﬁggﬁ:%'zﬁi.Otf?;ascg;ez gcioruri]r?veﬂijti)clgi.n AE‘?’S-a
discipline specific assessment indicators. J y P 9

MFT scores. Interestingly, none of the authors
Allen and Bycio (1997) compared ETS-MFTdiscussed at length the eight assessment indicators
scores with gender, business core GPA, total GRIA aprovided by ETS. Only Black and Duhon (2003)
SAT scores. Results of their analysis showed laiefly discussed using the separate assessment
significant correlation with the proxies for inw@tt, indicators to evaluate program initiatives. They
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limited their analysis to comparing a three-senmest&able 1
average of the assessment indicators to the nétio . .
averages reported by ETS to determine the proﬁg;rier.B&'lSCIDIIne Specific Courses

of their international business program. The auihorDiscip"ne Course
did not present data on any variation in the assess
indicators over the three-semester period. _ . .
Accounting Principles of Accounting
Methodology I &Il
The methodology employed in this paper examined _ Macroeconomics,
Economics Microeconomics,

whether large differences in discipline specific

assessment indicators between two separate gréups o Money and Banking

students (Fall, 2004 vs. Spring 2004) reflectManagement Management Principles
differences in course grades between the two stude o :

. uantitative Business -
groups. Such an association would support that th nalysis Statistics 1 & II
course grading accurately reflects the aptitudéhef
students in the specific disciplines. For exampleFinance Principles of Finance
suppose one observed a 10% decline in the diseiplin . o .
specific assessment indicator for economics betweeMarketing Principles of Marketing

the students taking the ETS-MFT in the Spring ano|_e al & Social
the students taking the exam in the Fall. TheEn?/ironment
difference in the standardized exam results denotes
differences between the two student groups’ apitud nternational Issues International Business
levels in economics, which should also be evidgnt b
differences in economic course grades between the

groups. Such a correspondence between an ex-postAs @ further examination of the relationship
standardized assessment tool and course graded wdi@tween the ETS-MFT and student grades, the author
provide support for grade accuracy within the cesrs used ANOVA to compare the ETS-MFT total score
It also demonstrates the reliability and validifytoe Mmeans of the two student groups (Spring and Fall).

discipline specific assessment indicators at a groased on the above conjecture, a significant
level. difference or lack of difference between the means

_ should be collaborated by the difference between th

To test the above conjecture, the author usgdq groups’ mean GPAs. The author used total GPA

ANOVA to compare the differences in means of,q Gpa for the courses that comprise the common

discipline specific course grades for the two sar ,sfessional core in the business curriculum as the

student groups (Spring vs. Fall). A S'gr_"f'?anﬁependent variables in two separate ANOVA models
difference in mean course grades for a disciplingi, test group as the independent factor. If the t

should be supported by a large change in g, ,ns score essentially the same on the ETS-MFT,
discipline specific assessment _|nd|cator Of. th_e _ET en the two groups should have similar grade point
MFT. In the ANOVA modeling, the discipline averages.

specific course grades served as the dependent

variables while test group (Fall or Spring) senasd Data
the independent factor. Table 1 contains the aiin
discipline specific courses with the discipline afie
assessment indicator used in this study.

Business Law

The Business Department in the Spring and Fall
terms of 2004 required all undergraduate students
enrolled in strategic management to take the ETS-
MFT exam. Enrollment in strategic management
requires that a student be within 25 semester hafurs
graduation. In addition, a student must have
completed the economic and principles coursesdliste
in table 1 with a grade of C or better, and theysimu
have completed an introductory computer course and
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a business communications course with a grade ofe€onomics and international issues, which showed
or better. The Department provided a performananall increases of 2% and 4%, all other indicators
incentive on the exam by informing students that thdeclined by 5% or less. Six of the assessment
score would account for 10 percent of their courdadicators declined by an average of 6.2%, while tw
grade. Scores were obtained for 161 students duriagsessment indicators increased by an average .of 3%
these two semesters. Individual course gradegirmajThe general decline in six of the eight discipline
SAT scores, age, gender and transfer status wémdicators would lead one to anticipate a noticeabl
obtained from the University’s transcript databdse. decline in the overall ETS-MFT total score.
addition to extracting grades for the twelve cosirsd=urthermore, these data indicate that the average
listed in Table 1, grades for the following coursestudent grades in accounting and marketing shoaild b
were also included in the data set: significantly different between the two groups, twit

BUSINESS communications the Spring testing group showing superior grades.

Introduction to computing Table 2

Production and Operations Management. Discipline Assessment Indicators

These three courses and the courses in Table digcipline Spring Fall %
represent the Common Professional Core (CPC) that 2004 2004 Change
all business students must complete to obtain a BBA\ccounting 53.6% 47.7% 11%

degree from the University. Course grades receaved _
numeric code ranging from 0 to 4, in which 0 Economics 45.1%  45.8% 2%
represented an F and a 4 represented an A. A nimemjanagement 61.2% 60.6% -1%
code was entered for a student’s major: 1=accogintin

2=management; 3=marketing; 4=finance. The autho Sg?]te't;t've

elected not to use a series of dummy vanab_leg fo}inalysis 63.1% 60.2% 5%
grades and major to facilitate the ANOVA statidtica

models used in this paper. Also, Wright and Palmefinance 44.1% 43.3% -2%
(1994) discussed the problems associated with thglarketing 52.0% 45.5% -13%
scaling of letter course grades to scores recofoed Legal & Social

standardized exams. A student’s transfer status was,ironment 56.6% 53.7% 5%
set to 1 if the student transferred 30 or more icuo  |hternational

the program, otherwise it was set to 0. Each stiglen |ssues 46.2% 48.0% 4%

record contained a binary variable that tracked the
period in which he or she took the ETS-MFT: 0 =
Spring, 2004; 1 = Fall, 2004. Finally, the authog,[u
computed a quantitative and non-quantitative GRA f%tu
each student. The quantitative GPA consisted of tlggx
mean for course grades in accounting, financS

economics, _statistics, compu_ter_s and operatio counting (7%) showed smaller declines. The
management. The non-quantitative GPA include erage decline in course grades over the eight

course grades in business communications, busin §ciplines equaled 9.75%. In addition, the two
law, international business, management rﬁ . : !

. easurements of GPA, total and business, showed
marketing. respective declines of 6% and 8%. Clearly, the Fall
student group had inferior grades relative to the
Spring student group. Despite this apparent diffese

The discipline specific assessment indicator repdfi group grades, the ETS-MFT mean total score for
from ETS for the two testing groups (Spring and)Falthe two groups declined by only 2 points or abd¥t 1
showed the largest changes occurred in accountimgis appears to contradict the observed declinéisen
and marketing (Table 2). Both assessment indicatagssessment indicators, which declined by an average
declined by more than 10%. With the exception ajf 3.9% per discipline. Possible explanations fos t

Data for course grades and GPAs for the two
dent groups reported in Table 3 show that the Fa
dent group had lower grades for each discipline.
of the discipline specific course grades dedlin

10% or more. Only management (5%) and

Results and Discussion
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discrepancy are that the number of questions on timelicator. The ETS-MFT subscriber can only infer
ETS-MFT were heavily weighted towards economicsausality of the changes in the assessment indscato
and international issues, or possibly many of st t However, as discussed above, mean course grades,
guestions could not be categorized by ETS intoaine GPAs, and total test scores can be used in stafisti
the eight disciplines. Whereas both of thesmodels because individual scores are availables@he
explanations could create the inconsistency betwemmividual student data should corroborate changes
the total mean score and the assessment indicétordshe assessment indicators. Table 4 contains the
is unlikely that ETS would have placed such a heaWNOVA results of comparing mean differences
emphasis on these two disciplines or that they voubetween the two student groups course grades, GPAs
have inserted a significant number of non-disceglinand ETS-MFT total score. Management represents the
specific questions on the test. Nonetheless, ET&3 dmnly discipline that did not have a significant
not provide the subscribing institution withdifference p < .1) in group course grade means. This
information, such as the number of questions grdupsupports the small change of 1% observed in the
into each discipline, which would assist in intefprg management assessment indicator. The difference

this anomaly. between mean course grades in accounting between
the two student group® (< .05) supports the large
Table 3 change in the accounting assessment indicator.

Student Group Course and GPA Descriptive Statistic'é'owever’ the ANOVA test on the difference between

mean course grades in marketilg < .01) strongly

Independent  Spring, 2004  Fall, 2004 % supports the large change in the marketing assessme
Factor (X.s.n) (X.s.n) Change indicator.
Accounting 3.06, .73, 87 2.85,.71,75 7%  Table 4
Economics 3.03,.61, 87 2.72, .74, 75 -10%0  ANOVA Results
Management  3.22, .86, 86 3.05, .84, 74 -5% Independent Factor F Score  pvalue
Quantitative _
Business 2.99, .83, 87 2.70, .78, 74 -10% Accounting 3.251 .073
Analysis
Economics 8.290 .005
Finance 3.02,.92, 87 2.72, .88, 75 -10%
Management 1.527 .218
Marketing 3.29, .70, 86 2.95,.76, 74 -10% o _
Quanmatlve Business 59237 023
Legal & Analysis
Social 3.15, .82, 85 2.81, .83, 64 -11% .
Environment F|nance 4584 034
International  3.22, .60, 67 2.74 .75, 23 -15% Marketing 8.944 .003
Issues
Legal & Social Environment 6.173 .014
ETS-MFT .
Mean Total 157.7,11.5,87 155.7,11.35,74  -1% International Issues 9.814 002
Score
ETS-MFT Mean Total Score 1.197 276
Total GPA 3.09 .46, 87 2.90, .46, 75 -6%
°  Total GPA 6.615 011
Business 3.14, .50, 87 2.90, .52, 75 -8% _
GPA Business GPA 9.074 .003

A statistical test cannot be performed on the The ANOVA tests on the remaining disciplines

d.isci.pline specific assessment indicators to determ provide contrary information to that observed bg th
significant changes between groups because ETS 0jlsessment indicators. For example, the ANOVA test
provides student group means for each assessment
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showed a significant (p < .01) difference between Conclusion
mean course grades in economics. Hence, mean
course grades declined significantly, while th
economic assessment indicator increased by 2%.

In this paper the author compared changes in the
'IéS-MFT assessment indicators with the ETS-MFT
ANOVA test showed similar results for internationa n deil(l: atse(zjor?ﬁ atan:n S;%%Z?énf O;Jrresr? d girnadzz.s esRserriglrﬁf
'CSOSSEZ' whrlggesshovgi? aas'gn(')f;?t?:é (pinir'g;;:e?:]m tindicators may not be supported by a similar change
assessmgnt indicator of 4‘Vp The ANOVA tests on t*{ﬁe ETS-MFT total score. Large changes in disciplin

0 ecific assessment indicators appeared to coincide

differences between mean course grades for t g . . .
remaining disciplines, quantitative bus?ness ansjys., h similar changes in course grades associattlu wi
9 P - MYS the discipline. However, inconsistencies existeeémvh

flnan(;e, legal and soma] environment, implied %omparing modest changes (< 5%) in discipline
significant (p < '.034) decline in the means. YBEt specific assessment indicators with related course
assessment indicators for these three d'sc'plmsgades. In addition, significant differences in dga
declined by 5% or less. point averages between student groups did not
Despite a 3.9% average decline in the assessmeatrelate with a significant difference in ETS-MFT
indicators, the ANOVA test failed to find a sigweéint total scores between groups.
difference between the ETS-MFT mean test score for
the two student groups. Thus, one cannot assdrt %Q%
the two groups overall score of the ETS-MF
differed. The ANOVA tests did indicate a signifitan
difference between the mean total GRA=(.011) and
mean business GPAp (= .003) of the two groups.

As a result of these observed discrepancies,
ademicians should be cautious in using the
assessment indicators to evaluate disciplines mvhi

curriculum. Without individual student sub-scores,
administrators cannot assess their students’

]~ A erformance in separate business disciplines.
Wheras the ANOVA results indicate no significan urthermore, ETS does not provide administrators

difference in the mean ETS-MFT total score of thﬁ/ith a list of test questions assigned to the assent

two groups, several other aptitude measures imp.Iyir‘ietjicators. Such information would assist in

significant difference between groups. The follogvin valuating the inconsistency in the ETS-MFT total

zlt;rsnerp\?ezldzfrzr;[gseirzeassusltezsssor;égfirﬁjli\::gt\éﬁs testing angcqres_ and assessment i_ndi_cators, gnd he_Ip with
' validating the assessment indicators with currigulu
Observed trends in the assessment indicators docontent. Doyle and Wood (2005) found it difficutt t
not correspond with the change in the overall tesjustify the cost of standardized testing because it
score. yields only small marginal gains in assessing sitde
performance. Business curriculum administrators may
also question whether the costs of using the major
field test in business are justified unless ETSriokes
information regarding the question content of the
assessment indicators and individually reliable-sub
Smaller observed changes (< 5%) in a discipline scores for students. Future research in this dreald
specific assessment indicator did not consistentlyexamine the relationships between the assessment
imply a similar change in discipline associated indicators, course grades, and ETS-MFT scores aver
course grades, e.g., economics and internationallonger period using different academic groups.
issues.

Large observed changes in a discipline specific
assessment indicator appeared to be statistically
supported by changes in discipline associated
course grades.

While grade point averages may have declined
significantly, it did not predict a similar declite
the ETS-MFT total score.

The trend in grade point averages and assessment
indicators appeared to coincide.
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Developing Competencies For Human Resources Managem  ent Majors:
An Undergraduate Perspective

Marc C. Marchese, King’'s College
Jean P. O’Brien, King’s College

Abstract

As undergraduate institutions increasingly offechelor’'s degrees in human resources management (HR)
more and more people enter the HR field with thiecglized degree. These new HR professionals toesmter
this career with the necessary competencies faresigc This paper details a comprehensive assessment

program from a liberal arts college that developsmerous vital competencies for soon-to-be HR psajesls.

Key Words: Competencies, soft-skills, human resourc es management, undergraduate

Introduction struggles of leadership in our country (Navarro,
2004). HR is often assigned the responsibility of

_ . competency development because employee
A recent article by Meisinger (2004), the Cu”emdevelopment is considered a training issugich

president of the Society for Human Resourceitypically falls under the purview of human resoww.ce
Management (SHRM), targeted the shortage o . _
skilled workers in our country as a significantetir Numerous articles are available that present HR

to our economy. She further highlighted a particulaCOmMpPetency — development at large universities,
deficiency in the United States workforce: poorlytypically at the graduate level (Heneman, 1999tor
developed “soft skills.” She identified soft skite ~Major corporations (Stockman, 1999). Research from
include competencies such as effective writing) org®" Undergraduate vantage point, particularly apei
communication, and problem-solving. The Institutions, is very _dlfflpul_t to find on this ingotant
importance of these so-called soft skills is notvne topic. This perspective is important because macke a

Many articles have pointed out the importance off0ré people are entering the HR profession with an
these competencies across a broad spectrum @Rdergraduate degree in  human  resources
professions, such as accounting (Boomer, 2005jnanagement. To obtain an idea of how extensive
engineering (Hilson, 2002), healthcare (Ashbaughgndergraduate education in HR is becoming, take a

2003), information technology (“Young IT”, 2005), look at_the SHRM website (http://www.shrm.org
and management (Ramsoorair, 2004). /foundation/undergrad/search.asp). At the website

approximately 280 undergraduate HR programs are

The challenge for educational institutions is howjsted. Of this group over 40% are programs atgigv
best to develop these critical skills in our studemo colleges and universities. There should be some
prepare them for today’s workforce. A recent agticl attention devoted to such undergraduate programs
in Harvard Business Reviepoints out the limited that prepare new HR professionals with the necgssar
attention soft skills receive in the majority of MB competencies for success in business, graduatelscho
programs and is viewed as a contributing factdh& or even management development programs. In
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addition, these new HR professionals would be bettgresent our HR program that utilizes the CAP adbpte
prepared to train other employees in these solfsski by our College and integrates the well-respected
that are so essential in our service economy. Yeung, Brockbank, and Ulrich competency model.

_ Bef_ore getting into the spec?fics of our approa&h, The Sophomore-Junior Diagnostic Project
brief historical context of the King's College pragn
is provided. The initiation of a major in human As stated above, one component of the CAP is The
resources management at King's College in the midSophomore-Junior Diagnostic Project (Farmer, 1988;
1980’s coincided with the movement to provideO'Brien, Bressler, Ennis & Michael, 1996). This
accountability of achieving academic outcomes irProject is designed to assess HR majors near the
higher education through the assessment of learnifg@mpletion of their first course in the major,
outcomes. Government officials, employers, andntroduction to Human Resources Management.
parents questioned the evidence that a collegost students are sophomores when they take this
education actually developed the competencie§ourse. In our core requirements, students take
required for success in professions and graduafourses that begin to develop the skills of a abgr
schools (Farmer, 1988; National Institute ofeducated person such as effective writing, critical
Education, 1984). King's College, a liberal artsthinking, and effective oral communication. One
college in Northeastern Pennsylvania, was a pione®urpose of the Sophomore-Junior Diagnostic Project,
in altering the focus of the academic C0||egetherefore, is to determine the extent to which HR
experience from one that focused on what the teachB'ajors have mastered relatively basic competencies
knew and presented to the class to one that foaused from the core curriculum and can apply them to the
what the students knew and were able to do (Barr &Pes of knowledge and abilities required of HR
Tagg, 1995). The shift from an instruction paradig Professionals. To accomplish this purpose, the HR
(teacher-focused) to a learning paradigm (studenfaculty designed a project to assess the writing,
focused) necessitated more active teaching arififormation literacy, and critical thinking skiltsf our
learning strategies to be adopted compared to tHEeWly acquired majors. This project consists of

traditional lecture (Farmer, 1999). students reading a case study that includes at leas
four human resources problems within a particular
The Comprehensive Assessment Program hypothetical organization. The students’ taskas t

This shift in focus from an instructional paradigmerte a memo fo the supposed Human Resources

to a learning paradigm was accomplished by eacglce-Pre&dent of thebl organlzgtlﬁn dﬁ;[a"mg bfhe
major program by developing the three component Em‘r’llg gesourclesdproThems anf_ ow the pro err1ns
of the Comprehensive Assessment Program (CAF? ou € resolved. € Speci 'C_ competencies that
(Farmer, 1988; 1999): the Sophomore-Junio re evaluated include the following:

Diagnostic Project, Competency Growth Plans for thd. To what extent is the student able to use
transferable skills of liberal learning, and thenide appropriate memo format? This competency is
Level Integrated Assessment. Each of these important because most college sophomores,
components will be discussed in turn as they pertai  unlike academics and business professionals,

to the development of competencies for HR majors. have never written a memo.

Since the creation of the HR major at King's, the2. To what extent is the student able to identify and
program has evolved in numerous ways based upon resolve appropriate human resources management
three key influences: staying in contact with olR H issues? Clearly, not all organizational issuds fal
alumni, conducting regular meetings with recogaize under the purview of HR. By analyzing the case
HR leaders in the area, and paying close attention history, students are evaluated on their ability to
the HR literature. One of the most influential identify key HR problems and propose realistic
competency models from this literature that hasmbee  solutions.
integrated into our HR curriculum is the human
resource competency model by Yeung, Brockbank;
and Ulrich (1994). This model has four core
competencies: HR mastery, business mastery, change
mastery and personal credibility. This paper will

To what extent is the student able to use the
appropriate tone in proposing solutions to a
supervisor? Not surprisingly, because this is an
introductory level course, some students
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incorrectly believe that they can quite identified by Meisinger (2004) noted in the begimgi
authoritatively admonish their supervisor for of this paper.
running the company in an absolutely poor

fashion. The competency growth plans (CGP) outline how

students will develop each competency course-by-
4. To what extent is the student able to effectively course and year-by-year. The result of these
utilize the HR professional literature? One of the competency growth plans is a genuinely coherent and
course goals is to acquaint students with the cumulative learning experience for students. To
various resources available to HR professionals. develop these CGPs, faculty in the HR program
Students are required to locate a current article created a curriculum as a matrix of subject matter
from a respected HR outlet and use this article tocompetency development integrated into a planned
help them analyze the situation. sequence of courses. The sequencing of courses was

In terms of the Yeung, et. al. (1994) competenc%eSigned to have increasing expectations for staden

model, this assignment assesses HR mastery at tr:%OWIehdgti and_ competencies asd th?y Opl)roglress
most basic level. To what extent can students ifyent roug € major program in order to deveiop
the relevant HR functions in the case? Furthes thisuccessful HR professionals.

Sophomore-Junior Diagnostic Project starts them To illustrate how a competency growth plan helps
thinking about change mastery. They are required tguide curriculum to develop necessary competencies
use their problem-solving skills and interpersonabf HR professionals, a segment of the CGP for
skills to develop appropriate solutions. Moreovar, effective oral communication is provided. As can b
terms of personal credibility, the students need tseen in the following excerpt (see table 1), each
craft their response in the context of their assign competency growth plan consists of the three parts.
role (typically a HR assistant) and in relationtb@ Part one lists the components of the competendy tha
intended recipient (typically an executive). Figall are being developed in the student. Part two
they must also rely on their business knowledge andescribes the assignments in each course in which
skills (business mastery) to factor in thestudents will develop these components of the
characteristics of the hypothetical organizationain competency. Part three describes the criteriaviibat
given industry. be used to assess whether or not the student has
achieved the competency. Most faculty found it

Most of our students do well on the Sophomore-

Junior Diagnostic Project, though there are some wheasier to list the competencies that students dhoul

are less successful. Therefore, another importaﬁtChleve compared to developing the criteria that

purpose of this project is to identify students WhoWould be used to judge their actual performance.

have not developed the competencies necessary to beTable 1 shows that the CGPs have several required
successful as a HR major early in their academiaspects to develop each competency. To begin with,
career. For the less successful students, there dhe facets of each competency need to be articulate
many support services that can be utilized to impro in the competency description. Further, to develop
their competencies. These support services incdudeeach competency, a specific course along with a
writing center, an academic skills center, andraera specific assignment in that course needs to be

planning and placement center. identified. In addition, the evaluation criteriar fthe
assignments in the chosen courses also need to be
Competency Growth Plans predetermined. Thus, for competency growth plans to

The second major component of our CAP is théucceed, the faculty must be committed to complying
development of Competency Growth Plans for théNIth. .the expectations grtlculated in- these plans.
seven transferable skills of liberal learning: effee ~ Additionally, the courses in the HR major need é b
writing, critical thinking, technology competency, Sequenced in such a way to build upon previous
information literacy, moral reasoning, quantitativer€duired courses to be aligned with the competency
reasoning, and effective oral communication. Thesg€velopment. Therefore, academic advisement and

transferable skills coincide closely with the ssitils [)egisftfratipn is another critical aspect for thisteyn to
e effective.
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Table 1
Excerpts from the Competency Growth Plan in Orah@mnication

COMPETENCY STRATEGY ASSESSMENT CRITERIA
DESCRIPTION
Freshman year Core 115: Effective Oral Speech content: The student develops
Communication a speech that exhibits:
The student will be able to deliver a. anintroduction to attract the
an effective speech related to a| The student will deliver speeches audience’s attention and to
specific topic, issue or question |nfor a variety of purposes: preview the speech’s content;
an academic discipline. - tointroduce someone; b. organization characterized by
to describe a place or event; unity and logical coherence;
to narrate a personal c. aconclusion that reviews main
experience; ideas & ends with a memorable
to argue a position on a statement.

controversial subject.

Sophomore year HRM 210: Introduction to Human | Speech content:
Resources Management - Makes the purpose of the
The student will be able to deliver presentation clear;
an effective spoken presentation The student will give a brief (5- . Adapts the information so its
related to a topic in business minute) oral presentation relevance to the audience is
management. summarizing an interview with a HR clear;
professional. . Organizes the content to
maintain audience interest.
Junior year HRM 380: Employment & Labor The student identifies the central legal
Law principles and issues.
The student will be able to
conduct a workshop for The students (in small groups) will | The student’s presentation exhibits a
supervisors. conduct a 30-minute employment lawwell-organized flow of information that
seminar for the class on a topic of | effects smooth transitions among
their choice. presenters
Senior year: HRM 410: Personnel Training and | The student’s training program is both
Development informative and interesting.

The student will be able to
conduct a training program in | The student (with a partner or two) | The student’s training program gets the
a small group environment. will conduct a 75-minute training audience actively involved.

program to the class.

These CGPs guide the development of thachool, are required to complete a strong business
transferable skills of liberal learning, as defineg core of courses (accounting, economics, finance,
our institution, and align with the Yeung, et. al.business law, marketing, strategic managementg Th
(1994) competency model. As indicated, the CGPEGPs do include these courses as well as HR courses
are course-imbedded. Therefore, as students procekd regards to business mastery, HR majors must
through these plans, they are learning the knoveledgacquire the fundamental aspects of business, which
and skills associated with the major subject amdas includes business acumen (strategic management &
HR (compensation & benefits, staffing, employeefinance), customer orientation (marketing), and
training & development, employment law), that areexternal relations (business law, accounting,
essential for developing HR mastery. economics).

Similarly, as an AACSB-accredited institution,  According to the Yeung, et. al. (1994) competency
HR majors, like all other majors in the businessmodel, personal credibility has four major
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components: trust, personal relationships, lived Communicate effectively in a variety of ways
values, and courage. The HR curriculum requires regarding HR issues

courses on business ethics as well courses onatriti Whether these qoals have been attained for each
thinking, effective oral communication, and effeeti . 9 ,
student is assessed by the student’s performance on

written communication. Further, as mentioned earliet e Senior-Level Intearated Assessment that occurs
the CGPs develop each of these four competencies,”. : grat
uring a required course in the second semestiieof

which are clearly connected to the four componentsenior year. This assessment enables a student to

of personal credibility. showcase his/her knowledge of the subject matter of
Finally, the transferable skills of liberal leargin human resources management and also his/her
tie most closely with the change mastery componenhastery of the seven transferable skills of liberal
of the Yeung, et. al. (1994) competency model. Agearning. In the Senior-Level Integrated Assesgmen
defined in this model, change mastery includes sucHR majors are presented with extensive case studies
factors as interpersonal skills, problem-solvindlsk  which far exceed the breadth and depth of the case
and innovativeness / creativity. For interpersonahnalysis used in the Sophomore-Junior Diagnostic
skills the majors take core courses dedicatedysttel Project. In the case analyses, the student is &egbec
effective oral and written communication. Furthes, to identify the underlying problem, identify theusas
indicated previously, there are CGPs dedicated tof the problem, create plausible alternative sohsi
these two components of interpersonal skillsselect the best alternative, and articulate an
Similarly, in terms of problem-solving skills, stents  implementation plan for their chosen alternative. |
are required to take a course in critical thinkingcompleting this assignment, a student is requiced t
Additionally, there is a CGP for critical thinkirand  use respected outlets for his/her analyses (a ramim
a related competency: information literacy. Lastthe  of five articles from quality sources). In additjon
innovativeness component of change mastery ise/she must also submit an executive summary of
reflected in assessment criteria of papers anhbis/her analyses as well as make a presentatitheto
presentations alike in the selected courses. class of his/her work.

The Senior-Level Integrated Assessment Overall, the Senior-Level Integrated Assessment
) ] ) requires most if not all of the seven transferalbiéis

The third and final component of our CAP is theyg he demonstrated. Students will have to use their
development of Goals for the Major and th_e Senioryr competency to help understand the case as svell a
Level Integrated Assessment. The faculty in the HRreate HR solutions. Critical thinking skills are
Department, in consultation with community HR clearly required for this analysis. Moreover, stige
professionals, alumni, and internship supervisorsyeed to rely on their information literacy skillach
developed goals for the major indicating what &neijr technology competency to effectively seamti a
student majoring in HR should know and be able t@gpitalize on the HR professional literature. Asyth
do by the time he/she graduates. The articulategag through numerous HR articles on their chosen

goals include the following: topic, their quantitative reasoning competency
resources management competency will be demonstrated in their executive

o _ summary of their analysis. Finally, their oral
Integrate the organizational factors that influence communication skills will be evident in their

the operation of these functions presentations. In conclusion, this assignment is an
Integrate the environmental factors that influence €Xcellent mechanism to assess both competency
the operation of these functions development in soon-to-be HR graduates as well as

an effective measure of goal attainment for our HR
Conduct research in a variety of ways regarding majors.

HR issues . .
The alignment between the Senior-Level

Apply their HR and general business knowledge Integrated Assessment and the Yeung, et. al. (1994)
in numerous practical ways HR competency model is very strong. In terms of HR
mastery, students have completed all of the HR
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requirements prior to enrolling in this class. Thusneeded to preparing such individuals for success in
they are expected to demonstrate HR mastery at thieis profession. As mentioned previously, more
undergraduate level. Comparably, they have alsmesearch is needed on how private colleges and
completed the business core of the program as weliniversities develop programs to enhance the drucia
Thus, their case analyses should be reflective ofoft-skills in our students. This paper presents an
business mastery in terms of analyzing the probleninnovative and effective way to design a quality
evaluating potential solutions, and preparing forundergraduate program that produces graduates with
implementation of their recommended courses ofhe critical competencies for today’s business @orl
action. This requirement also assesses chandgdthough this paper is presented from a HR
mastery. A significant part of the grade for thisperspective, the model described can be applied to
project is to devise a solution to the problemhbie t any business-related major.

case and an action plan to carry out their proposed
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