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Dear ACBSP Members:

Volume 3 of the ACBSP Annual Edition: Recognizing Excellence in Business Education
represents ACBSP’s continuous commitment to support the scholarly efforts of its members. The
fundamental objective of the ACBSP Annual Edition is to provide a venue for ACBSP members
to present their research and findings, engage in scholarly research and inquiry, and support and
improve classroom teaching. The articles in Volume 3 went through a rigorous peer review
process prior to final acceptance for publication.

We are extremely grateful for the efforts of the authors who contributed to the ACBSP Annual
Edition, Volume 3 and the reviewers who found the time to provide professional and courteous
feedback to the authors.

We have worked diligently this year to refine the processes leading up to the publication of the
Annual Edition. Please visit the Annual Edition webpage at the ACBSP website under the
Special Initiatives link. There you will find an Open Call for Papers, applications for reviewers
and special topics editors, and instructions for submitting your research.

Finally, the Committee for Scholar-Practitioner Publications wants to thank you, the reader, for
investing the time and effort to read the Annual Edition, Volume 3. We hope you will find the
contents to be a rich source of relevant research, tools, and techniques which can be applied in
your academic environments. We also invite you to submit your scholarly research and activities
for publication in future ACBSP scholarly publications.
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The ACBSP Option for
Implementing an AACSB Global
Accreditation Strategy

Douglas Viehland, Executive Director, ACBSP
Annette E. Craven, PhD, Past President, ACBSP

Abstract. This paper was submitted to the
AACSB Board of Directors on December 30,
2010 and offered a discussion of an alternative
approach to fulfilling the AACSB
International—The Association to Advance
Collegiate Schools of Business International
objectives of the Special Committee on Global
Accreditation Strategy via partnership with the
Accreditation Council for Business Schools &
Programs by utilization of the existing ACBSP
Baldrige-based standards and criteria, which
focus on quality and continuous improvement in
business education.  All data included in this
paper was extracted from documentation made
available at ACBSP and/or AACSB conferences
and in public documentation dated on or before
December, 2010. This partnership would have
created an alternative to the Quality Business
School Certification proposed in the AACSB
presentation, Quality Management Education
Matters presented at various AACSB meetings,
conferences and a Web forum in mid- and late-
2010. Adoption of this partnership would have
created opportunities for more of the
approximately 12,600 institutions offering
business degrees globally that are not currently
accredited to enhance their business programs
through quality processes and continuous
improvement practices.

Brief History and Introduction. The
Accreditation Council for Business Schools &
Programs (herein after referred to as ACBSP)
was created at a time when Association to
Advance Collegiate Schools of Business
International (herein after referred to as
AACSB) maintained a focus on the
advancement of knowledge through research and
faculty involvement in scholarly activity. As an
alternative for schools with limited budgets and
endowments and fulfilling a teaching mission,
ACBSP developed and offered access to a

quality based accreditation product without a
requirement to change to a research mission.
The ACBSP alternative offered schools with a
teaching mission to utilize standards and criteria
to continuously improve their educational
systems and processes and earn accreditation for
their business programs. * Since 1988, ACBSP
has evolved and expanded its market to include
members in the following countries:

- Asia: Bangladesh, China, India,
Kazakhstan, Malaysia, Mongolia,
Singapore, Thailand, and Vietnam.

Middle East and Africa: Afghanistan,
Irag, Kuwait, Morocco, Nigeria, Qatar,
Republic of Benin, Saudi Arabia, and the
United Arab Emirates.

Europe: Albania, Austria, Belgium,
Cyprus, Czech Republic, France,
Germany, Greece, Hungary, ltaly,
Macedonia, Netherlands, Russia,
Slovakia, Slovenia, Spain, Switzerland,
and the United Kingdom.

Latin America: Argentina, Colombia,
Dominican Republic, Panama, Paraguay,
Peru, and Trinidad.

North America: Canada, Mexico, and
United States of America.

AACSB has provided leadership and guidance
to institutions of higher education to further their
continuous and quality improvement goals since
1907. A part of this history is the creation
within AACSB institutions the quality education
that has produced the overwhelming majority of
faculty that currently teach at ACBSP business
schools, especially in the United States. This is
for both the Baccalaureate/Graduate Degree
members and the Associate Degree members.
Because of the predominance of doctoral
programs at AACSB institutions these faculty
members have benefited from and been a
witness to the value of accreditation. It was the

1 ACBSP was formed in 1988; in 1989 the initial
accreditation standards and criteria were finalized; the
standards were revised in 1998 at which time more
emphasis on the Baldrige standards for excellence were
incorporated. In 2004, the standards were again reviewed
and revised, and in 2010 there was a major revision to the
underlying criteria.



desire to create for their business schools an
accreditation process to meet the needs of their
schools that provided the strong motivation for
ACBSP to be created and to join AACSB in
meeting the needs of two very distinctive and
different markets.

However, the socio-economic and political
changes in the global landscape and the
emergence of movements such as the Bologna
Accord? in the past two decades have made it
imperative that both organizations refine their
products to meet the needs of an evolving post-
secondary environment. For these and other
reasons, AACSB has broadened the language of
its standards to allow schools and programs to
become more mission-based, and ACBSP has
merged its dual option standards into one set,
which is completely grounded in quality
improvement principles.

A collaboration or partnership between the two
organizations, until now, has not been necessary
or feasible. However, the standards of the two
organizations have grown more similar and both
now focus on learning outcomes, continuous
improvement, and evidence of quality business
education supported by resources (financial and
human) relevant to each program’s mission
statement. A comparison of the standards of
both organizations (Table 1), demonstrates that
the priorities for quality business education are
fairly consistent.

Since 2003, with the hiring of the current
Executive Director, ACBSP has made concerted
efforts to better understand the needs of its
current and potential member schools, enhance
the quality practices and faculty qualifications of
its accredited members, and learn from peer

2 The Bologna Accord aims to harmonize 40 different
European higher education systems by creating a single
system of degrees (Bachelor and Master qualifications)
within an agreed framework and with a consistent credit
and grading system. A key objective is to create a more
competitive Europe by establishing a higher education
system compatible with global standards. Retrieved
December 17, 2010 from The Association of Business
Schools, http://www.the-abs.org.uk/?id=136.

associations like AACSB. The current Board of
Directors has made a commitment to the
availability of scholarly opportunities for its
members, including publication of a double-
blind, peer-reviewed annual journal,
appointment of a Committee for Scholar-
Practitioner Publications, and a highly qualified
Board of Reviewers whose members must meet
the highest scholarly activity criteria.

These activities are part of the new strategic
planning efforts and ACBSP's desire to build
cooperative relationships with other accrediting
bodies and with associations of business schools
and individuals affiliated with business schools
both in the United States and in areas outside of
the United States, and with government
ministries in certain developing countries. To
begin movement in that direction with AACSB,
ACBSP made the decision to recognize and
support member schools in their efforts to obtain
AACSB accreditation. ACBSP staff and Board
members attend a variety of AACSB seminars
and conferences and make every effort to engage
in positive discourse with AACSB staff and
members.

A New Vision. A key focus for the future is
collaboration. ACBSP leadership has
recognized there is an opportunity with the
recommendations of the Special Committee on
Global Accreditation Strategy (hereafter referred
to as SCOGAS) to move toward a collaborative
relationship with AACSB. The new vision
statement adopted by the ACBSP Board of
Directors at its September, 2010 board meeting
is that every quality business program
worldwide is accredited, and the new mission
statement is that ACBSP promotes continuous
improvement and recognizes excellence in the
accreditation of business education programs
around the world. These statements are not
dramatically different from that of the Mission
statement of AACSB, which states that AACSB
International advances quality management
education worldwide through accreditation,
thought leadership, and value-added services.
Much like AACSB, the ACBSP membership is
concerned about the proliferation of business
schools appearing around the globe and the
potential impact on business environments of



graduates from schools that do not engage in

quality assurance practices.

Table 1: Comparison of Accreditation Standards

AACSB ACBSP

Standard 1: Mission Statement
Standard 2: Intellectual Contributions

Standard 3: Student Mission
Standard 4: Continuous Improvement
Objectives

Standard 5: Financial Strategies

Standard 6: Student Admission
Standard 7: Student Retention

Standard 8: Staff Sufficiency-Student
Support

Standard 9: Faculty Sufficiency
Standard 10: Faculty Qualifications

Standard 11: Faculty Management &
Support

Standard 12: Aggregate Faculty & Staff
Educational Responsibility

Standard 13: Individual Faculty
Educational Responsibility

Standard 14: Student Educational
Responsibility

Standard 15: Management of Curricula
Standard 16: UG Learning Goals

Standard 17: UG Educational Level

Standard 18: Master’s Level General
Management Learning Goals

Standard 19: Specialized Master’s Degree

Learning Goals

Standard 20: Master’s Educational Level

Standard 21: Doctoral Learning Goals

The Opportunity. While acknowledging the
name of the new product is a placeholder, a
review of the proposed Quality Business School
Certification (hereafter referred to as QBSC)
product reveals a close fit with the qualities of

Institutional Overview: Statement of Mission

Standard 5: (5.8) Scholarly & Professional Activities based on the
Boyer Model of Scholarship (1997; see attached table)

Standard #3 Student and Stakeholder Focus

Standard 1: Leadership

Standard 2: Strategic Planning

Standard 3: Student & Stakeholder Focus

Standard #4: Measurement & Analysis of Student Learning &
Performance

Standard 1: Leadership

Standard 2: Strategic Planning

Standard 6: Educational & Business Process Management
Standard 6: Educational & Business Process Management (6.3.1
Admissions Policies & Procedures)

Standard 6: Educational & Business Process Management (6.3.6
Enrollment Management)

Standard 6: Educational & Business Process Management (6.2.1
Educational Support Processes)

Standard 5: Faculty & Staff Focus (5.5 Faculty Size & Load)
Standard 5: Faculty & Staff Focus (5.3 Faculty Qualifications,
Workload & Coverage)

Standard 5: Faculty & Staff Focus (5.7 Faculty and Staff
Operational Procedures, Policies and

Practices, and Development)

Standard 5: Faculty & Staff Focus (5.7 Faculty and Staff
Operational Procedures, Policies and

Practices, and Development)

Standard 5: Faculty & Staff Focus (5.7 Faculty and Staff
Operational Procedures, Policies and

Practices, and Development)

Standard 3: Student & Stakeholder Focus

Standard 6: Education Design & Delivery

Standard 4: Measurement & Analysis of Student Learning &
Performance

Standard 6: (6.1.3) Undergraduate Common Professional
Component (CPC)

Standard 4: Measurement & Analysis of Student Learning &
Performance

Standard 4: Measurement & Analysis of Student Learning &
Performance

Standard 6: (6.1.6) Curriculum Design in Graduate Programs
Standard 6: (6.1.6) Curriculum Design in Graduate Programs

ACBSP accreditation as outlined below. The
Preliminary Guiding Principles identified by
SCOGAS and included in the Quality
Management Education Matters presentation
were that the QBSC would be mission-driven;



focus on quality and continuous improvement;
have maximum distinction from AACSB
Accreditation; provide quality assurance of
multiple programs in a business school format;
and serve the needs of schools that are not
designed to meet AACSB's academic faculty
and intellectual contribution standards. The
following commentary illustrates how ACBSP
accreditation standards and processes satisfy
these guiding principles.

1. Mission-driven: The ACBSP process is
mission driven. It not only requires links to
fulfillment of the business unit mission, but
also to the institution as well. A great
number of Historically Black Colleges and
Universities, Hispanic-Serving Institutions,
faith-based institutions, and private for-
profit colleges find value in what is offered
through ACSBP accreditation. Institutions
which place heavier emphasis on teaching
than research historically have been and
remain the primary candidates for ACBSP
accreditation. The 2003 revisions to the
AACSB standards clearly reveal intent on
the part of AACSB to enable its member and
accredited institutions to articulate the
manifestation of their missions. The
evolution of the AQ/PQ Bridge programs
demonstrates AACSB's commitment to
faculty credentials and quality both as
researchers and as teachers. At the same
time, ACBSP has formalized its Faculty
Credential Review Committee and has been
very intentional in its requirement of a
qualified faculty in its accredited business
schools and programs.

2. Quality and continuous improvement: The
ACBSP standards for accreditation are
based on the Baldrige Education Criteria for
Performance Excellence. Similar systemic
processes exist in other parts of the world,
many supported by government or industry,
as a way to promote performance
excellence, data collection, systematic
processes, and continuous improvement
(1SO 9000, Six Sigma, Kaizen, Lean Sigma,
etc.). Several members of the ACBSP
headquarters staff, Boards of Directors and
Commissioners, mentors, evaluators, and

member institution faculty and staff are
national and/or state Baldrige Examiners.
The ACBSP standards and criteria contain
specific reference to continuous
improvement in several key areas, and
Baldrige experts have been instrumental in
the training of Commissioners, evaluators,
and mentors.

Maximum distinction from AACSB
Accreditation: A review of current ACBSP
and AACSB practices reveal some clear
areas of distinction--an issue the SWOT
Taskforce believes is important to AACSB’s
current accredited members. We are not
AACSB experts and the following
statements represent only our perceptions
and understanding of AACSB.
Geographic distinctions: The AACSB
headquarters office is located in Tampa,
Florida and the ACBSP headquarters
office is located in Overland Park,
Kansas.
Forum distinctions: AACSB and
ACBSP each offer a variety of
educational seminars and annual
conferences on different dates and with
different content emphasis.
Organizational distinctions: AACSB
accredits baccalaureate, graduate, and
accounting programs at the institutional
level. ACBSP accredits associate
degree programs in addition to
baccalaureate, graduate and accounting
programs at the business school level.
Brand/Name Recognition: Both
AACSB and ACBSP have recently
undergone branding initiatives with the
name recognition continuing to carry the
distinction between research vs.
teaching focused missions. Both
organizations have made efforts to
emphasize mission, quality, and
continuous improvement in their
accreditation standards.
Accreditation Governance: Each
organization has an established
governance structure that is similar. The
key difference is that AACSB has a
series of committees which engage in



the process with a final ratification by
the AACSB Board of Directors, whereas
ACBSP has two Boards of
Commissioners (Associate Degree and
Baccalaureate/ Graduate Degree) which
receive recommendations and make the
final accreditation decisions.
Maintenance of Accreditation: AACSB
institutions, once accredited, are
required to prepare maintenance reports
every year and undergo maintenance of
accreditation every five (5) years.
ACBSP institutions, once accredited, are
required to file Quality Assurance
Reports every two (2) years with
reaffirmation of accreditation every ten
(10) years.

4. Quality assurance of multiple programs in a

‘business school' format: In the U.S., the
Council for Higher Education Accreditation
(CHEA) designates both AACSB and
ACBSP as programmatic accreditors.
Currently ACBSP, because of its focus at
the program level, has the structure to
facilitate quality assurance of multiple
programs in a business school format (4,862
programs in 47 countries).

Serves the needs of schools that are not
designed to meet AACSB's academic faculty
and intellectual contributions standards.
ACBSP was created shortly after one of the
most severe periods of retrenchment in
higher education history (1980-1990).

Many faculty had retired and the U.S. was
beginning to see a severe shortage in the
production of academically qualified faculty

in a variety of disciplines, including
business. As a result, there was an influx of
professionally qualified faculty into the
academy. ACBSP recognized this trend in
the creation of its standards and criteria in
1988 and 1989. Secondly, in 1990, Ernest
Boyer published his work titled Scholarship
Reconsidered: Priorities of the
Professoriate, in which he argued for a
broader definition of scholarship in light of
the overwhelming workloads and demands
on faculty time. The ACBSP founders made
a conscious decision to adopt the widely
accepted Boyer model of scholarship which
allows academics to expand their scholarly
activity to include public dissemination of
research in the areas of intellectual
contributions (discovery), pedagogy
(teaching), professional activity
(application), and engagement (integration).
This more flexible framework for scholarly
activity has been very attractive for ACBSP
member schools and has enabled faculty
members to maintain a practitioner focus
and schools to live within their limited
salary budgets.

The following table at the top of the next page is
excerpted from the presentation, Quality
Management Education Matters, presented at
the September 2010 AACSB Accreditation
Conference in Houston, Texas, in regional
meetings of business deans, and in a Web
Forum. It outlines the key differences presented
by SCOGAS members between the proposed
QBSC and the existing AACSB accreditation.



Table 2: SCOGAS Proposal

Quality Business School Certification AACSB Accreditation

Certification

Accreditation

Excellence in teaching and faculty development

Advancement of knowledge

Qualified business faculty

AQ/PQ faculty

Business unit

Institution

Teaching focus

Research & teaching

The following table adds ACBSP accreditation
(for baccalaureate and graduate business degree
programs) and identifies differences and

Table 3: ACBSP/QBSC/AACSB Comparison
ACBSP Accreditation Standards for
Baccalaureate & Graduate Business

Programs
Accreditation

Quality Business School
Certification

Certification

similarities to the proposed QBSC and existing
AACSB Accreditation.

AACSB Accreditation

Accreditation

Excellence in teaching, scholarly activity,
& professional development

Excellence in teaching and
faculty development

Advancement of knowledge

AQ/PQ Faculty

Qualified business faculty

AQ/PQ faculty

Business Programs

Business unit

Institution

Practitioner focus

Teaching focus

Research & teaching

This table demonstrates that the ACBSP
accreditation standards for baccalaureate and
graduate business programs not only incorporate
the QBSC elements, but elevate each area to a
slightly higher level of quality. ACBSP
leadership believes an accreditation product
would be more attractive to current and potential
members in the global marketplace than a
certification which might be perceived as a lower
quality product that implies a less reputable
business degree program.

The Proposal. The ACBSP leadership would
like the opportunity to explore, in collaboration
with AACSB, an alternative to the proposed
QBSC. Currently, there are approximately
12,600 business schools and programs globally.
The following table demonstrates the number
and percentage of schools which are accredited
by eight business education associations® that
offer accreditation:

$CHEA recognized organizations include only
AACSB International and ACBSP as of December,
2010.

Table 4: Accredited Business Programs
Accredited % of Total % of

12,600*
AACSB 596 44.75% 4.73%
ACBSP 215 16.14% 1.71%
EQUIS 129 9.68% 1.02%
EPAS 35 2.63% 0.28%
AMBA 161 12.09% 1.28%
IACBE 154 11.56% 1.22%
ECBE 28 2.10% 0.22%
CEEMAN 14 1.05% 0.11%
Totals 1,332 100.00% 10.57%

If the current proliferation of non-accredited
business schools continues, there is an increased
risk of poor quality business education and the
production of graduates ill-equipped to make the
critical business decisions that impact our
society on a global scale.

Therefore, collaboration between the two
leading business accreditation associations based
in the United States becomes imperative as a

* As of December, 2010




viable option to be considered if the goals of the
SCOGAS are to be met. The ACBSP leadership
suggests collaboration between ACBSP and
AACSB and proposes the following three
options and the relative advantages of each.

1. Each association's endorsement of the
other's accreditation product. This option
would be most easily attained and strengthen
the goal of both ACBSP and AACSB to
improve quality in business education in the
global arena. The public statement of
endorsement would emphasize that each
provides a quality product which meets the
needs of specific markets. This option will
encourage schools which have
unsuccessfully attempted to obtain AACSB
accreditation to consider ACBSP
accreditation as a way to better prepare for
and make the necessary improvements in
order to become AACSB accredited.

2. Joint creation of a new accreditation
product that would address the needs of
institutions which currently meet ACBSP
standards but not AACSB standards. This
option would require the greatest
expenditure of time, expense and
preparation but would preserve the
autonomy that currently exists between the
two associations. There would be a need,
however, to create a communication
structure and process to facilitate an ongoing
collaboration between the two associations
in order to guarantee the distinctive nature
of this accreditation product from the
existing accreditation products. Mentors,
examiners and directors/commissioners
would either need to be cross-trained, or a
new cadre of qualified individuals would
have to be developed. This option would
seemingly have the greatest impact on the
current governing structures of the two
associations.

3. A fee structure that would enable schools
the flexibility to obtain dual membership in
AACSB and ACBSP and select the
accreditation best suited to the institution's
mission, faculty demographic, and financial
strength. This option is perceived to be

most attractive and would likely produce the
highest revenue stream for the two
associations (increased memberships and
attendance at conferences and seminars).
Each association would preserve its
accreditation product while offering choices
for current and potential members and
accredited schools. Like option #1, this
option might encourage schools which do
not have AACSB accreditation or have
unsuccessfully attempted to obtain AACSB
accreditation to consider ACBSP
accreditation as a way to better prepare for
and make the necessary improvements in
order to become AACSB accredited.

The Benefits to AACSB. In addition to the
benefits outlined in this section, ACBSP
leadership believes the main benefit from
collaboration is that AACSB would be able to
document that it is now supporting quality
assurance for business education for schools that
currently are unable to obtain AACSB
accreditation. That is the goal of SCOGAS.
While all the other alternatives to QBSC being
considered by AACSB are not fully known to
ACBSP, this paper speculates that the accredited
membership will find collaboration between
ACBSP and AACSB appealing for the following
additional reasons, primarily option #1.

1. An Existing Infrastructure versus a New
Infrastructure for Accreditation. The proposed
QBSC product or any similar process will
require a substantial investment in time, effort,
and funds to create standards and criteria, a
process, committees, mentors and evaluators.
Some proposed restructuring options will require
extensive staff time to implement and substantial
legal expense. There is expense and time to
develop new accreditation/certification
documents, marketing plans, and alterations in
existing materials.

If the product is truly distinct and separate from
the AACSB brand, there is a risk the product
will not be considered viable and, therefore, not
widely adopted. Candidates for this new
product may find the cost to obtain this new
product unreasonable since it is a certification
rather than full accreditation. If the product is



offered only outside the U.S., then the overall
market seeking the product is reduced and the
costs to travel, promote, and maintain the
product are increased. Additionally, existing
non-U.S. members may take offense to the
availability of a product that is perceived as
lower quality and harmful to their reputation in
their geographic region.

Collaboration between AACSB and ACBSP
would not require the creation of a new
infrastructure or organizational structure as
illustrated in the presentation, Quality
Management Education Matters. The
collaboration proposal has high potential for
positive revenue to both organizations in
addition to the expanded use of quality
assurance practices in post-secondary business
education.

2. A Pathway to AACSB Accreditation. Each
year a small number of institutions with ACBSP
accreditation obtain AACSB accreditation. Six
currently have both ACBSP and AACSB
accreditation:

Drury University, Missouri

Queens University of Charlotte, North

Carolina

Southeastern Oklahoma State

University, Oklahoma

Southern Utah University, Utah

North Carolina Central University,

North Carolina

Midwestern State University, Texas

All of these schools achieved their AACSB
accreditation in recent years and, typically, each
school found that first obtaining ACBSP
accreditation helped in the process to secure
AACSB accreditation. Several reasons these
and other schools have shared with ACBSP
include:
Although the school's administration
was initially unwilling to make the
substantial investment in AACSB
accreditation and chose to make the
investment in ACBSP accreditation at a
reduced cost, once they recognized the
value of accreditation, a decision was

made to begin pursuit of AACSB
accreditation.

Using the continuous improvement,
learning outcomes, human resource
planning, strategic planning, and
scholarly activity guidelines included in
the ACBSP accreditation standards, the
business unit was then able to make a
deliberate effort to convert itself from a
business unit with a primary teaching
mission to one which included an
emphasis on research. Using the
AACSB criteria as a guideline, changes
were made and AACSB accreditation
was ultimately achieved.

The AACSB accreditation often requires
seven or more years. The ACBSP
accreditation process takes less time
assuming outcomes assessment of
student learning is in place, from two
years to five years. Many business unit
or academic services administrators
recognize even if they begin the long
and difficult process for AACSB
accreditation, they may not be in their
position of responsibility when the
business unit obtains accreditation. This
is even more relevant to many schools
outside the U.S.. A focus on short term
achievement as a means to making long-
term change may be seen as an
opportunity to create a legacy of quality.

With collaboration, ACBSP could work in
tandem with AACSB to conduct seminars
and activities to support schools that obtain
ACBSP accreditation to learn and
experience how other schools have used
ACBSP accreditation as a pathway to
AACSB accreditation. There would also be
opportunities for AACSB members to
mentor ACBSP members in a variety of
ways including the creation of research
agendas which contribute to the
development of new knowledge and the
profession.

3. Valued Added to Fulfillment of the
Mission Statement of AACSB. The opening
paragraphs of this white paper noted the
AACSB mission statement as follows:



AACSB International advances quality
management education worldwide through
accreditation, thought leadership, and
value-added services. The certification
option is being considered, but it is not
accreditation. This option does not result in
fulfillment of the mission statement as
clearly and accurately as would
collaboration with ACBSP. The offering of
a collaborative accreditation process is more
in line with this mission statement than a
certification product.

Adding a new scope of membership that
includes ACBSP membership would add a
value to the current AACSB thought
leadership and service products. ACBSP
accredited members include more faith-
based institutions, more HBCU schools,
more Hispanic-Serving Institutions and
more for-profit institutions than the current
AACSB membership. This will create
additional avenues for sale of thought
leadership and service related products and
valued input into surveys and processes to
create more diversity and a wider reflection
of management education worldwide.

4. CHEA Recognition. An important
criterion for both organizations is to assure
recognition by CHEA is not endangered by
any action undertaken. The proposed due
diligence timetable takes these discussions
into account.

It is speculated at this early date that the
adoption of a collaboration between two
existing CHEA accreditation agencies is a
more friendly option for preserving AACSB
recognition with CHEA than the creation of
a new certification or other similar product.
The offering of certification will certainly
require a change in CHEA scope of
recognition for AACSB. The offering of a
different accreditation product for non-U.S.
institutions might only create further
complications for a U.S. based accrediting
body.

5. The Alternative Option for Certain
Schools. There are currently business

school deans and others who understand the
creation of a new product in addition to
AACSB's existing accreditation product
offers an alternative for schools that
currently have accreditation to be moved or
recommended for movement to the new
accreditation product. This is especially the
case for schools that have not been able to
maintain their AQ and PQ levels since the
time of previous accreditation and the
maintenance of accreditation is underway.
This recommendation may come from (a)
academic administrators unwilling to
commit financially during this time of
budget constraints, (b) senior leadership
trying to balance multiple programmatic
accreditations in institutions where business
is only one of many academic disciplines, or
(c) site teams or staff members who are
unwilling to recommend maintenance of
accreditation but are willing to recommend a
change to this certification option.

Currently the options are accreditation or no
accreditation; this may lead to difficult
budgetary decisions being made and a strong
measure to reinforce the maintenance of the
current standards. If an ultimatum is
delivered, decision makers may choose the
alternative of QSBC in order to maintain
affiliation with AACSB.

The use of an alternative which does not
create the financial impact exists as well for
schools that are currently in the AACSB
accreditation process or seeking to enter the
process. Again the same sources may
recommend not the pursuit of accreditation
but rather the switch to certification or
similar options to the disappointment and
frustration of those leading the effort to
achieve AACSB accreditation.

The offering of a collaborative product does
not eliminate the use of an alternative
product for currently accredited AACSB
members or those in the process. However,
there will be less incentive to forfeit
membership and progress toward AACSB
accreditation when the accreditation is
maintained and operated by a distinct and
different accreditation body.



Essential Requirements for Collaboration.
Collaboration between associations usually
requires the conduct of due diligence regarding
the product being offered, a revenue stream from
the collaboration, and a binding agreement of
some type between the organizations.

1. Conduct of Due Diligence. ACBSP offers to
present to AACSB staff and leadership the
various documents they require for due diligence
including audited financial statements, bylaws,
and copies of the standards and criteria. Other
material may be released only on the assurance
of confidentially. The latter includes minutes of
meetings of any of the governing boards.

While only the membership of the
Baccalaureate/Graduate Degree Commission can
make changes in the standards and the Board of
Commissioners can make changes in the criteria,
ACBSP invites comments for changes suggested
by the Blue Ribbon Committee on Accreditation
Quality or AACSB staff. There can be a
dialogue on rationale and importance of the
content to both groups. In the spirit of
continuous improvement and the pursuit of
excellence, ACBSP would welcome the
opportunity.

AACSB staff or leadership may elect to attend
all or part of the meeting of an upcoming Board
of Commissioners to better understand the
dynamics of the decision making that occurs for
a report back to an established body with the
understanding that these are confidential
meetings.

2. Binding Agreement of Some Type between the
Organizations. It is proposed the ACBSP
bylaws be changed to reflect an agreed upon
collaboration between the two associations.
This bylaw change would not be applicable to
accredited members of the Associate Degree
Commission. There is no endorsement of the
accreditation being proposed at this time nor is it
possible for community colleges to become
AACSB members. However, these changes can
be reviewed and discussed as part of the
discussions that occur.
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It is important to note in this document that the
collaboration being considered will offer
benefits to AACSB institutions at a time when
enrollments in many of these schools are flat.
There are greater opportunities for articulation in
collaboration between these two accrediting
bodies, one that offers associate degree
accreditation and one that does not. This will
provide benefits for students attending ACBSP
associate degree business schools and programs.

It is envisioned that business schools will be
able to maintain accreditation with both AACSB
and ACBSP as there is no conflict with this
action.

As part of the due diligence, it is anticipated that
work could begin on a binding agreement which
will define the relationship between AACSB and
ACBSP. The contents would provide for the
terms of such an agreement including periodic
review, reporting relationships, requirements
imposed on the respective parties, and
termination clauses with penalties.

3. Revenue Stream from the Collaboration. As
noted above, it is proposed that the key binding
mechanism between ACBSP and AACSB be
opportunities for dual membership, participation
in a wider variety of conferences and seminars,
and collaborative training activities. A number
of ACBSP accredited members already have this
membership status. Each new AACSB member
would provide membership revenues for
AACSB, and it is anticipated that this will
continue for years in the future as more
members seek and obtain ACBSP accredited
status and maintain AACSB membership.

The membership will also provide access to a
larger number of people attending AACSB
seminars and conferences, and participation and
purchase of survey products enhancing the value
for AACSB from a financial position as well as
the richness and diversity of business schools
that participate in the member only activities.

Draft Timeline. Similar to all other portions of
this white paper, the following timeline is open
to discussion and change.



December 30, 2010: The contents of this white
paper with a one page summary are transmitted
to Mr. John Fernandes, Dr. Jerry Trapnell and
Dr. Andrew Policano.

January 10, 2011: As part of the discussion on
the agenda item related to a recommendation to
the membership on creating a new quality
assurance product, consideration is given by the
AACSB Board of Directors during their board
meeting or planning session to opening a
dialogue with ACBSP on what can be offered to
determine if this is a viable option.

February: During the first meeting of the Blue
Ribbon Committee on Accreditation Quality, the
Committee or an appointed sub-committee
agrees to review the ACBSP Standards and
Criteria for comment back to ACBSP on a
timeline that is mutually agreed upon.

February 25-26: An update and considerable
time is devoted at the February meeting of the
ACBSP Board of Directors, including specific
action items and motions prepared in
cooperation with AACSB.

April: The Report of the Executive Director in
the Spring issue of ACBSP Update and possibly
other officer columns mention and describe this
work underway.

April 17-19: An update and considerable time is
devoted at the April meeting of the ACBSP
Baccalaureate/Graduate Degree Board of
Commissioners, including specific action items
and motions prepared in cooperation with
AACSB.

April 28-30: ACBSP is willing to make staff
and leadership available during the International
Conference and Business Meeting in New York
City for questions and discussion from the
membership and leadership.

June 25: A presentation is scheduled with
opportunities for discussion during meetings of
the Baccalaureate/Graduate Degree Commission
in Indianapolis. Additional items may be
presented, including changes in the ACBSP
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bylaws. AACSB representatives are invited to
be in attendance.

July and August: Based on discussions and
action items, work is begun in earnest on the
legal agreement required to implement the
endorsement. Informal discussions occur with
the Council on Higher Education Accreditation
to ensure the recognition status by CHEA is
preserved for both organizations.

September through November: The details of
what is being proposed are provided to ACBSP
members during regional meetings of business
deans associations affiliated with AACSB and at
regional meetings of the ACBSP membership.

January and February 2012: The legal
agreement is accepted by the respective Boards
of Directors during regular or special called
meetings, subject to membership approval of
selected provisions. Membership approval
actions are scheduled for April and June.

Conclusion. Endorsement of ACBSP
accreditation is one of several options that
should be explored during 2011 for AACSB to
implement a global business accreditation
strategy. This paper presents that compelling
case.

Outcome. This white paper was presented to
the AACSB Board of Directors for discussion at
the January, 2011 Board meeting. In a letter
from Dr. Andrew Policano, Chair, AACSB
Board of Directed dated January 19, 2011 the
response was “While we appreciate the thought
and effort that you have put into the proposal,
the Board believes that it is in AACSB’s best
interest to proceed separately in developing a
strategy to advance quality management
education worldwide. Governance, strategy and
control are a few of the many challenges that
cause the Board to decline ACBSP’s offer.”

Subsequently Mr. Viehland and Dr. Craven
traveled to Tampa, FL in July, 2011 to discuss
opportunities for alliance and/or partnership on a
variety of other areas with John Fernandes,
AACSB President, and Jerry Trapnell, AACSB
Executive Vice President and Chief



Accreditation Officer. Neither Mr. Fernandes or
Dr. Trapnell felt the time was right for an
alliance or partnership. ACBSP continues to
explore ways to partner toward high quality
business program accreditation through its
strategic planning efforts.
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Abstract. This paper investigates the determinants
of student success in introductory economics courses
at 2-year colleges. A sample of 146 students enrolled
in introductory macroeconomics and microeconomics
courses were surveyed at Oklahoma City Community
College (OCCC) in the Fall of 2008. Background as
well as performance data were collected on the
students in order to identify the most important
contributing factors to student success on these
courses. The research focused not only on the
traditional variables found through prior research to
influence student success, but also on unexplored
variables such as class meeting arrangements and the
type of students enrolled in these courses. Results
show that math background and physical activity had
no impact on student’s performance, and neither did
the class meeting time arrangement. However, the
testing location and the total amount of study hours
influenced student performance, and foreign/non-
native English speaking students performed better
than their domestic counterparts.

Keywords: Business education, principles of
economics, student success, 2-year colleges

One of the main issues faced in higher education is
how to assist students in their classroom
performance. Students enrolled in introductory
economics courses often struggle in those course.
This struggle, sometimes attributed to the difficulty
level of the subject matter, has always intrigued both
faculty members and school administrators. Other
factors such as the amount of study time allocated to
these courses and aptitude have also been used to
explain student success or lack thereof in these
courses. While study time and aptitude are largely
considered important and readily identifiable
contributing factors to student classroom
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performance, it may be useful to investigate other
variables that may influence student success. This
study aims to identify the factors that may explain
student success or lack thereof in principles of
economics at a 2-year higher education institution.

Community colleges serve as a meeting ground for
students with a wide array of interests, educational,
and socioeconomic backgrounds. Open enrollment
policies in these institutions mean that the variability
in the quality of students enrolled in the principle of
economics course will be high. The determinants of
success should therefore be expected to differ
between 2-year and 4-year higher education
institutions.

Although it could be argued that for the most part
more study time may always be beneficial (until the
point of negative returns is reached), there is no
consensus regarding the other factors that may impact
student performance in the classroom. This study
focuses not only on the traditional variables found to
influence classroom success, but also on unexplored
variables such as class meeting arrangements (once,
twice or three times a week) and the type of students
(day-time versus evening students). It was not
possible to collect information on students GPAs.
Because our institution does not use the standardized
tests as entrance exam requirement, this variable will
be omitted from our study and math skills will be
used as an indicator of students’ natural ability.

Numerous authors have studied the factors that
influence student success in principles of economics
courses. Becker (1997) studied the difference in
student performance in regards to their gender. In
this study, it was found that grades are often lower in
economics classes compared to grades in other
college departments, and women have consistently
performed worse than men. Some authors have
researched the causes of low performances by women
(Anderson, Benjamin and Fuss, 1994; Ballard and
Johnson, 2005; Becker, 1997; Dynan and Rouse,
1997; Greene, 1997; Ziegert, 2000). McCarty,
Pagdgham and Bennett (2006) found that gender was
in fact a factor in student performance, a result that
Borg and Shapiro disagreed with. In a study
conducted in 1996, they found that gender was not a
significant factor affecting student performance.
They reached this conclusion by applying the Myers-
Briggs Personality Type Indicator to assess students’
performance, and found that students performed
better when matched with professors with the same
personality types.



Maloney & McCormick (1992) studied the impact of
physical activity on students’ performance and found
that students who competed in intercollegiate
athletics were more successful than students who did
not. Other authors have focused their efforts on the
impact of class size on student performance. While
research by Arias and Walker (2004) found a
significant negative influence of class size on student
performance, other authors (Akerhielm, 1995;
Siegfried & Kennedy, 1997; Raimondo, Esposito &
Gershenberd, 1990; and Kirby & McElroy, 2003)
determined that class size has no significant effect on
student performance and learning. Studying the
relationship between classroom attendance and grade,
Kirby and McElroy (2003) found that attendance had
a positive but diminishing marginal effect on
students’ grade. Similarly, Romer, 1993; Schmidt,
1983; Park and Kerr, 1990; Marburger, 2001; and
McCarty, Pagdgham & Bennett, 2006 confirmed this
positive and significant effect. Kirby and McElroy
(2003) also studied the effect of concurrent
employment on classroom performance and found
that hours worked and travel time had a negative
effect on student performance.

An additional set of researchers focused their
attention on the effects of students’ natural ability on
their performance in introductory economics courses.
Research results by Park and Kerr (1990) suggest that
students’ abilities have an influence on their
performance, which may be stronger than attendance.
Several others authors (Ballard and Johnson, 2005;
Anderson et al., 1994; Jensen and Owen, 2001) found

that math skills are important determinants of student
performance in economics.

In summary, even though there is no consensus as to
which factors definitely impact student performance,
the review of the existing literature suggest that the
following variables can be considered the most
important determinants of student performance:
student ability, gender, physical activity, attendance,
concurrent employment and commute distance (also
known as travel time).

Methods. Data were collected from a convenience
sample of students in macroeconomics and
microeconomics course sections at Oklahoma City
Community College (OCCC) in the Fall semester of
2008, using a self-administered questionnaire. OCCC
enrollment nears 15,000 students of which 9,000 are
full-time students. OCCC offers over fifty degree
programs leading associate of art (AA), associate in
Science (AS) and Associate in Applied Sciences
(AAS). In addition, the college offers a number of
certificate programs. The targeted classes sections
covered the complete spectrum of courses offered.
The targeted course sections offered a wide variety in
terms of meeting times, section and student types,
which represented the typical students’ population at
OCCC. For completeness, t-tests and chi-square tests
were conducted on the sample relative to the OCCC
population at-large and no significant differences
were found. Tables 1, 2 and 3 provide demographic
information on the students surveyed.

Table 1: Descriptive Statistics on the Quantitative Variables Collected in the Study (N=146)

Variable N Minimum Maximum Mean Std. Dev
Age (Years) 146 18 63 235 6.95
Total Credit Hours Enrolled 144 3 32 11.8 4.0
Total Credit Hours Enrolled at OCCC 144 3 32 11.0 3.9
Total Credit Hours Completed 146 0 150 45.5 26.4
Business Credit Hours 127 0 64 121 12.2
Hours of Study (per week) 140 0 40 3.9 5.4
Test preparation hours/ test 137 0 24 3.7 4.0
Commuting Distance (miles) 141 1 50 15.3 9.7
Hours Worked per week 145 0 70 25.1 17.6
Exercise Hours per week 142 0 20 35 3.6
Attendance (%) 146 48 100 89.4 10.7
Overall Grade (%) 146 60.3 103.5 85.1 9.2
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Table 2: Descriptive Statistics on the Categorical Variables Collected in the Study (n=146)

Variables N %
Class: Macro 79 54.1
Micro 65 445
Dual 2 14
Class Time (Day Time) Day 45 64.5
Night 0 0
Meeting Frequency per week  Once 45 30.8
Twice 75 51.4
Three times 26 17.8
Gender Male 71 48.6
Female 75 51.4
Race Hispanic 14 9.6
American Indian/ Alaskan 10 6.8
Asian 25 17.1
Black/ African American 2 7.5
Hawaiian/ Pacific Highlander 11 1.4
White 84 57.5
Married 24 16.4
Single 122 83.6
Children 25 185
No Children 119 81.5
Domestic Student 128 87.7
Native English Speaker 116 79.5
Business Major 100 68.5
Classroom Testing 75 51.4
Proctor Testing (Test center) 71 48.6
Math Background Algebra 117 80.1
Calculus 62 42.5
Extracurricular activities* Yes 124 84.7
No 22 15.3
Intramurals* Yes 7 4.8
No 139 95.2
Degree Seeking* Yes 133 93.0
No 13 7.0

* Non-responses (2-4 n=142-144)
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Table 3: Descriptive Statistics of the Variable Race

Race N Mean Standard
Deviation
Hispanic 14 83.571 11.9196
American Indian or Alaska Native 10 84.250 10.7932
Asian 25 86.656 9.2233
Black or African American 11 79.282 10.9935
Native Hawaiian/ Pacific Islander 2 80.300 14.5664
White 84 85.885 7.9604

Students were informed of the study at the beginning
of class. The questionnaire was administered in the
last 30 minutes of the class. Information related to
the purpose of the study and directions as to how to
complete the questionnaire were given. Participation
was voluntary, but all the students solicited agreed to
participate. A total of 146 completed surveys were
returned, and while no surveys were rejected because
of incomplete answers, there were some instances of
non-responses to specific questions.

classroom success or were thought to do so. Some of
the variables that were considered included age, sex,
commuting distance, whether or not the students
were business majors; math background (based on
math classes completed), the number of credit hours
completed, the number credit hours completed in the
field of business, the number of hours worked per
week and other such variables. During the
preliminary analysis, some variables were excluded
because there was insufficient variation in the

The survey instrument used investigated many
variables that are either believed to contribute to

responses to warrant any further consideration. Table
4 contains the definition of the variables used in the
analysis.

Table 4: Description of Variables and Definition of Measurement

Variable Definition of Measurement

Math Background =1 If completed College Algebra or Calculus; = 0 otherwise
Age Measured in years

Sex M=1;F=0

Married 1=yes;0=no0

Total Credit Hours Enrolled
Disability

Domestic
Business Major
English First Language

Total Credit ours Completed
Bus Credit Hours Completed

Hours of Study Week
Commute Distance
Hours Worked/ Week
Exercise Hours Per Week
Extracurricular

Degree Seeking
Attendance (%)

Race (White vs. Non-White)

Test Location

Measures the number of credit hours enrolled for the semester

Whether or not they have a registered disability with student support services
=1yes;=0no

=1 if Domestic; = 0 if not

=1 if major; = 0 if not

= 1 if English is first language; = 0 if not

Measures the total hours a student has finished overall

Measures the total business credit hours completed

Number of hours studied each week

Distance student commutes to school

Number of hours they work each week

Number of hours they exercise each week

= 1 if participate in extracurriculars; = 0 otherwise

=1 if seeking AAS/AA or have received degree previously; = 0 otherwise
The percentage of time a student attended classes

= 1 if white; = 0 if non-white (all other groups combined)

= 1if in test center; = 0 if in class

Note: all quantitative variables were measured in whole numbers

In accordance with previous studies, the following

seven hypotheses were made.

(1) Students with a larger quantitative reasoning
background will perform better in
economics/business courses. Jensen and Owen

(2001) found out that students that exhibited math
skills performed better in introductory economics
courses. This has been a long held idea since
economics is essentially a hybrid class which strives
to use mathematical and statistical tools in order to
analyze societal behavior. We defined math
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reasoning as having completed at least college
algebra. We also suspected that math reasoning and
study time jointly influenced overall course grade. It
should be the case that a student with more math
reasoning should be able to study less in a principles
course.

(2) Total credit hours completed will have a positive
effect on student success. It was postulated that the
more college courses a student completes the higher
his/her reasoning skills. The same applies to math
background. The more math background the student
has, the better his/her performance in principles of
economics. We also thought that there should be an
interaction between credit hours completed and study
time with respect to student success in the same way
as math background might also affect study time.

(3) “Evening’ or non-traditional students will perform
worse in economics/business classes. Given the fact
that many night students or non-traditional age
students are working-class individuals, have family
constraints, or are choosing to go back to school after
a brief time away they should have less time to study.
It is a common notion that they are more motivated
inside the classroom and might therefore perform
better, but this study intends to test this idea.

(4) There is no ‘optimal” meeting time arrangement
and structure for classes. Time arrangement here
refers to the time of the day classes meet, whereas
structure refers to the numbers of meeting days per
week and weekends versus traditional weekday
classes (i.e. fast-track/2-day versus. 3-day meetings
etc.) Classes that are at different time or have
different structures should have an equal rate of
success when it comes to classroom performance.
Although students might clamor for earlier class
times, it is a common notion that students don’t do as
well in these earlier classes.

(5) Students who perform some physical activity or
actively participate in extracurricular activities should
perform better in the classroom. This hypothesis will
allow us to compare our finding with that of another
study (Maloney & McCormick 1992), which found
that students who competed in intercollegiate
athletics were more successful than students who did
not.

(6) The amount of study time and the overall number
of credit hours completed by the student within the
business curriculum is positively related to success in
the course, although the earlier is a self-reported
value. A different than expected result may indicate
a lack of truthfulness from the students in their report
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of the amount of study time they allocated to the
course. If some students indicated a large amount of
study time, which was not supported by their final
course grade, these students could be overestimating
or exaggerating study time.

(7) Testing location may have an impact on student
performance. A number of instructors at our
institution use the college’s testing center as a proctor
location to administer tests. While we believe using
the testing center contributes to the learning process
by giving students more latitude and flexibility in
their assessment, many students have claimed that the
testing center environment is not a convenient
location for test taking. It would be interesting to
compare the grades for students that are tested
through the testing center to those that do not.

The survey participants were nearly all business
majors (68.5%). However, there were enough non-
business majors in our sample majors to warrant a
valid comparison. Most of the variables were skewed
in some fashion, but not enough to render the
comparison difficult. Namely, the variable
“participation in intramurals” was heavily skewed
towards one direction. Only 4.8% of the surveyed
students participated in intramurals.

In this study, the impact of the variables of interest on
student performance in introductory economics was
assessed in two ways. First, how certain
characteristics and background variables affected
student performance was analyzed, and second, two
types of models were investigated in order to assess
how the variables collected influenced student
performance. Studying the effect of characteristics
and background variables on course performance, t-
tests were performed on course grade (in percentage
form) with respect to each grouping variable when
the variable was categorical. Some continuous
variables were converted into dichotomous outcomes
for the purposes of testing the difference between
groups. In the case of credit hours enrolled, a cut
point of 9 credit hours was used. Students enrolled in
9 credit hours or more were considered full-time
students. Conversely, those students enrolled in less
than 9 credit hours were considered part-time
students. With regard to the total credit hours,
students who had completed 60 credit hours or more
(>60) were considered upperclassman and
underclassmen otherwise (< 60).

In analyzing the hours of study (per week), the cut
point of 4 hours was used. Students studying less
than 4 hours a week were considered ‘low’ for the
course and values above 4 constituted ‘high’.



Although this might seem like a loose value, the idea
was that for each hour spent in class you should
spend roughly 1.5-2 times more time out of class
studying. In analyzing working hours, if a student
worked 20 or more hours per week, the student was
considered as working half-time. This value was a
natural cut point for hypothesis testing purposes. In
analyzing physical exercise, students were divided in
two groups: those that were highly active versus
those that were moderately to not active. The
Healthier US definition of activity was adopted to
define students that are highly active. According to
this definition, an active individual is someone who
exercises 30-60 minutes per day.' Finally, in
analyzing attendance, a student with classroom
attendance greater than 89.4% or more was
considered a student with “high’ attendance rate.
Given that our sample average classroom attendance
was 89.4%, this figure seemed like a logical cut-point
for measuring classroom attendance because the
difference in class averages for students with above
or below average attendance could be tested. This
same notion was used with commuting distance with
a cut point of 15 miles.

The same procedure was used when comparing class
grades with categorical variables of different classes.
When dealing with multi-level variables, a single-
factor CRD ANOVA was performed. No post hoc
multiple comparisons were needed since no
differences in our treatments with race and number of
class meetings per week were found. The test was
run for number of class meetings per week which had
values of 1, 2, and 3 as well as race, which had 6
designations. The results are listed below in the
appendix. It should be noted that only “white” versus
“non-white” variables were used a in the regression
analysis. Because of the high percentage of
Caucasian students in our sample and the small
number for each of the other races/ethnicities, it was
more convenient to group the non-whites into one
single group.

Two types of models were investigated in order to
assess how the variables collected influenced student
performance. A simple OLS regression analysis was
performed on the grade each student received on the
courses and called this model 1. We then included
both interaction and higher order terms involving
study hours per week, as it was hypothesized that
study hours should not be linearly associated with

! Executive Office of the President and the U.S.
Department of Health and Human Services.
HealtheirUS.Gov: Physical Activity. Accessed April
22, 2009. http://www.healthierus.gov/index.html
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course grade (i.e. we would expect diminishing
returns) and ‘hours of study’ should not be constant
across students. ‘Hours of study’ was interacted with
variables we assumed were associated with increased
higher reasoning skills, which were ‘math
background’ and total credit hours completed. An
interaction between with hours of study and exercise
was also performed in order to determine whether
similar results could be obtained.

Results. Tables 5 and 6 show the summary statistics
of the variables that were collected for this study.
There were non-responses for some of the
quantitative variables. Those are noted in the number
of variables collected. Results show that Oklahoma
City Community College does get an eclectic array of
students with an average age falling into the ‘typical’
college ages range. Among the students surveyed,
the average enrollment was 11.8 credit hours per
semester. This result is in alignment with the average
course load for traditional full-time students, and
indicates that while many students work roughly 25
hours a week, they still seek degrees as full-time
students. This fact, along with the commute distance
to and from school could be the reasons why the
study time per week appears to be lower than what
might be expected from students in a typical
sophomore level college course. Some other items of
note are the categorical variables that were heavily
skewed. Most of the students were single with no
children and native English speakers.

The results also showed a lack of participation in
intramurals or extracurricular activities. This result
was somewhat expected, since it is a characteristic of
a typical commuter college environment. It should
also be noted that the higher class average of 85.1%
could be attributed to three things. First, the data was
collected only on students who completed the
courses. Generally there is a high attrition rate in our
courses, which was not included in our study.
Secondly, many students who take the economics
courses at the community college are doing so in
order to obtain a certain grade that would allow them
to transfer the course or get admitted into the
program of their choice at their host institutions. The
sample is certainly subject to a natural selection bias,
since most students who complete the course are
confident of the fact that their self-assigned
performance objectives will be met at the end of the
semester. Finally, given the highest score in the data
is 103.5, there is extra credit that is being offered in
the class, which skews the data upward.

Tables 5 and 6 below show the results of t-tests on
variables. The number hours of study per week, total



number of credit hours completed, total number of
credit hours completed at OCCC, the number of
hours worked per week, and attendance had
significant p-values. The signs in front of the test
statistics for the total number of credit hours
completed at OCCC and class attendance were
opposite of what one might expect for those
variables.

For the variable “attendance’, the negative sign
indicates that most students with greater attendance
actually achieved lower performances. It appears
that students who performed well tended to decrease
their attendance in the courses. This result also
supports that reached by Park and Kerr (1990), who
suggested that the effect of student ability on their
performance may be stronger than the effect of
attendance on the same. The results were not exactly
unexpected for an open enrollment institution such as
OCCC, where many students often focus on fewer
classes because of work and consequently might miss
more class meetings.

The number of hours worked per week produced the
expected effect on the student performance. The less
the students worked, the higher their performances.
Evidence from previous studies supports this result
(Kirby and McElroy, 2003). While one may think
that a more stable schedule leads to the students
being more focused, it could be postulated that most
students study less as time becomes more and more

Table 5: t-test Statistics (p-values) for Continuous Variables

scarce. This probably translates into decreased
classroom performance. The positive sign for the
variable “part-time students” would suggest that
students who took fewer classes may have had more
time to focus on those classes, and thus performed
better.

Table 6 shows that only one categorical variable,
“being married”, is close to producing a statistically
significant result with respect to its impact on student
classroom performance. With a p-value of 0.123, and
given the relatively small sample size of 146
students, this variable may turn out to be influential if
a study is conducted on a larger population sample.
Students with math background did not seem to
perform any better than those without this
background, as breaking students up into groups with
higher and lower math background did not show any
significant impact of this variable on the student
performance. For the purpose of this study, students
that had completed college algebra were considered
proficient in math. Even when business calculus was
used as math cut off proficiency level, the test
statistic of -0.564 with a p-value of 0.574 was still
statistically insignificant. Because of this, and since
we normally expect the students entering our course
to have completed college algebra (as per the official
college suggested course sequence), we used this
criteria consistently throughout the study.

Variables t-stat (p-value)
Age (<24 vs. > 24) -0.526 (0.600)
Total CH Enrolled (p/t vs. f/t); *p/t [ < 9hrs] & f/t [ >9hrs] 1.482 (0.140)
Total CH Enrolled at OCCC ( p/t vs. f/t); **p/t [ < 9hrs] & f/t [ >9hrs] 2.134 (0.035)**
Total Credit Hours Completed (< 60 vs. > 60) -1.976 (0.050)**
Business CH(< 9 vs. >9) -0.167 (0.871)
Hrs of Study/Wk (< 4 vs. > 4) 1.899* (0.060)
Hrs of Study Before Test (<4 vs. >4) 1.065 (0.291)
Commuting Distance (< 15 vs. > 15) 1.087 (0.291)
Hours Worked (< 25 vs. > 25) 2.453 (0.015)**
Exercise Hours Wk (< 3 vs. > 3) 1.021 (0.309)
Attendance (%) (< 89.4 vs. > 89.4) -4.603*** (0.000)

*significant at < 0.10 ** significant at < 0.05 ***<0.001



Table 6: t-test Statistics (p-values) for Categorical Variables

Variables t-stat (p-value)
Class (Macro vs. Micro) -1.131 (0.260)
Class Time (Day vs. Evening) -0.255 (0.799)
Sex (Male vs. Female) -0.570 (0.570)
Married (Y/N) 1.551 (0.123)
Children (Y/N) 0.595 (0.553)
Domestic Student (Y/N) -0.132 (0.895)
English First Language (Y/N) -0.250 (0.803)
Business Major (Y/N) -0.548 (0.584)
Test Location (In-Class / Test Center) 0.105 (0.917)
Math Background (Y/N) 0.023 (0.981)
Notes on Test (Y/N) -0.409 (0.683)
Race (White vs. Non-White) -1.143 (0.256)
Extracurricular (Y/N) 0.817 (0.415)
Intramurals (Y/N) 0.646 (0.519)
Degree Seeking (Y/N) -1.055 (0.293)

*significant at < 0.10 ** significant at < 0.05

The result of our regression analysis (Appendix,
Tables 9 and 10) shows an incongruent pattern
between credit hours completed and total credit hours
of business courses completed. According to these
results the total number of credit hours of business
courses completed negatively impacts students’
grades. This could be explained by the fact that
students enrolled in these principle courses may have
had to repeat other courses due to lack of success in
them. Because data was not collected on this
variable this explanation cannot be confirmed.

Other variables such as disability, test location, and
whether or not the students were a native English
speaker were significant. Having a disability seemed
to contribute to a low classroom performance.
However, when a simple t-test was performed on
‘disability” while excluding all other variables, it
turned out not to be significant. The same could be
said for test location. It could be possible that an
interaction between these variables and others lead to
the reported result. However, this hypothesis was not
tested. Being a native English speaker also seemed to
hinder student performance. So did being a domestic
student. The regression coefficient for this variable
was negative. Native English speakers and domestic
students could be spending less time reading their
textbooks than non-domestics and non-native
speakers. The latter group may be spending more
time reading their textbook, which ultimately pays
off in terms of their performance on the course.

The stability of a married life seems to positively
correlate with student’s performance, since our
results showed that this variable was significant.
Other variables such as total credit hours completed,
commuting distance, and work hours per week were
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negatively correlated with students’ performance as
expected. Students’ performance rises as they
complete more credit hours. This result confirms that
higher reasoning skills or better study skills are
developed as the students accumulate more college
credits, which ultimately translate into better
performance. It also adds credibility to the notion
that student’s ability positively impacts classroom
performance. In contrast, the longer the commute
distance and the higher the number of hours worked
per week, the lower the student’s performance. The
notion that working adults might be better students is
not supported by our results.

Another interesting result of our study was the impact
of the testing location on students’ performance. In
our sample, students that used the testing center
produced a lower performance than those that did
not. While the sample size was too small to draw any
meaningful conclusion from this result, students have
often reported suffering more from test anxiety when
using the test center, compared to testing in the
classroom. The non-linear version of the variable
“study time” turned out to be significant while the
original variable’s coefficient in the linear model did
not. The non-linear model seemed to confirm two
facts one might expect with study time. The positive,
but less than 1 value indicated that students surveyed
had not reached the optimal amount of study time,
and were still experiencing increasing returns to the
amount they invested in studying. This fact coupled
with our below average study time a week, only 3.9
hrs on average, sheds light on the fact that the student
understanding of the material would increase if they
studied more.



Conclusion. This study was an attempt to identify
the factors that may influence student success or lack
thereof in principles of economics at a 2-year higher
education institution. No specific model as to how
these variables may translate into greater or lesser
success is proposed. The study merely focused on co-
relationship between proposed influential variables
and student performance. The research focused not
only on the traditional variables found to influence
student success, but also on unexplored variables
such as class meeting arrangements and the type of
students enrolled in these courses.

The results show that with respect to hypothesis 1
and 2, the total amount of credit hours completed by
the student prior to enrolling in an introductory
economics course seemed to affect student’s
performance positively, while increased work hours
tended to decrease classroom performance. Testing
environment (or location) also turned out to be
significant. As mentioned previously, no absolute
model is proposed as to how these variables may
affect student success on the courses. Students who
have been in college longer seemed to do better and
those that had greater obligations from work outside
of class performed at lower level compared to
students that had no such obligations.

In regard to our other hypotheses, the results did not
support the notion that the variable “math
background” influences classroom performance, as
past studies from several others authors (Ballard and
Johnson, 2005; Anderson et al., 1994; Jensen and
Owen, 2001) had suggested. This would lend
credibility to the idea that students’ overall ability is
more important than math skills alone. Although
math ability (or reasoning) might be considered a
proxy for student natural ability, it seems clear that it
is possible for students to develop this capability in
other subjects. The number of class sessions per
week and physical exercise did not seem to influence
student performance, which means that there are no
significant differences between the performances of
students in classes that meet one night per week
versus that of students in classes that meet more
frequently. The result on physical exercise
contradicts Maloney and McCormick (1992) who
found that students competing in intercollegiate
athletics were more successful. This result may not
be very meaningful as OCCC does not compete in
collegiate athletics and the student data on exercise
were self-reported.

Increased number of credit hours in business courses
completed negatively impacted students’
performances. This unexpected result possibly
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indicates that either the completed courses might
have been repeated or that most students completed
relatively easy courses prior to enrolling in principles
of economics, and were generally shocked by their
level of difficulty.

This study was a preliminary attempt to investigate
the determinant of success in principles of economics
at 2-year colleges. Overall, the study was helpful in
providing answers to some institutional questions
regarding areas needing improvement in order to
increase students’ measured aptitude and reduced
classroom success rates. The specific model as to
how our dependent variables influenced student
performance was not the purpose of the study.

The study was focused on finding variables with the
greatest co-relationship with a measured student
outcome, namely actual student grade achieved on
the course. By using arguably the single most
important measure of student performance, we were
able to achieve a greater understanding of the
variables that might directly influence student
performance in our classrooms, or might approximate
this influence. To achieve a deeper understanding of
the factors that were uncovered in this paper, more
research needs to be conducted to identify specific
mechanisms as to how these variables might
influence student performance of economics courses.
Replication studies at other community colleges may
help validate that such studies are warranted.
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Table 7: ANOVA Table for Classroom Success by Race

Sum of Squares df Mean Square F Sig.
Between Groups 570.597 5 114.119 1.375 0.237
Within Groups 11617.421 140 82.982 - --
Total 12188.018 145 - - --

Table 7 shows that there is no significant mean
difference between students of different races.
Although we found different results when grouping
the variable dichotomously in the regression, we
performed a follow up in an ANOVA treating each
group separately, and found no significant difference
based on race. Larger samples from non-white groups
could have helped produce more accurate results, as
it is difficult to make an accurate comparison when

our data does not represent a good cross section of all
different students’ ethnic groups. This would
amplify any differences that may be present in the
student population surveyed if there was a difference
in any of our other measured variables such as a
disparate level in total credit hours completed.
Below, we also see that the number of class meetings
per week turned out to be insignificant.

Table 8: ANOVA Table for Classroom Success by Number of Class Meetings per week

Sum of Squares df Mean Square F Sig.
Between Groups 80.729 2 40.365 1.153 0.322
Within Groups 12107.289 143 84.666 -- --
Total 12188.018 145 - - -
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Table 9: Regression Results on Overall Grade (%)

Variable Model 1 Coefficients  (p-value) Model 2 Coefficients (p-value)
(Constant) 12.634 *** (0.001) 13.146%** (0.002)
Math Background -0.322 (0.333) -0.030 (0.970)
Age -.010 (0.596) 0.005 (0.804)
Sex -0.265 (0.229) -0.276 (0.219)
Married 0.658* (0.062) 0.670* (0.057)
Total Credit Hours Enrolled 0.020 (0.586) 0.004 (0.928)
Total Credit Hours Enrolled at OCCC -0.433 (0.287) -0.207 (0.616)
Disability -3.251%** (0.003) -3.563%x* (0.005)
Domestic -1.04* (0.066) -0.871 (0.219)
Business Major 0.555* (0.094) 0.760** (0.033)
English First Language -1.227%** (0.012) -1.206** (0.026)
Total Credit hours Completed 0.014*** (0.013) 0.018** (0.037)
Business Credit Hours Completed -.0019** (0.031) -0.017* (0.060)
Hours of Study per Week -0.018 (0.663) -0.004 (0.988)
Commute Distance -0.023* (0.052) -0.021* (0.075)
Hours Worked per Week -0.022** (0.016) -0.028*** (0.003)
Exercise Hours per Week -0.034 (0.311) -0.051 (0.316)
R2-Adj 0.318 0.363

*significant at < 0.10 ** significant at < 0.05 *** < 0.01

Table 10: Regression Results on Overall Grade (%)

Variable Model 1 Coefficients  (p-value) Model 2 Coefficients (p-value)
Extracurricular Activities 0.155 (0.624) 0.241 (0.446)
Degree Seeking 0.102 (0.923) -0.097 (0.821)
Attendance (%) 0.005 (0.633) 0.006 (0.565)
Race (White vs. Non-White) 0.561** (0.046) 0.530* (0.058)
Test Location -3.523*** (0.012) -4.016*** (0.005)
(Hours of Study per Week)? - 0.011* (0.10)
Math background* Hours of Study - -0.179 (0.529)
Total Credit Hours* Hours of - 0.004 (0.565)
Study

Exercise* Hours of Study - -0.002 (0.523)
R%-Adj 0.318 0.363

*significant at < 0.10 ** significant at < 0.05 *** < 0.01

23



The Relationship Between
Leadership Style and Team
Dynamics

Charlene Conner, DBA, Dallas Baptist
University

David Notgrass, PhD, Tarleton State University
W. Ross O'Brien, PhD, Dallas Baptist
University

Charlene Conner (charlene@dbu.edu) earned
her DBA from the University of Sarasota, and
currently serves as Dean, College of
Business/Graduate School of Business at Dallas
Baptist University. Research interests include
human resources, organizational behavior with
emphasis in team dynamics, generational
influences within the workplace, as well as
organizational development and change. She
serves her community as an active member of
various boards; serves as site evaluator and
mentor. Prior to entering academia, she gained
valuable knowledge and experience in both
government and corporate entities.

David Notgrass (notgrass@tarleton.edu) earned
his PhD from Dallas Baptist University and is
currently an Assistant Professor of Management
in the College of Business Administration at
Tarleton State University. He has previously
served as Assistant Professor of Management
and Associate Dean for the College of Business
at Dallas Baptist University. His research
interests include leadership studies from the
perspective of the follower. Teaching specialties
include Leadership Studies, Organizational
Development and Change, and Organizational
Behavior. Prior to entering Academia, he spent
24 years with TXU including various
management capacities in customer care and
information technology.

Ross O'Brien (rosso@dbu.edu) earned his PhD
from University of Texas at Arlington and is
currently a Professor of Management in the
College of Business at Dallas Baptist
University. Research interests include
entrepreneurship, international management,
and service learning opportunities. Prior to his
career in academia, he was a missionary to

24

Indonesia and owned and operated a web-based
small business.

Abstract. Organizations use many variants of
teams in their pursuit of achieving
organizational goals. Some teams reflect
traditional team-structure models as reflected in
functional work-unit teams that help to provide
the ongoing, day-to-day work of the
organization. Other team models, designed to
respond to immediate, specific needs of the
organization, have different team characteristics
in that they are often small in size, are fast
forming, and are short-duration in their life span.
These teams include committees, task forces,
and project or problem-solving teams. This
guantitative study, using small, fast forming,
short-duration teams, examined the relationship
between leadership behaviors and level of group
cohesion and team dynamics including
follower’s level of extra effort, level of
satisfaction, and perception of leadership
effectiveness among 85 university
administration and faculty members that
performed onsite evaluations on behalf of an
accrediting body (ACBSP) as part of the
accreditation process. This study used the MLQ
(Form-5x short) questionnaire to measure
transformational and transactional leadership
styles, perception of leadership effectiveness,
and member satisfaction with leader; the ten
item Classroom Cohesion Questionnaire to
measure levels of perceived group cohesion; and
the five item Group Satisfaction Questionnaire
to measure levels of satisfaction with the group.
Spearman’s correlation and t-tests determined
positive, significant levels of relationship
between the level of leader’s transformational
and contingent reward behaviors and the group
dynamic elements of group cohesion, member
satisfaction, levels of member’s extra effort, and
member’s perception of leader’s effectiveness.

Key words: leadership, team dynamics, group
cohesion, extra effort, member satisfaction,
leader effectiveness.

Introduction. Organizations create and utilize
small, fast forming, short-duration teams to
achieve organizational goals for various reasons
(Devine, Clayton, Philips, Dunford, & Melner,



1999; Marks, Mathieu, & Zaccarro, 2001).
These teams are often created using existing
organizational members and provide benefits
including access to perspective members,
organization specific knowledge of members,
and the speed that internal teams can be
assembled. Team membership can be designed
to capitalize on discipline specific skill sets and
organizational knowledge to address issues from
multi-level, multi-functional perspectives.
Types of teams include management teams,
cross-functional teams, self-directed teams, and
project or problem-solving teams (llgen, 1999;
Summers, 2011). Utilizing teams allow for
common benefits in the form of knowledge
sharing, identification of problems and
opportunities, developing a comprehensive
understanding of roles in the overall process,
and alignment of work goals with those of the
organization (Dean & Bowen, 1994).

Team dynamics has been describe by Cartwright
and Zander (1968) as a “field of inquiry
dedicated to advancing knowledge about the
nature of groups, their laws of development, and
their interrelations with individuals, other groups
and larger institutions”(p. 7). Researchers have
delved into such team dynamic topics including
advantages and disadvantages of teams, models
of team effectiveness, team design elements, and
team processes (Forrester & Drexler, 1999;
Marks, Mathieu, & Zaccaro, 2001; West, Borrill,
& Unsworth, 1998). While much of this work
has found significant findings and has developed
a base of knowledge of team dynamics, the use
of small, fast forming, short-duration teams
introduces an application of teams that may have
different dynamics than other teams with
different characteristics. As Ancona, Goodman,
Lawrence and Tushman (2001) suggest,
“adopting a temporal lens provides a new and
powerful way to view organizational
phenomena” (p. 660). The present study utilized
small, fast forming, short-duration teams to
advance the research on team dynamics in
several ways.

First, this study responds to two distinct calls for
further research. This study responds to the call
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by Burke et al. (2006) that “research is needed to
investigate the relationships between leadership
and alternative team performance outcomes such
as emergent affective states (e.g. viability,
cohesion, satisfaction)...” (p. 301). This study
also responds to the Bell and Kozlowski (2010)
call for further research in the area team
leadership; responding to their words, “a variety
of leader approaches, such as transformational
and transactional leadership, have received
consistent research support, although there is a
need to extend theory and research in the area to
the team context” (p. 958).

Second, this study addresses elements of team
dynamics from the perspective of small, fast
forming, short-duration teams. The study
gathered data from Accreditation Council for
Business School and Programs (ACBSP)
accreditation teams used for on-site evaluation
of colleges and universities. These teams have
very specific characteristics including the nature
and levels of education, the small number of
team membership, and the very short duration of
the life of the team. It is through the approach of
such specific, small, fast forming, short duration
teams that this study adds to the body of
knowledge of team dynamics, specifically the
relationship between leadership style and group
cohesion.

Theory and hypothesis development. Figure 1
depicts the research design model demonstrating
the relationship between perceived leadership
style and group cohesion.

Research Design. In this section, the rationale
underlying the model development and
theoretical arguments supporting the
hypothesized relationships is developed. This
section begins by discussing teams, especially
the concept of leadership in regard to teams.
Next, the concept of cohesion is discussed and
several hypotheses describing the relationships
between perceived leadership style and group
dynamics (including cohesion) are identified.



Level of Leadership Behaviors
Transactional Transformational

High High

Low Low

Follower's perception of leader's leadership
style

Figure 1. Research Design

2.1.Teams. Organizations continue to use teams
as an approach to achieve organizational goals.
Teams are often constructed using a
conventional structure with both leader and
individual contributor (follower) roles. Team
membership within organizations can take many
forms. Frequently, individuals are formally
assigned membership to their primary work
group and maintain that membership for an
extended period of time, perhaps their entire stay
at that organization. Alternatively, individuals
may self-select membership into informal
groups within the organization and maintain
membership more fluidly.

Organizations may use other types of teams that
are more specialized and have shorter life spans.
These types of teams, often in the form of
committees, task forces, advisory groups, etc.,
have several distinctive characteristics. They are
small, fast forming teams and often need to
perform immediately without the luxury of time
to naturally progress through the Tuckman
(1965) team development sequence.

As more elements are considered in regard to the
concept of ‘team’ (membership assignment,
length of member assignment, life-span of team,
size of team, type of team, etc.), it is helpful to
use a definition of team to help guide
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Level of Team Dynamics

High

Low

Follower's level of group cohesiveness
Follower's level of extra effort
Follower's level of satisfaction
Follower's perception of leader
effectiveness

discussions. Salas, Dickenson, Converse, and
Tannenbaum (1992) provided a good working
definition of a team as: a distinguishable set of
two or more people who interact dynamically,
interdependently, and adaptively toward a
common and valued goal/objective/mission, who
have been assigned specific roles or functions to
perform, and who have a limited life-span of
membership (p. 4).

2.2. Team leadership. One team element that
continues to be widely studied is that of team
leadership. Most current definitions of
leadership include both leaders and followers
with the concept that leadership is a process
whereby leaders influence followers’ thoughts
and/or behaviors (Northouse, 2007; Yukl, 2002).
Burke, et al. (2006), in their meta-analysis of
leadership behaviors and conditions enabling
team performance, noted that researchers have
taken several approaches to studying leadership
effectiveness. One approach addresses the
functions of team leadership, including 1)
information search and structuring, 2)
information use in problem solving, 3) managing
personnel resources, and 4) managing material
resources (Burke, et al., 1996; Fleishman, et al.,
1991). Another track of team leadership research
takes a more conditional course. Using this
thought, leaders are responsible for ensuring



conditions enabling team performance including
team task, clear boundaries, specified authority,
challenging and clear directions linked to
consequences, an enabling structure, and a level
of expert coaching (Hackman, 2002; Burke, et
al.; 2006).

Using a meta-analytic construct comprised of
team leadership functions, conditions, and
behaviors enabling team performance, Burke, et
al. (2006) determined relationships between
leadership behaviors and behaviorally-based
team outcomes (perceived team effectiveness,
team productivity, team learning). In noting the
limitations of their meta-analysis, they issued a
call for future research through their wording
“research is needed to investigate the
relationships between leadership and alternative
team performance outcomes such as emergent
affective states (e.g. viability, cohesion,
satisfaction)...” (p. 301).

Burns (1978) contributed to the relational
perspective of leadership in his view that
“leaders engage with followers on the basis of
shared motives and values and goals” (p. 36).
Team leaders’ engaging behaviors can be
viewed (and measured) through the perspective
of transactional and transformational styles
(Burns, 1978; Bass, 1985; Bass & Avolio,
2004). Transactional leadership behaviors
engage followers using material exchanges, and
through the building of trust, enable
transformational leadership behaviors based on
social exchanges. Transactional leadership
demonstrates a form of material exchange
relationship that focuses on meeting each
member’s own self-interest (Bass, 1985).
Leaders using a transactional style “work toward
recognizing the roles and tasks required for
associates to reach desired outcomes” (Bass &
Aviolio, 2004, p. 21) and help to clarify
expectations for follower’s effort and
achievement in a quid-pro-quo approach in
which the leader defines both the expected
behavior and contingent reward (Bass).
Transformational leadership, representing more
of a form of social exchange relationships,
challenges followers to assess higher level
values and behaviors (Burns, 1978). Bass argues
that transactional and transformational
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leadership styles are separate, complimentary
concepts and carries this argument even further
with the claim that the best leaders are both
transactional and transformational in style (Bass,
1985, 1995, 1999). Bass (1998) suggests it is
transactional leadership, through honoring
commitments of contingent rewards, creates
trust, dependability, and perceptions of
consistency, which in turn form the basis of
transformational leadership. Bell and
Kozlowski (2010) issued a call for further
research in the area of team leadership in their
words “A variety of leader approaches, such as
transformational and transactional leadership,
have received consistent research support,
although there is a need to extend theory and
research in the area to the team context” (p.
958).

2.3. Group cohesion. Cohesiveness may be
defined in a general sense as “the resultant of all
forces acting on all members in the group”
(Cartwright, 1968, p. 91). Modern definitions
and constructs measuring group cohesion
include, to varying degrees, the components of
interpersonal attraction to the members of the
group, task commitment, and group pride (Beal,
Cohen, Burke, & McLendon, 2003; McShane &
Von Glinow, 2010, Mullen & Cooper, 1994).
The concept of group cohesion has been studied
at both the individual and group level. At the
individual level, group cohesiveness tends to act
as a controlling factor, influencing individual
behaviors to adhere to group norms (Soo &
Won, 2009). At the group level, cohesiveness
can help to focus the members toward
synergistic interactions influencing performance
(Barrick et al., 1998).

Team performance, as measured by outcomes,
has been linked to levels of group cohesiveness.
This perspective can be clouded by issues
including 1) differing methods (both qualitative
and quantitative) of defining and measuring
performance outcomes and 2) defining who are
the responsible parties (supervisors, self-
reporting, etc.) for determining and reporting
performance outcomes. Several meta-analyses
have confirmed a significant, positive cohesion-
performance relationship. Oliver (1988) found,
in an early meta-analysis using 14 research



studies, a positive weighted mean correlation (r
=.320) between group cohesion and group
performance. Evans and Dion (1991), using 16
studies, determined a positive correlation (r =
.419) between group cohesion and group
performance. Mullen and Copper (1994), using
49 studies of groups ranging in size from 3 to 20
in their meta-analysis, found a positive mean
correlation (r=.252) between group cohesion and
performance. They further determined that the
cohesion-performance relationship was stronger
in smaller groups than in larger groups, with
“the strongest effects were observed in sport
teams, followed by military groups, non-military
groups, with the weakest cohesion-performance
effect in artificial groups” (p. 24). The group
sizes ranged from 3 to 20 members and
performance was operationalized by
achievement of an objective indicator. Their
analysis demonstrated a significant, negative
correlation (r = -.253) between group size and
the level of cohesiveness-performance effect.

Group performance can also be conceptualized
as a behavior as well as an outcome. Beal, et al.
(2003), conducting a meta-analysis over 64
studies, considered performance as both
behavior and outcomes in their analysis. Their
findings included the mean correlation for
performance behaviors (r = .301) was higher
than the mean correlation for performance
outcomes (r =.168). In looking at all of their 64
studies combined (disregarding the distinction
between the conceptualization differences in
outcomes), they found that “our analysis
indicated that the three components of cohesion
each correlate meaningfully with performance
criteria” (p. 997): interpersonal attraction (r =
.199), group pride (r=.261), task commitment
(.278).

Group cohesion has been found to be positively
related to conformity to team norms of
performance standards (Gammage, Carron, &
Estabrooks, 2001; Prapavessis and Carron
(1997). Given that “performance behaviors are
causally antecedent to performance outcomes”
(Beal, et al., 2003, p. 998), especially outcomes
associated with group processes and workflow,
it drives the necessity to more fully understand
the relationship between leadership styles and
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group cohesion. These components, “more
strongly related to what team members do (i.e.
behavior) than to team outcomes” (Kozlowski &
ligen, p. 89, 2006), seemingly allow cohesion to
be influenced by the team leader’s behavior.

In light of the leadership role of ‘influencing the
thoughts and behaviors of others’ (Northouse,
2007; Yukl, 2002), and in response to the call
from Burke et al. (2006) for further research into
the relationship between leadership and
cohesion, in response to the Bell and Kozlowski
(2010) call for further research extending
transformational and transactional approaches to
the team context, and the organizational
relevance of the Beal et al. (2003) thought that
“performance behaviors are causally antecedent
to performance outcomes” (p. 998), this study
proposes the following hypotheses.

Hi: There is a relationship between group
members’ perceptions of
transformational leadership behavior
and level of group cohesion

Hy: There is a relationship between group
members’ perceptions of contingent
reward leadership behavior and level of
group cohesion

Ha: There is a relationship between group
members’ perceptions of management
by exception — active leadership
behavior and level of group cohesion

Hy: There is a relationship between group
members’ perceptions of management
by exception — passive leadership
behavior and level of group cohesion

Hs: There is a relationship between group
cohesion and extra effort reported by
group members

He: There is a relationship between group
cohesion and perception of leadership
effectiveness

Hy: There is a relationship between group
cohesion and member satisfaction

Hag: There is a relationship between group
cohesion and satisfaction with the group
leader

3.0 Method.

3.1. Participants. The participants in this study
were college and university professors and



administrative staff. All participants were
employed by organizations that were accredited
by the same accreditation body (ACBSP). Some
employing organizations were community
colleges with a focus on providing education
aimed toward the first two years of higher
education, others were universities providing
bachelors, masters, and doctoral degrees.

All participants were members of small, fast
forming, short-duration teams that performed
onsite evaluations on behalf of the accrediting
body as part of the accreditation process. The
teams were two to four members in size, and
performed together for five to ten days. Part of
the team experience was during the onsite
evaluation and part was in team meeting before
and after the onsite evaluation.

3.2. Procedure. Invitations to participate were
sent to each team member that was not acting as
a team leader. The invitations were sent after
the team project was completed. Invitations were

sent via e-mail outlining the details of the
research project, voluntary participation, and an
assurance of confidentiality. Each invitation e-
mail included a link to an online survey service
that hosted a questionnaire covering participant
demographics, perceived leadership style of the
team leader, and team dynamic questions
including level of group cohesion. The survey
data was compiled by the online hosting service
and reports were available for download by the
researchers. The reports contained only the
answers to the questionnaire and did not include
any individual specific information that could be
used to link any answers to any specific
participant.

Email invitations were sent to 182 accreditation
site evaluators. Eighty-seven invitees
participated in the study, resulting in eighty-five
usable surveys, for a usable response rate of
.467. Details of the demographic information
collected are provided below.

Respondent’s Gender:

62% male
38% female

Highest Degree Earned:

Leader’s Gender:

68% male
32% female

Previous Experience on

Adge:

Younger than 40 - 1%
40-49 - 19%

50-59 - 44%

60-69 - 33%

70 or Older - 3%

Previous Experience with

Bachelor — 1%
Master — 23%
Doctoral — 76%

Accreditation Site Visit:

Group Leader:

Yes — 84%
No - 16%

Yes — 25%
No - 75%

Figure 2. Demographics
3.3 Measures

3.3.1 Leadership Style. This study used the
MLQ (Form-5x short) questionnaire developed
by Bass and Avolio (2004) to measure
transformational and transactional leadership
styles, perception of leadership effectiveness,
and member satisfaction with leader. Responses
to the items used a 5-point scale that ranged
from 1 (not at all) to 5 (frequently, if not
always). The responder also had the opportunity
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to elect to choose 0 (unsure) for each question as
well. The three dimensions within transactional
leadership methods are contingent reward,
management by exception — active and
management by exception — passive. The
contingent reward dimension is the degree that
leaders establish transactional exchanges with
followers, and the management by exception
dimensions is the degree that leaders take
corrective action in response to the results of the
leader-follower transactions. Management by



exception-active leaders monitor followers
behavior, anticipate problems, and take
corrective actions before problems become
serious, and management by exception — passive
leaders monitor results and take corrective
actions after problems have occurred (Bass &
Avolio, 1999; 2004; Judge & Piccolo, 2004).

Bass and Avolio (1999, 2004) identified several
leadership behaviors contributing to
transformational leadership. Charisma or
idealized influence describes the degree that
leaders’ behaviors (convictions, positions,
emotional appeals) create a common identity
within the follower with the leader. Inspirational
motivation describes the degree that the leader is
able to describe a vision that is appealing and
provides meaning to the follower. Intellectual
stimulation describes the degree that the leader
is able to stimulate thought and creativity within
the follower. Individualized consideration
describes the degree that the leader addresses the
needs of the follower (Bass & Aviolio, 2004).

Correlational analysis was conducted to
investigate the relationship between the between
group members’ perceptions of transformational
/ transactional leadership behaviors and levels of
group dynamics including cohesion, extra effort,
perception of leadership effectiveness, member
satisfaction with the group, and member
satisfaction with the group leader. The results of
the correlational analysis are shown in Table 2.
Bass and Riggio (2006) indicated that
researchers frequently combine all the subscales
of transformational leadership, with all the
scores “summed to create a total score on
transformational leadership” (p. 25). They
acknowledged this is an acceptable practice,
given the intercorrelations among the subscales.
This methodology (combining the subscales and
summing the scores) was utilized to compute a
composite score for the group members’
perceptions of transformational leadership
behavior to be used for testing Ho;. Bass and
Riggio (2006) caution that “because the
transactional factors tend to be more
independent of each other, combining them into
a single composite score is a questionable
practice” (p. 25). The methodology of
maintaining the separate scores for the
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transactional subscales (contingent reward,
management-by-exception-active, and
management-by-exception-passive) was used for
testing HOZ, H03, and Hoa.

3.3.2 Group cohesion. This study used the ten
item Classroom Cohesion Questionnaire
developed by Rosenfeld and Gilbert (1989) to
measure the individual levels of perceived group
cohesion. Responses to the items used a seven-
point scale that ranged from 1 (no sense of
agreement) to 7 (strong sense of agreement).
Sample items included “If | were to participate
in another group like this one, | would want it to
include people who are very similar to the ones
in this group”, and “Compared to other groups
like mine, members of my group worked
together well”.

3.3.3 Extra effort. This study used three items
within the MLQ (Form-5x short) to measure the
individual levels of extra effort. Responses to
the items used a 5-point scale that ranged from 1
(not at all) to 5 (frequently, if not always). The
responder also had the opportunity to elect to
choose 0 (unsure) for each question as well.
Sample items included “Gets me to do more
than | expected to do”, and “Heightens my
desire to succeed”.

3.3.4 Perception of Leader Effectiveness. This
study used four items within the MLQ (Form-5x
short) to measure the individual levels of
perception of leader effectiveness. Responses to
the items used a 5-point scale that ranged from 1
(not at all) to 5 (frequently, if not always). The
responder also had the opportunity to elect to
choose 0 (unsure) for each question as well.
Sample items included “Is effective in meeting
my job-related needs”, and “Is effective in
meeting organizational requirements”.

3.3.5 Member Satisfaction with Group. This
study used the five item Group Satisfaction
Questionnaire developed by Rockman and
Northcraft (2010) to measure the individual
levels of satisfaction with the group. Responses
to the items used a seven-point scale that ranged
from 1 (no sense of agreement) to 7 (strong
sense of agreement). Sample items included “I
felt our group effectively coordinated to



complete the exercise”, and “l am satisfied with
how my fellow group members and | worked
together on the exercise”.

3.3.6 Satisfaction with Group Leader. This
study used two items within the MLQ (Form-5x
short) to measure the individual levels of
member satisfaction with the leader. Responses
to the items used a 5-point scale that ranged
from 1 (not at all) to 5 (frequently, if not
always). The responder also had the opportunity
to elect to choose 0 (unsure) for each question as
well. Sample items included “Uses methods of
leadership that are satisfying”, and “Works with
me in a satisfactory way”.

3.4 Data analysis. Responses from two
respondents were excluded due to significant
missing data, resulting in a total of eighty-five
respondents. Mean substitution was used on all
remaining missing data. Data was analyzed for
outlier, and the means and standard deviations of
each of the variables were calculated. Table 1
below provides this information along with the
measures of reliability for each variable.

Table 2. Correlation Analysis

Table 1: Preliminary Data Analysis

Mean Standard Cronbach’s
Deviation  Alpha

Leadership
Behaviors
Transformational  3.144 .658 911
Contingent 3.357 .884 726
Rewards
MBE-Active 1.872 1.399 .679
MBE-Passive 1.009 1.221 579
Team Dynamics
Cohesion 6.736 1.064 918
Extra Effort 3.609 1.102 .804
Member 5.923 2.047 .864
Satisfaction
Leader 3.963 .680 783

Effectiveness

4.0 Results. Based on the variables described
above, a correlation analysis was conducted to
examine the nature of the hypothesized
relationships. The results of two-tailed
Spearman’s correlation analysis are provided in
the Table 2 below.

Transformational ~ Contingent MBE- MBE- Group Extra Member Leader
Leadership Rewards Active  Passive Cohesion  Effort Satisfaction Effectiveness
Transformational 1 .803” .188 -.007 292" 676" 3617 726
Leadership
Contingent .803™ 1 .070 -.076 318" 6727 382" .658™
Rewards
MBE-Active .188 .070 1 .358™ -.072 147 -.017 111
MBE-Passive -.007 -.076 358" 1 -.045 .076 -.145 -.107
Group Cohesion 292" .318™ -.072 -.045 1 322" 754™ 501"
Extra Effort 676" 6727 147 .076 322" 1 214" 718"
Member 3617 382" -.017 -.145 754" 214" 1 523"
Satisfaction
Leader 726" 658" 111 -.107 501" 718" 523" 1

Effectiveness

™ Correlation is significant at the .01 level (2-tailed)
“ Correlation is significant at the .05 level (2 tailed)

Six of the eight hypotheses were supported by
these results. Hypothesis one suggested a
relationship between perceptions of
transformational leadership behaviors and group
cohesion. This relationship was significant to the
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.01 level, although not as strong a relationship as
was found in the second hypothesized
relationship, that between perceptions of
contingent reward behaviors and group
cohesion. Hypotheses three and four predicted a




relationship between management by exception
in its active and passive forms and group
cohesion; neither was strong enough to be
statistically significant.

The three hypotheses involving a relationship
between group cohesion and performance
outcomes were also fully supported. First,
hypothesis five suggested a relationship between
cohesion and extra effort exerted by the group
members. The sixth hypothesis predicted a
relationship between cohesion and member
satisfaction with the group, the seventh between
cohesion and perceptions of the leader’s
effectiveness, and the eighth between cohesion
and satisfaction with the group leader. All three
of these relationships were positive and
significant to the .01 level.

Other significant findings, although not included
in the original hypotheses, include positive,
significant relationships between the level of
leader’s transformational and contingent reward
behaviors and the group dynamic elements of
member satisfaction, levels of member’s extra
effort, and member’s perception of leader’s
effectiveness. All of these relationships were
significant to the .01 level and were all distinctly
stronger than the relationships between
leadership style and group cohesion (H;. H,, Hs,
Hy).

5.0 Discussion.

5.1 Conclusions. This study examined the
relationship between an independent variable
(follower’s perception of a leader’s leadership
style) and a dependent variable (group
cohesion). Further, the study examined the
relationship between both leadership style and
group cohesion and three outcome measures
(extra effort, perception of leader effectiveness
and member satisfaction).

The study sought to address a gap in the
literature related to group dynamics, specifically
researching the relationship between leadership
style, group cohesion and performance outcomes
through a temporal lens. More and more,
organizations seek to leverage the capabilities of
key partners to respond to specific and time-
sensitive opportunities or threats. This type of
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temporary team activity is seen in academic
settings, as well as in for-profit and non-profit
organizations.

This study focused on temporary teams used to
evaluate business schools for accreditation
purposes. However, temporary teams are also
utilized by relief organizations responding to
disasters (O’Brien, 2008), product innovation
teams (van Eijnatten & Simonse,1999),
accounting and finance organizations
incorporating temporary employees in project
teams (Messmer, 2006), collaborative teacher
learning and development (Meirink, Imants,
Meijer, & Verloop, 2010) and software
development and technology firms (Piccoli and
Ives, 2003). In each of these cases, teams of
individuals are formed quickly to respond to an
opportunity or threat, work together intensely for
a short period of time and then disband. In many
of the cases, those involved will have had little
or no contact with each other prior to the team
forming and might not work together again in
the future.

In these situations, the team leader takes on an
important and challenging role. He or she must
provide the necessary vision and direction,
motivate and guide team members and
accomplish the goals of the team with little time
to foster cooperation or deal with internal
conflicts. Research has shown that leadership
style plays a role in the formation of group
cohesion (Hargis, Watt & Piotrowski, 2011).
Therefore, this study sought to discover what
leadership style was most closely related to
group cohesion in these small, fast forming,
short-duration teams. Further, research has
shown that group cohesion plays an important
role in group performance (Barrick et al., 1998;
Evans and Dion, 1991; Oliver, 1988). This study
also sought to examine the relationship between
group cohesion and three performance outcomes
in fast forming teams.

Results of this study indicate that a relationship
does exist between leadership style and group
cohesion. Transformational leadership and the
contingent rewards dimension of transactional
leadership are both positively and significantly
related to group cohesion. This is in contrast to a



lack of relationship between group cohesion and
management-by-exception behaviors in both
active and passive forms. Leaders in small, fast
forming, short-duration teams must take a
proactive role in forming and leading their
teams. In these situations, this study
demonstrates the use of both transformational
leadership and contingent reward behaviors
provide the best means of developing group
cohesion.

Further, developing group cohesion plays an
important role in team outcomes. The strongest
relationship (.754) found was between group
cohesion and member satisfaction with the
group. Since the teams involved in this study
were comprised of volunteers, it is critical that
members experience a high level of satisfaction
with being a part of the team. It would be a
logical argument that greater satisfaction with
the team would more likely lead to a willingness
to volunteer for team membership again in the
future. While other small, fast forming, short-
duration teams might not be comprised of
volunteers, fostering strong member satisfaction
with being a part of the team may have positive
outcomes for any type of team.

Cohesion was also positively related to
perceptions of leader effectiveness in small, fast
forming, short-duration teams. Often times,
cohesion can take time to develop. In small, fast
forming, short-duration, time is not an option,
although the intensity of the interactions
between team members may act as a substitute
for length of time. In these highly compressed
timeframes, effective leadership is required to
foster cohesion among team members, as was
seen by the results of this study.

Cohesion was also positively related to a
willingness to exert extra effort. This makes
intuitive sense that individuals would typically
be more willing to go the extra mile for someone
with whom they feel a close bond. Another
finding was the weaker, yet still significant,
positive relationship between willingness to
exert extra effort and member satisfaction. It
appears that while this willingness to exert extra
effort is highly correlated with perceptions of
leader effectiveness (r =.718), it is less

positively related to satisfaction with being a
part of the team (r = .214).

Other significant findings, although not included
in the original hypotheses, include positive,
significant relationships between the level of
leader’s transformational and contingent reward
behaviors and the group dynamic elements of
member satisfaction and levels of member’s
extra effort. All of these relationships were
significant to the .01 level and were all distinctly
stronger than the relationships between
leadership style and group cohesion (Hy, H,, Hs,
H,), and 2) stronger than the relationship
between group cohesion and the team dynamics
levels of individual extra effort (Hs), perception
of effective leadership (He).

This study hypothesized significant relationships
between group cohesion and both
transformational leadership and contingent
reward behaviors. Further, it hypothesized
significant relationships between group cohesion
and three outcomes, a willingness to exert extra
effort, perceptions of leader effectiveness and
satisfaction with being a part of the team. These
hypotheses were found to be significantly
related. The study had additional findings of
significant relationships between the level of
leader’s transformational and contingent reward
behaviors and levels of member satisfaction,
levels of member’s extra effort, and member’s
perception of leader’s effectiveness.

5.2 Recommendations. As with all studies,
limitations exist within these findings. First, the
study was conducted among university
academics who volunteered for service. Findings
might not be generalizable beyond academic or
volunteer settings. Second, the study involved
correlations, which provide helpful insights into
relationships between variables but do not prove
a causal relationship among them. Finally, the
study was limited in the number of participants.

Future studies should seek to further carry this
study’s findings to the next level. While the
strongest relationship found was between group
cohesion and member satisfaction (.754), there
remains questions as to the significance of this
finding. Future studies could address the



consequences of member satisfaction in the
context of small, fast forming, short-duration
teams.

Other findings that need further clarification,
through additional research, are the relationships
found between the level of 1) both leadership
behaviors and group cohesiveness and 2) levels
of member satisfaction, levels of member’s extra
effort, and member’s perception of leader’s
effectiveness. Future studies should use
regression techniques using leadership behaviors
and group cohesion as predictor variables and
levels of member satisfaction, levels of
member’s extra effort, and member’s perception
of leader’s effectiveness as dependent variables
in the context of small, fast forming, short-
duration teams.

Given the hindrance to the ability to broadly
generalize the findings of this study due to the
homogeneous quality of the sample, future
studies should seek to involve participants from
broader organizational contexts. Future studies
should use participants from government, for-
profit, and non-profit organizations.
Additionally, multi-cultural teams, teams with
global reach using both proximal and virtual
contact should be used, as well as teams
constructed of varying generational cohorts.
Future studies could also focus on classroom
environments, using students that are
participating in course team assignments.

This study is significant in several ways. It
addressed issues that have received clear calls
for research. It answered the Burke, et al. (2006)
call that “research is needed to investigate the
relationships between leadership and alternative
team performance outcomes such as emergent
affective states (e.g. viability, cohesion,
satisfaction)...” (p. 301). It answered the Bell
and Kozlowski (2010) call that “a variety of
leader approaches, such as transformational and
transactional leadership, have received
consistent research support, although there is a
need to extend theory and research in the area to
the team context” (p. 958). In answering these
specific calls, this study determined significant
relationships between 1) group cohesion and
leadership behaviors and 2) group cohesion and
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three outcome measures (extra effort, perception
of leadership effectiveness and member
satisfaction) and has issued specific calls for
additional research coming directly from the
finding of this study. This study has served to
increase the level of knowledge in the areas of
leadership and team dynamics in a unique
context, and has created avenues for future study
in a current, relevant context; that of small, fast
forming, short-duration teams.
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Abstract. With the projected increase in student
enrollment in post secondary education and with
a significant number of those being adult
learners, this paper discussed the need for a
system of education that addresses the
developmental stage of the adult at the readiness
level of the adult. The purpose is to begin a
dialog around three basic questions. The answers
to how adult learners are different, how they
may be unique in the learning needs, and how to
overcome the barriers they face will provide
institutions with the best chance of meeting the
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Valuing Adult Development and Readiness
through Potent and Relevant On-line
Learning. Enrollment in post secondary degree
granting institutions is expected to increase 13%
from the fall 2009, to the fall 2020 (Hussar &
Bailey, 2011). Within that increase, those
students age 25 to 34 years old are expected to
grow 21%, and students age 35 years and older
are expected to grow 16%; much faster rates
than the students aged 18-24. These two older
groups will make up 9.6 million students by
2020. Part-time students are expected to grow
16% in that same timeframe, while full-time
students will increase 11%. Those seeking post
baccalaureate degrees will grow faster than
those seeking undergraduate degrees. Therefore,
understanding the needs of adult students
becomes important to those institutions
addressing this growth, and projections are that
both public and private institutions will see an
equal 13% increase in enroliment.

With demand growing, it is no mystery why
adult learning is important to post secondary
degree granting institutions as schools try to
meet the needs of these students. Beyond the
projected increases and changes to the student
population, two things make it important to
understand adult learning: the need for faster
learning and the need for more potent and
relevant learning. (Marquardt & Waddill, 2004)
Therefore, both business trainers and
academicians continuously seek new and better
means of training adults, or rather, the more
mature learner.

In 2009, the Sloan Consortium found that more
than one in four post secondary students took at
least one course online (Allen & Seaman, 2010).
Online enrollments have grown 17% to over 4.6
million students, much faster than the 1%
growth rate for overall post secondary student
populations. Many adults are moving to on-line
learning to meet their needs. With that being the



case, it is important to understand three basic
guestions:

1. How are adult learners different than
child learners?

2. Is there something unique about the
online adult learner from a teaching and
learning perspective?

3. What are the barriers to adult learning?

This paper begins to address these basic
questions, and begins a dialogue on how
institutions may better serve the needs of their
community, and their students.

How are adult/mature learners different than
child learners? Among the theories of adult
learning are andragogy, experiential learning,
and combinations and modifications within
those two primary learning models.

Andragogy. Andragogy, the concern for how
adults learn, rather than pedagogy, the concern
for how children learn, acknowledges that there
are different factors influencing learning.
Knowles (1976) defined andragogy as “the art
and science of helping adults learn.” (p.16)
Brookfield (1986, p. 91) states that andragogy
“is the single most popular idea in the education
and training of adults.”

Five factors impacting adult learners, or mature
learners, were identified by Knowles (1970,
1984) and include the following: 1- a move from
dependency to increasing levels of self-
responsibility and self-directedness, 2- learners
have a body of experiential knowledge that is a
potential resource in learning, 3- motivation is
driven by changing life tasks and problems that
means the mature learner desires to acquire the
knowledge that they need to cope with those
changes, 4- mature learners learn better when
learning is grouped in subject units or organized
around situations they may encounter in their
lives, 5- mature learners have an internal
motivation to grow and develop personally that
is more compelling to them. Knowles (1980)
pointed out that “the andragogical model is a
system of assumptions which includes the
pedagogical assumptions” (p.49) meaning that
pedagogical learning methods may be
appropriate in certain situations, particularly as a
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starting point, with the desired end result that
learners take increasing responsibility for their
learning. Part of the art of andragogy is knowing
when pedagogical strategies may be more
appropriate. Pedagogical strategies are the
preferential strategies when the learner is in a
new content area for which they have no
experience and do not perceive any relationship
to their current experience or problems, have no
internal need to learn, or when the learner must
acquire a certain level of understanding of the
subject matter.

Andragogy draws criticism in the fact that
learner autonomy and self-directedness are traits
not seen in every adult, yet learning still takes
place (Brookfield, 1986). Research suggests that
whether an individual is self-directed and
autonomous may stem from cultural differences
(Pun, 1990), or that working-class learners are
different than others (Kohn, 1969; Kohn &
Slomczynski, 1990).

Experiential learning. Rather than a specific
theory, the experiential learning concept holds
that learning is based on life experiences that
reshape previously held ideas. It draws on the
work of Kolb (1984), and Lewin (1935) among
others. Experiential learning does not require
that a learner have a prerequisite of traits like
andragogy, but that like Kolb’s learning cycle,
learners have a concrete experience about which
they reflect to draw generalizations which they
practice with active experimentation.

A criticism of experiential learning is that speaks
to a more passive approach which may not result
in learning at any point (Brotherton, 1991). It is
clear that learning can occur through experience,
but experiential learning does not offer how
adults may take advantage of opportunities to
learn.

Current trends. Pearsall (2009) refersto a
speech by Kathryn Roulston from the University
of Georgia who noted that adult learning is
different than child learning in three key areas:
context, the learner themselves and the learning
process. In terms of context, the mature learner
is able to shop around for the best experience,
and they are engaged, enthusiastic and self-



directed in their learning, much like the traits
required in an andragological approach.
Roulston also indicates that the learner not only
has the experience to apply to the learning
situation, but in regards to the learning process,
it is important to note that adults may respond
more slowly making the pace of the lesson
important, following a more experiential
learning concept. A blending of both andragogy
and experiential learning may be at play.

Is there something unique about the online
adult learner, or online adult learning?
Knowles, Holton and Swanson (2005; Knowles,
1970; 1984) championed the need for a different
approach to teaching and learning for adults;
andragogy provided support for adult learning
and has been effective in the classroom (i.e.,
Ross-Gordon, 2002; Huang, 2002). However,
with the rise of the online environment, the
effective use of andragogy in an online
environment must be addressed as well as other
areas in which adults differ from traditional
learners to provide adult students an effective
learning experience. Andragogy aligns with the
online environment in many areas such as the
need for internal motivation, self-responsibility
and self-directedness which are necessary to
effectively participate in an online program, but
more research is necessary to understand how
adult online learners may differ from other
online learners such as traditional students.
Brookfield (1986) also emphasized self-directed
learning, a process through which adults assume
control of their learning. Brookfield also noted
the importance of critical reflection, experiential
learning and learning how to learn as the key
components in self-directed learning. Huang
(2002) noted how the constructivist approach to
learning aligns with andragogy in an online
learning environment. Because adults bring
unique characteristics and experiences with them
to the online classroom, their experiences in the
workplace can be integrated as part of the
experiential learning when they learn to define
past experiences with theory and models from
the classroom.

As Huang (2002) noted, constructivism and
andragogy both stress that learners own the
learning process including experiential learning,
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problem solving and the approach to learning.
Brookfield (1986) supported the assumption that
adults are diverse learners and highly
autonomous, self-directed, motivated and
possessing individual differences. The strengths
of the online educational environment include
greater freedom of control granted to the user,
and the constructivist approach which supports a
learner-centered and collaborative environment
as well as a focus on critical reflection and the
experiential process.

The Adult Student. With longer life spans and
lower birth rates in the West, older adults are
increasing in number and becoming a larger
percentage of the population. These adults plan
to work after retirement; they will stay in the
workforce longer, and they have a tendency to
focus on educational opportunities (Githens,
2007). Because of this extended time in the
workforce, there is a need to take deliberate
action to include these older adults in work and
educational opportunities. The concept of
retirement has changed from one of ceasing
work to changing work, and retirement has
generally been redefined; with more flexibility
in paid positions, educational opportunities and
volunteer assignments, older adults are
participating more rather than less as
traditionally expected in retirement (Githens,
2007). Githens (2007) emphasized how Baby
Boomers plan to work once they "retire", so it is
important for older workers to have flexibility.
This may include stay-at-home opportunities,
assignments, and scheduling. With an aging
population many people may prefer to speak to
someone older who has more life experience and
older workers spend more time on calls than
younger workers. Adult learners are typically
engaged in multiple roles while they are online
learners, including but not limited to
employment - possibly multiple jobs - and
parenting, as well as other social obligations;
these roles may limit course participation (e.g.,
Stein, Wanstreet & Calvin, 2009; Thompson &
Savenye, 2007).

Deggs, Grover and Kacirek (2010) examined
expectations of adult graduate students in an
online degree program; the literature identified
that graduates students placed importance on



how available and willing staff was, as well as
access to faculty and faculty feedback. The
ability to communicate with the instructor and
other students was highly valued; the key role of
the instructor was to ensure interaction and
participation which would both contribute to the
increase in motivation for all adult learners.

Many myths still abound about older adults in
the workplace. These same myths and
stereotypes present in educational settings will
continue to be present because younger adults
support these stereotypes based on their
perceptions and rumors regardless of where they
work; stereotypes are pervasive in society, not
only in the workplace. One common myth
frequently expressed (Githens, 2007) and in one
of the author's classrooms is that older adults are
rigid and resistant to change. Githens (2007)
found that older adults are not more resistant to
change and in fact are more willing to learn new
technologies than are the younger employees.
However, older adults are not as quick to learn,
but they are more supportive of the change itself.
Another outdated notion is that older people do
not like using computers. Research (Fox, as
cited in Githens, 2007) shows 58% of those ages
56-64 use the Internet and engage in online
activities on a regular basis and will not need to
learn basic Internet or computer skills. DiBiase
and Kidwai (2010) also explain how baby
boomers are already technically literate. Stein et
al. (2009) and Burgess (2007) contradict this,
believing instead that many adult learners could
be novices in an online learning environment.
However, educators must deal with problems
related to access, and some students still will
need basic training (DiBiase & Kidwai, 2010).

Another negative and assumption is that reduced
comprehension is a part of part of aging
(Githens, 2007). Because of this, some managers
believe that training older adults is a waste of
money and time; as a result, it is possible that
some training and development programs may
favor younger adults to the exclusion of older
workers (Githens, 2007). In reality,
comprehension issues may be more closely
related to vision problems than cognitive
decline; older adults can and do learn skills and
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concepts as well as younger learners but they
may do so more slowly (ibid.).

Instructor Role, Responsibility and Relationship
Online. The role of the instructor in working
with adult students should have differences with
what is usually expected with traditional
learners. The way the classroom is managed can
play a significant role in adult learning because
of the potential connections adults can make
(Kilgore, 2004). These connections may include
the development of relationships with other
students and instructors, connecting to different
communities in the classroom, other cultures,
and developing an identity and meaning of being
a student. Unfortunately, instructors are usually
not knowledgeable or prepared for, or
experienced in, adult development or adult
learning styles, especially when these instructors
may have experienced more traditional forms of
learning themselves (Burgess, 2007).

Instructors often relinquish authority and entrust
learners to take control of their own learning
when in fact the learners often do not trust each
other and as such are not able to collaborate
effectively; this makes the effectiveness of such
an approach questionable (Smith, 2008). Sharing
classroom authority is an important element of
collaborative learning (Smith, 2008); if
instructors have to intervene they need to have
group processes in place and focus on these
processes as much as they do course content.
Instructors must be aware and careful that their
interventions do not interfere with groups who
are dealing with trust issues as they need to work
through the process. Inappropriate interference
may be inadequate and cause a worse situation.
Trust exists to rob the life of the group and
events and unconscious experiences may greatly
influence issues in the current group (baggage).
Smith (2008) indicated safety and trust are also
frequent classroom issues especially when
working in teams; the role of scapegoat may
develop as someone feels everything is left to
them. Both conscious and unconscious
processes, however, need further research
(Smith, 2008). The implications are that
instructors need to provide more structure and
should not abdicate authority; instead, authority
should be shared, instructors need to stay in



touch through office hours, e-mails, telephone,
discussions and in ‘ask the instructor’ forums
and other methods as appropriate and provide
clear instructions about expectations.

Instructors should focus on nurturing students to
move from a dependent state to one of
independence, but many adults have no idea
how to be an independent, autonomous learner
(Burgess, 2007). Instructors have a tendency to
focus more on the content of the course and the
necessary completion instead of on developing
the learner. Such changes may require a
significant shift in the students learning
paradigm and instructors need to support
students in this role change.

Thompson and Savenye (2007) noted a positive
relationship between instructor participation and
student participation as students have their own
expectations for instructors, and low
participation can make a difference in how
frequently students themselves interact with
each other. This suggests role modeling by the
instructor is necessary to demonstrate what is
expected of students. This relationship was
somewhat supported by Thompson and Savenye
(2007). Although their research did not find a
significant relationship between discussion
forum participation and individual student
performance, the research indicated that
discussions do have some positive influence on
performance. Strategies to increase interaction
and participation should include requiring
student participation and discussion boards
about course content, utilizing groups to force
collaboration and communicating in a timely,
meaningful way (Grover & Kacirek, 2010).
Faculty should assume a leadership role,
although students need to be self-directed;
faculty should provide feedback and respond to
postings; motivation will suffer if students have
to wait for feedback (Grover & Kacirek, 2010).
When assessing online program quality, the
focus should be on student learning outcomes as

they align between course and degree objectives.

Faculty teaching practices should be evaluated
to determine if they are creating an online
environment that promotes interaction as well as
regular and effective communication with
students, and timely and adequate feedback.

41

Burgess (2007) suggests that adult students have
doubts and insecurities about their abilities, at
the same time they are pressured by financial
and family considerations. In addition, they may
be unaccustomed to instructional and course
design that requires them to be self-directed and
relatively autonomous. The obvious aspect is the
physical separation between the student and the
instructor, and in some cases, this may appear to
the student to be the same as traveling to a
foreign country with no preparation (Burgess,
2007). Stein et al. (2009) noted that adults in
online learning are concerned about posting
comments that would reflect a favorable image
of themselves such as being competent and
intelligent. However, it is possible they may not
know how to construct knowledge from
comments, feedback and the material in the
course. Stein et al. (2009) referred to this as
“transactional distance” and transactional
distance theory which posits that potential
communication and psychological gaps may
develop from physical separation between the
participants and could produce
misunderstandings and a feeling of isolation.

Tello (2007) examined the relationship between
student persistence (retention) and instructional
interaction among adult students in an online
course. Key factors such as timeliness of
instructor feedback, appropriateness of the
feedback and the amount of communication
relative to the course can positively or
negatively have an impact on student attitudes
toward the course and whether or not they
persist in the course or drop out. The need for
immediacy from instructors in the forms of
recognition and feedback serve as the basis for
humanizing online instruction (DuCharme-
Hansen & Dupin-Bryant, 2005). Immediacy of
feedback and responses enhance the social
presence and has an impact on student
satisfaction, motivation and learning. Instructor
immediacy also creates a positive attitude
toward the instructor and the subject matter;
both of these are positive predictors of student
learning and satisfaction in online courses
(DuCharme-Hansen & Dupin-Bryant, 2005) .



Zembylas (2008) considered emotions of adult
learners online and noted that instructor
participation is important and conveyed through
optimism and clear statements support focus on
individual learners; this will help in reducing
learner uncertainties. Smith (2008) also noted
the need to acknowledge emotion in the online
classroom in the form of support from the
instructor and benevolence from other students
when building trust to work in groups; safety
and trust are frequent issues and it is up to the
instructor to develop an environment for
collaboration can occur.

Approaches to Support Adult Students.
Instructors are usually not knowledgeable or
prepared in adult development, adult learning
styles, especially when these adults may have
experienced more traditional forms of
instruction (Burgess, 2007); they may not see
the need to mentor students or they could
believe it would detract from the course. It is not
unreasonable to encourage instructors to have
individual contact to encourage and provide
information to other contacts who may be able
to assist, even to suggest additional reading.
Active listening by instructors can also help
encourage students by addressing them by name,
remembering individual attributes in
discussions, avoiding ‘cookie-cutter’ responses
to postings, and encourage private
correspondence when necessary (Burgess,
2007). Instructors can also help with personal
recollections and stories to show that they are
approachable and "human. Instructors also need
to remember that they are not always responsible
to answer the questions or to make decisions for
the student, but should encourage students to
find the information on their own. Instructors
can invite peers to serve as mentors for students
which will help others develop their own
capabilities to mentor others (Burgess, 2007).
Part of the "humanizing" online includes
building community. In building community,
welcome activities are necessary. For example,
students can be required to read all postings
which would focus on increasing student
interaction; increased intellectual connections
between the past and the present focused on
what they are learning as well as opportunities
for collaborative learning and developing
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relationships, as well as a sense of belonging,
would also encourage student learning
(DuCharme-Hansen & Duprin-Bryant, 2005).

Huang (2002) explained that adults want credit
for being diligent and putting forth effort; the
lack of feedback appears to have a negative
impact on learning effort, including feedback
from others. However, feedback from the
instructor needs to be more than encouragement;
it must be critical and focused on improving
thinking skills; although constructive feedback
was necessary, positive feedback assists in
reducing anxiety and uncertainty (Huang, 2002).
Learner perceptions can be changed as a result
of a constructivist approach and assist in
developing self-control and responsibility for
online learners. Older learners prefer to acquire
new concepts, opinions and ideas as compared
to younger learners who wanted more specifics
in requirements and assessment policies (Huang,
2002). This means the facilitator needs to be
coach, mentor, use critical reflection, and
provide adequate feedback that is both
meaningful and timely. Learners can assist in the
constructive process of the course through such
exercises as peer reviews with constructive
feedback, peer moderated discussions and being
in charge of a weekly reporting activity. Shared
focus should be the emphasis where everyone
can contribute to knowledge construction
(Huang, 2002). Ross-Gordon (2002) also
supports the promotion of reflection and
includes critical thinking. Critical incidents,
reflective journals and critical debates can assist
in the transformative learning process and
should be modeled by instructors.

Instructors as Mentors. The concept of an
instructor taking on an additional role such as
that of a mentor may appear to be daunting, but
other authors see this as a natural interaction in
the online classroom. Burgess (2007) detailed
three types of mentoring: formal, informal, and
facilitated mentoring. All these definitions
assume a one-on-one relationship over an
extended period of time whereas interaction
between faculty and students do not fit this
model. It is more about encounters which may
last for a semester, possibly more thus making it
more sporadic. Ruey (2010) notes an example of



a constructivist model which includes three
levels of facilitation. The first level was the
instructor mentoring - guiding the learners to
develop cognitive and metacognitive skills; the
second step was coaching - monitoring learners
in developing task management skills; the third
level was the facilitator - conducting the
required learning activities. Burgess (2007)
believes that offering mentoring provides a more
holistic approach for adult education and should
be part of the online experience, since part of the
role the mentoring includes is socializing which
includes making the less experienced more
knowledgeable.

Flexibility, as noted earlier, is essential for
adults in an online environment (Stein et al.,
2009) because of the multiple roles adult
learners have outside of the classroom.
However, the inherent flexibility in online
learning may allow other student priorities to
emerge. This is where instructor support is
crucial to assuring learners that they are capable
of completing the work and to be available for
interaction, especially for novices who will need
more support. This includes emotional support
and information on how to manage in an online
environment including stories of past
experiences online. Trust plays another role and
can be established, thereby reducing any
misunderstandings by supporting adult students
to trust the process of how to participate in an
online class and by finding their voice.

Stein et al. (2009) explained that instructors
should support a student moving from
dependency to interdependence and
connectedness with others; at the same time this
will increase the students comfort level and
retention rates. This movement away from
dependency implies mentoring at some level as
well as a more personal, closer relationship
between students and instructors than has been
experienced in the past in higher education. The
need for "high-touch™ when working through
technology has been well documented in
business as well as education (e.g., Kulchitsky,
2008), so the need for more strength in
instructor-student relationships should not come
as a surprise.
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Instructional system design, course design and
usability. Constructivist strategies (Ruey, 2010;
Huang, 2002) have been touted as the best
approach for adult online learning. However,
adult learners may still need motivation and
developing a course to address individual needs,
interests, and abilities may sustain interest in
learning. Huang (2002) identifies a shift from
behavior to cognition, and objectivist to
constructivist in the online environment. This
has been realized in the online environment
where instructors look for evidence of cognition
in assignment rather than traditional classroom
behaviors to determine student progress.
DuCharme-Hansen and Duprin-Bryant (2005)
concur that distance education should have a
primary goal of developing students to think,
function independently and participate actively
in the learning process. Kilgore (2004) discussed
the need to develop courses which encourage
these adult learners with constructivist
technology enabling activities supporting
interaction and experiential learning.

As Huang (2002) noted earlier, reflection is a
key element in adult learning. Reflective
exercises in the classroom such as those
proposed by Brookfield (1995) and others are
part of the constructivist approach, allowing
adult students to identify, analyze and relate to
personal experiences, thereby providing
practical applications for concepts. Morgan,
Rawlinson and Weaver (2006) concluded that
the more time adults spend reflecting, the more
they can recognize their learning achievements;
this carries over to the workplace. Results from
their study show that learners reflected more,
took longer, manage their own learning,
recognized their achievements and increased
their levels of engagement in a case study that
integrated personal and professional
development.

Stein et al. (2009) defined transactional distance
asthe"...... space where....preparing to learn
online occurs.... a learner works through the
issues of how to learn by engaging with others in
a new teaching-learning space" (pp 306-307).
Stein et al. (2009) noted this is why the course
structure, as well as the structure of the dialogue,
must be considered for adult learners. One of the



issues is that adults may not know how to be
responsible for their own learning so it is
necessary to assist adults to understand that the
responsibility for learning belongs to them, and
other commitments must be balanced so their
learning and educational goals can be
successfully met.

Because of such issues as student work
commitments, family commitments and time
commitments for the students with the majority
of reasons, many withdrew (Tello, 2007). The
results from Tello suggest that these adult
learners, when facing time demands from
family, work and educational commitments
respond favorably to structured asynchronous
course activities such as a discussion forum.
This information should have an impact on how
faculty design their courses and on faculty
development programs as well as the
development and design of online courses. This
also suggests that synchronous activities may
not be as effective.

When course planning for online adult learners,
DuCharme-Hansen and Duprin-Bryant (2005)
remind educators of six areas necessary for
online learning success; these include
assessment, guidance, building community,
communication, humanizing and evaluating.
When implemented, this requires that the
instructor collect, synthesize and interpret data
on learners that can assist in supporting students
effectively in the online environment. Each
student is unique. While online learners are
typically highly motivated and independent, this
does not necessarily mean that they need less
guidance, and in fact, because of the ambiguity
in an online environment more guidance may be
necessary to support high achievement. Clear
information in important areas such as
procedures, participation and expectations will
support student performance.

In spite of the guidance and reduced ambiguity
provided by the instructor and effective
processes in an online classroom, technical
problems can be frustrating and in particular for
those who may be less familiar or comfortable
with computers (Githens, 2007). Course design
that is informal, even though this may contradict

popular belief, was found to be more engaging.
Older adults indicated they preferred an informal
structure online (Githens, 2007). As a result, if
games are used and given the declines in
working memory in some older adults, games
could cause usability issues for some and
especially for those who have limited experience
with computers. Usability can be an issue as
younger programmers are often involved in on-
line learning software design and website
development especially if they fail to consider
the needs of older adults (Githens, 2007). To
address this issue, Githens noted E-learning
designers should be certain that usability testing
is conducted with older adults and keep in mind
that small displays and small keyboards could
present usability issues for some older adults.
The conclusion is that there is a need to work
with older adults on me-learning initiatives,
strategize to address the needs of this large
section of the population and that those who
make decisions and design e-learning should pay
attention to this opportunity.

Institutional Barriers to Adult Learning.
Barriers have also been created by the Academy.
For the purposes of discussion, these barriers are
identified in the literature as the result of
traditional approaches, the addition of non-
traditional students, the on-going use of
pedagogy, and educational policy. Transforming
today’s academy into an “ideal university” was
envisioned by Cardinal Newman (1959). The
Idea of a University describes the ideal
university as community rooted in the teaching
and learning of liberal education. While that
university may have never existed, it is a worthy
goal. There certainly is no online version of that
ideal. Does a liberal arts education have value
in today’s academy? The desire for specific
skills that are job-related is the primary
motivation for traditional students. What about
the non-traditional student? The adult returning
to enhance a career or to meet personal goals
might see a value in bridging bridges between
the business school and the liberal arts. The
Academy still believes that there is a great deal
of value in a liberal arts education but
combining business and liberal arts dilutes the
former and corrupts the latter.



Levine and Sun (2002) note how the traditional
university is unable or unwilling to treat the
older, working student as a consumer of
education in addition to being a student. The
non-traditional student wants high quality and
low cost along with convenience and good
service. They do not want to pay for services
they are not using. Universities do not willingly
adjust to adult students. Too often universities
force adult students into the same roles as
traditional students and this may not be
appropriate, as these are two distinctly different
student and consumer groups. Some universities
have succeeded in attracting adult learners, and
many of those are for profit. A greater focus on
the stakeholder perspective which is based on
the Baldrige criteria (NIST, 2011-2012) could
offer a more successful approach. The academy
is more comfortable mass-producing
professional students rather than meeting the
needs of the stakeholders.

The unwillingness of the academy to change is
most apparent in the growth of the for-profit
university. Few traditional universities ventured
into online delivery of courses. Even fewer have
been able to do it well (Kimmel & McNeese,
2006). There is a tendency for the traditional
university to focus on the tenants of a liberal
education when a growing proportion of their
consumers want marketable skills. Other
stakeholders including private industry and the
public sector are increasingly looking to the for-
profit education sector to provide graduates with
marketable skills. As stated earlier, the isolation
of liberal arts from “skill discipline” deprives the
student of the best of both. The academy
requires the student to choose one or the other.

The teaching profession’s reliance is on an
instructor centered classroom model that
provides little opportunity for interaction
(Muilenburg & Berge, 2005). The distinction
between the highly interactive online
environment and the classroom lecture seems
obvious to students but not to faculty. Faculty
were not trained to apply pedagogy to the
Internet. Faculty teach the way they learned.
Whether the academy does not care or does not
know how, the adjustment to an interactive
classroom or online environment has not
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occurred. Andragogy, not pedagogy (Knowles,
1970; 1980; 1984) is the more appropriate
approach. Universities have focused on
pedagogy and they do not know how to apply
this to a non-traditional environment. It is
inappropriate to use the Internet to simply
deliver lectures.

Education policy is vested in the states. When
universities do venture into a lower cost and
more convenient way to deliver higher
education, they find it necessary to engage 50
state entities that each have their unique
regulations and requirements. Complying with
50 state entities along with the federal regulators
adds considerable cost (Carnavale & Desroches,
2004). At the same time, states are shifting the
financial burden of higher education from the
taxpayer to the consumer. Combine that burden
with federal financial aid and veteran’s benefits
policies that are designed for the traditional full-
time student residing on a traditional campus
and the distraction of combining education with
the commitment to family and work and you
have a profoundly dysfunctional system. Higher
education’s increasing focus on accountability
measures that result in emphases to increase
degree completion rates along with reducing the
time to graduation and loan defaults excludes
any consideration for the returning adult
stakeholders. Applying stakeholder theory and
using Baldrige criteria (NIST, 2011-2012),
would measure results and show not simply
completion rates, but assurance that returning
adult will acquire the skills to needed to compete
(Carnavale & Desroches, 2004).

Recommendations and Conclusions.
Discussion of non-traditional education is multi-
dimensional and may include all those
traditional elements of education as well.
Elements, as discussed in this paper, include
consideration for generational differences,
differences in learning styles, delivery medium
(in-class versus on-line), timing (synchronous
versus asynchronous), personal preferences
(independent work versus group, instructor led
versus student initiated, technology based versus
no technology) and subject requirements
(inclusion of work experience versus need for
content memorization) to name a few. While



student preference is something to consider as
adults can chose to leave the learning
environment, what is needed is a system of
education that addresses each element in relation
to the developmental stage of the adult at the
readiness level of the adult.

In work environments, managers wish to have
employees who move from supervisor directed
activities to more independent direction, to
group work and team application, and finally to
higher level thinking where the employee is able
to draw upon experience to develop new
connections in processes and interactions with
others. To best support the future needs of adult
learners and the community, education should
mirror that expectation from the work
environment and provide on-line environments
that take into account the adult’s progression
from dependence to independence. This change
would require that courses within a program be
linked in a new and unique way. Programs
should follow a pattern whereby not only
content from earlier courses is built upon in later
courses, but to a system where instructor
directedness changes over time to one where the
student is more involved independently, then
involved with groups, and finally to where self-
direction and linked knowledge helps drive the
learning environment.

This patterned learning appreciates that
development continues throughout adulthood
and does not stop when generations mature. This
patterned learning provides for faster learning
that is more potent and relevant since the student
is guided through to independent thinking and
accountability which immediately applies to the
work environment. The time for providing self-
graded quizzes or weekly discussions on-line for
adult learners should diminish through the
program to one where students are allowed more
freedom to address the course content in a more
open time environment, working with other
students and delivering graded products that
span the courses within a single program. The
time for a single inclusion of a senior project
that is independently driven is not enough.
Instructors should move from a position of direct
supervision to one of collaborator and finally
mentor. This is more than moving from “sage on
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the stage” to “guide at the side”, as that is but
one step. It is a system that is program driven.
This system would allow, once a student proves
mastery, an honoring of the adult learner’s
maturity, and experience at a level not valued
today in the learning environment. This system
assures that returning adults acquire, or enhance
the skills needed to compete: much more than
just acquisition of a body of knowledge required
to hang the diploma, but one that is maturity in
an educational and applicatio