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The Impact of Practice Computer-Based 
Assessments on Business Student Test Performance 

 
Allen D. Truell, Ball State University 

Jerrell C. Cassady, Ball State University 
Molly M. Jameson, Ball State University 

 
 

 

Abstract

 

Educators have been exploring innovative strategies to enhance student learning via a variety of 

computer-based assessments.  The purpose of this study was to determine if the quiz/day ratio and other 

selected variables were significant predictor and explanatory variables of college of business student test 

performance.  Specific other selected variables examined in this study were computer anxiety, computer 
liking, computer ownership, gender, GPA, perceived computer competence, and weekly computer use.  

Results of the study revealed that the variables GPA and quiz/day ratio were significant predictor and 

explanatory variables of college of business student test performance.  More specifically, 30.1% of the 
variance in test performance was explained by these two variables.  Recommendations for business 

educators seeking to use computer-based practice quizzes as a strategy to enhance student learning and 

for further research are offered. 

 
 
 
 
 

Introduction 

The use of computer-based testing has steadily 

increased (Russo, 2002) primarily for the many 

advantages it offers both instructors and students 
(Goldberg & Pedulla, 2002).  For example, 

instructors can set a computer-based testing system 

to provide students with immediate feedback on 

their performance (Alderson, 2000; Barkley, 2002; 
DeSouza & Fleming, 2003; Stephens, 2001).  This 

immediate feedback can take a number of forms 

including test score, test questions with both 
correct and student response strings, or test 

questions with both correct and student response 

strings with detailed feedback.  The variety of test 

administration options is an additional benefit of 
computer-based testing (Barkley, 2002; Goldberg 

& Pedulla, 2002).  Such options include students 

completing tests in a designated computer lab 
within a specified timeframe, students completing 

tests in a computer lab proctored by the instructor 
during the regular class time, or making tests 

available for students to complete on a computer 

and at a time of their choosing. 

Review of the Literature 

As educators seek creative ways to enhance 

learning (Russell, Elton, Swinglehurst, & 

Greenhalgh, 2006; Wallace, Grinnell, Carey, & 
Carey, 2006), these two benefits of computer-

based testing, immediate feedback options and test 

administration options, seem to offer educators the 
most promise for improving student test 

performance.  One primary factor influencing the 

utility of formative assessment is the manner by 

which feedback is delivered (Kulik & Kulik, 
1988).  The method of feedback used in formative 

assessment has a clear influence on eventual 

performance, as well as level of induced anxiety 
(Wise, Plake, Eastman, Boettcher, & Lukin, 1986; 
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Wise, Plake, Pozehl, Barnes, & Lukin, 1989).  The 

most desirable feedback approach appears to be 
immediate post-performance reporting, which 

provides feedback directly after the entire quiz or 

test has been completed (King & Behnke, 1999).  

This method takes advantage of a primary benefit 
of computer-assisted assessment by supplying 

timely feedback (Clariana, Ross, & Morrison, 

1991; Jongekrijg & Russell, 1999), while avoiding 
the problem of inducing anxiety or distraction from 

immediate feedback that more prevalent models 

provide after each item (Wise et al., 1989). 

As such, a few researchers have explored a 

variety of computer-based test feedback and 

administration options to facilitate student 

learning.  Wallace et al. (2006), for example, 
examined two computer-based practice test 

feedback strategies for their impact on student 

achievement.  Wallace et al. found that students 
who completed the interactive practice tests 

performed significantly better than did students 

who simply completed the practice tests with 
correct answers supplied for feedback.  Further, 

Gretes and Green (2000) reported on the results of 

two studies using computer-based tests to improve 

student learning.  In the first study, they found 
students who completed voluntary computerized 

practice exams averaged about one-half letter 

grade higher than students who did not take 
computerized practice tests.  In addition, the 

students who completed the computer-based 

practice tests held positive views of the practice 

experience.  In the second study, they found that a 
positive relationship existed between the number 

of practice tests completed and course grade while 

controlling for student prior academic 
achievement.  Student prior academic achievement 

was determined by SAT score. 

In another study, Charman and Elmes (1998) 
noted that formative computer-based tests 

enhanced both student performance and interest in 

course content.  DeSouza and Fleming (2003) 

analyzed the performance of students who were 
allowed to complete online computer-based 

quizzes when, where, and for how long they 

wanted.  Results of the study showed that 
subsequent student test performance improved and 

that they were very satisfied with the experience. 

 Lee-Sammons and Wollen (1989) reported that 

computer-based practice quizzes likely improved 
student performance on multiple choice 

assessments. They explained the effect was 

especially noticeable for students who traditionally 

performed poorly on tests.  In a related study, 
Clarke (2000) found that the number of completed 

computer-based practice quizzes explained 10% of 

the variance in student performance on subsequent 
exams.  Maki and Maki (2001) reported that 

student computer-based quiz performance (not just 

number of completed quizzes) is correlated with 
test performance. 

Need for the Study 

With educators seeking innovative strategies to 

enhance student learning (Russell et al., 2006; 
Wallace et al., 2006), it behooves educators to 

build upon and explore new approaches for 

harnessing the benefits of computer-based testing 
as a tool for improving student learning.  The few 

studies that have adapted the benefits associated 

with computer-based testing for enhancing student 
learning have reported positive results with several 

researchers calling for additional studies. 

Purpose 

The purpose of this study was to determine if 
the quiz/day ratio and other selected variables 

significantly predicted and explained college of 

business student test performance.  Following the 
guidance of previous research investigating student 

variables related to using computer-based tests 

(e.g., Truell, 2004), this investigation included 

studentsô computer anxiety, computer liking, 
computer ownership, gender, GPA, perceived 

computer competence, and weekly computer use in 

the analysis.  Total quiz frequency is a natural 
variable to examine, and is commonly targeted in 

research on practice effects in learning (e.g., 

Clarke, 2000; Gretes & Green, 2000).   The 
additional attention in this study toward the timing 

(or distribution) of the offered practice quizzes is 

warranted given the wealth of evidence that 

distributed practice benefits learning (Son, 2004; 
Willingham, 2002).  Expressly, answers to the 

following research questions were investigated. 
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1. Are the quiz/day ratio and other selected 

variables examined in this study 
significant predictors of college of 

business student test performance? 

2. Do the quiz/day ratio and other selected 

variables examined in this study explain a 
significant proportion of variance in 

college of business student test 

performance? 

Methodology 

The next section outlines the methodology 

employed to complete the study.  Specifically, the 
participants, data collection procedures, and data 

analysis are presented. 

Participants 

Students attending a midsized public university 
in the Midwest who were enrolled in a sophomore-

level business communication course served as 

study participants.  This sophomore-level business 

communication course is a college of business core 
requirement.  Student participation in the study 

was voluntary, and those who elected to participate 

received a small incentive for completing the 
study.  Data were collected during the fall 2005 

and spring 2006 semesters from six intact sections 

of the course. 

Data collection procedures 

Data were collected in a variety of ways.  Each 

studentôs test score, practice quiz distribution, and 

number of practice quizzes completed were 

collected via the computer-based testing system 
used during the study.  Practice quiz distribution 

and number of practice quizzes data were used to 

determine the quiz/day ratio variable. 

Computer anxiety was determined by student 

responses to the 26-item Computer Anxiety Index 

(CAIN) developed by Simonson, Maurer, Montag-
Torardi, and Whitaker (1987).  Concurrent validity 

for the CAIN was established using the state 

portion of the State-Trait Anxiety Index developed 

by Spielberger in 1970 (Simonson et al.).  
Participant response options for the 26-items of the 

CAIN ranged on a six point, Likert-type scale from 

1 = strongly agree to 6 = strongly disagree.  
Responses to these 26 items are summed, creating 

a composite scale that can range from a low of 26 

(low computer anxiety) to a high of 156 (high 
computer anxiety). 

Computer confidence was determined by 

responses to a five point, Likert-type scale item 

ranging from 1 = very low competence to 5 = very 
high competence.  Computer ownership was 

determined by participant responses to a yes/no 

question.  Participant gender was recorded by the 
participantsô instructor for inclusion in the data 

analysis. Weekly computer use (hours) was 

determined by participant responses to a question 
seeking that information. 

Data Analyses 

Participant characteristics were described using 

means and standard deviations.  To answer 
research questions one and two and determine if 

the distribution and number of practice quizzes 

predicted and explained a significant proportion of 
variance in business student performance on a test, 

stepwise multiple regression was used. The 

criterion variable was each business studentôs score 
on the third of three tests administered during the 

course.  The average business student score on this 

test was 39.26 (SD = 4.344) out of 50.  The 

predictor and explanatory variables included were 
computer anxiety, computer liking, computer 

ownership, gender, GPA, perceived computer 

competence, quiz/day ratio and weekly computer 
use.  The quiz/day ratio variable was determined 

by dividing the number of practice quizzes 

completed by the number of days prior to Test 3 

that students started completing the practice 
quizzes. Each practice quiz consisted of 15 

true/false questions selected at random by the 

computer-based testing system from a pool of 124 
items. At the completion of each practice quiz, 

participants were provided with the questions, the 

correct responses, and their respective responses to 
review. Participants were allowed to complete 

these practice quizzes as many times as they would 

like, at anytime, and from any computer with 

Internet access. Test 3 consisted of 50 multiple-
choice questions covering content from that section 

of the course.  Face validly of both Test 3 and the 

practice quiz question pool was determined by the 
instructor. 
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The variables computer ownership and gender 

were coded as dummy variables for the purpose of 
all analyses. Specifically, the dichotomous variable 

computer ownership was coded yes = 0 and no = 1, 

respectively; the dichotomous variable gender was 

coded female = 0 and male = 1, respectively.  All 
other variables were treated as continuous. 

The independent variables were examined for 

multicollinearity using the procedure outlined by 
Hair, Anderson, Tatham, and Black (1998).  Hair 

et al. explained that the tolerance value and its 

inverseðthe variance inflation factor (VIF)ðwere 
used to assess pairwise and multiple collinearity.  

More specifically, ñany variables with tolerance 

values below .19 (or above a VIF of 5.3) would 

have a correlation of more than .90ò (Hair et al., p. 
193).  A correlation of more than .90 is an 

indicator of multicollinearity. The lowest tolerance 

value and the highest VIF value for independent 
variables in this study were 0.564 and 1.773, 

respectively. 

Participant Characteristics and Findings 

Participant characteristic data and findings for 

the two research questions are presented in the next 

section. 

Participant Characteristic Data 

Participating college of business students 
reported a mean level of computer anxiety of 48.41 

(SD = 16.09).  Mean computer liking was noted at 

.35 (SD = 0.64). Regarding computer ownership, 

152 (96%) of the students owned a computer, 
while only 6 (4%) did not.  The distribution, the 

number of days before the test participants began 

completing practice quizzes, averaged 3.08 (SD = 

1.836). Regarding gender, of the 158 participants, 
93 (59%) were male and 65 (41%) were female.  

Participants reported a mean GPA of 3.046 (SD = 

0.49) on a 4.0 scale.  The number of practice 
quizzes completed by each participant averaged 

12.69 (SD = 7.93).  Perceived computer 

competence was reported to be 3.96 (SD = 0.70).  
Weekly computer use (hours) by participants was 

reported to be 17.06 (SD = 10.19).  These 

participants were enrolled in a sophomore-level 

course and most were likely knowledge of the 
computer-based testing system used to collect data 

during this study. 

Predictive Power of the Variables 

The first research question sought to determine 
if the quiz/day ratio and other selected variables 

examined in this study were significant predictors 

of college of business student test performance on 
the third course test.  Results of the stepwise 

multiple regression analysis indicated that the 

variables GPA and quiz/day ratio were the only 

significant predictors of business student test 
performance F, (2, 157) = 34.826, p = < = 0.000.  

Table 1 presents the regression analysis for the 

predictive power of the variables. 

 

Table 1 

Stepwise Regression Analysis for Predicting College of Business Student Test Performance (N = 158) 

 

Source of variance SS df MS F p 

Regression 918.468 2 459.234 34.826 <0.000* 

Residual 2043.893 155 13.186 

Total 2962.361 157 

Variables in the Model 

 

Variables B SE B Beta t p 

GPA 4.716 0.589 0.535 8.006 <0.000* 

Quiz/day ratio 0.202 0.075 0.180 2.691 0.008* 
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Variables not in the Model 

 

Variables Beta In Partial t p 

Computer anxiety 0.004 0.004 -0.054 0.957 

Computer liking -0.018 -0.021 -0.264 0.792 

Computer ownership 0.096 0.116 1.445 0.151 

Gender -0.053 -0.064 -0.792 0.430 

Perceived computer competence 0.007 0.009 0.108 0.914 

Weekly computer use (hours) 0.033 0.040 0.493 0.623 

Note.  *Significant at Ŭ = .05. 

 

Explanatory Power of the Variables 

The second research question sought to 

determine if the quiz/day ratio and other selected 

variables examined in this study explained a 
significant proportion of variance in college of 

business student test performance.  As identified 

above, only GPA and quiz/day ratio were 
significant predictors of the performance 

outcomes.  Together, the two variables accounted 

for 30.6% (R2 = 0.306) of the variance in business 
student performance on the third course test.  Table 

2 presents the regression analysis for the 

explanatory power of the variables.  Following the 

procedure outlined by Kotrlik and Williams (2003) 
a ñ. . . simple measure of effect size is the multiple 

regression coefficient, R2ò (p. 4).  Cohen (as cited 

in Kotrlik & Williams, 2003) noted that an R2 of 
.306 indicated a large effect size. 

Conclusions and Implications 

The findings outlined in this study are based on 
the performances of a limited sample (n = 158).  

Naturally, generalization of these effects needs to 

be cautious.  However, the findings are in line with 

a growing body of evidence on computer-based 

testing, so the following conclusions can be 

considered confirmatory evidence. 

The results of this study confirmed that 

quiz/day ratio of practice quizzes completed by the 

students in the core college of business course 
provided a unique and meaningful contribution to 

student performance on the third course 

examination.  After the dominant variable of GPA 

was removed, the quiz/day ratio explained an 
additional 3.1% of student performance and was 

the only significant predictor variable other than 

GPA. 

Prior research has established that GPA is a 

durable and powerful predictor of test 

performance, while the other demographic 
variables in this study have been shown to be 

ineffective in explaining student performance 

variation (Gretes & Green, 2000; Truell, 2004).  

Furthermore, the additional predictive powers of 
quiz completion frequency noted in our results 

confirm the findings provided by Gretes and 

Green. 
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Table 2 

 

Stepwise Regression Analysis for Explaining the Proportion of Variance in College of Business Test 
Performance (N = 158) 

 

Source of variance SS df MS F p 

Regression 918.468 2 459.234 34.826 <0.000 

Residual 2043.893 155 13.186 

Total 2962.361. 157 

 

Variables in the Model 

 

Variables R2 Cum. R2 F-Change p 

GPA 0.278 0.278 60.012 <0.000* 

Quiz/day ratio 0.031 0.301 7.240 0.008* 

 

Variables not in the Model 
 

Variables   t p 

Computer anxiety   0.054 0.957 

Computer liking   -0.264 0.792 

Computer ownership   1.445 0.151 

Gender   -0.792 0.430 

Perceived computer competence   0.108 0.914 

Weekly computer use (hours)   0.493 0.623 

Note.  *Significant at Ŭ = .05. 

 

The results of this study offer several 

implications for business educators using or 
contemplating using computer-based practice 

quizzes to enhance student learning.  First, since 

the quiz/day ratio is a significant predicator and 
explanatory variable of college of business student 

performance on a test in this study, educators may 

consider implementing practice computer-based 
quizzes of their own as one possible tool to 

enhance student learning.  Second, since the other 

variables examined in this study were not found to 

be significant predictor or explanatory variables of 
college of business student performance on a test, 

educators can plan the use of computer-based 

practice quizzes knowing that these variables will 
likely have little impact on student test 

performance. 

 

Recommendations for Further Research 

Based on the review of the literature and 
findings of this study, the following 

recommendations for future research are put 

forward: 

1. Studies that build upon this investigation 

should be conducted.  Since it is 

possible for computer-based practice 
quizzes to be made available to students 

in a variety of configurations, studies 

comparing these different possible 

computer-based practice quiz 
configurations are needed.  Such studies 

would provide insight as to what 

computer-based practice quiz 
configurations (quiz/day ratio) might be 

the most effective for various learners. 
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2. A study examining the impact of practice 

quizzes on students of different ability 
levels is needed.  While the results of the 

current study are positive, it does not 

provide insight into the impact of 
computer-based practice quizzes between 

high and low performing students.  Since 

GPA was a significant predictor and 

explanatory variable of student 
performance in this study, it is possible 

that the better students might have 

completed and benefited more from the 
practice quizzes.  Such a study would 

provide additional insight into how 

instructors might best use computerized 
practice tests with various student 

abilities. 
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Abstract 

Organizations have expended numerous resources in keeping their information assets secure. Since many 

security breaches have been the result of human actions, organizations also have focused considerable 
attention on the security awareness of users. Pervasive use of technology, the Internet, mobile devices, 

wireless networking, and social networking also have put consumersðespecially studentsðat 

considerable risk. Awareness of the information risks associated with these various technologies and how 
to help mitigate those risks is a critical need in todayôs classrooms. This article includes topic lists and 

skills that can be applied to studentsô everyday lives and to their future careers in business. 

 
 

Introduction 

Information security breaches, including 
phishing, other forms of social engineering, and 

loss of portable devices, are occurring on a routine 

basis. Although it may not be possible to prevent 
all breaches, many breaches can be prevented 

through regular security awareness training, 

enforcement of policies, and development of a 
security culture.  

Almost daily, reports of losses due to 

information security breaches and theft include 

hundreds of thousands of dollars lost. The cost of 
information security breaches to businesses and 

individuals can be very high, whether tangible or 

intangible. According to a 2007 Gartner Survey, 
3.6 million people lost money in phishing attacks 

for the 12 months ending August 2007, up from 

2.3 million the previous year, with the dollars lost 

soaring to $3.2 billion (Gartner, Inc., 2007). The 
following are a few examples of security breaches 

and information theft. 

In 2004 a worm attack disrupted production in a 
DaimlerChrysler factory for half a day (Grant, 

2007). In 2005, a computer at Boston College

 containing alumni information was hacked into, 

making it necessary for college officials to notify 
100,000 alumni, telling them they may become 

victims of identity theft (Garretson, 2007). In 

November 2006 Starbucks lost four laptop 
computers with 60,000 current and former 

employeesô information (ñToday in Business,ò 

2006). In May 2006 a laptop missing from a 
Veterans Administration employeeôs home 

contained 28,600,000 records of American military 

veterans (Dunn, 2007).  

Incidents such as these have prompted 
organizations to modifyðor createðcompany 

policies to prevent the loss or compromise of 

valuable data. However, such policies are not 
foolproof. Although AT&T company policy 

requires encryption and other measures, the 

employee who had been using a company laptop 

did not follow policy and compromised the names 
and social security numbers of employees when 

the laptop was stolen in July 2007 (Wolfe, 2007).  

Even when employees follow security policies, 
it does not always guarantee the safety of 

information. In August 2007, a Maryland 

Department of the Environment laptop computer 
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was stolen from an employeeôs car. The employee 

had followed department procedures by locking the 
laptop in the trunk. The laptop contained names, 

addresses, phone numbers, and social security 

numbers of 10,000 Maryland residents (Wolfe, 

2007). 

A number of factors contribute to the increasing 

number of security breaches. These factors include 

the computing environment as well as the online 
behavior of computer users. 

Environment 

Students and adults alike are increasingly 
utilizing online resources to communicate, conduct 

business, and entertain themselves. Potential 

attackers have responded by increasing their focus 

on obtaining their information or money through 
creative electronic methods. As an example of the 

widespread growth of such attacks, the Sans 

Instituteôs annual list of the top Internet security 
threats includes ñattacks against people, where 

attackers focus on executivesò as one of the most 

critical risks. This is the first time the Sans Institute 
has included attacks against people as one of their 

top security threats (Vaas, 2007). 

Social networking also has become a pervasive 

activity. Social networking sites such as MySpace 
and Facebook have now become commonplace in 

the educational arena and are being checked by 

some employers. In February 2007, 6.5% of ALL 
Internet traffic was to the top 20 social networking 

sites (OôHear, 2007). ComScore (2008) reports that 

two out of every three Internet users visit social 

networking sites, with 530 million visitors last 
year. Further, MySpace and Facebook each attract 

over 100 million visitors per month (comScore, 

2008; Arrington, 2008). 

As the information technology environment has 

continued to evolve, the use of portable/mobile 

devices has exploded. We now can access records 
and information virtually anywhere there is 

Internet access. However, along with this 

convenience comes the tradeoff in risk. It is easy to 

lose portable devices such as cell phones, 
BlackBerrys, PDAs, laptop computers, and USB 

storage devices. ñBusiness travelers in the UK lose 

up to 8,500 mobile devices in the countryôs 
airports every yearé.Business travelers passing 

through London airports are the most unlucky, 

with more than 400 laptops and 2,500 other mobile 

devices lost annuallyò (ñLost Laptops,ò 2007, p. 65). 

With more personal mobile devices becoming a 

single source point for data, the necessity to secure 

these devices through encryption and other security 

mechanisms becomes critical. Devices which 
typically are recognized as single-purpose devices 

(such as an iPod for listening to music or a digital 

camera for taking pictures) can also provide 
threats. Digital media of all types, including 

valuable information from a laptop computer, can 

easily be saved to an iPod or a cameraôs flash 
storage. Organizations may increasingly limit the 

amount of information stored on mobile computers 

and hand-held devices and elect options such as 

employing a VPN to create a secure connection 
back to the corporate server where the data is 

securely stored. 

Online Behavior 

Young adults arrive at colleges today with 

several years of experience with computing, 

Internet usage, and technology. In a 2006 
EDUCAUSE Center for Applied Research 

(ECAR) study of over 28,000 undergraduate 

students at 96 colleges and universities (most from 

four-year institutions), nearly 98 percent owned a 
PC, three-fourths of responding freshmen from 

four-year institutions owned laptops, almost one in 

five owned a personal digital assistant (PDA), 
smart phone, or both, and more than one-third 

owned a wireless hub. The average respondent 

reported spending 23 hours per week using various 

technologies, with business and engineering majors 
using information technology more than others 

(Katz, 2006). However, just because students are 

using these technologies does not necessarily mean 
they are using them safely. 

Statistics suggest that adults also may not be 

practicing safe online behavior, which raises the 
question whether adults are teaching their kids safe 

online behavior. According to a survey, the U.S. 

National Cyber Security Alliance reported that 

74% of adults surveyed have given out personal 
information such as email address, name, and 

birthday on social networking sites, 83% of adults 

have downloaded unknown files from other 
peopleôs profiles, and 31% of adults have 

responded to a ñphishyò unsolicited email or 

instant message (Leyden, 2006). 
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BCS News (ñParents Warned,ò 2007) reported 

that a Webroot software study found 82% of 
teenagers regularly visit social networking sites. A 

study of 167 undergraduate students at two large 

public universities revealed that although students 

considered themselves knowledgeable about safe 
computing behavior, they continued to engage in 

unsafe computing or security behavior. Although 

students tended to recognize the potential negative 
consequences associated with risky computing 

behavior, they felt there was a low probability that 

these consequences would happen to them (Aytes 
& Connolly, 2004).  

Business and Information Systems 
Education 

The critical need for business and information 
systems (IS) educators to teach information 

security awareness, and responsible computing and 

online behavior is based on a number of reasons. 
First, students on college and university campuses 

are technologically savvy but also ñnaµve to the 

dangers that same technology posesò while 
ñschools have failed to systematically incorporate 

Internet safety, information security, and 

cyberethics instruction into curriculaò (McQuade 

III, 2007, pp. B29-B30). Second, these students are 
also future business employees. Businesses need 

employees who are security aware and also 

practice safe computing behavior on a regular 
basis. Third, knowledge is power. In addition to 

learning safe computing practices, when 

individuals learn the security dangers that exist and 

tactics used to obtain information, they will be 
better prepared to thwart off a potential security 

attack. Last, but not least, is that systematic 

security awareness training and repeating of the 
security message will help to build a security 

culture where information security and safe 

computing practices become standard operating 
procedure. 

A majority of business educators seem to agree 

that security awareness is important. In a recent 

study of business and IS educators from 35 states, 
56.8% of faculty reported that computer and 

information security was an important concern to 

them. Also, 71.1% felt that both they and their 
students should receive more information security 

and awareness training (Rotvold, 2007). 

Higher education can take a leadership role in 

promoting the safe, secure, and ethical use of 
computing devices and technology in addition to 

providing the associated training. According to 

McQuade III (2007), higher education can lead by 

example by revising curricula to include skills 
needed to protect information systems and using 

information technology responsibly so that college 

graduates will have these literacy skills. Higher 
education should add Internet safety, information 

security, and cyberethics training to degree-

program requirements, continuing education 
courses, and teacher education programs; in 

addition, they could also offer little or no cost 

training to public and private school teachers, 

officials, and adolescents (McQuade III, 2007). 

However, the idea of teaching information 

security awareness practices to students may be 

somewhat intimidating for many business 
educators, especially when a significant number of 

students seem to be tech savvy. In addition, these 

educators may not have received any security 
awareness training at their schools. An ECAR 

2006 study revealed that less than 50 percent of the 

institutions surveyed regularly communicate 

security awareness issues to faculty, staff, and 
students. Rotvold (2007) also found that the 

majority of the faculty surveyed in colleges of 

business reported that their college of business 
offered no security awareness training for 

themselves (60%), or their students (62.4%). On a 

positive note, however, this study found that 

approximately 30% would like to increase 
coverage of information security and awareness 

topics within their courses. 

Where to Begin 

Teachers need to begin educating themselves 

about information security risks through research 

and reading. Numerous sources of information 
exist online and can be obtained through Internet 

searches. Information technology publications also 

provide recent trends and current information 

regarding security. 
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Needs Assessment 

After obtaining initial background information, 

teachers next should assess what they need to learn 
and what they want their students to learn. 

Potential questions may include: What 

technologies am I using? What technologies are 
my students using? What is the age level of my 

students? What online activities am I or my 

students involved inðemail, instant messaging, 

social networking, or gaming, wireless networking, 
e-commerce, etc.? What basics apply to everyday 

general computing? What security awareness 

topics relate to the objectives in the courses I 
teach? 

Terminology 

Next, educators can continue the literacy 

process by learning some of the vocabulary 
associated with online computing and networking. 

At a minimum, everyone needs to be familiar with 

strong passwords, anti-virus software, phishing, 
and principles of staying safe online. In addition to 

researching articles, reports, guidelines, and books, 

teachers can investigate the possibility of resource 

people that could provide training for themselves 
and/or their students.  

The following is a sampling of information 

security terms that business educators should 
know. 

Phishing. Emails that bait users to give out 

personal information are considered phishing 

attempts. These emails include realistic and 
authentic looking graphics of businesses such as 

banks, Pay Pal, EBay, and credit card companies. 

Frequently the messages are asking the recipient to 
click on a link, update his/her personal 

information, and/or take quick action to a fictitious 

problem by responding to the instructions in the 
email in an effort to avoid negative penalties and 

consequences. Mass quantities of these emails are 

sent out with the hope that a number of people will 

take the bait and perform the requested action. 
Vast sums of money have been lost in these types 

of scams.  

The term ñspear phishingò has been coined to 
refer to phishing attacks where the criminals ñuse 

information about staff or current organizational 

issues to lend their e-mail an air of credibilityò

 (Vaas, 2007, p. 26). Further, the term ñwhalingò 

was adopted in 2007 as the term for spear phishing 
executives and rich people, ñdrawing on the Las 

Vegas habit of referring to rich gamblers as 

ówhalesôò (Vaas, 2007, p. 26). Vaas also reports 

that spear phishing has a success rate of 80%!  

Social Engineering. Social engineering attempts 

against unsuspecting individuals are a type of 
security threat which can result in significant data 

loss and which can be attributed to the actions and 

responses of people. Social engineering has been 
defined as ñsuccessful or unsuccessful attempts to 

influence a person(s) into either revealing 

information or acting in a manner that would result 

in unauthorized access to, unauthorized use of, or 
unauthorized disclosure of an information system, 

a network or dataò (Hansche, Beri, & Hare, 2004, 

p. 58). In other words, social engineers will devise 
(through nontechnical means) deceptive and clever 

ways to get people to reveal confidential or 

sensitive information that should not be disclosed. 
The delivery methods for these schemes may be in 

person, over the phone, or through the Internet. 

Phishing can be considered one form of social 

engineering. 

Social engineers can be quite skillful in 

applying a number of psychological principles 
including intimidation, flattery, sympathy, or 

building trust that will lead an individual to divulge 

information that he or she normally would not give 
out. For example, a social engineer may come up 

to an employee from whom he or she wants to 

eventually gain information and begin to tell the 

employee that he or she is such a hard worker, or a 
great employee who is underpaid, overworked, and 

under appreciated. Once the social engineer has 

gained the employeeôs trust and made him or her 
feel good, the social engineer will eventually ask 

for information. At this point, the employee would 

probably have a difficult time refusing the request 
of someone who has been so kind to them. 

Sometimes the opposite approach is used. The 

social engineer acts like an authority figure and 

intimidates the person into divulging information 
to avoid being reprimanded for not doing what a 

superior asks.  

Security Awareness. In relation to security, 
awareness has been defined as ñbeing acquainted 

with, mindful of, conscious that and well informed
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of a specific subject, and thus implies knowing and 

understanding a subject and acting accordinglyò 
(Wulgaert, 2005, p. 9). According to Wulgaert 

(2005), creating awareness involves more than 

pushing or communicating information to people; 

it ñrequires understanding, learning, acquiring 
skills and using the obtained knowledge,ò (p. 9) of 

which the latter is critical to the success of the 

security awareness program. In other words, 
program success also depends on a change in 

peoplesô behavior. Training, or education, is the 

component that teaches the skills that users are to 
learn and apply. Vaas (2007) asserts ñhaving a 

yearly security awareness teach-in just wonôt cut it 

when it comes to solving the pervasive problem of 

gullibilityò (p. 26). Some employers are attempting 
to find out how gullible their employees are by 

running attacklike tests. A new security awareness 

technique called ñinoculationò is being used by 
some military agencies to run benign attacks 

against their own employees. Those employees 

who fall for a particular trap are then trained (Vaas, 
2007).  

Encryption. Encryption is the encoding or 

scrambling of data so that if intercepted, the data 

will be unreadable by anyone without the proper 
key to decipher the code. Various encryption 

standards and tools exist to encrypt data on a file, 

folder, and disk level and also through 
transmission across various mediums. 

Strong Passwords. Strong passwords consist of 

a sequence of upper and lower case letters, 

numbers, and symbols typically greater than seven 
characters. Strong passwords should not include 

family or pet names, dictionary words, birthdays, 

or previously used passwords. Users should avoid 
commonly used passwords such as password, 

admin, qwerty, or teacher. Care must be taken so 

that passwords are not easily accessible or posted 
on a note nearby the workstation. Also, users 

should not use the same password for multiple 

accounts. Using a ñrootò password that you can 

remember will allow you to add on to the password 
for different applications. For example, a strong 

password such as r2gg#1448 could be updated to 

r2gg#1448_jbte for the password to access the 
Journal of Business and Training Education 

(Kennedy, 2007). 

Information Security Topics in the 
Classroom 

The security topics and depth of content that 

business education and IS faculty teach depend on 

the age of the student audience, the type and level 

of course, and the background of the student. The 
following topics represent a sampling of content 

that can be covered in a variety of business and IS 

courses. These topics apply to everyday computing 
on a personal and business level. They provide a 

basis from which to start discussing security and 

from a level which is relevant to studentsô lives.  

Importance of Security Literacy. Students need 

to understand why security literacy is essential. 

More importantly, students also need to understand 

why information security, as a whole, is critical. 
Information security is not just an IS or technical 

issue. Many breaches of security have been a result 

of human error or a result of human action. 
Therefore, information security is everybodyôs 

responsibility whether at home, school, or work. 

Instructional strategies should include activities 
and examples that make the topic relevant to the 

students now and in the future when they begin 

their careers. Topics could include: 

 Protecting personal and confidential 

information 

 Preventing identity theft 

 Protecting personal safety 

 Protecting financial information 

 Protecting an organizationôs information 
assets 

a. Legal responsibilityðFamily 

Educational Rights and Privacy Act 
(FERPA), Health Insurance Portability 

and Accountability Act (HIPAA), 

Gramm-Leach-Bliley Act (GLB) 
b. Ethical responsibility 

c. Costs of a breachðfinancial, trust, and 

reputation 

Social Networking. Because social networking 
has become so pervasive, it is critical for students 

to learn how to be safe when using social 

networking sites. To make learning about online 
safety relevant for students, activities could include 

surveying students to find out how many are using 

social networking sites and the practices and 

behaviors used on these sites. Aggregate data then
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 could be used to highlight areas of potential 

concern along with potential consequences. 
Subtopics could include: 

 Social networking statistics 

a. Data on sites used 

b. Data on types of information being 

posted 

c. Data on security related incidents 

 Social networking safety tips 

a. Privatizing screen names 

b. Restricting access to postings 

c. Keeping private information private 

d. Posting only information that is 

acceptable for the world to know 

e. Dealing with strangers 

f. Remembering that postings cannot be 

taken back 

Phishing. In addition to defining phishing, real-

life examples could add much interest to the class. 

Students may likely have their own examples to 
share. Sharing strategies and phrases used by 

phishers is critical so that students will be more 

prepared to recognize a potential scam when they 
see it. Safety tips and what not to do is equally 

important to ensure information security and 

proper computing behavior. Statistics related to 

phishing and its consequences in terms of loss will 
support its importance. Discussing the current 

practices of spear phishing and whaling will also 

help students to understand the evolution of 
phishing and to realize how ñsmartò or 

sophisticated the phishers have become. 

Identity Theft. Statistics illustrating frequency 
of incidents, common targets for identity theft, and 

losses incurred can set the stage for the importance 

of this topic and the probability of identity theft 

affecting students or their families. Topics could 
include: 

 How identity theft can happen  

 How to detect a possible identity theft 

incident 

 What to do if identity theft happens 

Online Safety Practices. Although listed as a 
broad category, this security topic area could be 

broken down into various subtopic areas. The

 overall theme is How Do I Protect Myself? The 

subtopic areas may be determined by the type of 
activity, environment, and/or technology. 

 Downloading files 

 Instant messaging 

 Links 

 Conducting business onlineðbanking, 

shopping, and other e-commerce 

 Using public computers 

 Using public wireless network access 

 Internet security and web browsing 

 Email security 

Workstation Safety Practices. Helping students 
to understand that workstation settings can directly 

impact the security of data and information is a key 

step in providing workstation safety. Safety 

practices will also include the use of anti-virus 
software and anti-spyware software. Possible 

subtopics include: 

 Antivirus software 

a. Installation and updating of definitions 
b. Examples/vendors 

 Anti-spyware software 

 Patches and operating system updates 

 Workstation and operating system settings 

a. Firewall 

b. Passwords and accounts 
c. File sharing 

d. Encryption and encryption tools 

e. Assignment of network rights 

f. Email settings 

 Safety procedures such as disconnecting 

from the network 
 

WLAN (Wireless LAN) Safety Practices. Many 

students have their own wireless networks or their 
families have wireless home networks. If these 

networks do not have properly configured security, 

other people can access their network and open the 
potential to seeing their data. Topics could include: 

 Wireless encryptionðWEP, WPA, WPA2 

 Service Set Identifiers (SSIDs) 

 Media Access Control (MAC) address 

filtering 

 Passwords 

 Remote administration 

 Potential threats to unprotected networks 
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 Common safety tips (such as location of 

your wireless hub and disabling access at 

certain times of the day). 

Organization-level topics. In educating todayôs 

collegiate business students, coverage of security 

topics aligned more closely with organizationsô 

security should also be addressed. These topics 
could include the following:  

 Acceptable use 

 Remote access 

 Information sensitivity and classification 

 Incident reporting 

 Specialized security and legislation 

(HIPAA, FERPA, etc.) 

 Risk assessment 

Implications and Strategies for the 
Classroom 

A key point to remember is that not all security 

topics fit all classes. Teachers need to determine 
which information security topics relate to the 

objectives of the courses they teach. Some topics 

may be more appropriate for IT and IS classes than 

for every business course. What is important is that 
teaching principles of information security, safe 

online and computing behavior, and cyberethics 

needs to be incorporated systematically, on an 
ongoing basis across the business and information 

systems education curriculums. These topics are 

equally as important as teaching and utilizing the 
technologies themselves. Various security 

awareness training and instructional strategies used 

in business can also be applied to the classroom.  

Speak Their Language 

First, the message should be spoken in the 

audienceôs language to ensure users understand the 

message (Desman, 2003). Therefore, teachers need 
to speak in a language that students understand. 

Introduce security topics in terms of how it affects 

them.  

Keep it Relevant 

Additionally, security awareness training needs 

to be relevant, important, and tailored to each 

individual audience. ñAttendees will pay attention 
and incorporate what they see or hear in a session 

if they feel that the material was developed 

specifically for themò (Wilson and Hash, n.d., 

Developing section ¶2). Include practical examples 

that apply to the technology and activities that they 
use and ask them to share stories and examples of 

what they have found. By focusing on how 

security can help solve their problems or provide 

some other benefit, teachers and trainers make 
security personal, thereby increasing the 

effectiveness of the training and making it 

something users care about (Orshesky, 2003). 
Students also need to know from the start why this 

is important and how information security is 

relevant to them. Articulating this information in 
addition to providing real world examples of risks, 

threats, incidents, behaviors, and consequences can 

help to accomplish that goal.  

Involve Students 

Information security should not be a passive 

activity. Students need to get involved. Teachers 

can actively engage students by having them role 

play various scenarios, create security awareness 
videos, participate in group discussions on 

experiences, and participate in practical lab 

activities. Inviting an outside speaker who has 
interesting facts and stories to tell can also add 

another dimension to these topics. Utilizing 

various scenarios of clever attempts to obtain 

information (social engineering) and discussing or 
role playing how to counter these attacks will help 

students come away with practical strategies they 

can use on a regular basis to protect their 
information. Include students in the research 

process. Not only will they get the message from 

multiple sources and add to your knowledge base, 
but also they can research security topics that apply 

to them, thereby making security personal in 

another way. 

Lab activities involving workstation and 
operating system settings, email and web browser 

settings, file and disk encryption, or wireless 

settings can also be used to add an active, 
engaging, and practical component to teaching 

information security and awareness.  

Summary 

Teaching responsible computing behavior is 

just as important as teaching technology. Although 

many business educators may not feel adequately 

prepared to teach various aspects of information 
security, they can begin by reading and taking one 
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step at a time. Security awareness is a continual 

process, not a one-time event. By embracing the 
challenge and involving students, business 

educators can make a difference in preparing the 

future workforce to be better prepared in meeting 

the numerous and diverse information security 
challenges facing todayôs society and business 

world. 
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Abstract 

Service learning provides opportunities for students to achieve classroom objectives in a real-world 

environment.  This manuscript provides an overview of service learning and provides a project in a 

business communication course, which works through the stages of service learning: planning, 
experience, and reflection. 

  

Introduction 

If business communication students pack food 

boxes for a local food bank, they are providing a 

valuable and important service to the community 

as volunteers. However, if these business 
communication students also create persuasive 

letters soliciting community donations and share 

the donation results with the food bank Board of 
Directors, they are engaging in service learning. 

Service learning moves students beyond a level of 

volunteerism through a structured process 
integrating learning and service objectives.  

Parameters to Service Learning 

Service learning is a teaching-and-learning 

technique integrating meaningful community 
service with instruction and reflection to enrich the 

learning experience, teaching civic responsibility, 

and strengthening communities (National Service 
Learning Clearinghouse, 2006). Service learning 

(SL) is designed to connect learning, serving, and 

teaching, rather than merely consisting of 

volunteer activities. The core concept revolves 
around the idea that service learning combines 

service objectives and learning objectives with the 

activity, changing both the recipient and provider 
of the service (National Service Learning 

Clearinghouse, 2006). Service learning must align 

with and fulfill a specific learning standard 
(Groneman & Railsback, 2005). 

 

Service learning is curriculum-based and 
facilitates learning to help students understand how 

to participate in community outreach while 

accomplishing service and learning objectives 

(Hoyt & Thalmann, 2001). Service learning 
extends the learning environment in a variety of 

ways to engage students and provide an 

opportunity to apply knowledge. Through SL, 
practical experience is obtained while academic 

skills and civic responsibility are strengthened and 

the needs of the community are met (Groneman & 
Railsback, 2005). As Dewey (1938) emphasized 

with his philosophy of experiential learning, 

service learning makes the abstract ideas of the 

classroom concrete through the ñconsequences that 
result from their applicationò (p. 20). 

Involving students in such an experiential 

learning environment provides students with an 
opportunity to serve community organizational 

needs. Learning is a result of experience (Kolb, 

1984). This concept makes service learning a 

valuable and viable component for a variety of 
courses, including business communication. 

Tucker and McCarthy (2001) note the 

implementation of service learning projects helps 
increase effective communication skills. Rama, 

Ravenscroft, Wolcott, and Zlotkowski (2000) 

report service learning also aids in building people 
skills necessary for students to succeed. During 

service learning projects, students practice 

applications learned in the classroom and exercise 

interpersonal skills, which are necessary in todayôs 
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workplace (Groneman & Railsback, 2005). Thus, 

students use discipline-based theories and concepts 
taught in the traditional classroom environment via 

a real-world experience (Hoyt & Thallman, 2001).  

The adaptability of service learning makes it a 

viable classroom tool. The nature of the course, 
expected skill level of the student, and available 

resources all influence how service learning effects 

learning in the classroom. Service learning projects 
serve three objectives: (1) students take ownership 

of their work; 2) projects and products fulfill a 

business need; and 3) students develop a better 
understanding of real-world communication issues 

(Littlefield, 2006). The social outlook of the 

business world along with the needs of the 

community and the knowledge students provide 
integrate into a positive learning experience. 

Service learning can be adapted to correspond to 

the needs of any classroom. As Weis (2000) stated, 
ñIf a course has useful content, it is likely that 

students can apply that content to meet the needs 

of the communityò (p. 25). 

Business Communication in Service 
Learning 

Students must learn how to communicate 

effectively in a global society. Students must first 
realize that each culture may approach society in a 

different way. As noted by Cyphert (2007), a 

variety of types of cultures exists and each has 
specific characteristics. Some examples of 

different types of cultures include relationship-

focused cultures, deal-focused cultures, expressive 

cultures, polychromic cultures, monochromic 
cultures, etc. Cyphert continues the discussions of 

differences in cultures and includes culture shock 

because of a lack of knowledge about another 
culture. Culture shock can be defined as ña trauma 

you experience when you move into a culture 

different from your home cultureò 
(http://www.cba.uni.edu/buscomm/internationalBusCo

mm/cultureshock.htm#Culture%20Shock, para. 1). 

Comm-unication problems and frustration rises 

when there is a lack of understanding of the culture 
and verbal and nonverbal communication 

standards in a particular culture. Therefore, it is 

essential students understand the importance of 
global communication. 

Business communication content is extensive, 

and it is difficult to address all necessary topics in 
one course. To adequately cover the topics related 

to business communication and to provide an in-

depth learning experience for students is even 

more challenging when incorporating a global 
aspect. Using a business communication service 

learning (SL) project is a way to address the global 

aspect. It should be noted, however, as a business 
communication course, more emphasis in 

evaluation is placed on the written work and oral 

presentation than on the technical skills. 

Service learning is not only beneficial to 

business students, but also reflective of the 

increasing importance of community service in the 

business world (McCarthy & Tucker, 1999). 
Business communication is a course in which a 

specific SL project can develop an increased level 

of written and oral communication skills, provide a 
service to non-profit organizations, and provide a 

global communication component. Service 

learning is not a ñone size fits allò 
teaching/learning technique. The instructor must be 

careful to modify the SL project to appropriately 

conform to the nature of the course and course 

objectives. The elements of the SL project will 
vary depending on the learning objectives of the 

course and studentsô skill and maturity levels. 

Throughout this modification process, the 
instructor must verify that service learning consists 

of three essential elements: planning, experience, 

and reflection (Weis, 2000). One business 

communication SL project is described below 
using the elements of planning, experience, and 

reflection. 

Planning 

Planning involves locating the client and 

negotiating the details of the service experience 

(Weis, 2000). Students must be reminded that 
community service is similar to the business 

environment, and obstacles may be encountered 

along the way (Weis, 2000). Therefore, the 

instructor is responsible for developing the SL 
project guidelines and setting objectives to ensure 

the achievement of the learning and service 

objectives (Hoyt & Thalmann, 2001). In this 
regard, the instructor quickly moves to a 

facilitatorôs role in preparing students for the SL 

project: Students must fully understand the 

http://www.cba.uni.edu/buscomm/internationalBusComm/cultureshock.htm#Culture%20Shock
http://www.cba.uni.edu/buscomm/internationalBusComm/cultureshock.htm#Culture%20Shock
http://www.cba.uni.edu/buscomm/internationalBusComm/cultureshock.htm#Culture%20Shock
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objectives of the SL project because they will take 

responsibility to communicate with a non-profit 
client to determine details of the communication 

partnership.  Thus, students must immediately 

become involved in analyzing the communication 

needs for the non-profit client, determining how 
those needs can best be served, and developing a 

timeframe for completing the SL project. As each 

group understands the needs and communicates 
with the non-profit client, learning and service 

objectives are achieved.  

The entire SL project includes six letters, one 
informational report, and four technology-related 

items. Each letter is submitted in rough-draft 

format to allow for instructor feedback, for the 

groups to edit, and for individual and group 
reflection. A brief description of each letter 

follows: 

1. Letter of transmittal: Written to transfer the 
project to the Board of Directors of the non-

profit organization 

2. Persuasive letter (solicited): Written to 
request a donation to the non-profit 

organization 

3. Persuasive letter (unsolicited): Written to 

request a donation to the non-profit 
organization 

4. Goodwill letter: Written to thank a person 

for a donation 

5. Indirect letter: Written to a person who 

pledged a donation, but the donation was 

not received 

6. Bad news letter: Written to respond to a 
complaint from a donor who does not 

believe his or her donation was 

appropriately distributed 

The informational report, brochure, and four 

technology-related items are submitted in final 

format the first time and do not go through the 
revision process.  

The informational report includes the 

following: background of the organization, mission 

of the organization, internal and external local and 
global communication, advertising, fundraising, 

and presence in the community. The background 

and mission of the organization are self-

explanatory, and the information is obtained from 

non-profit organization literature and Web sites.  

Four technology-related items are created for 

the SL project, and each must include a global 

component or perspective. Students work in teams 

to design a new or updated logo to include a global 
component or perspective. The logo is then used 

for the letterhead, business card, brochure, and 

Web site for the non-profit organization. If 
students are not familiar with Web page design 

software, the Web page may be created using word 

processing software. The focus of the Web page 
component for the SL project is on the layout, 

design, color and global and cultural content more 

than on the actual functionality of the Web page. 

Students are expected to briefly research good 
design principles and analyze the clientsô existing 

Web page if one is in place. 

Global Communication Component 

Global communication is a vital aspect to the 

SL project. Four technology-related components of 

the SL project are designed for cultural diversity. 
Students must create or adapt the logo, letterhead, 

business card, brochure, and Web homepage to be 

more culturally appropriate. These components are 

designed for another culture for which the non-
profit organization currently provides services. 

Often, this involves a culturally diverse population 

in the community.  

The changes to the four technology-related 

components must be based on correct information 

researched and reported by the students in the 

informational report, which includes, but is not 
limited to, topics about the culture, such as 

language, customs, holiday celebrations, values, 

lifestyles, colors, etc. Hall (2002) notes, ñThinking 
strategically and communicating powerfully in the 

global marketplace requires skills that are 

profoundly influenced by culture, gender, and 
ethnicityò (p. 56). The ability to communicate 

effectively in a global business contextðwhether 

in face-to-face encounters, teleconferences, or via 

e-mailðis a critical skill. 

As students research good design principles, 

they must also research information dealing with 

their specific culture as a part of the globalization 
of the project. For example, when creating the 

logo, letterhead, business card, brochure, and Web 
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site, teams should investigate information 

pertaining to color choices. Colors have symbolic 
meanings or associations (positive and negative) to 

people of different cultures. The color white to 

Westerners typically means purity or virtue, but 

among those living in India or China, white 
represents death or mourning. However, mourning 

in Turkey is associated with violet (Bennett, 2004). 

It is essential to use color wisely in Web page 
design to avoid negative associations. This is just 

one example of how color must be used 

appropriately in global communication. 

Project Instructions in the Syllabus 

To ensure student understanding of the 

concepts involved in the SL project, a checklist for 

both oral and written components of the final 
project are included in the course syllabus. The SL 

project checklists are provided in the appendix (see 

Figures 1 and 2). Oral presentations last 20-30 
minutes each, with culminating activities/ 

discussions taking approximately 5-10 minutes. 

Each group presents information to convince/ 
persuade the Board of Directors to adopt the ideas 

to improve internal and external communication. 

An oral presentation incorporates an electronic 

slideshow and a summary handout to the class. 
Each group is evaluated on the written communi-

cation developed in the SL project and on the oral 

communication demonstrated by making a 
successful business presentation. 

Planning the SL Project. Before the term 

begins, students are e-mailed instructions to select 

a non-profit organization. The organization should 
be not-for-profit, be active in the community, and 

include a global component in its mission, goals, 

etc. If the organization does not currently include a 
global component, the group may adapt by 

providing services to a specific culturally diverse 

population in the community. Because students 
come to the first class with information to discuss 

about their non-profit organization, including 

mission, goals, and a global component, an 

immediate standard of preparedness for the 
business communication class as a whole is set.  

The next step is to divide the class into groups 

so that each team can analyze and select one non-
profit organization for a SL project. As students 

are placed into teams of three to five students, each

 team will have three to five non-profit 

organizations from which to select one. Once each 
group analyzes and selects one non-profit 

organization, the communication development 

stage begins. The ñsix honest serving menò 

(Kipling, 1902) ðwho, what, where, when, why 
and howðwill be used to develop the following 

information about their chosen non-profit 

organization. We refer to them as the ñsix standing 
soldiers.ò 

1. Who: Contact person(s)/Board of Directors  

2. What: Needs of the organization 
(communication) 

3. Where: Description information (location, 

size, service areas, types of service 

offered, number of years in existence, 
projected budget, etc.)  

4. When: Short- and long-range plans/goals  

5. Why: Mission statement (including global 
aspects) 

6. How: Types of marketing promotion and 

fundraising  

Each group submits this information to the 

business communication instructor for approval. 

As a result, each group begins to develop a 

communication plan and a basic understanding of 
the communication needs of their chosen non-

profit organization. 

Experience 

Experiential learning is noted by Dewey (1938) 

as the most successful form of learning as it 

provides students with an opportunity to apply 

skills learned within the classroom to another 
environment. Service learning objectives may 

vary, but the opportunity to meet a community 

need gives the students a sense of pride (Groneman 
& Railsback, 2005). Service learning is both 

experiential and applied. By integrating content 

knowledge and ñreal worldò experiences, learning 
and growth occur. As students use newly acquired 

knowledge and skills in a ñreal worldò 

environment, they develop valuable higher order 

skills such as leadership, critical thinking, and 
decision-making. Service learning provides 

opportunities for students to experience and apply 

their learning while identifying and meeting 
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genuine community needs. Thus, students are able 

to attain academic objectives in a ñreal worldò 
environment.  

Experience through the SL project: Using and 

improving communication skills in the business 

world provides students with an opportunity to 
learn vital communication skills. The SL project is 

designed for students to implement a variety of 

written communication (persuasive, goodwill, bad 
news, etc.) typical to a business communication 

course. Additionally, students must use a variety of 

technical skills (Web page design, desktop 
publishing, word processing, etc.) and oral skills 

(questions for the non-profit, oral presentation with 

electronic slideshow, etc.). 

Each group arranges at least one face-to-face 
meeting with the non-profitôs Board of Directors or 

other key decision-makers. Additional meetings, if 

needed, may be via phone, e-mail, in person, 
videoconference, etc. The purpose of the meeting 

is to determine how communication occurs 

internally, externally, and globally in the non-profit 
organization. Students gather information on the 

communication needs for advertising, fundraising, 

and community presence.  As guided, students 

obtain a business card, letterhead, and brochure 
and log onto the organizationôs Web site for 

information about the current logo and Web site 

design. The team adapts the ñsix standing soldiersò 
criteria for identifying the communication needs of 

their non-profit organization.  

Students also obtain information as to how the 

non-profit organization advertises its service/cause, 
how funds are raised to support the service/cause, 

and how well known the non-profit organization is 

in the local and/or global community. They use the 
information to write the six letters and 

informational report. As the types of letters are 

discussed in class, students apply that knowledge 
by composing the appropriate letters and 

informational report. To specifically address 

technology and the global component, each group 

designs a new logo for the letterhead, business 
card, brochure, and Web site homepage.  

As a result, classroom instruction is 

systematically relevant. As each type of written 
communication is introduced, the groups develop 

that specific document for their non-profit

organization. For example, as the pattern for a 

persuasive letter is discussed, each group creates a 
persuasive letter specifically designed to meet the 

communication needs for the non-profit 

organization. A rough draft of the persuasive letter 

is submitted for instructor feedback on content, 
format, and meeting the communication goals. As 

the group discusses the feedback, reflection occurs.  

Reflection is based on the communication goals 
defined by the ñsix standing soldiersò and on the 

information obtained from meeting(s) with the 

non-profit organization. Then, the persuasive letter 
is edited in final format to more closely meet the 

communication needs of its non-profit 

organization. Each group submits the revised letter 

to the instructor for grading.  

Reflection 

Both individual and group reflections are 

implemented in service learning. Individual 
reflection is completed in oral and written forms to 

reflect upon the experience. The group reflection 

gives students the opportunity to share their 
learning with peers.  Reflection allows students to 

self-reflect and synthesize lessons learned 

throughout the experience (Hoyt & Thalmann, 

2001). Reflection helps students connect traditional 
classroom assignments and projects to the real 

world, therefore seeing a purpose for the 

assignment (Anson, 1997). As noted by 
McEachern (2006), reflections in the form of 

reflective papers or journals help connect the 

learning so that students and the instructor can see 

what was learned by students throughout the 
project.  

Reflection for the SL project: Dubinsky (2006) 

notes reflection ñcannot just be tacked on the end 
of a course, even if the major assignment 

associated with the reflection occurs after the 

partnership created as a part of the service learning 
context has endedò (p. 309). Reflection occurs 

throughout the SL project, as well as at the end. 

Formative feedback is given by the instructor to 

the student groups for each of the six letters. As a 
result, reflection occurs both orally and in writing 

as students discuss and edit each letter to meet the 

communication needs of the non-profit 
organization.  

The SL project concludes with a final team 

presentation. The oral presentation using 
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presentation software is created for two audiences: 

1) the instructor and peers and 2) the non-profit 
Board of Directors or other decision-makers. After 

persuasive presentations are discussed in class, 

teams prepare the presentation in proper format.  

The first presentation consists of findings to 
their primary audienceðtheir instructor and peers. 

The persuasive presentations are based on the 

communication needs of their non-profit 
organization. Students present their updated logo, 

letterhead, brochure, business card, and Web 

homepage designed for the non-profit organization. 
The presentation ends with each team presenting a 

brief reflection on the SL project including what 

they learned, how their project will benefit the 

non-profit organization, the effectiveness of the SL 
project, etc. Thus, they have an opportunity to 

share the results of their project, while 

demonstrating effective oral and written 
communication, identifying global communication 

components, and reflecting on communication 

goals. Upon concluding the presentation, students 
receive immediate feedback from their instructor 

and peers. Therefore, students have an opportunity 

to reflect upon the feedback and adapt their 

presentation before presenting to the non-profit 
Board of Directors.  

 The secondary audience is the Board of 

Directors of the non-profit organization. Although 
the teams are not required to present to their non-

profit organization, they are encouraged to do so. 

These presentations provide another avenue for 

group reflection. Students make the connection 
between the real world and the purpose of the SL 

project. Often the group seeks to persuade the 

Board of Directors of a non-profit organization to 
adopt their ideas for improving organizational and 

global communication both internally and 

externally.  

Self-assessment is also part of the SL project. 

After the oral presentation, each student writes a 

one-page self-assessment reflecting on the 

following: How did the SL project help the student 
achieve the course objectives? How well did the 

students work as a team and with the Board of 

Directors? What other communication experiences 
occurred during the SL project? The student 

submits this self-assessment via e-mail to the 

instructor.  

As groups create and edit the letters, write the 

informational report, create/update the logo, 
letterhead, business card, brochure, and Web site 

and prepare for the presentation, the SL project is 

compiled as an electronic and a paper portfolio. At 

the end of the SL project, the electronic portfolio is 
submitted to the instructor. The non-profit 

organization receives both an electronic and a 

paper portfolio. The communication portfolio 
allows students to provide evidence of information 

gathered by creating effective communication 

documents and a persuasive presentation. The final 
SL project is graded as a package. Individual parts 

(letters, report, brochure, letterhead and business 

card logo, and Web homepage) are graded 

individually throughout the project. Reflection 
occurs throughout the SL project, thereby 

enriching the service-learning experiences.  

Summary and Implications 

Service learning moves students through a 

structured process integrating meaningful 

community service with instruction and reflection 
to enrich the learning experience. Using a business 

communication service learning (SL) project is a 

way to address communication skills in an 

experiential and applied environment. Reflection 
occurs throughout the SL project, thereby 

enriching the service-learning experiences. This 

project provides opportunities for students to 
experience, apply knowledge and skills, and reflect 

upon their learning while identifying and meeting 

genuine community needs.  

This reflects Worley and Dyrudôs (2006) 
statement, ñWhen the communication problem is 

real rather than fictional, they [students] more 

readily understand the interplay among the 
complex variables. Service learning can provide 

this reality for business communication studentsò 

(p. 305). The SL project provides students with a 
real-world opportunity to develop and implement 

their business knowledge and communication 

skills in a professional global environment. This 

project also serves as an example to educators on 
how to implement SL in their classroom. Educators 

may adapt this SL project for their particular needs 

or develop their own SL project based on the 
information provided in this manuscript.  
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APPENDIX 

 
 

Figure 1 
 

Final project information checklist  
 

Item Description Possible Points Points Received 

I. Cover Page 1  

II. Letter of Transmittal 7  

III.  Table of Contents 1  

IV. Informational Report   

  Background of Organization 3  

  Mission of Organization 3  

  Internal/External Communication 3  

  Advertising 3  

  Fundraising 3  

  Presence in the Community 3  

V. Appendix   

  Logo 4  

  Letterhead with Organization Logo 4  

  Two Persuasive Letters on Letterhead   

 1. Solicited: Asking someone to 

donate  

7  

 2. Unsolicited: Asking someone to 

donate 

7  

  Goodwill Thank You Letter on 

Letterhead: Thanking a donor 

7  

  Indirect Letter on Letterhead: Person 

pledges donation, but it was never 

received 

7  

  Response to a Complaint Letter on 

Letterhead: Person does not believe 

his/her donation was used 

appropriately 

7  

  Brochure for Organization with Logo: 

2- or 3-fold 

4  

  Brochure for Organization with Logo: 
2- or 3-fold (culturally adapted) 

4  

  Home Page for Organizationôs Web 

Page 

4  

  Home Page for Organizationôs Web 

Page (culturally adapted) 

4  

  Business Card 4  

  Business Card (culturally adapted) 4  

  Cultural Information Report 5  

  Slideshow Handout 1  

 TOTAL  100  
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Figure 2 

Oral Presentation Checklist 

 
Date: 

Topic/Title: 

Group #: 

Presenters: 
  

Introduction: (10 points possible)     

_____ Opening is appropriate and attention-getting. 

_____ Group members are introduced and their participation identified. 

_____ Presentation structure is clearly presented, logical, and accurate.  

 

Notations: 

 

Body of Presentation: (10 points per section possible = 30 points) 

Content: 

_____ Logical progression is evident for major points. 

_____ Transitions are evident from one point and member part to the next. 
_____ Terms are defined and concepts are explained. 

_____ Factual data is cited to support major points and concepts. 

_____ Major points are restated and/or summarized. 

 

Notations: 

 

Delivery: 

_____ Oral language is appropriate and correct. 

_____ Speaker enunciates, uses appropriate volume, and is expressive. 

_____ Rate (pace) is appropriate.  

_____ Nonverbal language enhances the message. 
_____ Eye contact is evident and appropriate. 

 

Notations: 

 

Media Use: 

_____ Media are appropriate and used to enhance the message. 

_____ Media are used as prompts (NOT read word-for-word). 

_____ Media (slides, handouts, etc.) are clear (ñRule of 36ò for slides). 

_____ Media are correct (spelling, grammar, sources cited, etc.) and consistent. 

 

Notations: 
 

Conclusion: (10 points possible) 

_____ Major points are reiterated (orally and visually) 

_____ Ending is appropriate, memorable, and reinforces the major points. 

_____ Ending includes the ñso what?ò and ñwhat now?ò questions, when needed. 

 

Notations: 

 

Total Score: _______ 
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Abstract 

This article presents an exercise in which teams select candidates while applying Equal Employment 

Opportunity/Affirmative Action (EEO/AA) guidelines. Students are told to select one individual from a 

group of three candidates for a position.  Each of these potential candidates may belong to one or more 
ñprotected classes.ò  This exercise can be conducted as an individual, group or class experience.  The 

intent is to gain a greater understanding of EEO/AA and how ñfairò decisions are made.     

 

Introduction 

Modern legislations protecting the civil rights 
of employees have been in place for over three 

decades in the United States.  Many corporations 

have undergone legalizationðñthe elaboration of 
structures and processes in response to law and the 

legal environmentò (Fuller, Edelman & Matusik, 

2000, p. 200).  Many organizations now offer 
ñsensitivity trainingò in the diversity area, but a 

basic understanding of an employerôs legal 

responsibilities is generally lacking.   Recently, the 

Equal Employment Opportunity Commission 
launched a program called, ñEradicating Racism 

and Colorism from Employmentò (Schoeff, 2007).  

EEO/AA remains a critical area for todayôs 
trainers, business persons, and students to 

understand. 

In spite of the lengthy tenure of Equal 

Opportunity/Affirmative Action (EEO/AA), 
professors and practitioners are still unclear as to 

how to help students and employees understand 

what these laws and mandates mean in an 
organizational setting.  A particular area of debate 

in the field of employment law has been 

Affirmative Action.  Crosby, Iyer, and Sincharoen 
(2006) described Affirmative Action as a proactive 

approach to ensure that people are not 

discriminated against.    Research indicates that 

society has several EEO/AA misperceptions 

(Golden, Hinkle, & Crosby, 2001).  The key to 

overcoming these misperceptions is making sure 
that employees understand what an organizationôs 

AA policy entails and how the policy is applied in 

the organization.  Heated reactions appear to stem 
from misinformation (Crosby & Clayton, 1990) 

and misinterpretation (Kravitz & Platania, 1993).  

One example of an EEO/AA misperception is the 
stigma that Affirmative Action hires are 

incompetent (Heilman, Block, & Stathatos, 1997); 

however, research does not substantiate this claim 

of incompetence (Reyna, Tucker, Korfmacher, & 
Henry, 2005). Explanations of what AA entails and 

how it applies to students and employees will 

reduce conflicts like these (Kravitz & Platania, 
1993).   

A study by Day and Glick (2000) stated that 

human resource (HR) managers believe that a high 

priority should be placed on ñlegal contexts and 
issues, including discrimination legislation and 

affirmative actionò (p. 39), but in their review of 

course syllabi in diversity classes, a much lower 
level of importance was given to this area.  Thus, 

many graduates are currently lacking critical skills 

needed to handle diversity.   

Classrooms are particularly well-suited for 

discussion of such a sensitive topic as EEO/AA 

because they provide a non-threatening 

environment where participants are less likely to 
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feel encumbered by ñcorporate constraints or 

career concernsò (Boyd & Halfond, 2000, p. 39).  
Boyd and Halfond (2000) found that discussing 

EEO/AA issues in the context of a case creates a 

ñsafe, dynamic, participatory environment for 

raising and resolving sensitive issuesò (p. 40).  
They suggested that a case is ideal for EEO/AA 

discussion because it allows sensitive issues to be 

analyzed and discussed with proper facilitation (by 
trainers and business professors). In a report issued 

by AACSB (2002), observers recognized a schism 

between business school curricula and experiential 
learning.  The observers expressed a need for more 

opportunities in business school curricula that 

allow students to analytically participate in 

activities that relate to current business trends and 
concerns.  

There is no one panacea for teaching complex 

issues like EEO/AA.  However, individuals can 
learn how to holistically analyze a situation in 

order to produce the most effective results for their 

particular situation.  Research suggests that a 
learning approach that encourages participants to 

ñfocus on ógood practiceô that reflects external and 

internal organizational ófitô rather than pursuing a 

best practice model that may be at odds with the 
business context and organizational realityò is very 

important (Foster and Harris, 2005, pp. 14-15).  

Also, a study by Laird, Engberg, and Hurtado, 
(2005) found that an effective mode of teaching 

diversity in higher education is for educators to 

create an environment of peer-to-peer learning.  

This study also suggested that it ñis likely that 
many instructors will need assistance in making 

these changes, especially in preparing to facilitate 

the dialogues that transpire within an increasingly 
diverse campus communityò (Laird et al., 2005, p. 

471).  The goal of this article is to provide a 

resource for instructors and trainers who teach 
EEO/AA in business, HR, and diversity classes.   

An additional benefit of this exercise is that it 

offers participants an opportunity to discuss the 

validity of pre-employment interviews.  Moore and 
Hass (1990) analyzed an EEO/AA case that went 

before the U. S. Supreme Court, and showed the 

potential for pre-employment interviews to 
introduce bias and discrimination.  When using this 

exercise, instructors can remind their students that 

each of these candidates is potentially a member of 
a ñprotected classò based on age (over 40), sex 

(Ariel), race (Shelldrake), religion (Assan), or 

disability (Ariel) and analyze with the class the 
legality of their hiring criteria. Often students are 

surprised to discover that it is not illegal to ask a 

candidate if you saw him or her at your kidôs 

soccer game.
1
  Certain EEO/AA issues (i.e., race, 

sex) have been incorporated into the exercise 

because they are common areas of underutilization 

in workforce analyses in the real world (see Crosby 
et al., 2006).  Instructors can take the opportunity 

to discuss how integrating individuals in these 

protected classes can add value to an organization.   

Overview of the Exercise 

Learning Objectives  

The exercise uses a real life scenario to foster 

analytical discussion regarding EEO/AA issues.  
Allowing students the opportunity to apply AA in a 

ñreal worldò setting should further decrease 

conflict caused by misunderstandings in regard to 

AA issues (Bumpus, 2000) and allow them a 
greater understanding of how EEO/AA impacts the 

work environment.  This exercise helps instructors 

to teach this important area and gives graduates the 
knowledge and skills they need to handle the 

interface between diversity and legality.  Using this 

exercise, students and employees will be better 

equipped to:  

 Clearly understand common 

misperceptions about diversity and 

Affirmative Action 

 Recognize their own personal perceptions, 

intentions, and actions 

 Become leaders of effective 

communication on how to approach 
difficult decisions regarding EEO/AA 

issues  

Synopsis of the Exercise 

The exercise is based on a fictitious engineering 

team that must consider several factors in its 

attempt to hire an additional teammate.  The 
beginning of the exercise frames the team as an 

effective work group that is faced with the need to 

make a hiring decision.  This hiring decision is in 

the context of an organization that is striving to 

                                       
1 For additional information on legal pre-employment 

inquiries refer to www.eeoc.gov. 
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adhere to employment laws as well as a company 

affirmative action plan.  Following the description 
of the organizationôs needs, the three candidates 

are presented. Each applicant has unique 

credentials and a unique demographic background.  

There is no ñcorrectò answer for who should be 
hired. As students discuss their applicant 

selections, they are able to discuss openly their 

analytical approach to the problem and learn from 
each other different approaches to problem 

solving.   

 Conducting the Exercise 

The instructor notes for conducting the exercise 
are included in Appendix A.  Before the exercise 

begins it is important that the students have a basic 

understanding of Affirmative Action (see 
Appendix C for a basic Affirmative Action 

overview). The exercise in Appendix B is 

distributed to all members of the class and the 

students are instructed to make their own analysis 
of which candidate they would choose.  The 

students should be encouraged to focus not only on 

their selection of a candidate, but also on the 
process they used to arrive at this decision.  The 

instructor asks students to develop a list of 

qualities they want in their new coworker.  These 

qualities can include academic preparation, work 
experience, ability to work as a team member, and 

anything else they think is relevant.  This list will 

be an effective tool in the debriefing session as it 
will provide a frame of reference for what factors 

influenced the studentsô hiring decision beyond the 

necessary job specifications.   

Following the individual assessment, the 

instructor puts the students into teams of 4 to 6 and 

tells them to act as though they are the engineering 

team described in Appendix B, and together they 
need to determine which candidate should be hired.  

All teams review and discuss the exercise 

simultaneously.  Each team must decide on one 
applicant and be willing to defend why they chose 

that individual.  Finally, the instructor will ask 

each team to present who they selected and explain 
their decisions. 

Measures of Learning 

This exercise helps students learn several 

important lessons.  An initial measure of learning 
is whether or not misperceptions about EEO/AA 

issues are discussed and resolved. The instructor 

will know whether or not EEO/AA issues have 
been resolved by listening to the process each team 

took in deciding which candidate would best fill 

the position. As students are able to air their 

concerns, the instructor can address them and help 
students realize the validity of affirmative action 

plans. How well the teams were able to collaborate 

and decide on one candidate to hire is also an 
important measure of learning.  One reason the 

exercise is presented in a case format is to allow 

students the experience of working through a ñreal 
worldò problem in teams.  The interaction between 

team members requires students to use open 

communication and compromise in order to hire 

the best applicant.  A final measure of learning is 
the amount of team and class discussion.  Students 

often have many questions about EEO/AA issues 

and are generally willing to discuss them.  
Engaging in open dialogue concerning this issue is 

essential to breaking down EEO/AA misper-

ceptions and concerns (See Crosby et al., 2006; 

Laird et al., 2005).  

Suggestions for Instructors/Possible Post-
Exercise Evaluation 

To optimize the benefits of this exercise it is 

extremely important that the instructor creates an 
atmosphere of openness.  The debriefing session is 

more valuable when students feel free to share 

their perspectives. Each instructor needs to 

consider what to focus on in the debriefing session, 
based on class focus and student need.  Listed 

below are a few examples of topics that the authors 

of this exercise have used, and that have 
encouraged positive classroom discussion.   

Discussing the value of an affirmative action 

plan (AAP) is an effective approach as a post-
exercise evaluation. In our experience, few 

students have had exposure to an AAP.  Looking at 

a real AAP and reviewing how it was created is a 

great way to help students understand the value of 
an AAP and the role it plays in benefiting an 
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organization.
2
  Instructors can focus on how an 

AAP fosters diversity in an organization and what 
benefits that entails.     

Another debriefing option would be to discuss 

why any of the three candidates is a legally 

defensible hire.  At the close of the exercise, the 
following questions can be discussed: 

1. Who is the chosen candidate? 

2. Did your team follow the affirmative 
action plan?  If not, why not? 

3. What criteria and information did you and 

your team use to make this decision? 

4. Do you think that this was a ñfairò 
decision? What procedure did you use to 

make the decision? 

This is an ideal opportunity to review the list of 
qualities that students used in making their 

selection. The instructor can discuss how 

procedural justice affected the studentsô hiring 
decision.  This is especially useful because some 

students become angry or upset during the 

selection process when the ñobviousò candidate 
they have selected is overruled either by members 

of their group or the rest of the class.  Discussion 

about the lists helps students realize that diversity 

is not merely about gender or race but rather it is 
about diverse skills and thought processes.  The 

classroom is likely to be a wide range of diverse 

opinions even if its demographic makeup is fairly 
homogenous.  The instructor can also encourage 

students to analyze the situation from different 

perspectives in the case. For instance, the 

instructor can invite students to reflect upon how 
they might act if they were the candidate instead of 

the team member.  This will enable the students to 

see the situation from yet another point of view, 
aiding them further in their analysis of which 

candidate to choose.     

                                       
2  The U. S. Department of Labor has posted a sample 
affirmative action plan (AAP) for organizations to 

review in their pursuit of an AAP.  For instructors 

interested in seeing the entire document it can be 

accessed at http://www.dol.gov/esa/regs/compliance/ 

ofccp/pdf/sampleaap.pdf. 

Alternative Modes of Delivery 

One of the great benefits of this exercise is its 
flexibility.  This exercise has been successfully 

implemented by the authors as a role play, a class 

discussion, and a group assignment.  A role play 

may be conducted with students in the candidate 
roles; this works best in small classes. The 

candidate profiles should be distributed 

individually to the three students acting as the three 
candidates, and they can be interviewed either by 

the entire class or by teams. Each student playing a 

ñcandidateò is aware of only his or her profile.  An 
interview panel serially interviews the candidates 

in front of the non-role playing students (who act 

as observers).  The observers and interviewers 

have all candidate profiles.  During the interviews, 
no candidate is privy to any preceding interview.  

Once the interviews are completed, the panel 

makes its recommendation.  The discussion which 
follows often involves not only decision criteria, 

but observations about behaviors of both panel 

members and candidates, as well as their impact on 
the decisions made and the individualsô 

assessments of justice. 

In situations where the instructor has a short 

period of class time, the instructor can distribute 
the case to the individuals in the class and ask them 

to do an individual analysis of the situation.  

Following the individual assessment, the instructor 
can call for a classroom vote on which candidate to 

hire.  The instructor can conclude the exercise by 

facilitating a class discussion on why a particular 

candidate was chosen. While this alternative 
eliminates the benefit of learning in teams, it still 

allows peer-to-peer learning through the class 

discussion.   

Conclusion 

Students need an understanding of both the 

general legal environment and the specific 
mandates that apply to different situations.  As 

diversity in the workforce has gained a higher 

priority, universities have acted to give students 

more exposure to diversity issues.   This increased 
focus on diversity knowledge concerning EEO/AA 

and employment law has prompted changes in the 

training and business school curriculum.  The 
incorporation of this exercise in our classes has 

been a valuable tool for clearing up participantsô 

misperceptions about Affirmative Action.  After 
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completion of this classroom activity, both 

teachers and students see the world in more 
truthful and cross-cultural ways. 
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Appendix A 

 
Instructor Notes for Delivery of the Job Candidate Selection Exercise 

 
LEARNING OBJECTIVES  

1. Address EEO/AA laws and misperceptions through a lecture and experiential learning.  

2. Foster peer-to-peer learning to allow students to understand diverse ways to approach this sensitive topic. 

3. Use a ñreal worldò scenario to help students understand EEO/AA issues. 

TEAM SIZE  

Any total number of students assigned to teams of 4 to 6 people. 

TIME REQUIRED  

Approximately 30 minutes to 1 hour. 

MATERIALS  

Each student is given a copy of the Job Candidate Selection Exercise (see Appendix B). 

PHYSICAL SETTING  

Preferably a room with separate tables where teams could meet, but any classroom that would allow students to 

gather into small groups will work.  Alternatively, a large classroom with breakout rooms for group discussions and 

analyses would work well. 

PROCESS 

1. Instructor provides a lecture on Affirmative Action, EEO, and AAPs.   

2. Instructor divides the classroom into teams of 4 to 6 students.  

3. Each student is handed a copy of the case, as found in Appendix B. 

4. Instructor asks students to individually read the exercise and create a list of qualities by which they choose 

a candidate and to decide which candidate they prefer. 

5. Instructor then asks students to review the exercise in their groups and appoint a spokesperson who will 

share the groupôs insights about the exercise. 

6. Students discuss the candidates in their groups, select one candidate, and document why they chose that 

candidate.   

7. Instructor asks each group to tell the class which candidate they chose and why. 

8. After each group has shared, the instructor facilitates a class discussion on what criteria each group used to 

select their applicant and focuses the discussion on the applicable law and the diverse thinking used to 

analyze the situation. 
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Appendix B  

Job Candidate Selection Exercise 

 

Organizational Context 

You are a member of an engineering team in a 

large organization with many government and 

military contracts. Your team is responsible for 
developing solutions to problems found in products 

developed in other parts of the organizationð

sometimes this requires working with customers.  
Your team has worked together for a long time; the 

shortest tenure for a team member is four years.   

Recently your team was provided with team 
training that eliminated your direct supervisor and 

empowered your team to make decisions about 

selecting team members, distributing work among 

members, and terminating members.  You liked the 
team training; the exercises were fun and your 

team outscored most of the other teams (all of your 

team members are a bit competitive).  So far, your 
team seems to be very effectiveðyou all like each 

other and you are learning to work together more 

(in the past a supervisor divided up work and often 
there were inefficient overlaps and ñturf battlesò).   

Recently your organization has placed a 

stronger emphasis on EEO/AA issues in its 

trainings; top management has expressed a strong 
interest in having a diverse employee base.   The 

last organization-wide training was completely 

focused on the organizationôs affirmative action 
plan.  In your organizationôs EEO/AA workforce 

analysis the data showed an underutilization of 

women and people of color in the area of 

engineering.  As a plan of action the organization 
proposed it would notify management and 

professional recruitment sources of its interest to 

attract qualified minorities for job openings no 
later than January 1st of this year.  Additionally, 

your organization stated that it will perform an 

annual analysis of job descriptions to ensure they 
accurately reflect job functions, and it will be 

regularly evaluating the total selection process to 

ensure freedom from bias and compliance with the 

organizationôs affirmative action plan. 

Today you have been given a new team task: 

because of increasing workload you must select a 

new member for your team from three candidates 

previously chosen by your team out of a large pool 

of applicants.  Each of the three applicants is 

qualified; however, Assan is the only one of the 

three candidates to have any experience somewhat 
related to your teamôs industry.  This is an entry-

level position, but the newly hired person will be 

an equal member of your team. The only 
requirements for the job are a Bachelorôs Degree in 

Engineering and a GPA greater than 3.0. 

Experience is preferred but not required.  As a 
team you need to choose one of the following 

applicants: Assan, Ariel, or Shelldrake.  You will 

conduct team interviews with each of the 

candidates to determine which candidate your team 
will  hire.   The HR department has reminded your 

team that it needs to hire the candidate it thinks 

will best fit the job but you also need to be 
consistent with your organizationôs affirmative 

action plan.   

Candidate 1: Assan is around 40 years old with 
20 years of work experience.  You notice during 

his interview that he is White, nice looking, 

slightly overweight and a bit fidgety.  He has done 

everything from chauffeuring to waiting tables, but 
his last 15 years of work have been in the testing 

and materials safety areasðexperience that might 

be helpful but is not really similar to what your 
team is currently doing.  Even though his work 

experience is not directly related to what your team 

is doing, two of his three previous employers are 

sometimes called competitors to your organization.  
He has been with his current employer for five 

years and thus is somewhat familiar with your 

industry.  The fact that he has several years of 
work experience and some exposure to the industry 

makes him a unique candidate.  He received a 

Bachelorôs Degree in Engineering 13 years ago 
from a university that is out of state (GPA of 3.6). 

When asked why he is looking for a new job his 

response was: ñIt is time for a change. I like to take 

on new challenges and opportunities and I am 
feeling a bit stale in my current position.  I would 

also like to have Saturdays off to attend church.ò 

He has requested that you not contact his current 
employer because he does not want them to know 
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he is looking for a new job.  When his previous 

employers were contacted they provided you with 
the dates he had worked there, but refused to offer 

any additional information (this has become a 

standard practice in many organizations because of 

lawsuits from former employees concerning 
defamation). 

Candidate 2: Ariel is Asian, in her early 

twenties, and is graduating in two months from the 
state university with a B.S. in Engineering with 

Honors (she currently has a GPA of 3.9).  She is 

attractive, but you notice in her interview that she 
wears extremely thick glasses and doesnôt make 

eye contact with you or anyone else in the group. 

You wonder if this means she canôt see very well 

or perhaps Asians donôt make eye contactðyou 
donôt think these are good questions to ask so you 

donôt ask them. She has worked part-time jobs in 

the summer, but none of this work is directly 
related to the current position. She did have an 

internship one summer in an engineering firm that 

develops personal computers. Two of her 
professors were contacted and they raved about her 

scholarly abilities and achievement orientation.  

One of these professors was surprised to hear that 

she had applied for a job with your organization; 
he had thought that she should apply directly to 

graduate school.  When asked why she wanted to 

work here she said: ñI want to get some real-world 
experience. I have done well in school, but I have 

been looking forward to getting out and really 

accomplishing something.ò  During the interview 

she was presented with a hypothetical engineering 
problem that she answered brilliantlyðin fact the 

explanation was ñover the headsò of at least two of 

the people interviewing her. 

Candidate 3: Shelldrake is in his late twenties 

and is graduating from City College with a B.S. in 

Engineering (GPA of 3.5).  During his interview 

you noticed that he is attractive, Black, and he 
seemed to want to include everyone in the group 

interview. He has eight years of work experience 

and has worked full- or part-time all of the time he 
has been in college.  None of this work experience 

is related to the current job.  When his current 

employer was contacted she said: ñI am going to 
hate to lose him. He has been a wonderful addition 

to the company and our customers and employees 

love working with him.  However, I knew this was 

coming; he warned me that after he graduated he 
would be looking for a job with more security and 

benefits.ò  Two of his engineering professors were 

contacted and they both stressed how much they 
enjoyed having him in class and how he was both 

bright and hard working.  One of his professors 

said that she knew he could have gotten a better 
grade in her class if he had not had to work so 

many hours.  When asked why he wanted to work 

here he said: ñI want to work on projects that use 

my education because I worked hard to get it.  This 
job sounds great because it sounds like you donôt 

do the same thing day after day.  I have also heard 

that this company prides itself on being family-
friendly and I would like to be a part of that.ò  You 

think you may have seen Shelldrake at your childôs 

soccer game cheering on a child, but you are not 

sure this is a legal pre-employment inquiry so you 
donôt ask it. 
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Appendix C 

Overview of Affirmative Action  

Affirmative Action in the United States was 

created three decades ago as an outgrowth of Title 

VII of the Civil Rights Act of 1964 (amended in 

1972), by President Johnsonôs Executive Order 
11246, Executive Order 11375 (for women) and 

the Rehabilitation Act (for persons with disabilities 

in certain arenas) and by court rulings and 
guidelines (Terpstra, 1995).

1
  Affirmative Action, 

as mandated by Executive Order, requires certain 

federal contractors and subcontractors, and 

government agencies, to develop written plans 
which establish goals, objectives and targeted 

timetables for achieving a demographically 

balanced workplace (Bell, Harrison, & 
McLaughlin, 1997).   

The goals of Equal Employment Opportunity 

and Affirmative Action are the same, but the two 
are not synonymous although language used to 

describe them is similar. The intent of EEO, based 

on various civil rights acts, is to provide equal 

employment opportunity by prohibiting 
discrimination based on race, color, sex, religion, 

national origin, age (over 40), veterans status 

(Vietnam war) and disabilities. The intent of AA 
goes further in dismantling discrimination 

(Bergmann, 1996), recognizing previous 

discrimination and ensuring that applicants are 
employed, trained, promoted and paid without 

being favored or disfavored by the aforementioned 

criteria (Crosby & Clayton, 1990).  AA focuses on 

redressing and overcoming the effects of past 
discrimination; thus, specific actions are taken to 

increase the numbers of under-represented 

demographic groups in organizations subject to 
these mandates (Kravitz & Platania, 1993).   

In spite of the intent to be "completely fair," 

there is widespread perception, especially in recent 

years (e.g., Californiaôs Proposition 209), that AA 
is unfair and discriminatory (Crosby & Clayton, 

1990). AA is cited by proponents to be consistent 

with the U.S. Constitution, and by opponents to be 
inconsistent with it--both cite the equal protection 

clauses of the 5th and 14th amendments. AA is 

                                       
1 For more information, see http://www.dol.gov 

claimed to simultaneously cause and counteract 

discriminatory organizational practices. Perhaps 

because of this duality it is perceived that AA is 

not effective--discrimination still exists (Reyna et 
al., 2005).   

One of the causes of this contentiousness may 

be found in the definition given to "fairness" in 
resource allocation or treatment of individuals and 

groups within an organization.  This may be a 

culturally based phenomenon, and is explained in 

part by the focus on process (procedural justice) 
and outcomes (distributive justice). Stroh and 

Dennis (1997:114) claim "fairness is a culturally 

based concept" and "fair has a variety of meanings, 
depending on the cultural setting."  Oftentimes it is 

essential for students to examine their own cultural 

backgrounds to gain a greater knowledge of their 
own attitudes towards fairness and diversity.   

Gender and racioethnic group members differ 

in both attitudes toward and in the degree to which 

they perceive organizational support of AA.  White 
men are more likely than women or minorities to 

believe that an organization supports AA, and this 

is problematic because it may imply to them that 
no additional action is needed to help women and 

minorities to advance in the organization (Parker, 

Baltes & Christiansen, 1997). This difference in 
attitudes may be attributed to either misperceptions 

of AA or a lack of understanding of group 

dominance and power relationships (Eberhardt & 

Fiske, 1994).  One common belief is that an 
individual, especially a woman or minority, is 

unable to succeed due to internal instead of 

external causes (the fundamental attribution error).  
In addition there is no recognition that resources 

available may be different across groups 

(Eberhardt & Fiske, 1994).  This means that 

external resources, over which minorities or 
women may have little control, may also affect 

their success.  

To address the perception of unequal 
competencies it is necessary to focus on data 

collected relative to AA, including tracking 

progression of different groups into higher levels 
of the organization.  ñBase-rate information often 
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provides a structural explanation for the failure of 

an individual and thus erodes the myth of 
individual responsibility.ò (Crosby & Clayton, 

1990, p. 72).  This will serve to provide clear 

information about internal versus external causes 

of behaviors, and also serves to focus organizations 
on attending to subtle factors that may put some 

groups at a disadvantage. 

Many authors have proposed that resistance to 
AA and other programs is attributable to persistent 

forms of racial antagonism and stereotypes 

(Jacobson, 1985; Crosby et al., 2006). One of the 
problems with overcoming this resistance is 

defined by Heilman et al. (1997, p. 603): there is a 

ñstigma of incompetenceò relating to Affirmative 

Action hires.  A major focus on the competence of 
the hired individual is necessary to overcome this 

stigma, but this is problematic, because 

ñinformation that is clearly predictive of 

performance competence is not all that common in 
work settings.ò Instead, more subjective 

interpretations are used, and because of this, 

attributions about performance are made that may 
have no relationship to actual (and successful) 

work performance.  Additional information about 

EEO/AA can be found at http://www.eeoc.gov/ 
and at http://aad.english.ucsb.edu/. 

 
 

http://www.eeoc.gov/
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Abstract 

Given the competitive need for corporate and technical environments to encourage a relationship among 

creativity, innovation, and performance, the instructional activity illustrated herein ï (I Am a Business Analogy) 
ï helps business students realize their own creativity and engage in innovative thinking. As a practical career 

tool, this strategy prepares students to use business analogies skillfully for interview situations as an 

introduction device that easily conveys their credentials and interests. The strategy also aids in development of 
a short list of skills which can be tailored for résumés and/or cover letters resulting in stronger writing 

strategies and logical thinking. 

 

 
Background: Need for  

Creative/Innovative Thinking 

Business as usual will not work in todayôs 

knowledge-based economy. The momentum of 

technological change is such a driving force, that 
sooner or later, something fundamental will alter ï 

affecting your business world (Carlson & Wilmot, 

2006). Business leadership is all about managing this 
change. ñA leader has to be creativeé go out on a 

limb, be willing to try something different,ò (Iacocca, 

2007, p. 6).  

Creativity is defined as the ability to understand 

your environment or conditions and use your 

environment or conditions to your advantage (Brown, 

1985). According to Harvard-trained psychologist 
Robert Epstein (1995), in the modern economy, where 

most workers are knowledge workers, creativity and 

innovation are the most easily sustainable competitive 
advantages. In The Rise of the Creative Class, Florida 

(2002) concurs that human creativity is the ultimate 

economic resource. Draper & Mindrum (2007) further 

suggest, ñIt is the ability of the workforce to come up 
with new ideas and better ways of doing things that 

ultimately raises productivity and thus living 

standards,ò (p. 1).  

Unfortunately, there is currently not a great deal of 

focus on creative and innovative thinking in most U.S. 

educational settings (Breen, 2005; Smith, Hunt, Berry, 
& Hunt, 2005). Part of this attitude can be traced to 

the predominant focus on ñconvergent thinkingò 

measured by IQ tests, quantitative measurable results, 

and teaching strategies that include problems which 
have only one answer. ñDivergent thinking,ò on the 

other hand, involves fluency (the ability to generate a 

great quantity of ideas) and flexibility (the ability to 
switch from one perspective to another). Creativity 

and creative thinking, according to Teresa Amabile of 

the Entrepreneurial Management Unit at Harvard 
Business School, is erroneously seen to be an ñartsy-

craftsyò attribute rather than a necessary companion to 

critical thinking (Breen, 2005). As such, executives 

and business academicians typically do not promote 
the use of creative thinking except as a tool for 

research and development (R&D), marketing, and 

advertising. 

However, given a broad understanding of todayôs 

complex technologically-based and very competitive 

global economy, the authors asked: Who would not 

want to be more creative in envisioning problem-
solving ideas and to be open to change in their 

problem-solving? If possible, who would not want to 

engage in more creative/innovative thinking in order 
to be more viable in a rapidly changing marketplace? 

Is it not thus necessary to offer all our business 

students avenues to both creative and critical thinking 
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fundamentals so as to help them become more 

successful? Therefore, the I Am a Business Analogy 
exercise was conceived to help business and technical 

students discover their own innate creative and 

innovative ability for problem-solving and risk-taking. 

To provide an overview of this training technique 
(described herein), this article will first focus on the 

theoretical basis for the instructional activity. Then to 

illustrate the process undertaken in the analogical 
activity itself, examples of student work are given. 

Finally, research findings of the studentsô perception 

of their own creative and innovative growth will be 
detailed. 

Theoretical Basis for Design of Activity 

The I Am a Business Analogy is consistent with 

psychological and philosophical theories about how 
people learn. The analogy was founded on the 

question, ñSo where does creativity start?ò Levinson 

(1993) proposed that it starts with knowledge of your 
own product or service, competition, target audience, 

marketing area, the economy, current events, and 

trends of the times. Friedman (2005) further suggested 
that if one has a strong understanding of the 

foundation that is already there then being creative 

could be trainable. In related research, Thorndike 

(1932) and Terrace (1963) theorized that a person 
experiences a transfer of learning when in pursuit of 

new knowledge if there is a similarity between an 

unfamiliar circumstance and a familiar situation ï i.e. 
analogies are useful tools for learning. Analogies have 

also been found to be powerful tools in making 

strategic business choices (Gavetti & Rivkin, 2005; 

Hargadon, 2003). Therefore, given this literature, the 
authors focused on using analogies as a tool to 

jumpstart creativity in business classrooms.  

To further provide scaffolding for this creative 
training, Csiksentmihalyiôs (1975) theories of ñserious 

playò were incorporated. Serious play is defined as the 

creation of a learning environment wherein a person is 

motivated to learn, is engaged in the learning act, and is 

willing to go to great lengths to ensure that learning will 
occur (Rieber, Smith, & Noah, 1998). To encourage 

students to be more willing to engage in serious word play, 

the end product was presented as a viable communication 

aid to gain employment.  

The Studentsô Initial Self Perception 

Before training was initiated in two Business and 

Technical Presentations classes (Fall 2005, & Spring 

2006) in the researchersô College of Business, a short 

survey was administered to these 44 senior-level 
students. (A third class [Summer 2005] was also 

taught in the manner described herein ï however, 

these 10 students were not given a pre- or post-test 

survey.) Data for the 44 students revealed that a 
majority were not anywhere near to recognizing their 

own creative potential. Twenty-three percent rated 

themselves with a score of 4 or less out of a possible 
10 point scale, with 1 being ñnot innovativeò and 10 

being ñvery innovative.ò Using the same scale, 38% 

ranked themselves as either being not creative or not 
very creative. No one in the limited sample, 

representing a cross section of typical business 

students, ranked themselves with a score of 8 or better 

(indicating a belief that they were highly innovative) 
and only 4.5% of these students ranked themselves 

with a score of 8 or higher in terms of being highly 

creative.  

Introduction of Exercise as Creative Venture 

When the training began, creativity was not 

introduced in terms of a capital ñCò as in Van Gogh, 
Beethoven, Georgia OôKeefe, etc., but rather along a 

continuum of good thinking (inclusive of both critical 

and creative thinking), which has both generative and 

evaluative dimensions (Bailin, 1987). It was explained 
that while it was hoped the outcome would be a 

creative end product the students could take pride in, 

(as well as use in résumés, cover letters, and business 
interviews), the purpose of the activity was to 

encourage the participants to seriously and open-

mindedly play with ideas so as to find the authority of 

their own voice. Students were informed they would 
employ self reflection ï i.e. knowledge of their own 

skills and strengths ï so as to encourage them to find a 

construct that accurately described their own ñtop-of-
the-lineò attributes. 

Nonetheless, some students initially balked 

because of a perceived level of superficiality. Thus, it 
was crucial to educate students in breakthrough 

business analogical thinking that resulted in economic 

success, such as Charles Lazarusô replication of 

strategies from the supermarket industry to launch 
Toys R Us (Hargadon, 2003). With multiple 

examples, students more readily began to buy into the 

training process.  

It was also necessary to point out: ñAnalogies lie 

on a spectrum. At one end lie perfect analogies, where 
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the source and target are truly alike on the dimensions 

that drive economic performance. At the opposite end 
of the spectrum are profoundly problematic analogies 

based oné superficial similaritiesé plagued by 

underlying differences,ò (Gavetti, & Rivkin, 2005, p. 

10). Obviously, without strong similarity mapping on 
the part of the students, the use of analogies could 

result in flawed logic.  

Activity as Marketing Business Venture  

Because the Business and Technical Presentations 

students were predominantly seniors, and because 

making connections is what a job search is all about, 
this ñneedò became the motivating portal for the 

exercise. To aid these potential ñhiresò in being 

prepared to adequately engage in interview 

conversation, the exercise provided a powerful answer 
to the standard interview prompt: ñTell me about 

yourself,ò (Kallick, 2005). It also afforded them a 

short and upbeat introduction that quickly conveys 
their credentials and interests so that others have an 

immediate understanding of their qualifications. 

Furthermore, it was pointed out that for a targeted job, 
students could take the developed analogy to create a 

short list of skills they possess and then tailor their 

entire résumé document or cover letter around those 

skills in correlation to the skills needed for that 
position (Donlin, 2005).  

The Mechanics of the Activity 

As designed, the I Am a Business Analogyôs 
purpose was to help students explore ways to think 

differently about what creativity is ï in a concrete way 

that breaks the grip of convention wherein most 

students have been taught to stifle their own 
imagination. The training had three components. The 

first part was development of a written paragraph 

based on a figurative analogy (comparison of objects 
that seem dissimilar but share a common core). 

Initially, students were encouraged to deeply consider 

their choice of analogy in terms of who they are as a 
person and what skills they can truly bring to the 

business table. They were reminded of the need to 

give an initial impression to potential employers that 

would be both favorable and honest because these 
initial impressions anchor subsequent thoughts and 

judgments (Hammond, Keeney, & Raiffa, 1998).  

The main stipulation for the developed analogy 
was that it must ultimately relate to some relevant 

business process, object, person, or goal so as to form 

a common language with a potential employer. To 

give students a better understanding of how 
companies ñsellò their ideas and the descriptive 

language used, various media advertising campaigns 

were examined in class. Then to begin the reflective 

process, students were given general prompts, such as: 

 I am (a type of company) because é 

 I am (a type of conduit ï e-mail, the Internet, 

etc.) because é 

 I am (a shade of color) becauseé 

 I am (a type of game) becauseé 

After choosing their analogical topic, students 

were taught how to use both logical and emotional 
components in their written work so as to have a 

better chance of making a connection with a majority 

of their audience (Levinson, 1993). Logical (left 
brained) thinking is needed to build a strong argument 

for being hired. Creative (right brained) thinking is 

needed to capture a potential employerôs attention, 

interest, and care. In addition, to create greater 
personal credibility, students were asked to use three 

specific examples of skills (or qualities) taken from 

their own work and/or personal history.  

The paragraph requirements included strong 

organization with: 1) an introduction (the specific 

analogical comparison); 2) a body ï with three 
specific examples of similarity mapping; and 3) a call 

to action conclusion (i.e. to hire them). Overall 

evaluation for the paragraph was based on the 

following: 1) creativity of thought; 2) logic of 
argument, and 3) correct grammar and punctuation. 

The paragraph was required to be of a high quality 

before the student was allowed to proceed to the 
multi-media portion, which involved a transfer of the 

written work to a PowerPoint digital illustrative form. 

This PowerPoint could also be used as a self-
marketing tool by inclusion in a cover letter package.  

As originally conceived, when the PowerPoint was 

completed, students were to cull a short list of their 

strongest skill sets from the written analogy. This list 
was then to be used in composing an authentic cover 

letter ï matching the studentôs skills or qualities to 

those required for a specific job. However, due to the 
large time investment required on the first two parts of 

the training, the third portion was eventually made 

optional.  
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Generally, the first two components were delivered 

in a mastery-style learning approach. Students had an 
opportunity to re-work their paragraph until both the 

instructor and the student believed they had found an 

ñauthenticò description of the person. Feedback was 

often Socratic in nature ï ñWhy is this true?ò or ñHow 
could you help me, the reader, understand this better?ò 

The PowerPoints were shown to fellow students for 

feedback and critiques until the students were satisfied 
with their ñproducts.ò While the third segment was 

optional, many students followed through outside of 

class to develop their cover letter. Consultation was 
given to those students who requested aid in this 

endeavor. Seven of these 44 students, after graduation, 

personally contacted the researchers ï noting how 

utilizing this exercise resulted in either an interview 
and/or subsequent job offer!  

Three Student Examples  

Please note the researchers were given permission 
by the following three students to share their work 

with others so as to have concrete examples for others 

to review. However, to ensure anonymity for these 
students, any specific references to entities or events 

that might reveal their identity have been replaced 

with a string of asterisks (*****).   

Student A ï Written Analogy for Business/Technology 

Teacher Position:  

I am like the game of tennis because I am 

competitive, focused and determined. As a future 

business and technology teacher, I feel the traits I 

display on the tennis court will ñserveò me well in 

the classroom. I will strive to teach students to be 

competitive and stay ahead of the game just as I 

do when I play tennis. In order to win a tennis 

match, you must retain enormous focus 

throughout the entire match. As a teacher, I would 

focus my energy and efforts to the best of my 

ability into the students so that they will be able to 
hit a ñwinnerò every time. I am very determined 

on the tennis court, putting in long hours of 

practice so that I may compete at the highest 

level, such as the time I finished runner up in my 

class at the ***** State Games. This is a very 

valuable trait I will carry over to teaching and 

hopefully instill this quality into my students. So, 

if you want someone in your school district who is 

competitive, focused and determined to be the 

best teacher possible, please consider me. 

Student B ï Written Analogy & Tr ansfer to PowerPoint 

Media (Sample Slides):  

I am like the game of golf. Golf is a game where 

you use a variety of clubs, and the idea is to make 

a ball go into a hole with the least amount of shots 

possible. Golf is also a game of strategy where 
you have to deal with external obstacles such as 

the course slope and weather, as well as the 

internal obstacle of perfecting your approach. I 

am mentally able to adapt to these constantly 

changing conditions by focusing on the task at 

hand when approaching any shot. 

 Correspondingly, in golf you generally play alone 

but you can also be a member of a team, such as 

when the United States competes against Europe 

in the Ryder Cup. This describes me as well 

because I can function alone or in a team by 

bringing problem solving skills and confidence to 
every situation. Likewise in the game of golf you 

need optimum levels of focus and confidence 

when stepping to the ball, and you need to 

visualize your swing. I approach business 

situations the same way. I first focus on the 

problem, then visualize possible solutions, and 

incorporate the two. I am a person who takes the 

skills learned from golf to succeed in the business 

world. So, consider hiring me, because I am a 

person who can accommodate arising conditions, 

work well alone or in a team, and who can focus 
and visualize as a means to a positive solution.  
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Student C ï Cover Letter (Inclusive of Culled List & 

Figurative Analogy Transfer):  

I believe I have the ideal skill set for the job of 

Database Administrator at ***** because of my 

technical and communication talents. My technical 

skills are extremely solid because of my programming 
experience (C++, VB.Net, Visual C++), web 

development familiarity, and database expertise. For 

the past two years, I have maintained the Information 

Systemsô server at ***** involving such tasks as 

installation, memory management, and backup. In this 

work-study position as a professorôs lab assistant, I 

became very aware of the many components and uses 

of a database. I was responsible for correcting any 

problems that arose with utilization of the database, 

such as software compatibility issues, networking 

problems, and user accounts. I did my work in an 

effective and timely manner so that students were 
always able to fully benefit from using this tool.  

Because of knowledge gained in this position, both 

research and real-world applications, I am confident 

that I have the skills necessary to manage any server 

or database. 

 

Please know that if you hire me, I will use strategic 

planning to put your company ahead of the 

competition. Just like the ñqueenò in a game of chess 

who is without constraint in terms of strategic moves, 

I too have many different ways of approaching tasks, 
but my major strength is in having the foresight to try 

to be one step ahead of any problems that might arise 

so that I am ready to adapt to whatever situation that 

might crop up. Because of my technical skills, and my 

ability to plan ahead, I believe I can make a strong 

addition to your workforce. Please consider hiring 

me. Thank you. 

Post Test 

At the end of the Fall 05 & Spring 06 semesters, 
students were given a post test based on their 

experiences. Students were asked to re-rate their 

perception of their own creativity and innovative 
thinking skills. The mean average growth for all 

students from the pre-test survey was 19.4% in terms

 of perceived creativity, and 20.7% in terms of 

perceived innovation. Subsequent conversations with 
students (from all three classes) indicated that such a 

process provided a sense of discovery that pushed 

them to higher levels of performance and creativity. 

Students who first perceived analogies as corny and 
superficial found them to be highly useful in 

verbalizing qualities they saw in themselves.  

Summary 

The researchers discovered the teaching method 

described herein aided students in developing stronger 

business communication skills. By introducing the 
assignment as an end product from which students 

could immediately benefit, and by inclusion of 

flexibility in choice of mode of description and topic, 

students tended to create analogies based on 
products/concepts they really liked. Since oneôs 

inclination is to be more engaged by things we like 

than by things we dislike, a type of creative play came 
into being naturally. Students appeared to be drawn to 

information that supported their subconscious 

leanings. Since students were encouraged to do the 
best they could via a mastery-learning experience, 

each required written turn-a-round helped them to 

become more focused. As a result, their ideas become 

more accomplished with a little bit more ñpizzazzò 
and authority.  

With each successive draft of both the written 

work and the PowerPoint, students appeared to 
become more motivated to create their own marketing 

success story and became more engaged in the 

development of good writing strategies and logical 

thinking. Observation indicated that as students 
discovered ways to verbally and visually illustrate 

their own strengths, this active engagement led 

directly to a greater intellectual ownership of the 
content. The ownership aspect was seen in the overall 

growth of these studentsô perception of their own 

creative/innovative abilities. As a result of the 
heightened and positive results from this experience 

with these students, it is the researchersô 

recommendation that such a process might prove 

beneficial to other business communication students.  
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Abstract 

Active learning involves a wide range of experiences that appeal to students with a variety of learning 

styles. When combined with a service learning project, student teams benefit because instruction is 

brought to life, workforce skills are gained, and meaningful involvement with the local community is 

achieved. A service learning podcast project involves students in developing a short podcast presentation 
to promote a program, service, or activity of a real-world organization. Students participating in a 

service learning project learn more, retain the information longer, and enjoy the experience more than 

students involved in traditional learning experiences. 

 
 
 

Introduction 

 

The term active learning has been defined as 

ñanything that involves students in doing things 

and thinking about things they are doingò (Meyers 
& Jones, 1993, p. xi). This learning strategy can 

include a variety of methods, from simple writing 

exercises through which students react to lecture 
material, to complex group exercises in which 

students apply course material to "real life" 

situations. Application may involve simulations, 
case studies, or real-world experiences. A business 

communication class project can reflect a winning 

combination of experiences when designed to 

involve learning that is active, cooperative, real-
world focused, and technology rich. A service 

learning podcast project will actively engage 

students in learning that is both of interest to them 
and relevant to their business preparation.   

The effectiveness of student-centered, active 

learning pedagogy is well supported by evidence. 

Active learning involves a range of learning 
experiences that tap multiple modalities that appeal 

to students with various learning style preferences 

(Karns, 2006). The term cooperative learning, or 
peer learning, covers the subset of active learning 

activities which students do as groups, such as 

multiple-step exercises, research projects, or team 

presentations. Cooperative learning involves not 

only cooperation, but also communication and the 
giving and receiving of feedback (Keppel, Au, Ma, 

& Chan, 2006). Information technology is now 

often a major component in cooperative learning, 
operating in a variety of ways (Topping, 2005).  

A service learning project offers numerous 

advantages for students including bringing 
instruction to life, accommodating different 

learning styles, teaching workforce skills, and 

developing meaningful involvement with the local 

community. The community also benefits from 
affordable access to development assistance 

(Papamarcos, 2005). Meaningful service learning 

can spark in students an appreciation of corporate 
social responsibility (Waddock & Post, 2000) and 

encouragement for civic engagement (MacDowell, 

2007). Service learning applications have been 
common throughout the business disciplines 

(Andrews, 2007) and particularly in business 

communication (Dallimore & Souza, 2002; 

Fielding, 2003; Stevens, 2001; Tucker, McCarthy, 
Hoxmeier, & Lenk, 1998).  

Effective service learning involves students in 

the application of new knowledge in an applied 
setting. Projects involving the application of 
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communication technology are a nice fit with the 

interactive experience of service learning because 
students see firsthand the effects of technology on 

organizations, business activity, and the greater 

society (Bonnette, 2006). With the current 

popularity of iPods and other MP3 player devices 
among students, a service learning project that 

incorporates podcasting technology enables 

learning on several meaningful levels. The Service 
Learning Podcast Project described in this article 

not only involves cooperative learning but also 

incorporates service learning and the development 
of relevant technology skills for the workplace. 

The class project can be introduced early in the 

course term and can span several weeks or the 

duration of the term. As much of the work will be 
done independently by student teams, instruction 

about the project will occur intermittently as 

needed. Team presentations of the project 
outcomes can be scheduled late in the course term 

to allow maximum preparation time. 

Project Description 

The focus of the Service Learning Podcast 

Project is for student teams to develop a short 

podcast presentation to promote a program, 

service, or activity of a real-world organization. 
Some organizations that might be interested in 

participating include health organizations (clinics, 

hospitals, or blood banks) and non-profit 
community support programs (the local Red Cross, 

food pantry, or womenôs shelter). Various campus 

programs, such as student services, lecture series, 

and human resources functions, also may be 
interested.  

The assignment requires students to adapt and 

apply their previous knowledge of the presentation 
planning process learned in public speaking and 

business communication courses to a remote 

audience who can view their presentations anytime 
and anywhere. The project consists of a 

preparation phase and a production phase. 

Preparation Phase  

A selection of instructional strategies can be 
used to prepare students for the production of a 

compelling podcast that meets the needs of the 

intended audience. Some examples of active 

learning strategies for the preparation phase 
include the following activities: 

 Lead the class in a discussion of the growing 

popularity of podcasting and have students 

locate examples of educational and corporate 

uses of podcast delivery for reaching internal 
and external audiences.  

 Demonstrate an effective podcast and 

discuss presentation planning principles, 

including topic and purpose, targeted 

audience analysis, logical message 

construction, justification for podcasting as 

an appropriate communication channel, 

visual aid design, stage presence adaptations 

required when delivering to a distant and less 

personal audience, verbal and nonverbal 

elements, and technology requirements 

(Gronstedt, 2007).  

 Instruct students on how to locate articles 

independently or as assigned that discuss 

issues related to the use of podcasts and 

strategies for effective podcast design. Ask 

students to draw on academic and/or work 

experiences to share additional examples of 

messages an organization could communicate 
effectively through podcast delivery.  

 Assign students to work together to develop a 

checklist for assessing the effectiveness of a 

podcast. Students will then download and 

listen to a podcast as assigned and write a 

critique that includes a summary of the 

overall effectiveness of the podcast, 

impression of the effectiveness of the 

delivery, and suggestions for improving the 
overall impact of the podcast delivery.  

 Schedule class time for students to present 

their podcast analyses; in an online course, 

have students publicly post their analyses for 
sharing with other class members.  

 Prepare a short podcast using the video 

production software students will use for their 

productions and that meets the assignment 

requirements. Examples of podcast topics are 

safety measures when using Facebook or tips 

for using MySpace for professional 

development for posting on the campus 

Career Center page. The instructor should 

explain and demonstrate the process of 

preparing the demo:  (1) generating a script of 

the narration written in advance of the 

recording; (2) assembling supporting media 

and recording narration; and (3) editing the 

content and producing the podcast in the 

appropriate format for upload to a web server.  



 

 
Journal of Business and Training Education  43 
Vol. 17, 2008, pp. 41-44 

 

For reinforcement of the technical points, the 

students may produce the demo podcast under 

instructor direction or view a podcast 

demonstration of the production process that 

the instructor posts to the studentsô course 

website. This production demo also provides 

an excellent example of podcast communi-

cation designed for training purposes. 

 Require each student to produce a 30-second 

podcast to ensure technical proficiency of 

design principles. Engage students in this 

ñpracticeò assignment by requiring them to 

produce an ñelevator speech,ò a concise, well-

planned sound bite that memorably pitches 

their qualifications to a potential employee. 

Alternately, in an ñApprentice-likeò format, 

student teams may pitch their qualifications to 

a group of organizational contacts, who will 

then choose the team they would like to 

design the podcast for their project. 

Production Phase  

Following the preparation phase on instruction, 

provide each team with a detailed handout that 

includes the objectives of the assignment, and a 
description of the three deliverables required for 

the assignment including presentation length, 

deadlines, and any resources needed to get started.  

The first deliverable is a presentation plan that 

includes the following analysis: 

 Name of the service organization and a 

contact person with contact information. 

 Short description of the audience to be 

reached with the podcast based on the 
teamôs interview with the organizational 

contact. 

 Purpose statement that meets the needs of 

the remote audience and the decision maker 
(the instructor). Students should capture the 

audience benefits in a clear, concise 

statement. 

 Short explanation of adjustments made to 

the presentation based on relevant logistical 

issues such as presentation length and on-

demand delivery method.  

 Brief outline that includes a compelling 

introduction, a few major points that 
support the purpose statement, and a 

unifying conclusion.  

After receiving instructor approval of its 

presentation plan, each team begins work on the 
second deliverable of the assignment ð production 

of a three- to five-minute service learning podcast 

using designated video production software. Many 

programs such as Microsoft Producer, a plug-in to 
Microsoft PowerPoint, are free; other commercial 

programs such as Camtasia Studio and Visual 

Communicator offer free download of trial 
software demos and extended tutorials at the 

vendor websites.  

The third deliverable is the posting of the group 

podcast by the team to their online course for class 

critique using a class-generated checklist or one 
that the instructor provides. Critiques will be 

shared with the class and submitted as directed. 

Instructors also may require students to email or 
post the podcast to an external website for critique 

by the organizational contact or to make a 

presentation about the podcast to the participating 

organization.  

Project Outcomes 

As reported earlier, various research studies 

have shown that when engaged in active learning, 

as compared to traditional learning strategies, 

students learn more content, retain the information 
longer, and enjoy the experience more. 

Involvement in service learning accommodates 

different learning styles of students, teaches 
workforce skills, and develops meaningful 

community involvement.  

The Service Learning Podcast Project is a 

winner with both students and participating 
organizations, and the benefits are numerous. 

Students enjoy the sharing of knowledge and ideas 

in a reciprocal partnership. The service learning 
component provides them with practical 

knowledge and direct experiences that hone their 

employment skills. The podcast design and 
production activities provide practice in the 

development of presentations for ñanywhere, 

anytimeò delivery, a popular method for sharing 

information in corporate, educational, and personal 
environments. Participating organizations can 

often use their developed podcasts or modify them 

slightly for posting to their websites, which serves 
to encourage further involvement and promote a 

strong education/business partnership. 
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Abstract  

This study investigated the extent that business students reported plagiarizing from Internet sources and 
variables of gender, age, GPA, and knowledge of academic policies regarding their association with the 
practice of electronic plagiarism.  Data was obtained from 177 students.  Results indicated that over half of the 
sample reported having plagiarized from the Internet without citing sources.  Students who plagiarized were 

more likely to be male and have lower cummulative grade point averages than those who reported having never 
plagiarized.  No relationship was found between studentsô ages and the their practice of electronic plagiarism.  
Although most students reported knowledge of academic policies, more than half reported they still plagiarized. 

Comparisons were made between this study and studies on traditional plagiarism. 

 

Introduction 

Subsequent to the corporate scandals of Enron, 

WorldCom, and Tyco, a cry rang out from the 
business community for business schools to take 

more responsibility in assessing and nurturing the 

moral character and academic integrity of students.  
Many schools responded by revising their 

academic policies, incorporating one or more 

courses of ethics into the curriculum (Devlin, 
2006; OôNeill, 2002), or promoting values of 

integrity through honor code systems (McCabe, 

Treviño, & Butterfield, 2002). Yet, the ethical 

development of business students continues to be a 
concern. Pfeffer (2007) reminds business school 

leaders and faculty, ñé thereôs still room for 

improvementò (p.42).  He recommends business 
school leaders and faculty to assess the types of 

unethical behavior among students based on self-

report surveys and to design strategies to lessen 

their undesirable behavior. 

Purpose of the Study 

The purpose of this paper is to (1) assess the 

extent of electronic plagiarism and associated 
variables, including gender, age, GPA, and

 studentsô knowledge of academic policies, and to 

(2) compare the association of these variables to 

electronic plagiarism and their association to 
traditional plagiarism, as reported in past studies 

on traditional plagiarism. 

Definition of Plagiarism 

Plagiarism is a form of cheating that may be in 
two forms: (1) traditional plagiarism, accomplished 

by pen or pencil, and (2) electronic plagiarism, 

executed via a computer and/or the Internet. 
Regardless of its form, plagiarism consists of 

various forms of adulterated writing.  According to 

Mallon (1989), in 1755 Ben Johnson included the 

term ñplagiarismò in his Dictionary of the English 
Language and defined it as ñétheft; [a] literary 

adoption of the thoughts or works of anotherò (p. 

11).  We have adopted Pavelaôs (1978) definition, 
which extends Ben Johnsonôs definition to include 

the intentional use of another personôs words 

without making reference to the original author.  

According to Brownlee (1987) and Saunders 

(1993), some of the practices that constitute 

plagiarism include omission of quotation marks 

within a quotation, failure to cite a reference for 
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paraphrased text, exclusion of a reference to a 

quoted statement, interfusion of the authorôs words 
with oneôs own manipulated phrasing, placement 

of one footnote at the end of a paragraph when 

more than one footnote should be placed within the 

paragraph, and a disregard of acknowledging 
videotapes, interviews, and guest speakers. 

Need for the Study 

Several reasons justify the need for a study on 

electronic plagiarism.  As was noted earlier, the 
business community expects business schools to 

address studentsô ethical behavior and nourish their 

moral character, which may serve to influence their 
actions, not only during their college careers, but 

also in their present and/or future jobs. In addition 

to voices of the business community, others also 
have urged schools to examine and foster student 

ethics. For example, Michael Josephson, founder 

and president of the Josephson Institute of Ethics, 

an organization that provides consultation and 
training on the ñSix Pillars of Characteròð

trustworthiness, respect, responsibility, fairness, 

caring, and citizenshipðhas championed the 
public message that academic dishonesty should 

never be underestimated.  ñCheating is habit 

forming, Josephson stated.  It becomes a way to 

cope with any situation where we want something 
we havenôt earned or shouldnôt have. So cheating 

leads to cheatingò (1998, p.2). Researchers also 

have focused on the concern of student ethics. 
Sims (1993) and Swift and Nonis (1998) 

established a link between undergraduatesô 

academic dishonesty while in college and their 
unethical business practices in their jobs.  Saunders 

(1993) explained a similar link when he predicted, 

ñAn unethical student is likely to be an unethical 

practitionerò (par. 39).  Also, Cole, founder of the 
Educational Testing Service, voiced a challenge to 

educators to address the relationship between 

studentsô academic dishonesty and their 
occupational performance later in life.  She noted, 

ñécheating undermines [studentsô] integrity and 

fairness at all levels. It leads to weak life 
performance. It undermines the merit basis of our 

society. Cheating is an issue that should concern 

every citizen of this countryò (Cole, 1998, p. A24).   

Attention to electronic plagiarism is also 
important because the use of the Internet can make 

plagiarism easier for students, thereby possibly 

increasing the extent of its practice (Born, 2003; 

Park, 2003, Scanlon, 2004).  With a drag-and-click of 

a mouse, students can instantly copy and 

paraphrase text from digital files of other 

individuals, commercial sites, or databases to their 
own computerized files and identify themselves as 

sole authors.   

Finally, unlike traditional cheating [see 
comprehensive summaries of traditional cheating 

and plagiarism compiled by Cizek (2003) and 

Whitley and Keith-Spiegel (2002)], there are 
substantially fewer studies on the nature of 

electronic plagiarism.  Donald McCabe, a 

prominent researcher in the area of cheating, 

expressed a need to set aside the study of 
conventional cheating, including traditional 

plagiarism, when he wrote, ñémany readers 

would [like] to learn more about é cheating 
enabled by new technologies, such as the Internet, 

which receive relatively little attentionò (2002, p. 

297).  This paper is one of the initial steps toward 
filling that gap in scholarly research.  

Literature Review 

With the emergence of the Internet, the practice 

of cheating may include not only traditional forms 
of cheating, such as copying and sharing test 

answers and engaging in plagiarism (the act of 

illicitly copying from paper sources), but also 
electronic forms of cheating through the use of 

computers and software platforms like the world 

wide web and search engines. 

Extent of Electronic and Traditional 
Plagiarism 

For business faculty who assign written 

homework, it is beneficial that they be aware of the 
possible extent of electronic plagiarism and how it 

compares to the traditional plagiarism among 

students.  Of the few studies on the extent of self-
reported electronic plagiarism among college 

students, it appears to range from 10% (McCabe, 

2001) to 62.5% (OôNeil, 2003), with the latter 

percentage comparable to Underwood and Szaboôs 
(2003) finding of 50%.  Reports of traditional 

plagiarism indicated a majority of students 

admitted to engaging in it.  In a study covering 
three decades from 1969 to 1989, plagiarism 
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increased from 66.5% to 76.1% (Schab, 1991).  

Other studies found that 66% (Fanklyn-Stokes and 
Newstead, 1995), 61% (Swift and Nonis, 1998) 

and 40% (McCabe, 2001) of students engaged in 

traditional plagiarism. 

Extent of Traditional and Electronic Plagiarism 
via Paper Mills 

Also important to business faculty is an 

awareness of how the usage of electronic paper 

mills compares with traditional ones.  The range of 
students who admitted to acquiring papers from 

traditional mills varies from 2% (Genereux and 

McLeod, 1995) to 5% (Swift and Nonis, 1998), a 

range which is similar to McCabeôs (2001) finding 
of 5% of students downloading papers from 

electronic mills.   

Characteristics of Student Plagiarists 

Also beneficial for business faculty is being 
aware of studentsô characteristics, including their 

gender, age, and grade point average (GPA), any 

of which may influence their practice of electronic 
plagiarism. Also of interest to faculty is comparing 

these characteristics to students who have engaged 

in traditional plagiarism.   

Gender. Inconsistent findings between gender 
and the extent of traditional and electronic 

plagiarism are common.  While Roig (1997) found 

no significant difference between men and women 
and their engaging in traditional plagiarism, other 

studies noted that men admit to traditional 

plagiarism more than women (Buckley, Wiese, and 
Harvey, 1998; Davis, Glover, Becker, & 

McGregor, 1992; Genereux & McLeod, 1995; 

Newstead, Franklyn-Stokes & Armstead, 1996; 

Tang & Zou, 1997). In Underwood and Szaboôs 
study (2003), only a minimal difference was 

reported between men and women who reported 

plagiarizing electronically.   

Age. In relating age to plagiarism, it appears 

younger students engage in traditional and 

electronic plagiarism more than older students.  
Roig (1997), who found that freshmen engaged in 

traditional plagiarism more than sophomores, 

explained that the reason may be that they had less 

instruction on the correct procedures of citing 
sources than did sophomores.  Although there is 

minimal research on relating electronic plagiarism 

with age, it has been noted by Underwood and 
Szabo (2003) that college seniors indicated 

younger students are more likely to plagiarize 

electronically than older ones.  The researchers 

explained that older students may believe they 
have more to lose than younger students in terms 

of their college careers if they were caught 

plagiarizing. 

GPA. In reference to GPAs and plagiarism, 

Hawley (1984) found students with lower GPAs 

engaged in traditional plagiarism to a greater 
extent than those with higher GPAs.  He reported 

that 9.1% of students with GPAs ranging 3.75 to 

4.00 compared to 23.5% of students with GPAs 

below 2.00 plagiarized papers.  Roig (1997) also 
noted that undergraduates who had lower GPAs 

tended to commit more errors in traditional 

plagiarism than students with higher GPAs.  He 
noted that the relationship could have been due to 

students having lower GPAs were less 

knowledgeable of what constituted plagiarism than 
were those with higher GPAs.  Since there is a lack 

of research of the association between GPAs and 

electronic plagiarism, it is difficult to compare 

traditional plagiarism to electronic plagiarism in 
terms of how they relate to GPAs.  

University Policy on Plagiarism 

Also of value to business professors is an 

awareness of how effective academic policies are 
in reducing electronic plagiarism.  Of the few 

studies conducted on the association between 

policy and electronic plagiarim, Ashworth, 
Bannister, and Thorne (1997) found that while a 

small number of students chose to read and 

understand their universityôs academic policy, 

most ignored it.  These students reported their 
university policy was not well disseminated and its 

details were vague in identifying actions that were 

considered unethical.  

Problem and Purpose 

The problem addressed in this study was to 

determine the nature of electronic plagiarism 
among college business students. To acquire 

answers to this problem, the following research 

questions were posed: 
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1. What percentage of students engage in 

electronic plagiarism? 

2. What percentage of students engage in the 

practice of electronically downloading class 

papers from paper mills?  

3. Do women have a lower tendency to engage 
in the practice of electronic plagiarism than 

men? 

4. Do younger students have a higher tendency 
to engage in electronic plagiarism than do 

older students? 

5. Are students with higher reported GPAs less 
likely to engage in electronic plagiarism than 

are those with lower reported GPAs? 

6. Is studentsô knowledge of their universityôs 
and business facultyôs academic policies 
influential in deterring them from engaging 

in electronic plagiarism? 

The purpose of this study was to provide 
business school leaders and faculty with an 

extended understanding of electronic plagiarism as 

it relates to students in a typical business college.  
These findings can serve to encourage business 

school officials to survey students to learn the 

extent to which students participate in electronic 

plagiarism, establish open dialog with business 
school leaders, faculty, and students for the 

purpose of appraising their findings, and devise 

strategies to counter the negative effects that 
electronic cheating has on their school body. In 

addition, this study was designed to make 

comparisons between electronic plagiarism and 

traditional plagiarism. 

Our study contributes to the literature in that it 

(1) specifies the extent of electronically 

plagiarizing text and downloading papers from 
paper mills and compares these findings with the 

extent of traditional plagiarism; (2) compares 

findings from previous studies on traditional 
plagiarism with findings from the current study in 

terms of age, gender, and grade point average 

(GPA); and (3) determines whether knowledge of 

academic policies has any deterring effect on 
studentsô engagement in electronic cheating. 

Method 

The study was conducted at a Midwestern 
public, regional institution of higher education 

having five colleges and a graduate school with a 

2004 enrollment of approximately 10,000 students.   

Participants 

Participants were 177 students (72 male, 105 

female; mean age = 21.53 yrs, SD = 4.57 yrs, range 

= 18 ï 45 yrs) who had declared a major or area in 

the College of Business. Volunteers were solicited 
from among students enrolled in randomly selected 

course sections in the departments of Accounting, 

Management, Marketing, Business Administration, 
Computer Science, Information Systems, 

Organizational Communication, Economics, 

Finance, Journalism, and Mass Communication.  
Students who were non-business majors were 

excluded from the sample.  The composition of the 

sample was as follows: 16.95% freshmen (n = 30), 

23.73% sophomores (n = 42), 31.64% juniors (n = 
56), 18.64% seniors (n = 33), and 3.39% graduate 

or special students (n = 6).  

Materials 

One of the measures used in the study was a 
self-report questionnaire that contained questions 

about participantsô Internet plagiarism behavior 

(copy available upon request from the first author). 
To help participants better estimate the frequency 

of their behaviors (and to encourage more accurate 

and honest responding), they were asked to 

respond to each question with respect to their 
behavior during the previous academic year. The 

questions were designed in a multiple-choice 

format, such as: 

For class papers that required sources, how 

often did you copy or paraphrase text from 

the Internet without citing the sources?  
____All the time 

____Frequently (More than half the time) 

____About half the time 

____Occasionally 
____Never 

 

In order to evaluate the degree to which 

studentsô survey responses were related to their 
tendency to give socially correct answers rather 
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than honest ones, participants also completed the 

Marlowe-Crowne Social Desirability Scale (SDS; 
Crowne & Marlowe, 1960), which contains 33 

true/false items designed to measure the extent to 

which participants tend to respond in a socially or 

culturally desirable manner rather than indicate 
their true opinions or beliefs.  The SDS has good 

internal consistency (KR-20 = .88) and test-retest 

reliability (r =.89; Crowne & Marlowe, 1960).   

Students also completed a demographic/ 

knowledge section of the survey that asked for 

information related to their gender, age, grade 
point average (GPA), college department, and level 

of knowledge of the universityôs policies on 

plagiarism and of their business professorsô 

particular plagiarism policies.  

Procedure 

Neither of the authors was an instructor for any 

of the classes with students participating in this 

study. For each class in which the survey was 
distributed, the class instructor ended class, left the 

room, and did not return. The investigator (first 

author) then told the students that if they wished to 
volunteer for the research project, they should stay 

in the classroom but if they did not want to 

participate then they were free to leave.  The 

investigator then exited the classroom and waited 
out of sight for three minutes, allowing students 

who did not wish to participate to depart without 

being seen by the investigator.  When the 
investigator returned, she distributed a letter of 

consent and an explanation of the questionnaire.  

Upon completion of the survey, students dropped 
their questionnaire through the slit of a large box 

that was outside the classroom door. 

Results 

The findings of the study are presented in Table 
1.  It was found that 99% (n = 175) of participants 

in the sample reported using the Internet for class 

papers during the preceding school year. In 
reference to the first research question, of that 

group, 47% (n = 82) stated that they had never 

copied or paraphrased text from the Internet 
without citing their sources (i.e., had never 

plagiarized), 45% reported that they had omitted 

citations (plagiarized) occasionally, and 8% 

indicated that they failed to cite Internet sources 

half the time or more. Among those who reported 

plagiarizing at least occasionally, 72% said they 
typically plagiarized a few random phrases or 

sentences, 17% said they typically copied four or 

more sentences but not complete paragraphs, and 

11% reported that they usually copied one or more 
entire paragraphs.  In addition, of those who 

reported plagiarizing at least occasionally, only 7% 

said they had never been caught doing so. 
Reported frequency of plagiarism was negatively 

correlated with the SDS social desirability score (r 

= -.15, p = .0432), indicating that students 
reporting lower frequencies of plagiarism tended to 

have a bias toward giving socially desirable 

responses. Thus, the reported frequencies of 

plagiarism in the survey may well underestimate 
the actual frequencies with which Internet 

plagiarism occurred among the students in our 

sample.   

In reference to the second research question, 

participants were also asked if they had ever 

downloaded a paper from an Internet paper mill or 
other site and passed it off as their own work. Only 

eight students (5%) admitted to ever having done 

so. That number was almost evenly divided 

between men (n = 5) and women (n = 3).  All eight 
of those participants also indicated that they had 

plagiarized other kinds of information from the 

Internet at least occasionally.   

In reference to the fourth and third research 

questions respectively, reported frequency of 

plagiarism was not related to age (r = -.09, p = 

.2585), but it was related to gender, ɢ
2
 (1) = 4.42, p 

= .0355.  Across all participants, 63% of the men 

reported having plagiarized at least occasionally 

compared to 47% of the women. In reference to the 
fifth research question, the frequency of reported 

plagiarism was also negatively correlated with 

cumulative GPA, r = -.20, p = .0104; participants 
with lower grade point averages tended to report 

more frequent plagiarism. 

In reference to the last research question, the 

reported frequency of plagiarizing from the 
Internet was related to studentsô knowledge both of 

the universityôs general policies regarding 

plagiarism, ɢ
 2

 (1) = 5.82, p = .0159, and of their 
business professorsô specific plagiarism policies, ɢ

2
 

(1) = 5.16, p = .0232.  Of the 158 students 
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responding to the knowledge items, 148 (93%) 

reported knowing at least some of the universityôs 
general plagiarism policies. Of that number, almost 

equal proportions reported plagiarizing at least 

occasionally (51%; n = 75 and never plagiarizing 

(49%; n = 73). Among the 10 (7%) who said they 
did not know any of the universityôs plagiarism 

policies, however, nine reported plagiarizing at 

least occasionally and only one reported never 
having plagiarized.  

The same patterns were observed for 

knowledge of business professorsô specific 
plagiarism policies: 137 (87%) reported knowing 

at least some of their professorsô policies, and 

nearly identical numbers reported never having 

plagiarized (n = 69) and having plagiarized at least 

occasionally (n = 68). Among the 21 who said they 
did not know any of their professorsô policies, 16 

(76%) reported plagiarizing at least occasionally 

compared to 5 (24%) who said they had never 

plagiarized.  

Likelihood of downloading papers was not 

related to knowledge of university plagiarism 

policies (ɢ
 2
 < 1) or business professorsô plagiarism 

policies (ɢ
 2
 
 
= 1.13, p = .2875). Seven of the eight 

participants reported knowing at least some of the 

universityôs general plagiarism policies, and all 
eight reported knowing at least some of their 

business professorsô specific plagiarism policies.  

 

Table 1 

Summary of Analysis on Electronic Plagiarism among College Business Students 

Research Questions Analysis 

General Findings Based on  

Prior Studies of  
Traditional Plagiarism 

Extent of Electronic Plagiarism 
1. What percentage of students 

engage in electronic 

plagiarism? 

 

Of the 99% of students who admitted to 
electronic plagiarism, 45% omitted citations 
occasionally and 8% omitted them half the 
time or more. 

Of the 45%, 72% plagiarize a few 
phrases/sentences; 11% plagiarize one or 
more paragraphs; 7% report never having 
been caught. 

Extent of Traditional Plagiarism 
Extent of traditional plagiarism has a 

wide range from 40% to 70%. 

Extent of Usage of Electronic Paper 

Mills  
2. What percentage of students 

engage in the practice of 

electronically downloading 

class papers from paper mills?  

Only 5% downloaded class papers via the 
Internet. 
The same 5% also plagiarized other 
information from the Internet. 

Extent of Usage of Electronic 

Paper Mills 
Extent of usage of traditional 
papermill was 2%. 

Gender 
3. Do women have a lower 

tendency to engage in  the 

practice of electronic 

plagiarism than men? 

Yes. There was an association between 
gender and studentsô practice of electronic 

plagiarism. 
2
 (1) = 4.42, p = .0355 

Gender 
Prior studies had inconsistent 
findings in relating gender with 
traditional plagiarism. 
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Discussion 

For centuries, plagiarists have copied and 

paraphrased text and claimed it as their own 
(Mallon, 1989).  Today, the practice of many 

plagiarists includes not only the unauthorized 

copying of print sources, but also the illicit 

downloading of text from electronic media.  In this 
article we examined several factors in the 

comparisons of traditional and electronic 

plagiarism: the extent of plagiarism and studentsô 
usage of paper mills; the nature of the relationship 

with studentsô gender, age, and grade point 

average; and the relationship between studentsô 
tendency to plagiarize and their knowledge of their 

universityôs policy, as well as their instructorsô 

policies on academic dishonesty. 

Extent of Electronic Plagiarism and Its 
Comparison to Traditional Plagiarism 

In response to the first research question, of 
students who specified having plagiarized, there 

was 45% of the sample who omitted citations 

occasionally, with 8% omitting them half the time 

or more.  Further, 72% indicated they typically 
plagiarized a few random phrases or sentences, 

28% admitted to plagiarizing four sentences or 

more.  The percentages associated with the words  
ñoccasionallyò and ña few random phrases or 

sentencesò do not seem to point to as serious of a 

problem as one may have thought. Based on 
McCabeôs (2001) commentary that because 

students have grown up under the impression that 

whatever they view on the Internet is freely 

available to the public, one would expect the extent 
of electronic plagiarism to be far more advanced

Age 
4. Do younger students have a higher 

tendency to engage in electronic 

plagiarism than do older students? 

No. There was no association between age and 
studentsô practice of electronic plagiarism. 
r = -.09, p = .2585  

Age 
Most prior studies found younger 
students engaged in traditional 
plagiarism more than did older 

students. 

GPA 
5. Are students with higher reported 

GPAs less likely to engage in 

electronic plagiarism than are those 

with lower reported GPAs?  

Yes. Students with higher GPAs were less likely to 
engage in electronic plagiarism than were those with 
lower GPAs.   
r = -.-.20, p = .0104  

GPA 
Prior studies found students with 
lower GPAs engage in traditional 
plagiarism more than students 
who have higher GPAs.   

Academic Policies 
6. Is studentsô knowledge of their 

universityôs and business facultyôs 

academic policies regarding 

electronic plagiarism influential in 

deterring them from engaging in 

electronic plagiarism? 

 No. Studentsô electronic plagiarism was 

not related to their knowledge of the 

universityôs or of the business professorsô 

policies.  Policies had no effect in 

deterring students from engaging in 

electronic plagiarism.  

 Of the 148 students (93%) who had 

knowledge of university policy, 75 

plagiarized occasionally and 73 had never 

plagiarized. 

 Of the 137 students (87%) who had 

knowledge of professorsô policies, 68 

plagiarized occasionally and 69 had never 

plagiarized. 

Academic Policies 
Knowledge of policy had no 
effect on studentsô practice of 
traditional plagiarism. 
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 than what this study found.  Also due to the ease 

of plagiarizing via the Internet, one may be 
surprised by the findings of this study.   

However, when totaling the percentages of the 

students who reported omitting citations from the 

Internet, the sum is 53%. The range of percentages 
reflecting the extent of traditional plagiarism in 

past studies was 40% to 76.1%.  Thus, when 

comparing 53% (electronic plagiarism) to the 
range of 40% to 76.1% (traditional plagiarism), it 

is clear that the practice of electronic plagiarism is 

about the same as the extent of the practice of 
traditional plagiarism.   

Extent of Student Usage of Electronic 
Paper Mills and Its Comparison to 

Traditional Paper Mills 

The answer to the second research question is 

that a majority of business students did not engage 

in the practice of electronically downloading 
papers from paper mills; instead, only 5% of 

students admitted to this activity. The finding of 

this study is in accordance with prior studies that 
indicated a very small proportion of students 

acknowledged acquiring papers from illegitimate 

sources and passing them off as their own work 

(Hawley, 1984; Genereux & McLeod, 1995; Swift 
& Nonis, 1998; McCabe, 2001).  However, due to 

the ease of electronically downloading papers, the 

low percentage of sudents using electronic mills is 
surprising.   

What are some possible reasons that explain 

why the problem of electronic plagiarism has not 

increased more rapidly?  Perhaps students were 
being dishonest in self-reporting the extent to 

which they used the Internet to plagiarize or 

electronically download papers.  It may be that 
business professors were cleverly assigning 

narrowly-focused paper topics for which no term 

papers are available on Internet commercial 
databases.   It may be that students feared astute 

faculty who  might use one of several available 

plagiarism detection software programs, discover 

studentsô plagiarism, and penalize them with 
failing grades.  Perhaps students were not 

accessing papers via the Internet, but discreetly 

acquiring them from campus organizations, 
including sororities or fraternities, or paying 

someone on campus to write their papers.  

Regardless of the reasons for the insignificant use 
of electronic paper mills, the finding in this study 

lends credence to Campbell, Swift, and Dentonôs 

(2000) study that studentsô attainment of papers 

from digital mills does not currently seem to be a 
serious concern but may become a potential 

problem in the future.  Park (2003) also noted that 

the usage of electronic paper mills may increase 
substantially in the future as has studentsô 

downloading of music. 

Yet, it is still important to address the problem 
that 45% of students admitted to electronic 

plagiarism óoccasionally.ô A few explanations for 

the extent of reported electronic plagiarism, which 

can also be applied to the extent of traditional 
plagiarism reported in past literature, may be any 

of the following: students enjoyed the experience 

of ñforging textò (Groom, 2000); they have been 
influenced by the ubiquitous ócheating cultureô 

(Callahan, 2004); and students have believed their 

chances are good that they would not be caught or 
penalized (Lathrop and Foss, 2000).  Nonetheless, 

electronic plagiarism, like traditional plagiarism, is 

an unethical behavior, and business school leaders 

and faculty have the responsibility to take action to 
influence students to change their behavior. 

Association between Electronic Plagiarism 
and Gender and Its Comparison to the 

Association of Traditional Plagiarism and 
Gender 

The response to the third research question is 

that women had a lower tendency to engage in the 
practice of electronic plagiarism than men.  Our 

finding is somewhat similar to the findings by 

Genereux and McLeod (1995), Iyer and Eastman 
(2006), and Lambert, Ellen, and Taylor (2003) who 

noted in past studies regarding traditional 

plagiarism that men plagiarized more than women. 
Other studies, as well, including those by Buckley, 

Wiese, and Harvey, (1998), Calabrese and Cochran 

(1990), and Straw (2002) found cheating more 

common among men than women, although these 
studies did not state that cheating included 

plagiarism; however, the authors make the 

assumption that plagiarism was considered a type 
of cheating in these studies.  In Roigôs (1997) 

study on traditional plagiarism and Underwood and 
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Szaboôs (2003) study on electronic plagiarism, 

however, no significant differences beween 
genders were found. Due to inconsistent findings, 

it is unclear to what extent gender influences either 

traditional or electronic plagiarism.  Regardless of 

inconsistent findings, there may be several reasons 
why men and women have engaged in electronic or 

traditional plagiarism:  (1) all need to maintain an 

acceptable GPA (Park, 2003); (2) studentsô lives 
are overtaxed (Silverman, 2002); (3) punishment 

for either gender is usually lenient (McCabe & 

Trevino, 1996).   

Association between Electronic Plagiarism 
and Age and Its Comparison to the 

Association of Traditional Plagiarism and 
Age 

In reply to the fourth research question, there 

was no association between studentsô ages and 

their tendency to plagiarize via the Internet. It 
appears that regardless of age, students may have 

viewed the Internet as a public pool of common 

knowledge in which everyone is entitled to copy 
from it without any need to cite sources (McCabe, 

2001; Straw, 2002).  Further, since students of all 

ages are frequently required to complete class 

assignments using the Internet, it is suggested that 
they become technologically savvy rather quickly, 

which according to Underwood & Szabo (2003) 

ñé is limited only by studentsô abilities to use 
technology creativelyò (p. 470). The finding that 

there was no relationship between studentsô ages 

and the practice of electronic plagiarism is in 

contrast to Underwood and Szaboôs (2003) study 
on electronic plagiarism and Roigôs (1997) study 

on traditional plagiarism in that they reported 

younger students engaged in plagiarism more 
frequently than older ones.   

Association between Electronic Plagiarism 
and GPA  and Its Comparison to the 

Association of Traditional Plagiarism and 
GPA 

The answer to the fifth research question is that 

students with higher GPAs were less likely to 
engage in electronic plagiarism than those with 

lower GPAss.  Although studies are rare that 

compare studentsô practice of electronic plagiarism 
with their GPAs, prior studies by Hawley (1984) 

and Roig (1997), whose results indicate students 

with lower GPAs tended to engage more in 
traditional plagiarism than those with high GPAs, 

support this study.  There are several possible 

reasons that may explain why students with lower 

GPAs engaged in either electronic or traditional 
plagiarism more than students with higher GPAs.  

One could be that students with lower GPAs 

needed to make good grades (Cizek, 2003) in order 
to reach the minimal GPA requirement for 

graduation which may be mandated by their 

college of business.  Another reason may be that 
students needed to maintain satisfactory GPAs in 

order to qualify for scholarships, participate in 

sports, enter into graduate school, or attain a 

specific job in an organization.  Based on the 
finding in this study of a significant difference in 

the extent of electronic plagiarism between those 

having higher GPAs compared to those with lower 
GPAs and the findings in prior studies (Hawley, 

1984; Roig, 1997) of a major difference between 

those having high and low GPAs in the practice of 
traditional plagiarism, it appears there is no major 

difference between the proportion of students who 

practiced traditional or electronic plagiarism in 

terms of GPA. 

Knowledge of Policies and Its Effect on 
Deterrence of Electronic Plagiarism 

Finally, in reply to the sixth research question, 
studentsô knowledge of their universityôs and 

business facultyôs academic policies had no effect 

on deterring them from engaging in electronic 

plagiarism.  It may be that most business students 
continued to plagiarize electronically in spite of 

their knowledge of policies on plagiarism, because 

they did not take policies seriously but perceived 
them as mere institutional window-dressings, only 

to be referenced by officials when a rare or serious 

infraction might threaten a universityôs academic 
integrity.  Thus, it appears that institutional and 

faculty policies alone are insufficient in deterring 

plagiarism, which confirms the findings of 

Ashworth, Bannister, and Thorne (1997), Davis, 
Grover, Becker, and McGregor (1992), and 

McCabe, Trevino, and Butterfield (1999). 
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Conclusions 

First, this study made comparisons between 
electronic and traditional plagiarism.  Secondly, it 

was a response to the call from business 

communities for business school leaders and 

faculty to assess studentsô unethical behavior and 
devise strategies to foster ethical values. Thus, the 

study measured the extent of a problem of 

academic integrity known as electronic plagiarism. 
Our study found that a slight majority of students 

participated in this form of dishonesty but only 

óoccasionally.ô When the study compared its 
finding with the extent of traditional plagiarism as 

noted in prior literature, little difference was found 

between the extent of electronic and traditional 

plagiarism.  In addition, the extent of the usage of 
electronic paper mills noted in this study compared 

to the usage of traditional paper mills in prior 

studies was very similar, with usage of either form 
falling below 5.1%.   

Further, this study examined the characteristics 

of students who engaged in electronic plagiarism 
and compared them with those characterisitics of 

students who engaged in traditional plagiarism in 

past studies. This study reported men electronically 

plagiarized more than women; however, past 
research revealed inconsistent findings relating to 

gender and traditional plagiarism.  This study also 

found age had no relationship with electronic 
plagiarism; yet, most of the prior literature 

indicated that younger students plagiarized more 

than older students.  Further, this studyôs findings 

that students with lower GPAs electronically 
plagiarized more than students with higher GPAs 

were similar to studies on traditional plagiarism 

and  GPAs. Lastly, although nearly all of the 
students reported having some understanding of 

their universityôs and facultyôs academic policies 

about cheating, including plagiarim, more than half 
reported that they still plagiarized, which suggests 

that an academic integrity policy alone is not 

sufficient to deter students from plagiarism.  

The contribution of this study is that it reminds 
business school leaders and faculty that (1) there is 

little difference between the extent of electronic 

and traditional plagiarism; (2) students with lower 
GPAs tend to engage in either form of plagiarism 

more than students with high GPAs, and (3) 

studentsô ages do not seem to predict studentsô 

engagement in either electronic or traditional 
plagiarism; (4) knowledge of academic policy 

pertaining to plagiarism is relatively ineffective in 

influencing students to avoid either form of 

plagiarism.  Upon becoming aware of these 
findings, business school officials can possibly be 

encouraged to evaluate the extent and comparative 

factors of electronic plagiarism in their colleges 
and design strategies to counter their negative 

effects.  

Strategies 

By guiding studentsô understanding of the 

nature of electronic plagiarism and teaching them 

how to write without resorting to the unethical 

practice of plagiarism, business school faculty, 
can, in turn, help nurture the moral character of 

students.  The following strategies are provided to 

help faculty guide students to be independent 
thinkers and ethical writers.    

 Based on the findings in this study that 

males plagiarized more than women and 

students with lower GPAs plagiarized 
more than those with higher GPAs, 

consider scheduling separate out-of-class, 

tutorial writing sessions: one for men and 
one for women.  Although no invitations 

would be extended to students with low 

GPAs, those having low GPAs might 
voluntarily take advantage of one or more 

tutorial sessions by gender.  Students 

would never need to know why the male 
and females meet at different times. 

 Suggest to student advisees to consider 

taking fewer classes. Perhaps having a 

lighter course load will give students more 
time to research and write class papers 

without their feeling pressured to complete 

writing assignments a day or two before 
their deadlines. 

 Include in your syllabus sections of the 

universityôs policy and  precise details 

about your classroom policy on traditional 
and electronic cheating.  In the overview 

of the syllabus, clearly explain the 

consequences associated with plagiarism 
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and, if possible, cite past violations and the 

penalties you had assigned. 

 Require students to purchase a writing 

style manual of your choice. 

 Establish a comfortable class setting in 

which students will feel open to share their 

thoughts, values, and attitudes. Set   up 
class discuss-ions on the ethical value of 

citing references by asking them to 

acknowledge authors whom they have read 
and the importance of those authorsô ideas 

and contributions to the pool of 

knowledge. According to Leland (2002), 
students will more likely engage in dialog 

if you approach the ethical nature of 

writing from a positive viewpoint rather 
than a negative one.  For example, avoid 

asking, ñWhy is it wrong to omit a 

citation?ò Before assigning a class paper, 
allot a specific number of interactive class 

meetings to teach students about electronic 

plagiarism. In these sessions, allocate time 
for each of the following: 

o Discuss a good definition of plagiarism. 

o Present examples of plagiarized text, and 

discuss why the text is unacceptable. 

o Compare examples of plagiarized text with 

correctly paraphrased text and discuss the 

differences. 

o Request students to write examples of 

properly paraphrased text. 

o Review with students key items from a 

writing style manual.  Some items of focus 

are the proper use of quotation marks, 
footnotes, citations, annotated 

bibliographies, and paraphrased text. 

o Have students write sentences and 

paragraphs illustrating specific rules and 

notations from the writing style manual. 

 Invite a university librarian to conduct a 

class seminar that will train students how 
to navigate the databases found in the 

library computer system.  The seminar will 

be a good refresher for any student who 
has already attended a similar workshop. 

 Distribute to your class a term paper that 

you acquired from a paper mill.  With 

studentsô assistance, point out weaknesses 
of the paper.  

 Demonstrate to your class the use of a 

plagiarism detection software program on 

a former studentôs paper that contains 
plagiarized text. 

 Demonstrate other means of detecting 

plagiarized text by keying in a string of 

text into one of the following search 
engines: EVE2, Integriguard, My Drop 

Box, NoodleBib 6, or Turn It In.  These 

search engines compare text from a paper 
to written works in their own databases for 

a match. 

 Assign short writing assignments 

thoughout the semester and provide 

students feedback on their progress to help 

them build their confidence as independent 
writers. 

 When making a longer writing assignment, 

include detailed instructions to avoid any 

possible confusion among students about 
your expectations.  Providing a rubric of 

writing evaluation criteria is 

recommended. 

o Inform students if collaboration is allowed. 

o Assign a topic that will spark the attention 

of students.  Perhaps this will encourage 

them to put forth their best effort. 

o Design a narrow-focused topic. For 

example, instead of a topic on the 

ñManagement Characteristics of Herb 

Kelleher,ò assign one such as  ñHow Herb 
Kelleherôs Management Syle Has 

Influenced the Marketing Strategies of 

Southwest Airlines.ò 

o Specify the number and types of 

references required for the paper.  For 

example, two scholarly jounals, one 

monograph, three Internet sources, and 

one from a book on psychology. 

o Evaluate and score studentsô writing 

assignment in several stages, accompanied 

by oral conferences with each student.  For 
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example, stage one might be an 

assessment of and a personal dialog about 

a studentôs  thesis statement and rough 

outline; stage two, a rough draft; stage 
three, a bibliography; and stage four, the 

main body of the paper. 

 After students have submitted their writing 

assignments, require each of them to write 

a letter of transmittal and include in it a 

description of what they feel are the 
stronger and weaker parts in their writing.  

The above strategies are summaries of the 

following works: Harris (2001), Leland (2002), 
Moeck (2002), and University of Alberta Libraries 

(2005).  

There are also a few strategies that may help 
business school leaders to discourage electronic 

plagiarism in their colleges: 

 Routinely conduct student surveys to learn 

the presence of any unethical behavior of 
students, the extent of it, and who is 

involved in the behavior. 

 Consider becoming a member of the 

Center for Academic Integrity, an 
organization founded by Donald McCabe,  

to promote the values of academic 

integrity among students.   

 Based on the findings of this study, it 

appears the existence of university and 

business professorsô policies are 
unimportant in deterring students from 

engaging in electronic plagiarism.  

However, since these policies reflect the 
philosophy of the institution and its 

faculty, it is important that these policies 

remain intact.  Through a campus-wide 
effort to campaign for academic honesty, 

students should be routinely encouraged to 

accept accountability of these policies.  
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Abstract 

This study determines if future business teachers are knowledgeable of their own genderôs communication 

traits and stereotypes and those of the opposite gender. This study assists prospective business teachers 
preparing their students to communicate effectively with the opposite gender. A 20-statement true-false 

quiz was taken by 150 Pi Omega Pi students from across the nation during the spring of 2007. The 80 

males and 70 females scored almost identically on the quiz, selecting the correct response only 50 percent 
of the time. This study suggests that ongoing study of gender communication is warranted if adult 

behaviors are to change. 

 

 

 
Introduction 

Business teachers have increased their interest 

in the business education literature that helps them 

to better prepare students for post-secondary 
education and admission into the work force, 

particularly with regard to their understanding of 

possible gender communication effects (Harrop, 
Tattersall, and Goody, 2007; Kaenzig, Hyatt and 

Anderson, 2007; James and Peltier, 1998). Without 

this understanding, graduates will be ill-prepared 

for handling the complex range of learning styles, 
leadership skills and interpersonal relationships 

necessary for interacting in diverse communication 

environments within and external to the classroom 
(Vermunt 2005; Von Neuforn, 2007). 

Despite this importance and the steady stream 

of gender effects research that has evolved over the 
past decades, many questions remain unanswered 

regarding how gender affects learning and 

communication styles, and more importantly, how 

educators and business leaders can build upon and 
enhance the unique communication differences 

that men and women exhibit, as well as their 

inherent similarities (Camgoz and Tektas, 2008). 
Research is particularly needed to increase the

 understanding of how various traits and gender 
stereotypes create cross-gender communication 

barriers and how these impediments to effective 

interpersonal interactions may be overcome 
(Harrop et al. 2007; Kray, 2007). Tannen (1994) 

cited barriers to communication because the 

increased role of women in the workplace is still 
evolving. 

Given this gap in the literature regarding 

gender-based communication stereotypes, this 

article reports the findings from a study of 
members of a national honorary business education 

organization that investigates the extent to which 

these students could correctly identify research-
based communication styles more or less common 

between genders. This sample is especially 

relevant in that any inaccuracies within and 
between these above-average students regarding 

stereotypical learning styles are arguably 

magnified even more when all levels of student 

performance groups are included. In accomplishing 
this objective, this article first provides a review of 

the gender traits, gender stereotypes, and relevant 

education issues. Next, the empirical findings of 
the study and a discussion of important 

implications are included. 
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Literature Review 

Research on gender communication traits and 
stereotypes has been conducted for many years. 

The following studies are representative but do not 

exhaust the multitude of studies on this important 

subject. For a more extensive review see Barnett 
and Rivers (2004). 

Gender Traits and Stereotypes  

Traits, which are inherited characteristicsða 

quality or characteristic that is genetically 
determined, are often associated with gender. Men 

are physically stronger and have more control of 

their emotions than women. Historically, women 
were expected to be more nurturing than men, with 

this nurturing orientation leading to greater levels 

of empathy and understanding of othersô emotional 
needs. Similarly, stereotypes have been associated 

with each gender. Unlike traits, stereotypes are 

often exaggerated, preconceived ideas. Edelsky 

(1978) found that contrary to beliefs, men talk 
more than women. Among other findings were that 

even if a woman exactly duplicates menôs 

language use, she will not be evaluated in the same 
way. Edelsky also found that women are more 

likely to be interrupted while speaking, and men 

will not be attentive to womenôs conversation as 

compared to a conversation with men.  

James and Peltier (1998) studied perceptions 

business students have of gender communication 

traits. They found that men attempted to 
control/dominate communications more than 

women did. However, women are believed to have 

greater listening/support skills during 
communications. When asked to evaluate 

emotional traits, the students indicated that distress 

and fear were perceived to be the strongest of 

women-oriented emotional traits. However, 
women were more likely to communicate anger 

and fear than men. Perhaps the most profound 

observation in this study was that women were 
perceived to be fairer in their communications than 

men. The strongest female traits included the 

perception that women were more likely to 
apologize when they are wrong and treat others as 

equals. 

Davis and Frazoi (1991) found that women 

were more respectful of the views of others and 
more likely to take these views into consideration. 

Partly as a function of greater empathy for treating 

others as equals, women were perceived as having 
higher levels of interpersonal trust and fairness 

than men (Johnson-George & Swap, 1992). 

Another research study concluded that because 

women emphasize fairness in their relations, they 
were more willing to apologize than men when 

they think it is the right thing to do (Gonzales, 

Pederson, Manning, & Wetter, 1990). 

A researcher at Washington University used 

thousands of yearbook photos to identify when 

girls begin smiling more often than boys. ñBy 
freshmen year, the difference in smiling reaches its 

peak, with 70 percent of girls smiling, compared to 

only 43 percent of boysò (Everding, 2000). This 

same study revealed that when smiled at, men were 
likely to return a smile to women more often than 

to men. Harvard Business School Professor 

Rosabeth Moss Kanter, author of the 20 year-old 
management classic, Men and Women of the 

Corporation, noted: ñWomen get high ratings on 

exactly those skills needed to succeed in the global 
Information Age, where teamwork and partnering 

are so importantò (Kanter, 1977).  

Tannen (1990) revealed that men are more 

likely to tell of their achievements to obtain social 
status, are more comfortable at calling attention to 

themselves so that others know of their skills and 

knowledge, and prefer taking credit for hard work 
with good results. She also revealed that men view 

communication as a way of showing their 

independence, maintaining their status, and 

negotiating desired outcomes (Tannen, 1994). 

More recently, gender-based communication 

traits and stereotype research has concluded that 

male and female managers' non-verbal emotion 
perceptions impact persuasiveness and 

supportiveness (Byron, 2008), women are less 

effective negotiators (Farrington, 2007), women 
receive less respect in the workplace (Wolfram, 

Mohr, & Schyns, 2007), and women have a more 

ñinternalò orientation (Camgoz & Tektas, 2008). 

Also, research has revealed that men prefer more 
types of learning modalities (Wehrwein, Lujan, & 

DiCarlo, 2007), women prefer less team-based 

projects (Kaenzig et al. 2007), and women prefer 
more cooperative environments (Vermunt, 2005). 



 

 
Journal of Business and Training Education  60 
Vol. 17, 2008, pp. 58-66  

 

These studies reinforce the widely accepted 

belief that women communicate to increase 
relationships (horizontal communication) and men 

communicate to accomplish tasks (vertical 

communication). If the genders have different 

objectives for communicating, how can these two 
genders communicate first in school years and 

subsequently in the board room or workplace? 

Issues in Education 

The Bush administration at one time 
encouraged the creation of single-sex public 

schools and classes while proposing changes to 

Title IX, the federal law prohibiting sex 
discrimination in education. However, Sadker & 

Zittleman (2004, April 8) opposed making this 

change without a plan. Their studies of sexism in 
America's education system praised private single-

sex schools because they offered the promise that 

education can transform the future of girls. Girls 

who attended single-sex schools spoke more freely 
in class, were more likely to major in math and 

science, and were more likely to attend college and 

graduate school. Other outcomes related to 
academic achievement and more positive academic 

aspirations have also been found. For many 

outcomes, though, there is no evidence that single-

sex schooling is either beneficial or harmful. 
Therefore, limited support exists for the view that 

single-sex schooling may be harmful or that 

coeducational schooling is more beneficial for 
students (U.S. Department of Education, 2005).  

Chadwell (2007) believes that by being in a 

single-gender class, confidence grows for both 
boys and girls. This confidence continues after 

they leave the single-gender environment. If 

Chadwell is right, then perhaps more females 

would major in computer science. Beckwith (2007) 
believes that women are less confident in their 

computer skills. Her research found men are more 

likely to use debugging software to solve 
problems. The women, with lower confidence in 

the task, relied instead on what they knewðediting 

formulas one by oneðand ended up introducing 
more bugs than when they started. 

Statement of the Problem 

Since business teachers prepare students ñforò 

and ñaboutò business, they may be influential in 
changing or reinforcing the gender communication 

traits and stereotypes in future students and 

subsequent business employees. Therefore, 
research is needed to determine if male and female 

students preparing to become business teachers 

recognize and understand the traits and stereotypes 

associated with each gender. 

Methodology 

A 20-statement quiz developed by Sadker and 

Kaser (1984) was mailed to 441 Pi Omega Pi 
members who joined this national honorary 

business education organization between 2004 and 

2006. These members had at least a 3.0 GPA when 
they joined the organization and subsequently 

demonstrated an ongoing commitment to the 

profession. Therefore, it is presumed that these 

students will hold a future position in teaching 
business subjects at the high school level. The 

members were asked to indicate if they believed 

the 20 statements were either true or false. Correct 
answers (as determined by Sadker and Kaser) to 

the statements were available by request. Although 

correct and incorrect responses as determined by 
Sadker and Kaser have remained relatively 

consistent over the years and have been supported 

by various studies, it is also interesting to note that 

their correctness has not been universal across all 
studies. 

Overall, there were 150 usable surveys resulting 

in a 34 percent response rate. A few usable surveys 
did not include a response to each of the 20 

questions. No follow-up to the original mailing of 

the 441 surveys was made.  

Over a six-week period of time, 80 males and 
70 females returned usable surveys from chapters 

across the United States. Statements were 

categorized as male oriented, female oriented, or 
neutral (neither gender was stressed). An example 

of a male-oriented statement is ñMen talk more 

than women.ò An example of a female-oriented 
question is ñWomen use less personal space than 

men.ò  

Findings 

The data were analyzed in two ways. First, the 
overall correct response rate for each of the 

statements segmented by male-orientated, female-

oriented and gender-neutral is reported. Second, 
the correct response rates for males and females 
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were compared to ascertain whether significant 

gender differences exist across these statements. 

Male-Oriented Statements 

Overall, two of the statements had an overall 

accuracy rate exceeding 70%, ñIn general, men 

smile more than womenò (85%) and ñThere are 
approximately 10 times as many sexual terms for 

males in the English languageò (83%) (see Table 

1). Three statements were in the 50-70% range, ñIn 

classroom communications, male students receive 
more reprimand and criticism than female 

studentsò (64%), ñMen are more likely to interrupt 

women than they are other menò (62%), and 
ñWhen a male speaks, he is listened to more 

carefully than a female, even when she makes the 

identical presentationò (61%). Accuracy scores 
were very low for ñMen not only control the 

content of conversations, they also work harder in 

keeping the conversations goingò (30%), ñWhen 

people hear generic words such as "mankind" and 
"he," they respond inclusively, indicating the term 

applies to both sexesò (28%), and ñMen talk more 

than womenò (15%). The overall accuracy rate 
across all of the male-oriented states was 52.9%. 

Female-Oriented Statements 

Table 1 also provides the overall accuracy 

scores for each of the female-oriented statements. 
Only one of the female-oriented statements had an 

overall accuracy rate exceeding 70%, ñWomen are 

more likely than men to disclose information on 

intimate personal concernsò (77%). Five of the 

statements were in the 50-70% accuracy range, ñIn 

classroom communication, teachers are more likely 
to give verbal praise to female than to male 

studentsò (66%), ñDuring conversations, women 

spend more time gazing at their partners than men 

doò (65%), ñFemale speakers are more animated in 
their conversational style than are male speakersò 

(65%), ñIn general, women speak in a more 

tentative style than menò (63%), and ñFemale 
managers are seen by both male and female 

subordinates as better communicators than male 

managers.ò (55%). 

Accuracy scores lower than 50% were found 

for ñWomen use less personal space than menò 

(48%), ñWomen are less likely to answer a 

question directed to themò (45%), ñWomen are 
more likely to touch others than men areò (25%), 

and ñFemale managers communicate with more 

emotional openness and drama than male managers 
(20%). The overall accuracy rate across the 10 

female-oriented statements was (53.5%), nearly 

identical to that found for the male-oriented 
statements. 

Gender-Neutral Statements 

As shown in Table 1, nearly all of the 

respondents knew that ñNonverbal messages carry 

more weight than verbal messagesò (93%). In 
contrast, understanding that ñThere is widespread 

sex segregation in schools, and it hinders effective 

classroom communicationò was low (27%). 

 

Table 1 
 

Percentage of Accuracy on Gender Quiz 

 

Statements on Quiz % Correct % Incorrect 

1. Men talk more than women. 15 85 

2. Men are more likely to interrupt women than they are 

other men. 
62 38 

3. There are approximately 10 times as many sexual terms for 

males in the English language. 
83 17 
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4. Men not only control the content of conversations, they also 
work harder in keeping conversations going. 

30 70 

5. When people hear generic words such as ñmankindò and ñhe,ò 
they respond inclusively, indicating the term applies to both 

sexes. 

28 73 

6. In classroom communications, male students receive more 

reprimands than female students. 
64 36 

7. When a male speaks, he is listened to more carefully than 

a female, even when she makes an identical presentation. 
61 39 

8. In general, men smile more than women. 85 15 

9. During conversations, women spend more time gazing at 

their partners than men do. 
65 35 

10. Female managers communicate with more emotional 

openness and drama than male managers. 
20 80 

11. Women are more likely to touch others than men are. 25 75 

12. Women are more likely than men to disclose information 

on intimate personal concerns. 
77 23 

13. Female speakers are more animated in their 

conversational style than are male speakers. 
65 35 

14. Women use less personal space than men. 48 52 

15. In general, women speak in a more tentative style than 

men. 
63 37 

16. Women are less likely to answer a question directed to them. 45 55 

17. Female managers are seen by both male and female 

subordinates as better communications than male 

managers. 

55 45 

18. In classroom communication, teachers are more likely to give 

verbal praise to female than to male students. 
66 34 

19. Nonverbal messages carry more weight than verbal 

messages. 
93 7 

20. There is widespread sex segregation in schools, and it 

hinders effective classroom communication. 
27 73 

Note. Statements 1, 2, 3, 7, 8, 10, 14, and 20 are male oriented; statements 4, 6, 9, 11, 12, 13, 15, 16, 18, and 19 are 
female oriented. Statements 5 and 17 are neutral.

 
True statements are shown in bold. 
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Although respondents believed that sex 

segregation that hinders effective classroom 
communication is not common, Sadker and Kaser 

believed single-sex schooling opportunities would 

deter effective classroom communication.  

Comparisons of Results by Gender 

In Table 2, a statistical analysis (cross-tabulations) 

of the comparison of the accuracy for each of the 

statements for men and women is provided. As shown 

in Table 2, men and women differed on 25% of the 
statements ð three male-oriented statements and two 

female-oriented statements. Regarding the male-

oriented statements, the direction of the accuracy 
advantage seemed to align based on a negative gender 

bias. For example, women had a higher accuracy rate 

for the statement ñMen are more likely to interrupt 

women than they are other menò (men = 56%, women 

= 69%, p < .05). As such, men were less able to see 
this negative trait for their gender. A similar positive-

negative directional match was found for the 

statements ñMen not only control the content of 

conversations, they also work harder in keeping the 
conversations goingò (men = 38%, women = 21%, p 

< .05), and ñIn classroom communications, male 

students receive more reprimand and criticism than 
female students (men = 73%, women = 54%, p < .05). 

There was no real positive-negative directional effects 

for the female-oriented differences for the statements 
ñWomen are more likely to touch others than men 

areò (men = 35%, women = 14%, p < .01) and 

ñWomen use less personal space than menò (men = 

38%, women = 59%, p < .01).  

 

Table 2 
 

Comparison of Responses by Gender 

 

Statements on Quiz 
Male % 

Correct 

Female % 

Correct 

Chi-

Square 
p-Value 

1. Men talk more than women. 14 16 .01 ns 

2. Men are more likely to interrupt women 

than they are other men. 
56 69 3.7 0.5 

3. There are approximately 10 times as many 
sexual terms for males in the English 

language. 

85 81 0.3 ns 

4. Men not only control the content of 

conversations, they also work harder in 

keeping conversations going. 

38 21 5.0 .05 

5. When people hear generic words such as 
ñmankindò and ñhe,ò they respond 

inclusively, indicating the term applies to both 

sexes. 

24 32 1.0 ns 

6. In classroom communications, male 

students receive more reprimands than 

female students. 

73 54 4.9 .05 

7. When a male speaks, he is listened to more 

carefully than a female, even when she 

makes an identical presentation. 

61 61 0 ns 

8. In general, men smile more than women. 85 86 0 ns 




