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Special Speakers – 2009 Fall MMA Conference

Wednesday, 3:30 p.m. Don Welge, CEO, Gilster-Mary Lee
The Gilster Milling Company was founded in 1895. When Don joined what is now the Gilster-Mary Lee Corpo-

ration in 1957, the company’s annual sales were $1,000,000. Through a succession of expansions, acquisitions and
mergers, today’s Gilster-Mary Lee is one of the largest private label food manufacturers in the country, employing
3,000 people and maintaining its own fleet of trucks which distribute its products throughout the U.S. and Canada. Its
products are shipped worldwide.

Don was the co-recipient of the MMA Marketing Excellence Award/Marketing Entrepreneur of the Year at the
inaugural MMA Fall Conference, in St Louis in 1996. Long-time fall conference attendees will recall Don’s inspiring
message 15 years ago.

Thursday, 10:45 a.m. Laura Patterson, President, Vision Edge Marketing
Laura founded Vision Edge Marketing after a career spanning nearly 30 years. Before founding VEM, she worked

at Motorola for 14 years and was also the marketing manager for an enterprise software company, Evolutionary Tech-
nologies. VEM is a data-driven and metrics-focused marketing firm that specializes in improving marketing perfor-
mance. Since 1999, VEM has worked with over 100 companies in solving business/marketing problems. More infor-
mation can be found in her book, Marketing Metrics in Action or at the VEM website, www.visionedgemarketing.com.

Friday, 9:30 a.m. Kevin Kliesen, Business Economist, 8th District Federal Reserve Bank
Kevin writes the bank’s monthly “Report on Economic Activity”, and is a frequent contributor to the Review, the

Bank’s peer-reviewed economics journal and the Regional Economist, a publication for a non-technical audience. He
has also written articles for several academic economics journals and authored several book reviews. His main profes-
sional interests are business economics and monetary policy and the long term fiscal problems facing the U.S.

Kevin holds a M.A. in Economics from Colorado State University.

Friday, 10:45 a.m. Tony Naidu, Biz-LX
Tony’s presentation , Integrating ethics into marketing courses through simulation learning experiences, will

cover sub-topics such as; Ethics across the curriculum, Experiential learning in business education, Games/simula-
tions, Issues in implementing and managing a game and requirements for effective use of games. He will also give a
demonstration of Ethics-LX simulation learning experience “Med4Life” designed to bring Ethical issues into Market-
ing courses.

Tony holds an MBA from the Darden Graduate School at the University of Virginia, and has been instrumental in
founding a number of educational oriented companies both internationally and in the U.S.

Friday, 12:00 noon Colin Taylor, CEO, Taylor Matters
Headquartered in Dubai, Colin is the founder and Managing Director of this consulting firm. He started Taylor

Matters after a long career with Nestle, the largest food company in the world. He has worked in over 30 countries in
both Europe and Asia, and brings a wealth of international knowledge to the MMA conference. Immediately prior to
his retirement from Nestle, Colin managed the company’s $250 million cocoa operations in 23 countries.
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AMA CASE COMPETITION: INSIGHTS FROM
FIRST TIME FACULTY ADVISORS

Donnavieve N. Smith, North Central College
Brian P. Hanlon, North Central College

SUMMARY

The annual Case Competition sponsored by the Ameri-
can Marketing Association is an excellent opportunity to
engage students in the field of marketing outside the
traditional classroom setting. As faculty attempt to incor-
porate more experiential learning components into mar-
keting programs, the AMA Case Competition is deserv-
ing of consideration. This position paper discussion is
intended to facilitate a dialog centered on three primary
topics: (1) perceived student learning outcomes and ben-
efits related to participating in the Competition (from a
faculty perspective); (2) workload and effort required by
faculty in coordinating and supervising an AMA Case
Competition team; and (3) lessons learned from a team of
AMA co-advisors as their team competed in its first
AMA Case Competition. The viewpoint of the discus-
sants is based on their experience in supervising a colle-
giate AMA chapter at a small liberal arts college where a
team of nine students submitted an entry in the 2008–
2009 Case Competition, and was recognized with a
national Semi-Finalist Award.

Participation in the AMA Case Competition is a valuable
learning experience that should have a lasting impact on
participating students. The case always focuses on real-
life strategic marketing challenges that firms are strug-
gling with (e.g., Kodak Gallery, McGraw Hill). Students
are tasked with researching and proposing solutions to
these challenges, and must put forth their best profes-
sional effort in developing a comprehensive marketing
and IMC plan supported by primary research.

By default, students who participate in the Case Compe-
tition are engaged and active in applying academic les-
sons to practical industry scenarios. Student engagement
is a huge benefit of participating, but is certainly not the
only benefit. Participation in the case fosters collabora-
tion between students of different backgrounds, interests
and abilities. Faculty-student relationships are enhanced
via small group and one-on-one conversations whereby

faculty teach, mentor, challenge, and inspire students to
bring their best work forward in order to make a meaning-
ful contribution to the overall project deliverable(s) which
will be submitted to AMA and the sponsoring company.
Students also gain the opportunity to further develop
their understanding of specific areas within the field of
marketing, such as consumer behavior, marketing re-
search, promotions, etc. Students examine and explore
how knowledge from various areas within the field of
marketing can be used to develop a comprehensive stra-
tegic marketing plan. Students experience professional
responsibility by being accountable to an entire team
under the supervision of faculty. This sense of responsi-
bility is different than that experienced in the classroom
where due dates for assignments and group projects are
dictated by instructors. Instead, case competition partici-
pants have to manage their time effectively, meet self-
imposed deadlines, and are generally held accountable
by the entire team. Perhaps the most important benefit
students earn by participating in the Case Competition is
the resume line. Students report that this is the most
discussed item in interviews for internships and full-time
positions, and is a great opportunity to distinguish them-
selves from other job applicants. Being an active student-
member of AMA competing in a national competition
tends to be especially impressive to corporate AMA
members interviewing aspiring marketers.

Faculty must be aware of the time commitment required
to supervise an AMA case. While there are many models
of faculty involvement in the case across campuses,
faculty generally need to be hands-on with the team.
After all, students not only submit their case entry in their
own names – but also in the name of the College/
University. The time commitment per week will be mea-
sured in hours, not minutes. It may also be advisable for
faculty to divide the workload with a colleague. This
allows for more specialized guidance to various sub-
groups of students, and lessens the workload on faculty.
The case competition is completed during the fall, and it
is very important to hit the ground running upon the start
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of the academic year. Ideally the team will be created the
previous spring, but that is not always feasible. In any
case, one model that has worked well has been to develop
a syllabus outlining meeting dates, responsibilities, and
final deliverables. Planning for two group meetings per
week at the beginning of the fall term is recommended in
order to review the Case Competition materials, review
applicable marketing concepts, develop a strategy to
complete the assignment, break into sub-groups, etc.
Then once the group is organized, a weekly group meet-
ing is sufficient in addition to meetings with sub-groups
(e.g., research team, promotions team, etc.). The faculty
advisor’s role is to push students to really dig deep in their
analysis and creative problem solving. This can some-
times be difficult as faculty have to coach and advise
students rather than drive the project and participate in
final decisions. However, faculty should be involved in
collaborating with students in the exchange of ideas,
overseeing the professionalism of the final submission
materials, and managing the team to some extent.

In order to facilitate the most effective Case Competition
experience among students, and for faculty advisors,
some ground rules need to be established upfront. Fac-
ulty may want to consider how participants are selected
(invitation by faculty, minimum GPA requirement, work
experience, etc.). It only takes one or two loafers in the
group to set the entire team and project in the wrong

direction. A sense of responsibility, accountability, own-
ership, and pride needs to be instilled in every participant.
Faculty may want to consider awarding credit for this
experience, as students will invest as many hours in the
Case Competition as they would in a class. Of course, this
presents challenges in grading the effort of participants in
group project. Therefore, the use of peer evaluations is
strongly advised.

Faculty often struggle with ways to encourage students to
become more engaged and active in undergraduate mar-
keting programs. Some of the more traditional avenues
that lead to such engagement such as student clubs or
internships may be impractical for many reasons, such as
inconvenient meeting times, geographically-imposed
restrictions on internship opportunities, etc. Another
related malady in generating important outside-the-class-
room involvement in the field is the fact that students
view many activities sponsored by academic depart-
ments as being too academic with no direct correlation to
eventually obtaining employment in their desired mar-
keting concentration (e.g., sales, advertising, research,
etc.). As illustrated above, creating an AMA Case Com-
petition team overcomes some of these issues and is an
excellent opportunity to foster faculty-student collabora-
tion and professional growth among students in the field
of marketing.

For further information contact:
Brian P. Hanlon

Department of Management & Marketing
North Central College
30 N. Brainard Street
Naperville, IL 60563

E-Mail: bphanlon@noctrl.edu

Donnavieve N. Smith
Department of Management & Marketing

North Central College
30 N. Brainard Street
Naperville, IL 60563
Phone: 630.637.5242

E-Mail: dnsmith@noctrl.edu
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EDUCATING THE DIGITAL NATIVE IN A VIRTUAL
WORLD: SECOND LIFE

Mandeep Singh, Western Illinois University
Roger L. Runquist, Western Illinois University

SUMMARY

Today’s generation often referred to as “digital natives”
are more at ease with online, collaborative technologies
than ever before. They are growing up in an immersive,
interactive, and experiential environment inconceivable
of a few years ago. A notebook and pen may have been
the arsenal of the previous generations, today’s student
comes armed with an array of technological devices such
as computers, smart phones, iPods, and a multitude of
gaming devices.

This pervasive proliferation of technology has had one
distinct impact on today’s students. Attentions spans are
shrinking and the millennial student fully expects an
educational experience that is immersive, hands-on, and
experiential. The days of a traditional lecture and the
coinage “sage on a stage” as a means of knowledge
transfer have quickly given way to a more challenging
time for educators where he/she is more of a facilitator.
Today’s challenge lies in helping students cultivate in-
trinsic motivation, critical thinking skills, autonomous
learning skills, and knowledge/skill transfer between
learning domains and applications (Woolfolk 2006).

One method that is commonly referred to, as being able
to respond to the current challenge being faced by educa-
tors is Papert’s constructionist method of teaching related
to his constructivist learning theory, and Vygotsky’s
socio-constructivist theory. These developmental learn-
ing theories consider knowledge creation and skill acqui-
sition as active and interrelated processes (Woolfolk
2006).

Papert’s constructionist educational methods places stu-
dents as active participants in the learning process with
teachers as facilitators, and it emphasizes the utility of a
socially demonstrable learning process in which student’
learning is enhanced when the outcomes are publicly
viewable and are shared/communicate with others
(Ackermann 2004). In order to implement this approach,
several guidelines are recommended (Driscoll 2000):

1. The learning context must be personally relevant to
the lives and future prospects of the individual stu-
dents,

2. The learning must be explorative,

3. The student should be given a chance to both partici-
pate in groups and demonstrate his/her knowledge
individually, and

4. The instructor should guide and facilitate learning
without spoon-feeding students.

As educators, we need to utilize methods of instruction
that engage our students using modalities that are found
to be interesting, interactive, important as well as
immersive.

Web 2.0 arms the educator with an impressive array of
tools that can be utilized to optimize the learning experi-
ence. Some of the applications include wikis, blogs, and
social networking forums that allow the student to have
that immersive experience. One such technology that
provides educators with a multitude of options and is the
focus of our discussion is an evolving virtual world
known as Second Life. This internet application allows
participants to communicate via text, audio, and video
formats. As a technology that is distinct from other
internet-based applications, one appealing definition of
virtual worlds is as “online environments that have game-
like immersion and social media functionality without
game-like goals or rules. At the heart is a sense of
presence with others at the same time and in the same
place” (Constable 2008). Virtual worlds are inherently
interesting for students because they immerse students in
an explorative, fun, and interactive learning environ-
ment, and facilitate autonomous action via animated
characters called avatars.

Second Life has found numerous educational applica-
tions from the arts, economics, science, and humanities.
While businesses are exploring this media as yet another
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method of reaching, educating and transacting with cus-
tomers, higher-educational institutions are making sig-
nificant investments in establishing a presence in Second
Life for both recruitment and delivery instructional ma-
terials.

The 2008 Survey of Educators in Second by the New
Media Consortium indicates:

♦ A dramatic uptick in the use of Second Life for
teaching and learning instead of simply for explora-
tion. More respondents report being involved in an
educational-related activity in Second Life (increas-
ing from 54% in 2007 to 71% in 2008).

♦ More than half report that the organization they are
affiliated with owns a sim [Second Life real estate].

♦ This year 29 percent of survey participants report
holding virtual office hours in SL; 37 of them (12%)
have taught a class entirely in SL (up from 14 or 8%
in 2007).

♦ A majority (84%) of educators use Second Life as a
portal to listen to presentations, 80 percent partici-
pate in meetings and 64 percent build things in
Second Life.

While relatively new, virtual worlds are a natural envi-
ronment for the digital native who has been nourished on
a staple diet of video games and other forms of digital,
synchronous interactions. Second Life provides the edu-
cator with a multitude in creating learning experiences

that best appeals to the millennial student. This session
introduces participants with:

1. An overview of Second Life.

2. The educational applications of Second Life.

3. Business applications of Second Life.

4. The pros/cons of utilizing Second Life.

5. Getting started in Second Life.

REFERENCES

Ackermann, E.K. (2004), “Constructing Knowledge and
Transforming the World,” in A Learning Zone of
One’s Own: Sharing Representations and Flow in
Collaborative Learning Environments, M. Tokoro
and L. Steels, eds. Washington, DC: IOS Press,  15–
37.

Constable, G. (2008), “Virtual Worlds: A Short Intro-
duction to Second Life,” (video). Retrieved May 10,
2009 from [http://au.youtube.com/watch?v
=5ME2FwjjPf8].

Driscoll, M.P. (2000), Psychology of Learning for In-
struction, 2nd ed. Needham Heights, MA: Allyn and
Bacon.

New Media Consortium Survey (2008), [http://
www.nmc.org/publications/2008-sl-survey].

Woolfolk, A.E. (2006), Educational Psychology, 10th ed.
Sydney, NSW, Australia: Pearson.

For further information contact:
Mandeep Singh

Department of Marketing and Finance
430 Stipes Hall

Western Illinois University
1 University Circle
Macomb, IL 61455

Phone: 309.298.1198
Fax: 309.298.2198

E-Mail: M-Singh@wiu.edu

Roger L. Runquist
Center of Innovation of Teaching and Research

637 Malpass Library
Western Illinois University

1 University Circle
Macomb, IL 61455

Phone: 309.298.2434
Fax: 309.298.2435

E-Mail: R-Runquist@wiu.edu
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INNOVATIVE WEB TECHNIQUES AT A
SOUTHEASTERN UNIVERSITY

Mark E. Harrison, Southeastern University

SUMMARY

Distance education has changed in the past decade.
Today, new instructional techniques are used to aid the
student learner. Several of these techniques have been
incorporated into the Southeastern University online
model. Southeastern is a small private university in
Lakeland, Florida. The online model includes continuous
improvement thru two phases. Information needs to be
given to the student in lieu of the lack of Face to Face
(F2F) interaction. Southeastern uses Camtasia with
Microsoft Office, video lectures, and Elluminate Live.
The instructional technologies that are available today
are very useful in helping the students learn the material.

Distance education has changed in the past decade.
Today, new instructional techniques are used to aid the
student learner. Several of these techniques have been
incorporated into the Southeastern University online
model. Distance education is a different delivery system.
Students need access to instructional materials. Informa-
tion needs to be given to the student in lieu of the lack of
F2F (Face 2 Face) interaction. Not all of the delivery
methods listed below need to be used, but students should
have options. Each learning style needs to be accommo-
dated for each online class. I currently teach in several
areas online: finance, accounting, quantitative methods,
and management.

Online students need to have a common format for all of
their classes. Southeastern utilizes Blackboard. The ma-
jor areas of each online class are syllabus, course materi-
als, and student services. The syllabus tab includes sub-
headings that consist of class requirements, rubrics, scales,
and course policies. The course materials area includes
lecture notes, PowerPoints, quizzes, course websites,
other online sources (like a standard normal table), In-
tended Learning Outcomes (ILO’s), and discussion board
(links to). The student services heading allows quick
links for the technical and academic support, student life,
and FAQ’s. Southeastern also has minor areas such as
Discussion Board and other typical Blackboard tools and
headings.

Southeastern uses Camtasia with Microsoft office, video
lectures, and Elluminate Live. Camtasia is easy software
to learn and it can be used for voiced-over PowerPoints,
voiced-over lectures (with or without video), announce-
ments, and introductions. PowerPoints are usually too
broad and bland. I have made PowerPoints fun, because
humor can be added to enhance the learning environ-
ment. Current event examples can also be used. Voiced-
over lectures are also helpful because you can go thru
math examples step by step and the student can listen as
much as needed. Announcements and introduction help
to give positive reinforcement especially with harder
classes such as Quantitative Methods.

Video lectures are wonderful for a math-based class as
you can show the student examples on how to solve the
problem. The use of tripod and a nice digital camera
allows the instructor to show a step by step process using
chalkboards or marker boards. Small video segments are
made in order to keep the attention span of the average
student which is five to nine minutes. Each video can be
downloaded and appropriately inserted into the Black-
board shell.

Elluminate Live is also fairly easy to learn and it allows
students to come to class (Online) with different add-on
requirements such as audio (microphone) and video
(camera). This software allows the instructor to meet at a
specific time each week (or more than one time if the
instructor determines a need) with the students online.
The instructor’s voice can be heard, problems can be
presented to the class using a whiteboard, and the stu-
dents can chat. Mini-windows are used to allow for visual
necessities. Each session can be taped and reviewed for
later use.

Learning styles should be reflected in each online class.
The visual-verbal learner would enjoy the voiced-over
PowerPoints. The visual-nonverbal learner would enjoy
the regular PowerPoints. The kinesthetic learner would
enjoy the Elluminate sessions. Finally, the auditory-
verbal learner would enjoy the voiced-over lecture notes.
These are just some examples. Students who are able to
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access course material utilizing their preferred learning
style will perform better in the class.

Students are adapting to distance education. The instruc-
tional technologies available today are very useful in
helping the students learn the material. I have shown a

glimpse above how Southeastern University serves this
purpose. However, these materials are only as good as the
instructor presenting them. Instructors need to check
their email at least every 24 hours. They also need to
make themselves available for the students.

For further information contact:
Mark E. Harrison

Business and Legal Studies
Southeastern University
1000 Longfellow Blvd.

Lakeland, FL 33801
Phone: 863.667.5273

E-Mail: meharrison@seuniversity.edu
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LET’S WORK TOGETHER: USING
COLLABORATIVE MULTI-CLASSES

TO SOLVE BUSINESS CASES
Janie R. Gregg, The University of West Alabama
Mitzi C. Green, The University of West Alabama

ABSTRACT

Most professors in the typical university business school
setting use the case method totally in classes, such as in
strategic management/business policy; or they use cases
to stress particular points they are trying to get students to
learn in discipline-specific instances. Often these cases
are multi-faceted, but we only address the elements of the
cases which relate to our particular classes in our indi-
vidual discipline. Beyond this phenomenon, we often use
teams to complete these cases within the individual
classrooms. However, we don’t tend to have two or more
classes collaborate on one case at the same time. Some

may think this would be impossible, but it is really quite
easy if you think about what classes to schedule at the
same time before the schedules are printed for the follow-
ing semester.

In this session the authors will discuss the merits of using
multiple classes to participate in a team effort to solve
business cases and the methodology used to accomplish
it. Some class scheduling ideas and options will be sug-
gested and at least one case will be distributed and
discussed showing how it can be used with this method of
teaching.

For further information contact:
Janie R. Gregg

College of Business
The University of West Alabama

Station 21
Livingston, AL 35470
Office: 205-652-3716

Fax: 205-652-3776
E-Mail: mdlakzy@aol.com

Mitzi C. Green
College of Business

The University of West Alabama
Station 21

Livingston, AL 35470
Phone: 205.652.3777

Fax: 205.652.3776
E-Mail: mgreen@uwa.edu
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WHO ARE THESE PEOPLE? SHOULD I CARE?
Mike Goree, Mississippi State University

SUMMARY

The underlying assumption of this presentation is that we
as a profession espouse the uber-concept of “relationship
marketing” in almost all of our classes. What we say may
take different turns, but I bet we all say something about
customer satisfaction being better when there is a rela-
tionship between the provider and the customer.

I believe that if we teach relationship marketing as the
preferred way for our students to structure how they
should conduct their business or management style, then
we should attempt to model that precept in how we
conduct our classes.

This presentation will look at the following questions and
ask us to examine both our theoretical pedagogy and our
behavioral pedagogy in response to these issues:

1. So, having used the word “customer” in the opening,
do we need to ask, “Are our students our custom-
ers?”

Yes? No? Well, kind of, but not like that. . . .

2. Do we use the relationship marketing principles we
espouse in our own classrooms?

If so, to what end?

3. Do we need to know anything about our students? If
so what?

Then what do we do with it?

4. Should we really seek to build relationships with
students in classes? If so, what kind?

Humanizing the educational process.

5. Are relationships, by definition, two way streets?
Does that imply some level of self disclosure? What
do students need to know about us? (Have you ever
heard of Sidney Jourard? I have and he can be scary.)

So, what do you say about yourself?

6. Does knowing more about students, and students
knowing more about us, facilitate a better classroom
environment/experience for our students? For our-
selves?

How can “what you know” about students construc-
tively inform your classroom presentation?

7. How I use “Who Are You” sheets at starts of semes-
ters to begin relationships and inform class content.

For further information contact:
Mike Goree

Department of Marketing, Quantitative Analysis and Business Law
Mississippi State University

P.O. Box 9582
Mississippi State, MS 39762

Phone: 662.325.7003
Fax: 662.325.7012

E-Mail: mgoree@cobilan.msstate.edu
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BEEN THERE, DONE THAT . . . SO WHAT?
Lori L. Lohman, Augsburg College

SUMMARY

“Experience is the best teacher.” “Practice makes per-
fect.” “Those who can’t do, teach.” Adages such as these
have been floating around for decades. Are they true? In
applied disciplines such as business, they would seem to
be. After all, who wants to take a class from a marketing
professor who has never spent a day in the business
world? Successful businesspeople should also be suc-
cessful teachers, or so the reasoning goes. Many schools
require their business instructors to have a minimum
amount of experience in the field. This requirement does
not necessarily take into consideration the quality of the
work experience, however, nor the particular skills that
the individual brings to the teaching experience (nor, for
that matter, whether that person was any good at market-
ing; too often, people are promoted not based on what
they know, but on who they know). Theoretically, good
businesspeople are good communicators, analyzers, and
problem solvers, which would seem to be the same skills
required for a successful career in teaching. Other skills,
however, may predominate in the teaching profession.
According to research conducted by Slate, LaPrairie,
Schulte, and Onwuegbuzie (2009), students most often
reported that the best college professors were good at
communication, being supportive, developing a love of
learning, using different teaching techniques, and using
humor to build rapport with students. Additional skills
may also be needed for a successful teaching career.
Empathy, for example, which is seldom rewarded in
business, might be necessary for teachers who are dealing
with young adults. The desire to guide others is another
quality. Colleges promote teamwork, whereas business
rewards individuals for generating profit, occasionally
without regard as to how the profit is achieved or who is
stepped on along the way. Providing clarification is
another skill critical to teaching, yet businesses routinely
obfuscate facts in order to complete business transac-
tions. Professors who cannot explain a subject clearly, on

the other hand, will not survive for long in the teaching
profession.

What should be the minimum work experience require-
ment for marketing professors? I would argue that there
should be none, so long as the person has spent some time
in the business world. (Research I conducted with MMA
members in 2008 showed that respondents averaged 5.8
years of full-time marketing-related work experience;
removing one outlier with 30+ years of experience re-
sulted in an average of 4.8 years). For newly minted
Ph.D.s, this can be a bit of a problem, but one that can be
overcome. Faculty development programs can encour-
age new professors to work with their students on field
projects, which will give them some exposure to the
workplace. Another possibility is to encourage faculty to
pursue faculty internships in their free time. This would
require the institution to recognize internships as a valu-
able faculty development and/or applied scholarship tool.
A third approach would be to have faculty volunteer their
time working with non-profit organizations, where they
would have a chance to utilize their marketing skills.
Finally, any marketing professor should be well read;
keeping up to date on current marketing trends can go a
long way toward eradicating a paucity of work experi-
ence.

Can you teach someone how to do something without
ever having done it yourself? With the right set of skills,
such as those mentioned previously, I would argue that
the answer is yes. Practical experience is preferable, but
not necessarily a job requirement for marketing educators.

REFERENCES

Slate, John R., Kimberly LaPrairie, Don P. Schulte, and
Anthony J. Onwuegbuzie (2009), “A Mixed Analy-
sis of College Students’ Best and Poorest College
Professors,” Issues in Educational Research, 19 (1),
61–78.
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For further information contact:
Lori L. Lohman

Business Administration
Augsburg College

2211 Riverside Ave,
Minneapolis, MN 55454

Phone: 612.330.1220
E-Mail: lohman@augsburg.edu
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ASSESSMENT OF LEARNING IN CAPSTONE
MARKETING COURSE: USE OF A BUSINESS

SIMULATION AS AN ASSURANCE
OF LEARNING TOOL

Uday S. Tate, Marshall University
Suneel Maheshwari, Marshall University

Ram Chandra Akkihal, Marshall University
Deepak Subedi, Marshall University

ABSTRACT

The Association to Advance Collegiate Schools of Busi-
ness-International (AACSB) explicitly states that there
are two critical pillars underlying its accreditation, namely,
accountability and continuous improvement (AACSB
2007, p. 60). Accountability is imperative in assuring
such external stakeholders as potential students, trustees,
potential employers, public policy makers, university
administrators, and supporters. On the other hand, con-
tinuous improvement can help a business school evaluate
its students’ success in achieving learning goals, improve
its programs and curricula, and provide feedback to its
students. The two pillars of accreditation are the hallmark
of Assurance of Learning (AOL) mandated by AACSB.
Assurance of Learning requires s business school to
assess, evaluate, and improve its students’ accomplish-
ments levels in terms of the school’s learning goals.
AACSB now focuses on evidence, rather than intent of
learning by students. This shift of accreditation focus has
resulted in a series of standards for outcome assessment
as a systematic way to provide evidence for assurance of
learning.

The much heralded thrust by AACSB in terms of Assur-
ance of Learning can be viewed as a process of four
sequential steps (Cadotte 2008):

Step 1: Define the learning objectives.

Step 2: Design the curricula and resultant courses to
achieve the learning objectives.

Step 3: Assess how well the learning objectives are
being met.

Step 4: Adjust either the learning objectives or learning
methods to better meet the objectives.

One of the key components in the AOL process is the
outcome assessment. Palomba and Banta (1999) define
the outcomes assessment process as:

The systematic collection, review, and use of infor-
mation about educational programs undertaken
for the purpose of improving student learning and
development (Palomba and Banta 1999).

Any outcome assessment tool must address the following
issues (Cadotte 2008):

Issue 1: Can the assessment tool result in the desired
learning outcomes?

Issue 2: Can the assessment tool be used to determine
how good the curriculum is?

Issue 3: Can the results from the assessment tool be used
to adjust the process, thus improving the learn-
ing outcomes?

Issue 4: Can the assessment tool provide timely and
relevant feedback to students so that they can
adjust their efforts to master the subject matter?

The assessment measures can be direct or indirect
(Michlitsch and Sidle 2002). Some of the direct methods
of assessing student learning include: group projects,
tests, term papers, case studies, presentations, computer-
ized simulation, supervised internship programs, stan-
dardized assessment tests, etc. Some indirect assessment
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tools include (Black and Duhon 2003): admissions stan-
dards, alumni surveys, employer surveys, etc.

The present study focuses on the use of computerized
simulation as an assessment tool for Assurance of Learn-
ing in an MBA level Strategic Marketing course. Advan-
tages of using simulations as a pedagogical method in
business courses have been discussed extensively in the
literature (e.g., Mitchell 2004; Faria 2002; Prensky 2000).
The primary objective of the present paper is to determine
the usefulness of an advanced level strategic marketing
simulation in providing relevant assessment evidence to
assure learning by MBA students at a medium-size uni-
versity in the Midwest. The class size of the MBA
marketing course was 28; students made their own team
of 3–4 students, resulting in eight teams (companies) in
an industry representing personal computers to be sold to

business customers only in a global market. The teams
were instructed to form a company as a start-up business
with an initial capital of $4,000,000. The simulation ran
for eight quarters (spanning over a time period of two
years). After each quarter, each team was provided with
the results of their decisions (financial statement, cus-
tomer reactions, preferences, market conditions, media
preferences, etc.).

Currently the authors are in the process of analyzing the
results of the eight quarters for each team to link the
simulation outcomes to the student learning, individually
and as a team. Appropriate interpretations and conclu-
sions will be drawn after data analysis.

(See the following PowerPoint Slides pages 28–45 for
further details).

For further information contact:
Uday S. Tate

Division of Management & Marketing
Lewis College of Business

Marshall University
One John Marshall Drive
Huntington, WV 25755
Phone: 304.696.2672

Fax: 304.696.6013
E-Mail: tateu@marshall.edu
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HYBRID VERSUS TRADITIONAL COURSE: AN
EXPERIMENT IN AN UNDERGRADUATE

PRINCIPLE OF MARKETING COURSE
Sanjay S. Mehta, Sam Houston State University
John J. Newbold, Sam Houston State University

SUMMARY

With the advancement of newer technology (e.g., class-
room management systems like Blackboard), increase in
nontraditional students, greater numbers of commuter
students, etc., universities have been encouraging and/or
recommending, and Professors have been experimenting
with alternative instructional and teaching methods. His-
torically, there have been two disparate teaching method-
ologies that have been widely used: (1) One is the
traditional correspondence course (where the student
has no real face-to-face time with the instructor, course is
completely self-paced, lessons are submitted and graded
by an instructor, and exams are taken at testing centers
and administered by a proctor); (2) The other is the
traditional lecture format (where the students have regu-
lar face-to-face interactions with the instructor, students
listen to lectures and take notes, engage in interactive
learning, and take exams during class time). While both
these formats have served both the students and the
educational institutions well, students today are demand-
ing alternative methodologies. Today’s students main-
tain a complex lifestyle, have poverty of time, multi-task,
engage in little reading of textbooks, rely on power-
points and classroom lectures for information, are very
technology savvy, etc.

It is for these and other reasons that we decided to try
experimenting with a hybrid Principles of Marketing
Course. In order to maintain high internal and external
validity, several factors were kept constant across the two
courses: the instructor, textbook, questions on the exams,
number of exams, semester, etc. In the traditional course,
students had to come to class regularly (i.e., attendance
was mandatory), take exams on predetermined dates,
participation in class was essential, etc. In the hybrid
course, students were given specific date and times when
chapters would be taught, they were free to come and
attend (or not attend) any or all the lectures, attendance
was not mandated or requireed (though attendance record

was maintained), students had to come on the date and
time of each exam. The setting of both these courses was
a four week (i.e., four hours twice a week) summer
semester. The summer semester was deliberately chosen
for this study because of the compressed nature of the
course (i.e., if something did not work, why prolong the
misery), lack of negative impact on the faculty member
(the university does not conduct formal student evalua-
tions), etc. Instead of class participation, students were
required to take online quizzes on every chapter using the
following parameters (maximum 3 attempts, highest grade
will be recorded, questions will be randomly chosen by
the software, and 25 questions had to be completed in 1
hour).

On the last day of the hybrid course, students were asked
to share their experience and recommend changes. Here
is a brief summary of some observations by the instructor
and comments received: Approximately 90 percent of the
students said they would take a hybrid course if offered
again; 100 percent said that they would recommend the
course to others; 90 percent of the students bought the
book and in fact 80 percent said they read it cover to
cover. Next, students were asked to provide some advan-
tages and disadvantages to this pedagogy. Here is a brief
list of Pros reported: Greater flexibility – ability to
choose when to come (i.e., fits our lifestyle) and pace
oneself; Better Pedagogy – read the textbook, quizzes
better prepared for exams, absences did not count against
them; those who came regularly (approximately 15 per-
cent of the students) felt that it produced smaller classes
where they got to know the instructor better, provided an
opportunity to engage in experiential learning exercises
and/or form an AMA chapter, etc. Conversely, some of
the Cons reported: Does not work as good in a com-
pressed 8 class meeting course but would work well in a
regular alternative 4-week summer (every day for two
hours) and 15 weeks long semesters; lack of direct
interaction with fellow students and instructor (though
some online interaction was possible in chat rooms and
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discussion boards). Here are some recommendations
provided by the students: Post some chapter specific
videos online; have an introduction assignment so stu-
dents get to know one another, etc.

While it is obvious from the qualitative research col-
lected that the students were happier and expressed

greater desire and satisfaction with the hybrid format, we
were concerned with the amount of learning that oc-
curred between the two formats. As pluralistic research-
ers, we decided to conduct some quantitative research
and compare their grade across the two formats and found
the following results:

Course Format # of students Means Standard Deviation F-test Sig. t-test Sig.

Traditional 24 78.81 8.14 0.547 0.948

Hybrid 31 78.96 9.03

Based upon the above stated results, it is obvious that we
observed no significant difference in either the standard
deviation or the mean grades of the students. Using these
results we can conclude that the amount of learning that
occurred using either method was approximately the
same. This further validates the use of hybrid as a legiti-
mate pedagogy for learning Marketing. While this out-
come was obtained as a result of one instructor using one

course, additional information will be provided at the
conference from other instructors that experimented in
their course to determine the degree of portability af-
forded by the hybrid format across the Marketing disci-
pline. In addition to grades, some additional scaled and
demographic questions (suing past studies) were asked
of each student. These results will also be provided at the
conference.

For further information contact:
Sanjay S. Mehta

College of Business
Sam Houston State University

Box 2056
Huntsville, TX 77340
Phone: 936.294.1312

E-Mail: mehta@shsu.edu or mkt_ssm@shsu.edu

John J. Newbold
College of Business

Sam Houston State University
Box 2056

Huntsville, TX 77340
Phone: 936.294.1274

E-Mail: jnewbold@shsu.edu
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EXAMINING COMMUTER STUDENTS’ LACK OF
INVOLVEMENT AND IDENTIFICATION WITH

AN INSTITUTION OF HIGHER EDUCATION
John J. Newbold, Sam Houston State University
Sanjay S. Mehta, Sam Houston State University
Patricia Forbus, Sam Houston State University

ABSTRACT

Many universities throughout the country are evolving
from residential to commuter institutions of higher edu-
cation. Therefore, it is important to understand the needs
and wants of commuter students in order to help them
function and succeed in the university setting. This study
builds upon a preceding study by examining differences
between commuter students and non-commuter students
when it comes to attitudes about the distinctiveness and
prestige of the institution. Further, the study examines
key differences between commuters and non-commuters
when it comes to involvement in various types of univer-
sity-sponsored activities. Finally, the study corroborates
previous research in profiling commuter students as
being more likely to be non-traditional students who are
working longer hours.

In a recent study, Newbold, Mehta, and Ruchti (Review
of Business Research 2009), concluded that commuter
students (in contrast to non-commuters) spend less time
on campus, spend more years in college, have less inter-
est in personal development, have a stronger desire to get
out of college as soon as possible, are more likely to work
while enrolled in college, are less likely to engage in
social activities, possess less desire to attend campus
events, and are less interested in having a good time while

in college. Although the study would lead one to believe
that a commuter student would have a lower grade point
average, be more stressed, and display less satisfaction
with the university, this was not the finding. Thus, the
tentative conclusion was that commuter students operate
with a different set of (lower) expectations, thus resulting
in satisfaction levels commensurate to those students
who do not commute to campus.

In the current study, the attitudes of graduating seniors
are assessed as relate to institution distinctiveness and
institution prestige, as these variables lead to both in-
volvement and identification with the institution. As
hypothesized, commuter students were observed to be
less likely than non-commuters to perceive the institution
as distinct and prestigious. Further, commuters were less
likely to become involved in university-sponsored activi-
ties, and less likely to identify with the institution. This,
in turn, makes commuter students less likely to join the
alumni association or donate money to the school after
graduation.

Finally, the implications for institutional marketing and
business development are discussed, as well as directions
for further research. References are available upon re-
quest.

For further information contact:
John J. Newbold

College of Business
Sam Houston State University

Box 2056
Huntsville, TX 77340
Phone: 936.294.1274

E-Mail: jnewbold@shsu.edu
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Sanjay S. Mehta
College of Business

Sam Houston State University
Box 2056

Huntsville, TX 77340
Phone: 936.294.1312

E-Mail: mehta@shsu.edu or mkt_ssm@shsu.edu

Patricia Forbus
College of Business

Sam Houston State University
Box 2056

Huntsville, TX 77340
Phone: 936.293.0340

E-Mail: prf002@shsu.edu
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AN INTERNET BASED WHOLE-TO-PART FIELD-
EXPERIENCE MARKETING MODEL

Kevin McDonald, University of Wisconsin – Stout

SUMMARY

Brandon Smith (1985) believed that the traditional method
of teaching only “pieces,” pieces set aside and unseen
from the “whole,” denies students the ability to develop
their relational reasoning, or causal elements of thinking.
Smith believed that providing students with the “whole”
first, and then teaching the individual “parts” that make-
up the “whole,” would develop a student’s causal rela-
tionship skills; Smith refers to this as “whole-to-part”
learning. I have respectfully expanded on Smith’s work
by encouraging educators to develop whole-to-part mar-
keting models with a student’s field of experience in
mind; or what I refer to as “Field Experience Modeling.”
According to Berkowitz (1997), “for a message to be
communicated effectively, the sender and receiver must
have a mutually shared field of experience,” i.e., a similar
understanding and knowledge.

In most strategic marketing textbooks, the authors will
present the marketing framework, a whole-to-part model,
in terms of boxes and lines. I have taken the boxes and
lines version of the marketing framework and communi-

cated it in a manner that relates to a student’s experience;
the ground and sky. The ground is the micro-marketing
environment made up of the company, the competitors,
and the customers. The sky is the macro-marketing envi-
ronment which is made up of the following more uncon-
trollable factors: production inputs, economic, political,
legal, technological, and social/cultural.

Dotted lines on the model connected to each factor
connote the idea that the organization must monitor each
factor. My marketing students are shown my whole-to-
part field experience model at the beginning of the
semester; the individual parts of the model are then
explored as I progress through the semester.

In an effort to address the concept of life-long-learning,
I have incorporated my marketing framework field expe-
rience model into an interactive model on the web.
Students can access the model in an effort to conduct
research and gain valuable marketing information. In this
regard, my students are always connected to my class;
they can stay current by conducting research in their
homes or at work.
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For further information contact:
Kevin McDonald

Department of Business
University of Wisconsin – Stout

Menomonie, WI 54751
Phone: 715.232.1152
FAX: 715.232.5004

E-Mail: mcdonaldk@uwstout.edu
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SPECIAL APPLICATIONS AND SITUATION
FOR TEACHING

Jerry Field, Illinois Institute of Technology
Lt. Col. Collins, Army ROTC Training Command, Chicago

SUMMARY

Having been enlisted to teach on the Army ROTC pro-
gram there was a quick review of the military system of
educational delivery. The system is simple and has proven
over the years to be successful. Consider the high techni-
cal equipment the military uses today and each member
of the team must know how to operate and repair their
machines on the spot with great rapidity.

The formula is simple:
10% of what will be offered as instruction and class
learning goals

40% theory
20% application
20% practically
10% review, with pre-set standards

Developing the lesson plans require some preparation
with the military outline include a pre test – an outline as
list above and a post test for each lesson and the same for
a quarterly, midterm and final exams. The course outline
contains the learning objectives, as most course outlines
require this statement, the military differs in it requires
minimum results as for passing in great detail.

For further information contact:
Jerry Field

Illinois Institute of Technology
3424 South State Street

Chicago, IL 60616
Phone: 312.327.5434
E-Mail: Field@iit.edu

Lt. Col. Collins
Army ROTC Training Command

Chicago, IL 60616
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STUDENT LEARNING AND INVOLVEMENT IN
RESEARCH: ISSUES IN EDUCATION

Nabarun Ghose, The University of Findlay
Padmavathi Dasharatha Yata, The University of Findlay

ABSTRACT

Education is a major channel for attaining knowledge, as
it helps students to acquire skills which are necessary to
accumulate, assemble, understand and analyze this infor-
mation. Education today is essential and it helps in
molding the personality of an individual thus shaping
their careers in life. Students learn how to be good
citizens and develop the ability for critical and indepen-
dent thinking and create new knowledge for the genera-
tions to come. Applying this knowledge into practice and
inventing new techniques through research is a major
challenge. This paper deals with analyzing the issues
associated with student involvement in research.

Introduction

Research allows students to discover and identify an area
of their interest. Many factors contribute to quality stu-
dent learning. These include motivation and academic
preparation. In current years, it has been evident that
students who are involved in research projects beyond
classroom projects have improved prospects of getting
into the next level of schooling and increasing their
employment opportunities. Student involvement is the
amount of physical and psychological energy that a
student devotes to the academic experience (Astin 1999).
Different forms of student involvement in research in-
clude honors programs, academic involvement and stu-
dent-faculty interaction (Moore, Lovell, McGann, and
Wyrick 1998). Steps in the student research process are:

a. Literature Search.
b. Data Collection.
c. Data Organization.
d. Data Analysis.
e. Interpretation of Data.
f. Understanding of Theory.
g. Presentation and Feedback.
h. Modification and further Research.

Key Issues Associated with Student Involvement in
Research

1. Racial Diversity: Often students use stereotypes in
the interpretation of data from diverse sources. Such
stereotypes act as a hindrance to understanding.

2. Gender Issues: Traditional conservatism restricts
research opportunities for women and minorities.
Ethnocentrism creates barriers to access to research
for many minorities and ignores their input.

3. Availability of Resources: While there are some
exceptions (Regeth 2009), generally, it is a common
phenomenon to find that students are unable to move
forward in their research because there are limited
resources or they are not able or allowed to use the
necessary resources. Lack of resources will result in
the inefficient performance of the team.

4. Funds and Financial Support: When a research
project comes up, there is always a possibility of the
faculty or university for providing funds and finan-
cial support to the research students. This not only
helps the students monetarily but also gives them
encouragement and motivation for delivering a pro-
ductive output (Regeth 2009).

5. Proper Professional Guidance: We often come
across students complaining that they do not have
the right faculty available for guidance in their
projects. The faculty is either too busy to spare their
time and provide individual attention to the students
or do not have the necessary expertise to guide the
students through their research.

6. Availability of Time: Students are usually involved
in more than one activity apart from their academic
schedules, thus leaving them no time for getting
involved in quality research. They are unable to
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devote maximum time for research which finally
results in not meeting the deadlines for completion of
research projects.

7. Problem with Students Traveling from Long Dis-
tances: Students generally live scattered in the city
and travel from long distances to attend their classes
at the universities. Most of their time is lost or wasted
in transportation; hence though they have the pas-
sion and interest for research they will not be able to
be optimally involved.

8. Motivation from Mentor/Faculty: Faculty is sup-
posed to provide quality and timely guidance while
mentoring the students who are involved in research
under them. But, sometimes there may be chances of
the faculty showing favoritism or discrimination
among the students which leads to the lack of proper
motivation in the students.

9. Capabilities and Aptitude of the Student: Not all
students have the essential aptitude and capabilities
needed to conduct research. It makes it difficult for
the faculty to mentor students with low motivation
and IQ levels which in turn affects the quality of
research (Moore, Lovell, McGann, and Wyrick
1998).

10. Too Many Students Involved on the Same Topic:
Some universities allow more than one student to be
registered under one single faculty and researching
on the same topic. This diminishes the scope of
understanding and involvement of the students as
they do not have an opportunity to perform individu-
ally (Regeth 2009).

11. Problem in Understanding the Scope of Research:
Projects are allotted to various professors and fac-
ulty based on their expertise in the area. Sometimes,
we find the faculty do not have the proper vision of
the project and are unable to understand the goals of
the research project. This in turn results in the faculty
guiding their students on the wrong path (Regeth
2009).

12. Failure to Achieve the Goals of Research: Stu-
dents as well as the faculty are equally responsible
for achieving the goals of research and meeting the
deadlines. Lack of enthusiasm in either of the groups
will result in the failure of the research (Regeth
2009).

Conclusion

The quality and quantity of students involved in research
and the amount of physical and psychological energy that
these students invest in the college research experience is
an area that needs to be examined. The major reward that
students involved in research receive is in-depth knowl-
edge of the field (Fletcher 2004) and results in a competi-
tive edge. In return, the greater the student’s involvement
in research in college, the greater will be the amount of
student learning and their personal development (Berger
and Milem 1999).
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PART II – BUSINESS STUDENT TRAVEL ABROAD:
A COMPARATIVE ANALYSIS OF MINORITY VS.

NON-MINORITY STUDENTS
Bruce T. Orvis, Slippery Rock University

Theresa A. Wajda, Slippery Rock University
Russell Casey, Penn State University Worthington Scranton

SUMMARY

Providing the opportunity for business students to par-
ticipate in an international travel experience has become
increasing popular over the last several years. Factors
accounting for this trend include greater emphasis on the
global marketplace in the undergraduate business cur-
riculum as well as the desire of academic institutions to
make a university education more meaningful by engag-
ing students in activities that transcend a traditional
classroom setting. However, as previously argued by
Orvis and Wajda (2008), although multiple constituen-
cies perceive there to be value in this initiative, what
appears to be lacking is sufficient quantitative and quali-
tative evidence demonstrating the extent to which stu-
dents benefit from an international experience.

Furthermore, there has been even less evidence gathered
and documented that speaks to the unique perceptions of
minority students who have participated in an interna-
tional student-abroad program. Today, many universities
across the country have been immersed in a movement to
increase the emphasis that they place on diversity. This
has been observed in recruitment practices, curricular
changes, the creation of new student support services as
well as the formation of university-endorsed clubs, orga-
nizations, and commissions. For example, at one of the
author’s own institutions, three separate Presidential
Commissions have been established to foster diversity
across campus. These include the President’s Commis-
sion for the Status of Women, the President’s Commis-
sion for Lesbian, Gay, Bisexual, and Transgender issues
and the President’s Commission for Racial and Ethnic
Diversity. According to the mission statement put forth
by members of the President’s Commission for Racial
and Ethnic Diversity, it is the “goal of this Commission
to increase the number of people of color who choose to
work/study at the University. Furthermore, the Commis-

sion is to encourage their participation in all facets of
university life by striving to nurture a campus climate that
is free of discrimination, intolerance and bigotry with the
focal goal of working toward an understanding and
appreciation of cultural differences in our diverse fac-
ulty, students, and staff.”

Thus, in light of these two significant trends occurring on
college campuses across the country, it is the intent of this
research to obtain a more intimate look at how minority
versus non-minority students view their travel abroad
experiences. The value in making this determination is
two-fold. First, drawing on earlier research, the merit in
providing solid documentation that speaks to the specific
benefits that are realized when students travel abroad
deserves immediate attention as a greater number of
external constituencies (i.e., institutional governing
broads, accrediting agencies, legislatures, the general
public, etc.) are mandating that universities become more
accountable for showing how they utilize their resources
and how they establish and measure the learning goals
associated with any student-centric activity (Black and
Duhon 2002). Secondly, and equally as important, is the
realization that ethnic and racial background may shape
the lens through which a student’s academic, profes-
sional, and personal goals are formed and the expecta-
tions and skill set that one has for meeting these goals. As
has been documented by a number of education special-
ists (e.g., Hayes 1996; McLellan 2007) it behooves an
institution to look at all facets of the educational experi-
ence to insure that all students’ needs are being ad-
dressed. In this era of diversity, it is incumbent upon an
institution to recognize where, perhaps, certain elements
of the educational experience are not sufficiently meeting
the needs of certain student populations.

Consequently, this Part II extension of our earlier re-
search initiative, (see Orvis and Wajda 2008), seeks to
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make several contributions in clarifying measures of
value and assessment with respect to student travel abroad.
First, by expanding our respondent base, we are able to
capture a greater number of data points as we seek to draw
conclusions about how students perceive their travel
abroad experience. Second, the authors were also given
the opportunity to collect data from a group of minority
students who traveled abroad as a group. Based on
anecdotal evidence from faculty who traveled with these
students as well as data that was collected via question-
naire, differences were observed in how minority stu-
dents, versus their non-minority counterparts, perceived
the experience based on the initial expectations they had
formed. This has important implications for how interna-
tional travel abroad experiences are designed and imple-
mented in that it takes into account the differing needs of
a more diverse student population.

Identical to the steps that were undertaken taken in our
initial inquiry, this research will focus on those interna-
tional travel programs that are traditionally taken over a
spring or winter semester break, last anywhere from 7–14
days, and tend to be connected with a specific course in
the student’s liberal studies program or major. Addition-
ally, this research will also highlight areas of student
growth and development by capturing student data both
before and after the international travel experience. Fi-
nally, an additional contribution of this research is both
the quantitative and qualitative nature of the study’s
design. In addition to acquiring quantitative measures of
value assessment, this study will also solicit qualitative
information via in-depth interviews, focus group ses-
sions and digital image analysis.

Thus, by adapting a questionnaire designed by the Coun-
cil on International Exchange, (as described by Koester
1987), we pose a number of significant questions that are
designed to provoke inquiry at individual institutions of
higher education with the expectation that the answers to
these questions will guide strategic planning in building
and maintaining strong undergraduate international travel
abroad experiences. Select areas of inquiry include: ex-
pectation of students on personal, professional, and aca-
demic fronts, skill-set enhancements, student concerns,
major personal goals, and self-assessment of the impact
of an international experience.
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CLIENT-BASED PROJECTS
Kim Folkers, Wartburg College

SUMMARY

Background

Students in my Marketing Research and Advertising
courses are required to participate in a client-based group
project that is a significant portion of their total grade.
Over the twenty years of incorporating these projects into
courses, I have become convinced that these projects
improve the learning outcomes for students in dramatic
ways. I have also learned quite a bit about the logistics of
planning and implementing these types of projects. This
presentation will cover the benefits for all involved, as
well as, the nuts and bolts involved in designing a project
focus and process that allows students and clients to have
a successful and satisfying experience together.

My experience with client-based projects originated in
the Marketing Research course many years ago. From the
first time I taught it, it seemed only natural to include
some type of a semester-long market research project. In
particular, working for an off-campus client seemed like
a way to not only apply the content of the course, but also
to significantly raise the level of expectations and profes-
sionalism involved. Students report that they feel like
they’re doing a project with a “real” purpose. Also, the
comprehensive nature of a start-to-finish survey research
project requires that they understand and can implement
every stage of the research process.

In the Advertising course, the students had always de-
signed a comprehensive campaign to apply what they
were learning. However, in the early years, they were
planning and designing campaigns for fictitious products
or organizations. As the success of the Marketing Re-
search projects grew, it became clear to me that the
Advertising course could also benefit from working with
real clients. The model was initially to have all student
groups work for the same client, but based on feedback,
it has evolved to the point where typically groups of four
students each work on behalf of one of several clients that
I recruit prior to the start of the term. The quality of the
campaigns and the satisfaction of the students have
grown significantly as a result.

Project Benefits

As a required and significant element of a course, the
most important consideration when incorporating a cli-
ent-based project is the benefit for the students. However,
it is also imperative to determine the benefits that are
possible for the clients and the instructor. Because these
kinds of projects require such a significant commitment
of time and effort on the part of all three parties, it is
essential that the outcomes are satisfactory for all three.

Students benefits include (1) application, reinforcement
and expansion of course concepts, (2) real world expo-
sure, (3) experience working in small groups, (4) experi-
ence in managing a client project, (5) improved research,
writing and presentation skills, (6) tangible portfolio
material, and ultimately, (7) a deeper understanding of
key marketing functions.

Client benefits include (1) the opportunity to undertake a
project not otherwise possible with existing resources –
i.e., no time, expertise, budget, personnel, (2) exposure to
a fresh perspective on their business, (3) access and
exposure to the latest marketing trends and ideas, and (4)
the satisfaction of feeling that they’re contributing to
students’ learning.

Instructor benefits include (1) engagement in networking
within the local business community, (2) an opportunity
to step out of the traditional instructor role and to function
as a coach for the project groups, (3) the challenge of
expanding your understanding and application of course
concepts to a variety of client situations, (4) a ready
source of vivid examples for classroom discussion
throughout the semester, and (5) the potential for satis-
fied clients to become internship sites for future students.

Project Framework

Over time I have developed a framework for each project
that enables the students to be successful. Framework
topics to be covered include recruiting and screening of
clients; project logistics – project timeline, requirements,
communication, evaluation; and a look at the accompa-
nying issues and challenges that you may encounter with
client-based projects.
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SPECIAL ACTIVITIES AND ASSIGNMENTS TO
ENHANCE LEARNING

Rama Yelkur, University of Wisconsin – Eau Claire

SUMMARY

In this era of technology and tech savvy students, many
professors are making their lectures available on podcasts,
providing live streaming video of classes, and maintain-
ing discussion boards so students can post questions.
Glenn Platt, professor of interactive media studies at
Miami University in Oxford, Ohio, puts together mini-
podcasts to explain confusing concepts and encourages
students to ask questions on their Twitter page to get
instant answers from their peers (Scott 2009).

I do use discussion boards and incorporate tools such as
Audacity (http://audacity.sourceforge.net/) and Wink
(http://www.debugmode.com/wink/) to take the class
beyond static content. Research has clearly indicated that
passive learning techniques, such as a 100 percent lec-
ture, are ineffective for the generation of students that we
teach today (Hamer 2000). However, I also believe there
are activities and assignments that can be used that do not
necessarily involve technology. Perhaps professors use
too much technology in the classroom. In addition to
needing instant gratification, our students are easily bored
if every one of their professors integrates the latest and
greatest technologies to keep their attention, namely,
UTube, Twitter, and podcasts.

Special activities and assignments work best if they
involve: (1) critical thinking, (2) problem solving, and (3)
team-based learning. These activities are different from a
semester-long project and provide instant gratification to
students. I will share two examples of exercises that I use
in my Marketing classes.

Barter Game

In an introductory marketing class, divide the class into
teams, give them a list of items, and have them barter the
items with other teams to end up with a specified number
of each item. The team to complete the barter and accom-
plish the task first wins.

Market Ranking Exercise

I use this in my international marketing course. Have
teams of students develop product-specific indicators,
industry size indicators, and market growth indicators;
convert data into comparable indicators; weight each
indicator; and analyze results. This exercise gives stu-
dents hands-on experience in market selection and rank-
ing (Foley 2004, p. 52)
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INCREASING MOTIVATION IN CAPSTONE:
STRATEGIC MANAGEMENT: AN

ALTERNATIVE GRADING APPROACH
Brian A. Vander Schee, Aurora University

SUMMARY

Student concerns regarding course grading is ubiquitous
in higher education. Faculty concerns regarding student
motivation and students’ willingness to exert the effort
needed to achieve the grades they expect is also common.
The disconnect is cause for frustration on both sides with
students holding some power via student evaluations of
teaching with the balance of power resting with faculty as
they assign grades. Some might argue that faculty should
have all the power. However, others would suggest that
if the ultimate goal is to motivate students and foster
learning that the incongruence between student and fac-
ulty expectations could be addressed by having students
more involved in the grading process. This may be
particularly true at the senior undergraduate level where
students likely have a more accurate sense of their ability
as well as faculty expectations. This research intends to
add to the body of knowledge by examining the influence
of student selection of weights distribution on student
motivation and academic achievement.

A case-study approach was utilized in this research. A
grading agreement was administered on the first day of
class in two sections of the undergraduate Capstone:
Strategic Management course. The agreement asked
students to select the percentage weights distribution to
be used in calculating their final grade in the course.
Students were then asked to provide a written rationale
for their selections. Each student would be graded using
the weights distribution they selected. On the last day of

class in the same semester a survey was administered to
solicit student feedback on the self selection of weights
distribution process.

The results indicate that students tried to maximize their
strengths in making selections although there was no
significant difference in academic achievement. Student
written comments regarding self-selection weights dis-
tribution reflected their overall satisfaction with the pro-
cess. In general higher achieving students rated the expe-
rience more positively than lower achieving students.
Students perceived that they had more control over their
final grade and thus had reason to believe that they could
rather accurately predict their final grades based on their
effort.

Students often are overconfident about the grades they
expect to earn. Thus giving them the perception of more
control over grading at the outset by allowing students to
self-select the weights distribution may increase their
motivation, learning and accuracy regarding their ex-
pected final grades. This can be done without compro-
mising the actual final grades earned in the course as there
was no significant difference in final grades earned by the
self-selection group compared to the students in the
previous year where the traditional weights distribution
designed by the instructor was enforced.

This presentation describes the full research design,
findings and implications for business educators in greater
detail.
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THE ASSESSMENT JOURNEY: A CHAIR’S
MISSION OR A DEPARTMENTAL

EXCURSION?
Donnavieve N. Smith, North Central College

Brian P. Hanlon, North Central College

SUMMARY

While NCC prides itself on being student-focused, fac-
ulty may perceive administrative tasks, like assessment,
as being somewhat burdensome. In order to positively
influence faculty perceptions of assessment, the NCC
Assessment Committee has approached the process in a
very methodical fashion. This position paper is intended
to discuss the evolution of assessment at NCC by review-
ing (1) the challenges and issues facing the Assessment
Committee; (2) the use of an assessment database; and (3)
the risks associated with chair-driven assessment pro-
cesses. The discussants’ viewpoint is based on combined
experience garnered through membership on the cam-
pus-wide Assessment Committee and experience ac-
quired through the assessment practices used within a
specific department. In particular, this position paper will
explore who should be responsible for assessment and if
shared responsibility could positively influence the pro-
cess. A detailed examination of assessment procedures
within the Department of Marketing will be used to
support the need for a departmental approach to all
assessment activities.

The perspective of assessment at NCC has evolved tre-
mendously over the last decade. As NCC moved into the
new millennium, the Assessment Committee was charged
with developing procedures to manage the reports and
plans that were created by departments across the cam-
pus. In order to ensure that there was consistency across
all submitted plans and reports, an assessment database
was developed. This database contains reports (yearly),
plans (yearly), outcomes (by major and type of degree),
and mission statements for all programs. Currently, all
North Central Faculty can view plans, reports, and mis-
sion statements for various departments. However, the
departmental chair is the only individual that can enter
yearly plans and reports. The decision to provide depart-
mental chairs with sole responsibility for data entry was
based on the desire to bolster accountability. Yet, it has

produced a silo effect, with the chair of each department
shouldering the primary bulk of the responsibilities.

To date, faculty members have named a number of
factors that have challenged them during their respective
assessment activities. Most of the problems have been
related to the development of appropriate measurement
tools (rubrics), the inability to find an appropriate sample
population (minors, certificate programs, etc.) and con-
fusion regarding the type of information that should be
included in plans and reports. In addition, there has been
a knowledge gap between outgoing and incoming chairs.
In response to some of these issues, workshops have been
offered by the Assessment Committee and faculty mem-
bers from across campus have been invited to participate.
Generally, these workshops were attended by department
chairs. In some instances, other faculty members accom-
panied the chair but, in the majority of cases, the depart-
mental chair was the sole representative for their respec-
tive departments. As the Assessment Committee strives
to provide information to faculty across campus, most of
this information has been garnered and is retained by
departmental chairs. The lack of dissemination further
reinforces the silo effect that has impaired campus-wide
assessment.

It has now become evident that assessment must be
handled by multiple members of each department/pro-
gram in order to cultivate a true “culture of assessment.”
In order to truly engage faculty members throughout each
department, assessment tasks should be delegated to
multiple individuals within each department, with the
department chair overseeing all assessment procedures.
Assessment updates should be incorporated into depart-
mental and division meetings in an attempt to increase
accountability. Lastly, individual faculty members should
be provided with examples of ideal plans, reports, ru-
brics, etc. Assessment should be a transparent process
within each department and its respective division. If
multiple individuals are responsible for completing vari-
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ous tasks related to assessment, the workload can be
equally distributed across individual departments and
knowledge of assessment procedures will exist beyond
the departmental chair; thereby, alleviating the knowl-
edge gap that has existed between outgoing and incoming
chairs. The assessment process within NCC’s Depart-
ment of Marketing will be used to explore the benefits
associated with a departmental vs. a chair-driven ap-
proach to assessment.

The Department of Marketing had identified six learning
outcomes that would be examined over a five to six-year
period. During the 2007–2008 academic year, two mem-
bers of the four person department were responsible for
developing a rubric and collecting data through multiple
sections of NCC’s Introduction to Marketing course,
BUS 268. A single question was used to explore the level
of student knowledge regarding effective marketing plans
(outcome # 6) and the question was incorporated into the
final exam across the selected sections. Copies of student
responses were made and distributed to all members of
the marketing department, along with a rubric that each
member used to evaluate student responses. All identify-
ing information was removed in order to ensure student
anonymity. All members of the department evaluated
each student response (50 in total) and averages were
obtained across each item. A third member of the market-
ing department was responsible for taking the lead with

the data collection for the 2008-2009 academic year. All
faculty members decided to explore the third outcome,
which addresses students’ ability to understand and ex-
ecute marketing research techniques. Data was collected
through multiple sections of BUS 393, Marketing Re-
search, and all members of the department were respon-
sible for evaluating student responses.

This example illustrates the importance of a departmental
approach to assessment procedures. While the Depart-
ment of Marketing is an extremely small department, its
approach to assessment could be replicated by larger
departments. The distribution of assessment tasks and
responsibilities increases engagement and facilitates the
sharing of knowledge that is necessary to improve com-
pliance. As individual department members take on the
various tasks associated with assessment, they will be
compelled to explore the database, sample rubrics and
examples of ideal plans and reports. In short, joint re-
sponsibility for assessment activities could elevate the
quality of plans and reports through the deliberate shar-
ing of best practices. The shift from chair-driven assess-
ment to a departmental approach will change the way that
assessment is viewed across college campuses. Instead of
assessment being viewed as an arduous task, assessment
could be used as a tool to unify departments through the
focus on a common goal.
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A MAINSTREAM PEDAGOGY: THE HISTORY AND
CURRENT USAGE OF SIMULATION GAMES IN

MARKETING COURSES
A.F. Faria, University of Windsor

David Hutchinson, University of Windsor
William J. Wellington, University of Windsor

ABSTRACT

Business simulation games have been in use in university
classes since 1957. Currently simulation games are in use
in nearly every university in the U.S. Global use is high
as well. By business discipline area, marketing simula-
tion games are high in number and high in usage. This
paper presents a short overview of the history and current
usage levels of simulation games in marketing courses
and concludes that marketing simulation game usage has
to be considered to be a mainstream form of instructional
pedagogy.

A BRIEF HISTORY OF SIMULATION GAMES

While Wolfe (1993) and Hodgetts (1970) contend that
the origin of business simulation games can be traced
back nearly 5,000 years to the development of board
games and war games, the direct predecessors of the
modern business simulation game can be dated back to
1932 in Europe and 1955 in North America. In 1929,
Mary Birshstein was a high-ranking manager in the
Russian Bureau for the Scientific Organization of Work
when it was merged into the Leningrad Institute of
Engineering and Economics. While teaching at the
Leningrad Institute, Mary Birshstein got the idea to adapt
the concept of war games to the business environment.

In 1932, Mary developed a teaching exercise that simu-
lated the assembly process at the Ligovo typewriter
factory and used this exercise to train managers on how
to handle production problems (Gagnon 1987). From
1932 to 1940, Mary and her team at the Leningrad
Institute developed more than 40 similar training exer-
cises, simulating the production and distribution pro-
cesses at a number of different businesses. The work of
this group was then interrupted for a number of years by
World War II.

In North America, the modern simulation game dates
back to 1955. In that year, RAND Corporation developed
a training exercise that simulated the U.S. Air Force
logistics system. This simulation exercise, called
Monopologs, required its participants to perform as in-
ventory managers in a simulation of the Air Force supply
system in the same fashion that current marketing simu-
lations place participants into the roles of marketing
managers (Jackson 1959).

The first widely known simulation game, Top Manage-
ment Decision Simulation, was developed by the Ameri-
can Management Association for management training
in 1956 (Hodgetts 1970). The Business Management
Game was developed by the consulting firm McKinsey &
Company in 1957 (Andlinger 1958) and the first known
use of a simulation game in a university course occurred
in 1957 in a business policy course at the University of
Washington (Watson 1981).

From this point, the number of business simulation games
grew rapidly. An article that appeared in the Journal of
Marketing in 1962 (McGraith and Goeldner) listed 22
marketing simulation games then in use. The Business
Games Handbook, published in 1969 (Graham and Gray),
described 190 business simulation games of all varieties
and The Guide to Simulation/Games for Education and
Training (Horn and Cleaves 1980) described 228 busi-
ness simulation games in detail.

TYPES OF SIMULATION GAMES

Early business simulation games were quite simple with
respect to the number of decision variables included in
the simulation, the number of participants that could be
accommodated, the number of products produced and
markets served, and the amount of feedback provided to
the simulation participants. This was necessary as the
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models supporting the early simulation games were simple
and the early simulation games were hand scored
(Fritzsche and Burns 2001). As business schools ac-
quired access to mainframe computers, business games
migrated to this platform, and the complexity of the
games increased enormously. Presently, business games
are run on personal computers, allowing for quick and
easy input, easily changeable business environments,
and graphical display of results. While a few early mar-
keting games, such as Marketing in Action (Day 1962)
and Marksim (Greenlaw and Kniffin 1964) migrated
from hand scored versions to mainframe computer to PC
versions over a number of editions, most of the early hand
scored and mainframe simulation games have disap-
peared (Fritzsche and Burns 2001).

The movement of simulation games, including market-
ing games, from hand scored to personal computers can
be divided into five phases as shown in Table 1. Ralph
Day is considered by many to be the “father” of market-
ing simulation games and we can use one of his marketing
simulations, Marketing in Action, to illustrate the move-
ment of marketing games through the phases shown in
Table 1.

Marketing in Action (Day) was first published by the
Richard D. Irwin Co. in 1962. The first edition of Market-
ing in Action was hand scored and quite simple. Partici-
pant teams (a maximum of three) operated a company
producing one product for one market, made few deci-
sions and could only purchase two market research re-
ports. The second edition of Marketing in Action ap-
peared in 1968 and was now in mainframe format. The

new format allowed for an increase in the number of
competing companies (to five), products produced to two
and markets served to three. With two products and three
markets, the number of decision inputs increased enor-
mously (advertising and sales forces now had to support
two products in three markets as one example), the
amount and variety of performance results returned to the
teams grew enormously, and the number and variety of
marketing research reports available increased. The op-
portunity for administrator error was reduced signifi-
cantly and the amount of administrator time to get results
back to the participant teams was reduced as the simula-
tion went from hand scored to computer scored. A PC
version of Marketing in Action was published in 1990
which further greatly enhanced the complexity of the
simulation and ease of use. The change in the nature of
marketing simulation games as we moved from the hand-
scored phase to the PC era are shown in Table 2.

Business simulation games can be further divided into
top management games, functional games, and concept
simulations (Wolfe 1993). In top management simula-
tions, participants take on the role of the top executives of
a company and are responsible for the operation of the
entire organization and all of its functional areas includ-
ing production, marketing and finance. A functional
simulation concentrates on one major area of the busi-
ness, such as marketing. A concept game might concen-
trate on one specific field within a functional area of the
business enterprise. A traffic management, advertising,
sales force, inventory, or personnel simulation would be
an example of a concept game.

TABLE 1
Phases in the Development of Marketing Games

Phase Period Developments

I 1955 to 1963 Creation and growth of hand-scored games.

II 1962 to 1968 Creation of mainframe computer games and growth of commercially published
games.

III 1966 to 1985 Period of fastest growth of mainframe games and significant growth in game
complexity.

IV 1984 to 2000 Growth of PC-based games and development of decision making aides to
accompany games.

V 1998 to present The growth of business game availability on the Internet and run through central
servers.
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GAMING ORGANIZATIONS

As marketing games have grown in number, organiza-
tions supporting the development and usage of simula-
tion games have come into existence. ABSEL, the Asso-
ciation for Business Simulation and Experiential Learn-
ing, was formed in 1974. The first ABSEL meeting was
held in Oklahoma City, Oklahoma and attracted 101
attendees. ABSEL makes available the Bernie Keys
Library, named after the founder of ABSEL, which
contains all papers presented at all ABSEL conferences
from 1974 through 2009 as well as the Guide to Business
Gaming and Experiential Learning (Gentry 1990) and all
issues of the Journal of Experiential Learning. The
Bernie Keys Library now contains in excess of 2,200
papers and is available on CD by contacting ABSEL or
online at [www.absel.org].

The North American Simulation and Gaming Associa-
tion (NASAGA) was originally founded as the East Coast
War Games Council and dates back to 1962. The name of
the organization was changed to the National Gaming
Council in 1968 as the emphasis of the organization
changed from war games to business and economic
gaming. The name was changed once again (in 1975) to
the North American Simulation and Gaming Associa-
tion.

ISAGA, the International Simulation and Gaming Asso-
ciation, was founded in Birmingham, England in 1969.
ISAGA is a global organization but is primarily Euro-
pean based. ISAGA, like NASAGA, covers a range of
disciplines in which simulation games are used including
business and marketing. Other organizations that devote
part of their programs to business and marketing simula-

tions include SAGSET (Society for the Advancement of
Games and Simulations in Education and Training)
founded in 1969; JASAG (Japanese Association for
Simulation and Gaming) founded in 1989; SAGANET
(Swiss, Austrian, and German Simulation and Gaming
Association); OzSAGA (Australian Simulation and Gam-
ing Association); SSAGSg (Society of Simulation and
Gaming of Singapore); ECGBL (European Conference
of Games Based Learning); INDSAGA (Indian Simula-
tion and Gaming Association); and ThaiSim (Thai Asso-
ciation for Simulation and Gaming).

Each of the organizations identified here have yearly
conferences that are attended by hundreds of academics
and many representatives from business organizations.

GROWTH IN GAME USAGE

The Top Management Decision Game is credited with
being the first business simulation game used in a univer-
sity class (Watson 1981) in North America. This simula-
tion game was used in a business policy course at the
University of Washington in 1957. From this point,
business and marketing simulation game usage grew
quickly.

Growth in Simulation Game Usage in North America

The first survey of business simulation game usage was
reported in 1962 (Dale and Klasson 1962). This survey of
a sample of 107 AACSB member schools reported that
business simulation games were being used, in at least
one course, in 71.1 percent of the surveyed universities.
Table 3 shows overall results from later surveys of
business simulation game usage in North America.

TABLE 2
Shifts in Marketing Games Over Time

Feature Early Marketing Simulations Current Marketing Games

Mathematical model Simple equations Complex algorithms
Competing firms Few and fixed Many and variable
Products One and simple Many and complicated
Market segments One Few to many
Marketing decisions Few and simple Many and complex
Decision periods Few Unlimited
Input Paper and pencil Computer decision file
Output Sales data Varied reports and graphs
Platform Hand-scoring Personal computer
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Graham and Gray (1969) and Roberts and Strauss (1975)
repeated the survey of the same 107 AACSB member
schools in 1969 and 1975. As can be seen in Table 3,
business simulation game usage grew to 90.7 percent of
surveyed schools in 1969 and 94.5 percent of surveyed
schools in 1975. Faria (1987 and 1998) using a larger
sample of AACSB member schools found that business
simulation games were being used at 95.1 percent of the
surveyed schools in 1987 and 97.5 percent of the sur-
veyed schools in 1998. As such, business game usage
continued to increase at U.S. universities from the period
of first simulation game usage in 1957 through 1998, a
period of over 40 years.

While simulation game usage wasn’t reported by disci-
pline in the earliest studies, the two Faria (1987 and 1998)
surveys did report simulation game usage by discipline.
Table 4 shows simulation game usage by course area
from the Faria surveys.

Strategic management or business policy, essentially the
course area of first business simulation game usage in
1957, has remained the biggest course area for business
game usage. Marketing courses represent a very close
second course area for business simulation game usage.

As can be seen in Table 4, business simulation game
usage by discipline area, increased in each discipline
from 1987 to 1998.

While past studies, as reported in Tables 3 and 4, have
clearly shown that business and marketing simulation
game usage has grown through the years, these studies
have looked at usage within an entire business curricu-
lum at a particular university. More recently, Faria and
Wellington (2004) measured simulation game usage by
individual course instructor. Data for the Faria and
Wellington (2004) study was gathered by sending ques-
tionnaires via e-mail to a sample of 14,497 business
faculty members. The e-mail addresses for the survey
audience were obtained from the Web sites of all AACSB
member schools. In total, 1,085 responses were received
for a response rate of 8.4% of the effective e-mailings.
This is a very normal, even high, response rate for an e-
mail survey. Some basic findings from this survey are
reported in Tables 5 and 6.

The Faria and Wellington (2004) survey reported that
30.6 percent of the 1,085 survey respondents were cur-
rent users of business simulation games, 17.1 percent
were former users, and 52.3 percent were never users (see

TABLE 3
Survey Results of Business Simulation Usage

Study Sample Size Percentage of Simulation Users

Dale and Klasson (1962) 107 71.1%
Graham and Gray (1969) 107 90.7%
Roberts and Strauss (1975) 107 94.5%
Faria (1987) 315 95.1%
Faria (1998) 381 97.5%

TABLE 4
Simulation Usage by Course Area

Course Area Faria (1987) Survey Faria (1998) Survey

Strategic management/Policy 52.9% 65.7%
Marketing 51.0% 62.7%
Finance 24.8% 39.0%
Management 17.8% 44.5%
Accounting 8.9% 15.7%
Other 16.8% 18.6%
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Table 5). A current user was a survey respondent using a
simulation game during the semester in which the survey
instrument was being completed. A former user was a
survey respondent who had previously used a simulation
game (and likely would again in the future) but was not
using a simulation game during the semester in which the
survey instrument was completed. A never user was, of
course, a survey respondent who had never used a busi-
ness simulation game.

Table 6 shows, once again, that simulation game usage is
highest among instructors teaching strategy or business
policy courses, followed by general management and
then marketing courses. This is consistent with earlier
studies. The Faria and Wellington (2004) study of simu-
lation game users provides detailed information on cur-
rent simulation users, former users and never users (across
32 tables) for the interested reader who would like to
view the detailed study findings.

SIMULATION GAME USAGE OUTSIDE OF
NORTH AMERICA

A number of studies have addressed business and mar-
keting simulation game usage outside of North America.

Those studies known to exist will be briefly summarized
here. While not a survey of simulation usage, an article by
Isak Assa (1982) cites three universities in Bulgaria;
three universities in the Czech Republic; six universities
in Germany; two universities in Hungary; and four uni-
versities in Poland that were using management simula-
tion games in 1981. Table 7 presents survey findings of
business simulation game usage in the United Kingdom
(Burgess 1991), Australia (McKenna 1991), Hong Kong
(Chang 2003), and Thailand (Krabuanrat 2009).

The simulation usage findings presented in Table 7 for
the United Kingdom (Burgess 1991) and Australia
(McKenna 1991) represent findings with regard to busi-
ness simulation usage at universities in those countries.
The findings presented for Hong Kong (Chang 2003) and
Thailand (Krabuanrat 2009) represent usage levels among
individual university instructors within those countries.

The percentage of universities in which business simula-
tion games were being used in the United Kingdom and
Australia is lower than the percentages of usage in the
United States for the time period represented (see Tables
7 and 3). The percentage of individual university instruc-
tor usage in Hong Kong was slightly lower than that

TABLE 5
Current, Former, and Never Simulation Users

Number Percent

Current Users 332 30.6%
Former Users 186 17.1%
Never Users 567 52.3%

Total  1,085  100.0%

TABLE 6
Simulation Usage Rate by Discipline

Discipline User  Former User Never User Total

Strategy/Policy 50.0% 20.2% 29.8% 100%
Management 41.1% 18.7% 40.2% 100%
Marketing 40.9% 23.2% 35.9% 100%
Finance 22.6% 17.9% 59.5% 100%
Management Science 19.9% 14.7% 65.4% 100%
Accounting 10.6% 9.9% 79.5% 100%
Other 14.9% 10.6% 74.5% 100%
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reported for the U.S. while the percentage usage in
Thailand was similar to that reported in the U.S. (see
Tables 7 and 5).

DISCUSSION AND CONCLUSIONS

The review of the historical trends in simulation usage
would suggest that simulation game usage among busi-
ness academia is quite high and well dispersed across
business disciplines, across universities and across coun-
tries. There are also well established support groups for
business academics who wish to use simulations in the
form of ten academically based international associa-
tions that are devoted specifically to simulation games. In
addition, discipline based academic associations such as
the Marketing Management Association provide outlets
for research on the learning applications of simulation
games via conference tracks dedicated to marketing
simulation and gaming papers. Finally, journals have
been favorable to disseminating publications on simula-
tion research (Axelrod 1997).

An underlying theme that emerges from the review is that
one driving reason for the adoption of simulation games
for use in marketing courses is the belief that the experi-
ence produces positive learning outcomes. Specifically,
some of the key learning outcomes instructors mention
include: decision making experience, theory application,
and integration of functional business areas (Faria and
Wellington 2004). As well, marketing simulation users
rate this method of instruction as more effective than
traditional teaching methods (lecture and case).

Another driver of marketing simulation adoption is tech-
nological change in the form of cheaper, more widely
distributed and enhanced computing power which has
coincidentally allowed marketing simulation games to
become both more sophisticated while at the same time,
making them easier to use. Game designers have been
able to use technology advances to improve the ease of

use of the games, which has changed games from hand
scoring to personal computers to remote central servers.
These developments have made it easier for participants
to physically play the games and to do so asynchronously
while also making it easier for instructors to set up and
physically administer these simulation exercises. These
two occurrences have no doubt, greatly assisted in ex-
panding and maintaining the interest in using simulation
games in marketing courses.

A third driver of simulation adoption by marketing in-
structors involves the adaptability of marketing simula-
tion games. Simulation game designers have been able to
adapt the parameters of games for use in various other
disciplines, in graduate and undergraduate programs,
worldwide cultures, as well as for use in training pro-
grams for business organizations. The ability of game
designers to adapt games suggests that as specialized
‘concept’ games in marketing are created that it is likely
that increased usage will follow among marketing in-
structors teaching specialized topics.

A final driver in the adoption of marketing simulation
games is the interest by researchers in understanding how
games work, and their benefits for student learning. The
number of research studies and publications presented
over the years, as evidenced by the long history of
organizations such as ABSEL (founded in 1974) and
Simulation & Gaming (first published in 1969) suggests
that the design and usage of simulation games remains a
critical area of interest. The ongoing interest in under-
standing how business markets work through computer-
ized simulations of these markets combined with the
desire to understand how learning can be enhanced
through the application and creation of these simulations
will continue to drive the adoption process.

In conclusion, in the more than fifty years since business
simulation games were first put to use in North American
business schools, they have become a significant instruc-

TABLE 7
Simulation Usage Outside of North America

Country Sample Size Percent Simulation Users

United Kingdom (Burgess 1991) 162 56.2%
Australia (McKenna 1991) 58 55.2%
Hong Kong (Chang 2003) 142 24.6%
Thailand (Krabuanrat 2009) 127 31.5%
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tional tool in all aspects of the academic curriculum. The
use of marketing discipline-based business simulation
games has a history of nearly fifty years in which time
they have worked their way from being an innovative
“extra” exercise to becoming a regular instructional tool.
Based on this history, it is concluded that marketing
simulation game usage has to be considered a mainstream
form of pedagogy for marketing academics to teach the
marketing discipline.
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ABSTRACT

MBA students at Emporia State University regularly
participate in cross-functional consulting projects. The
consulting project requires students to integrate their
knowledge from the different business disciplines, pro-
vide business solutions based on the client’s needs, work
effectively with teammates to accomplish set goals, and
build trust-based business relationships with the local
business community. This paper provides background
information and logistics for the cross-functional project
at Emporia State University, which other institutions can
adapt. We explain how our instructional methods align
with AACSB requirements, and benefit students, institu-
tions, and business community. We include student re-
sponses about their experiences with the cross-functional
project.

INTRODUCTION

Business programs have come under severe criticism
during the recent financial fiasco, questioning the effec-
tiveness and competency of graduating students (Jacobs
2009). As a consequence, the pressure is on the universi-
ties to produce knowledgeable, innovative, motivated,
and accountable business leaders for the global economy
of the 21st century. To be successful, graduates must
detach themselves from discipline-specific silo thinking
and embrace a holistic business approach, strengthen
leadership expertise, and perfect interpersonal skills.
Graduate students at Emporia State University have the
opportunity to provide hands-on consulting to local busi-
ness. This experience shapes exactly those skill sets that

have become more in demand by today’s employers. The
consulting projects at Emporia State University are
uniquely structured to allow the synthesis of knowledge
from various functional disciplines. They further provide
a platform for the University and the local business
community to interact for mutual benefit. Lastly, the
projects offer ample opportunity for learning assess-
ments, which is strongly encouraged by The Association
to Advance Collegiate Schools of Business (AACSB
2007). This paper will explain the specifics of the cross-
functional consulting project, its multifaceted benefits,
and conclude with student feedback.

THE PROGRAM

The Emporia State University School of Business uses
cross-functional consulting projects to prepare MBA
students to become an integral part of local, national, and
international business development while perfecting their
leadership skills and entrepreneurial expertise. Students
enrolled in two core courses concurrently, e.g., Finance
and Marketing, are paired to form consulting teams.
These teams apply state of the art skill sets they acquire
in class to a real-life business in need of professional
advice. As Bovinet (2000) points out, students might
initially not possess the ability to connect theoretical
knowledge to real-world situations. For this reason, fac-
ulty at Emporia State University periodically assesses the
progress made by student teams and guide in the consult-
ing process to achieve professional standards. To repli-
cate the business environment, teams compete to provide
the best value-added solutions and strategies for the
client.
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The owners/managers of the business share their general
business concerns, needs, and prospects with the com-
bined classes in a joint session at the beginning of the
semester. Teams must then visit the business site and
meet with management and establish a working relation-
ship with the client. Teams also meet with local bankers,
representatives of the Small Business Development Cen-
ter, current and potential customers and suppliers, and
regional development officials all the while maintaining
discrete control of confidential information.

After researching the business and industry, teams con-
duct in-depth analysis using the techniques learned in
class. They apply critical thinking to formulate alterna-
tive strategies and develop arguments within teams to
produce the most desirable solution. Teams receive con-
fidential feedback from the faculty in an on-going basis
during this phase. Each team delivers a written business
plan to client and faculty. Each team presents individu-
ally their confidential recommendations to the client,
faculty, and a jury panel consisting of other, outside,
business professionals. Each team’s presentation is video-
recorded and reviewed in a joint session with both classes
in attendance. In this session, each team receives diag-
nostic feedback from anyone who has comments. The
ensuing discussion allows students to expand their
strengths and overcome any weaknesses. It does so by
allowing the individuals to “protest their innocence” or
explain their thought processes in a less defensive man-
ner. Faculty and often student observers can then clarify
why a particular strategy was (or was not) suited to the
situation. Learning takes place! The written business
plan becomes a vital artifact in the student’s portfolio
and, together with the real-life professional business
experience, and relatively pain free feedback, signifi-
cantly improves the student’s marketability.

UNIQUENESS

The cross-functional project at Emporia State University
goes beyond core courses of MBA programs and cross
disciplinary capstone courses that include traditional
case studies and analyses for companies where informa-
tion is publicly available (Evans 2008; Weinstein and
Barrett 2007). Although case studies on publicly traded
companies provide important evaluation opportunities
for students, the direct personal contact with a real
company’s leadership and the students’ felt responsibil-
ity toward the client are missing. Finney and Pyke (2008)
show that student interest in case studies increases if
students are familiar with the business. To nurture the
students’ interest, the cross-functional project at Empo-
ria State University accommodates a client-consultant

relationship between MBA students and the leadership of
a local business.

The cross-functional project at Emporia State University
stands out for its unique ability to combine high quality
business education, hands-on entrepreneurial experience,
leadership and networking opportunities, as well as ser-
vice to the community into the umbrella of the MBA
curriculum. Students have the unique opportunity for
experiential learning and to integrate textbook knowl-
edge across disciplines in real-world application with
lasting benefits to the community. Using this approach,
students far surpass the commonly tested lower level
cognitive domains of Bloom’s taxonomy such as com-
prehension and analysis and become equipped to succeed
at the synthesis and evaluation level (Bloom 1956).
Students now have the ability to transcend functional
silos, a skill highly demanded by today’s employers. This
value creation is “the raison d’être for business”
(Weinstein and Barrett 2007) and business schools.

MBA students at Emporia State University learn to be
self-driven and motivated to obtain information even if it
has not yet been taught in a classroom setting. Rather than
waiting until the end of their graduate education before
starting to work hands-on with businesses (Marshall,
Bolton, and Solomon 2000), our MBA students start this
process early on. At Emporia State University, MBA
students experience the cross-functional project as part
of their regular course work without signing up for
additional six required credit hours of application classes
(Marshall, Bolton, and Solomon 2000). We are able to
offer an integrated course in a one-year general manage-
ment MBA program. The one semester approach also
provides more flexibility. In the event that a student is not
able to participate, they can continue with the program at
another semester and restart in a new project with mini-
mal difficulties.

Additional differences between a programmed approach
at large and resource intense AACSB programs (Marshall,
Bolton, and Solomon 2000) and a more flexible approach
at smaller and more resource pinched AACSB programs
exist. Our approach allows a real-world competitive
approach wherein each team goes head-to-head with the
other teams. We further differ from the Marshall et al.
(2000) with respect to required student counseling by
faculty. Our faculty members are available to the students
on an as-needed-basis. It is up to the individual teams to
seek faculty advice (both within the college and across
campus). We examine teams’ periodic reports and inter-
vene only if necessary. Since we require each team
member to self-rate and to rate his/her individual team
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members’ abilities/contributions, the slackers are fer-
reted out and receive a lower grade.

It is also worth noting that the cross-functional project
offers multiple opportunities to evaluate student learn-
ing, which is highly valued by AACSB. Most learning
goals of any business program can be evaluated with the
cross-functional project. At Emporia State University,
MBA students should expect to:

♦ Have a comprehensive understanding of the func-
tional areas of business and the relationship among
these areas.

♦ Apply critical thinking skills in making strategic
business decisions.

♦ Develop a process to analyze the implications of
making socially responsible.

♦ Work effectively in a team environment to achieve
strategic management goals.

♦ Recognize and consider variables having a global
impact.

Written exams, team work projects, written business
reports, recommendations for a local business and the
impact on its community, and oral presentations are
prime opportunities to evaluate all stated program goals
with one cross-functional course setup.

SAMPLE INSTRUCTIONS

The final product of the cross-functional project is a
written business plan for the client business, with specific
questions focusing on the client’s need and the expertise
of the supervising faculty discipline. The following pre-
sents sample instructions that highlight marketing and
finance aspects:

Marketing:

♦ Situation Analysis – visit the business, examine
operations for current factors which contribute to
and/or reduce success.

♦ SWOT Analysis – pay attention to the differences
between factors which are firm specific vs. those
which affect the industry.

♦ Suggested alterations in Marketing/Promotional
mix – what will the new potential owner need to do
to make this a going concern?

♦ Sales Forecast – provide sales estimates for the firm
with and without suggested marketing changes (3
years, by month).

♦ Bibliography – cite all sources, including conversa-
tions.

Finance:

♦ Profit & Loss Statement (Income Statement) – estab-
lish monthly projections for first 36 months of opera-
tions.

♦ Cash Flow Statement – develop monthly projections
for first 36 months of operations.

♦ Balance Sheet – annually; begin at the starting date
of the business and update on an annual basis.

♦ Three sets of financial projections: pessimistic, ex-
pected, and optimistic. Sales forecasts have to be
substantiated.

♦ Business valuation – what is the appropriate pur-
chase price for the business?

The focus of the students’ attention can be adjusted for
any functional area and business need. A business plan
however is the core deliverable.

TEAMS

Oftentimes students choose their teammates themselves
(Marshall, Bolton, and Solomon 2000). This process of
team formation is convenient for the students, but it is far
removed from real-world business settings where em-
ployees cannot simply pick and chose their colleagues
they want to work with. To maximize the benefits from
the team experience, faculty at Emporia State University
exercises great care in the formation of student consult-
ing teams. Teams are balanced for International/Ameri-
can citizenship and for gender. It is extremely worthwhile
to match American women with men from international
cultures which have strong viewpoints on gender issues.
Of greater difficulty is dealing with team membership for
women from cultures which have less aggressive lifestyles.
To the extent possible, no team should have more than
two members from any particular culture.

RECOMMENDED DOCUMENTS

Binding documents convey professionalism to the MBA
students and the client, and also protect the University
from potential harm. Specifically, it is recommended that
all participating students sign a confidentiality agree-
ment, which can be copied and handed to the client. The
confidentiality agreement helps the client to overcome
any hesitation of sharing sensitive information with a
group of students. At the same time, students feel more
responsibility and respect toward the business and their
hands-on project.
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A waiver of claims, indemnification and release of liabil-
ity protects the University from potential lawsuits. Simi-
lar to indemnity agreements between clients and profes-
sional consultants, waivers should be signed by the client
business to fully release and forever waive any and all
claims against the University.

If desired, participating faculty can also require students
to sign statements of ethical conduct. This statement
reminds the students to act in an ethical manner in class
and in connection with the class. Students should have a
complete understanding of the consequences of unethical
conduct (e.g., withdrawal from class).

BENEFITS

The cross-functional project has wide ranging benefits to
students, the institution, and the community.

To the Students

Students are demonstrably more enthusiastically involved
in this project format and exhibit greater initiative for
self-directed learning. This is because they consult for a
real-world business and face real consequences and re-
wards. Among these consequences are the potential for
bad grades (pay-for-performance) and, because the indi-
viduals are ranked, the loss of stature afforded to the
poorer players. Invariably, the teams work hard and
successfully achieve rewards instead of consequences.

The mastering of fast-changing group dynamics and the
satisfaction of gaining new insight into the business
world are some of the key benefits that enhance the
students’ learning experience and outcome. The more
deeply involved students are more confident in present-
ing their findings and in answering questions from the
panel. Their less-well-prepared peers take note of this
and often alter their approach in future classes.

The interaction between text-based knowledge and the
clients’ personally held beliefs and practices (true or not),
forces a more rapid, more complete and more beneficial
change in student learning. This improved interpersonal
behavior is validated in the transition to business upon
graduation. Students also learn to develop a trust-based
business relationship with the client in part by appropri-
ately handling their confidential information and in part
by learning to address sensitive issues with the client in
a non-aggressive, sensitive manner.

In reality, an MBA program is often the first instance
where students really have to deal with people who are as
bright (or brighter) than they are. Some find that they

were not as prepared as they believed. The cross-func-
tional project provides students with ample opportunities
to polish their leadership skills, entrepreneurial skills,
team negotiation tactics, and cross-gender/cross-cultural
tolerance levels. Students aspire to produce the best
consulting results. Therefore, teams develop successful
working relationships. In the process, students establish
pecking orders and learn to work with national and
international teammates by rising above the cultural,
gender and language barriers. To actively promote aware-
ness and acceptance of team members with different
backgrounds, faculty construct each team with both gen-
ders, as well as a balance of ethnic and cultural back-
grounds and to the degree possible, include diverse work
experience. Because of project complexity, individual
team members take leadership of various focal points in
the project.

Students obtain access to and work closely with the
School’s Small Business Development Center, local
banks, and other professional institutions depending on
the specifics of the project. These interactions, along with
the client business and with the jury panel, provide
priceless networking opportunities for students. The cross-
functional project allows students to impress potential
future employers, to prepare items for their portfolio and
to secure invaluable career advice and job recommenda-
tions.

To the Institution

The depth and breadth of the cross-functional project
allows the School of Business to incorporate previously
identified assessment goals into the syllabi of the partici-
pating courses. The written report, oral presentation, and
team experience offer multiple avenues to assess these
program goals such as expanding comprehensive under-
standing of business, applying critical thinking skills and
social responsibility, excelling in a team environment,
using technology, and, depending upon the business,
acting on global issues.

The regular interaction between institution and client
keeps faculty up to date on the most current business
developments and local needs. This also serves, through
client word-of-mouth, to generate continuing desire within
the community for this service from our institution. This
ongoing community service improves an already favor-
able public opinion and increases positive relations with
the community. In those instances where the confidenti-
ality of the client would not be violated, there is opportu-
nity for increased publicity for the MBA program and its
benefits to the state. Because the institution’s graduates
exit well-prepared for the business world and receive
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attractive placement offers, this reflects positively on the
institution’s reputation.

To the Community

The cross-functional project offers, in a small town,
professional consulting service free of charge to small
businesses as well as to nationally and internationally
oriented local and regional companies. This service,
which is often too expensive for smaller businesses to
afford, can increase the success of users thus increasing
local tax revenues and providing new jobs. Further, the
client can pick and choose among components of several
alternative business plans from the competing teams
rather than having the often canned opinion of just one
consulting firm. Since businesses interact with a group of
students for an entire semester, they can pick from the
cream of the crop and thereby obtain early access to
graduating students before the students officially enter
the job market.

TRANSFERABILITY TO OTHER
INSTITUTIONS

The cross-functional project can be easily transferred
across institutional boundaries. Schools which desire
successful implementation must be willing to consis-
tently offer paired classes so that students become aware
of the added value to the program and their career
potential. Faculty who enjoy the interaction with local
businesses and who are open to adjust their course
content to address the current demands of business in
today’s economy provide the most successful models for
students in the program. In this professional environ-
ment, students eagerly distinguish themselves by step-
ping outside the traditional classroom experience into the
real world and make a lasting impact on their local
community. General guidelines for presentation evalua-
tion are included in the appendices.

STUDENT FEEDBACK

Students who have previously participated in the cross-
functional project at Emporia State University have pro-
vided positive feedback to the School. Sample comments
include:

“I was very motivated to provide a quality report for
our real life investors. A text book case would have
not provided me with the same motivation.”

“The greatest thing was the reality of the situation;
the investors are going to rely on our report to make
a decision.”

“I really liked the fact that the project was dealing
with an actual business and clients.”

“Since we were presenting to our actual clients, I
think it made people work harder.”

“The videotaping was helpful because students don’t
often get to go back and see themselves presenting.
We all noticed bad habits we may have during
presenting (i.e., posture, twitches, and fillers) and
learned what we each do well. I would try not to use
as many fillers in my next speech.”

“Real World Applications make the class!”

“I really learned a lot from the project.”

“Groups were difficult due to culture and language
differences. Feel like knowing English (sic) put me
at a disadvantage as far as workload. Possibly my
fault for allowing this to happen.” (From one of the
U.S. students who struggled.)

CONCLUSION

Several MBA programs offer cross-functional projects.
However, the cross-functional project at Emporia State
University is unique in several ways. Local businesses
that need professional consultations to improve, or some-
times to survive, benefits the most, which preserves and
improves the local economy and employment opportuni-
ties. Emporia State University creates a competitive
environment for the consulting teams because multiple
teams consult for the same client confidentially. This, in
turn, motivates the teams to develop the most beneficial
solutions for the client business’ enhancement. Faculty
involves potential financiers, such as local banks and
Small Business Development Center, in the process, and
thereby assists the client in obtaining additional financ-
ing fast. In addition to offering new business strategies,
student teams help the client to identify new sources of
suppliers and potential new customers. Students not only
transcend the functional silos to offer business solutions
to an existing business, but they also improve their
entrepreneurial skills and leadership skills because they
offer holistic solutions to the client. The team composi-
tion enables students to overcome cultural and gender
biases. The subsequent screening of the video recording
of the confidential presentation by individual teams to the
whole class and the following discussions provides an
excellent opportunity to learn from peers and competi-
tors. Students learn firsthand about ethical behavior,
trust-based business relationships, and how to handle the
client’s confidential information. We believe that the
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cross-functional project goes beyond the requirements of
AACSB standards to create a win-win situation for ev-
eryone involved and the community at large.
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APPENDIX
General Guidelines for Presentation Evaluation

Rating Categories 4 7 8 10 Comments

1 Appearance of the presenters:
Business Dress?

2 Quality of the oral presentation. Were points
made clearly, concisely and in a timely fashion?

3 Quality of the visual aids used. Were they clear and
easy to understand?   (0 aids, 0 pts)

4 How interesting was the Presentation?

5 Marketing Strategies & Tactics: Were they viable
given firm capabilities?

6 Marketing Implementation: Likelihood the client can
enact these tactical changes?

7 Quality of the financial analysis. Were financial
strengths and weaknesses pointed out and appropriate
recommendations offered to improve weaknesses?

8 Quality of the “bottom line” presentation. Is the
project feasible, and why is that so?

9 Quality of the support for the recommendations
to the Client?

10 Overall value to the firm’s future? How thoroughly do
you think this project was researched and prepared?

4 = Poor 10 = Excellent
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THE TRAIT OF COMPETITIVENESS AND
ITS RELATIONSHIP TO MARKETING
SIMULATION GAME PERFORMANCE

IN AN INTRODUCTORY
MARKETING CLASS
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ABSTRACT

A pretest-posttest experimental design was used to mea-
sure for possible changes in the trait of competitiveness
in students who took part in a simulation exercise con-
ducted in a Principles of Marketing class. The study
involving 348 students found there was no change in
competitiveness for the whole class but there were changes
within performance groups. There was a significant dif-
ference in ending rank order simulation performance for
highly competitive students versus low competitive stu-
dents for both the pretest and posttest measures of com-
petitiveness.

Keywords: Marketing Simulation Game, Decision Mak-
ing, Competitiveness

INTRODUCTION

The use of marketing simulation games as part of intro-
ductory marketing course instruction is intended to pro-
vide students with business decision making experience
and help them develop the traits associated with success-
ful business people. The issue of whether the experience
of playing simulation games makes students better busi-
ness decision makers or helps them develop the traits of
good business people has not been conclusively demon-
strated. If simulation games are a meaningful educational
experience, one would hope that business decision mak-
ing skills and the traits of good business people are
developed as a result of the simulation experience. Deci-
sion making skills are very hard to measure in an objec-
tive fashion. Most often, the evidence of good decision
making is ascribed to superior performance results from
the simulation play. However, this evidence most often

turns out to be prima facia and tautological. Superior
performance must result from superior decisions and
superior decisions should arise from superior decision
making.

Successful business decision makers undertake decision
making in competitive environments. Intuitively, one
would assume that good decision makers develop andl

demonstrate the trait of competitiveness to cope with
competitive business environments. The majority of pub-
lications reporting on competitiveness as being an impor-
tant trait for marketing success have involved studies on
the traits of successful salespeople (Arnott 1995; Balaji,
Netemeyer, and Boles 2002; Brewer 1994; Brown, Cron,
and Slocum, Jr. 1998; Jones 1996; Plotkin 1987; Wang
and Netemeyer 2002). Given that personal selling expe-
rience is one of the key career paths for marketing
students, this would seem to be an important trait for them
to possess. If one is not competitive then the ability to
succeed in the business environment is likely reduced. If
the experience of business simulation decision making
enables marketing students to become more competitive,
it would have value beyond the development of good
decision making skills.

LITERATURE REVIEW

Past research has examined the relationship between
student performance in simulation competitions and a
wide range of variables. Among the variables examined
have been numerous personality characteristics, locus of
team control, achievement motivation, previous aca-
demic performance, time pressure, ethnic origin of team
members, gender, team size, previous business experi-
ence, team organizational structure, method of team
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formation, and grade weighting (Anderson and Lawton
1992; Brenenstuhl and Badgett 1977; Butler and
Parasuraman 1977; Chisholm, Krishnakuman, and Clay
1980; Edge and Remus 1984; Faria 2001; Gentry 1980;
Glomnes 2004; Gosenpud 1989; Gosenpud and Miesing
1992; Hergert and Hergert 1990; Hornaday 2001; Hsu
1984; Moorhead, Brenenstuhl, and Catalanello 1980;
Newgren, Stair, and Kuehn 1980; Patz 1990; Roderick
1984; Walker 1979; Washbush 1992; Wheatley, An-
thony, and Maddox 1988; Wolfe, Bowen, and Roberts
1989). Summarizing much of the past research have been
major review articles by Greenlaw and Wyman (1973),
Keys (1976), Wolfe (1985), Miles, Biggs, and Shubert
(1986), Wolfe and Keys (1990), Randel, Morris, Wetzel,
and Whitehall (1992), and Faria (2001).

Several factors may explain good performance in a simu-
lation competition. For example, it is possible that good
students will consistently outperform poor students. To
test this, a number of studies have examined the relation-
ship between grade point average (GPA) and simulation
performance. While some studies have reported a posi-
tive relationship to exist (Hsu 1989; Wolfe and Chanin
1993; Wolfe and Keys 1990) many others have found no
such relationship (Faria 1986; Glomnes 2004; Gosenpud
1987; Gosenpud and Washbush 1991; Norris and Niebuhr
1980; Wellington and Faria 1994).

Learning is another obvious factor that might lead to
good simulation performance and several studies have
examined this relationship. Learning is generally mea-
sured by performance on end of course examinations.
While two studies have reported a relationship between
simulation performance and performance on mathemati-
cal problems (Faria and Whiteley 1989; Whiteley and
Faria 1990), many other studies report no relationship
between superior simulation game performance and per-
formance on course final examinations (Anderson and
Lawton 1992; Washbush and Gosenpud 1993; Wellington
and Faria 1991; Whiteley 1993).

A number of studies have examined the personality traits
of successful simulation game players and successful
business executives (Babb, Leslie, and VanSlyke 1966;
Gray 1972; McKinney and Dill 1966; Vance and Gray
1967; VanSlyke 1964). These studies have generally
shown that the characteristics of successful game players
conform to those of successful business executives. Ad-
ditional studies have examined the decision-making styles
of successful simulation participants and successful busi-
ness executives (Babb and Eisgruber 1966; Wolfe 1976).
These studies reported that the decision-making styles of
successful executives and game players were similar.

Several longitudinal studies have been undertaken in
which a student’s business game performance is com-
pared to some measure of subsequent business career
success (e.g., number of promotions, job title, salary
level, number of salary increases, management level in
the company hierarchy, etc.). Good simulation perfor-
mance might suggest something about an individual’s
managerial skills and, hence, serve as a predictor of later
career success. One early longitudinal study (Norris and
Snyder 1982) did not find a correlation between business
game performance and later career success but two more
comprehensive studies have reported such a correlation
(Wolfe and Roberts 1986; Wolfe and Roberts 1993).

Four studies have reported that successful business simu-
lation game participants practice strategic management
(Gosenpud, Miesing, and Milton 1984; Gosenpud and
Wolfe 1988; Miesing 1982; Wolfe and Chanin 1993). In
these studies, strategic management was considered to
exist when the team developed clear goals, analyzed the
external environment in which they were operating,
understood their strengths and weaknesses, developed
clear strategies as part of a formal plan, monitored their
performance, and took corrective action when needed.

The research studies cited above suggest that good simu-
lation performance might be related to student grade
point average, student learning in the simulation compe-
tition, the personality characteristics of the simulation
participants, the decision-making style of the partici-
pants, or the degree of formal planning of the superior
performing teams. As well, several longitudinal studies
have suggested that good simulation performers will be
more successful in later business careers.

Past research on the relationship between student perfor-
mance in simulation games and their level of competi-
tiveness has been very limited. The majority of articles
which address competitiveness as a trait usually do so by
presenting the concept as one of either an axiom or an
anecdote, describing competitiveness as a given for suc-
cessful performance. For example, Badgett (1980) indi-
cates that when teams are being formed that instructors
should consider “competitiveness” when creating teams.
A description is provided stating that “competitiveness,
concerns the degree to which each team is able to com-
pete effectively during the simulation exercise,” (Badgett
1980, p. 107). Badgett (1980) does not provide a specific
means by which one is able to operationalize competi-
tiveness beyond this description.

Wooten and White (1980) present a model of manage-
ment skill development. In the model, a number of key
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behavioral factors that managers need to develop are
defined as follows: “Behavioral factors or attributes are
those which are specific or unique to the individual alone
and deal with the individual’s personality operations and
processes. Such factors include ego states, self-concept,
motivation, frustration, avoidance, sociability, prejudice,
tolerance, confidence, independence, sensitivity, confor-
mity, passivity, competitiveness, conventionality, trust,
acceptance, dominance, extraversion, rigidity, apathy,
defensiveness, and conservatism” (Wooten and White
1980, p. 94). Once again, competitiveness is identified as
a desirable trait but it is not operationalized.

Similarly, Meyers (1982) presents a list of 89 skills,
abilities, attitudes, and personal characteristics which
business students should possess and could be developed
as a result of business simulation game play. The list was
developed by the American Association of Collegiate
Schools of Business (AACSB) as a basis upon which
business programs could base their output measures of
student performance. The list of 89 items was not priori-
tized but competitiveness was identified on the attitude
list although, once again, an operational measure was not
provided.

Similarly, in describing the factors that lead to good
performance in a simulation game employed as part of a
weekend MBA program, Lee (2002, p. 219) states: “Com-
petitiveness is a strong factor in achieving success, but so
is a strong background in business and the ability to
quickly analyze financial data.”

Cassidy, Brozik, and Brozik (2009) reported on their
experiences using five different simulation games in both
India and the United States. They commented that “The
Indian students were much more competitive than their
counterparts in the U.S. This was manifested in each of
the experiential exercises and the entire academic pro-
cess in both classes. In virtually all cases, outcome
performance seemed to take precedence over process
performance” (Cassidy, Brozik, and Brozik 2008, p. 32).
These authors go on to further comment that the Indian
students were so competitive that they broke game rules
to win.

In essence, all of these articles report on the concept of
competitiveness and its relevance to simulation play and
performance as an axiom and as such they do not present
any objective measures of the trait or its state of change.

Only a single published empirical study in the simulation
literature which investigated competitiveness and simu-
lation performance could be found (Neal 1997). Neal
(1997) studied both competitiveness and group cohe-

siveness among undergraduate students who played the
Markstrat2 simulation game as part of their strategic
marketing management class. Neal (1997) measured
competitiveness with a thirty-item scale (Cronbach’s
alpha of .885) which was drawn from the Sales Perfor-
mance Index (Dakin and Arrowood 1981). Neal’s (1997)
study used “teams” as the unit of analysis and although he
had a sample of 126 undergraduate students they played
the Markstrat2 simulation in five industries of five teams
giving him 25 units of analysis. The teams were formed
in accordance with their scoring on the competitiveness
scale such that he had one team in each of the five
industries with highly competitive individuals, three teams
with moderately competitive individuals and a single
team of less competitive individuals. This provided for a
balanced representation but with so few units of analysis
available it would be difficult to detect anything but the
largest of effect sizes. In light of this limitation, Neal’s
(1997) finding that competitive disposition was not a
significant influence on performance was not surprising.

Mowen (2000) presents a model of motivation and per-
sonality for consumer behavior. Although Mowen (2000)
was concerned with consumer decision making more
than managerial decision making, he developed a simple
but highly reliable four item scale to measure the trait of
competitiveness. The authors felt that this scale would be
appropriate to adapt to the research in this paper and was
used as the measure of competitiveness.

 The present study seeks to overcome the limitation of a
single empirical study on simulation game performance
and competitiveness and provide some empirical evi-
dence to support the notion that the trait of competitive-
ness affects performance over the course of a marketing
simulation game experience. This study differs consider-
ably from that of Neal (1997) by employing individuals
as the unit of analysis instead of teams, attaining a usable
sample size of 348 students and using a four-item scale to
measure the trait of competitiveness.

PURPOSE AND HYPOTHESES

The purpose of the present study is to determine how the
experience of a marketing simulation game will enable
students to develop the trait of competitiveness which is
often ascribed to good decision makers. Based on past
research findings, and the intuition of the authors, the
following four hypotheses will be tested:

H1: As a result of simulation play, students will become
more competitive at the conclusion of the competi-
tion than they were at the beginning.
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H2: As a result of game play, students will become more
positive toward the simulation at the conclusion of
the competition than they were at the beginning.

H3: Well performing students will be more competitive
at the conclusion of the simulation than less well
performing students.

H4: Well performing students will have a more positive
attitude toward simulation play than less well per-
forming students.

METHODOLOGY

The subjects for the research to be reported here were 632
students who completed a Principles of Marketing course
from the same instructor in three different semesters in
which Merlin: A Marketing Simulation (Anderson,
Beveridge, Lawton, and Scott 2004) was used. The
Merlin simulation is well suited for use in an introductory
marketing course as it covers primarily the 4 Ps decision
areas. Each decision period represents three-months of
business activity. The participants played as single mem-
ber companies divided into industries of seven compa-
nies and participated in an eight period competition.

The students were asked to complete a self-report ques-
tionnaire at the beginning and end of the simulation
exercise which contained measures of their competitive-
ness and attitudes toward the Merlin simulation. The
competitiveness measure was a 4-item scale with a re-
ported alpha reliability of .92 which was developed by
Mowen (2000). These scale items were measured using
a seven-point Strongly Agree-Strongly Disagree scale
with lower numbers meaning more competitiveness. The
attitudes toward Merlin measures were developed by the
authors also using a seven-point Strongly Agree-Strongly
Disagree scale with lower numbers indicating a more
positive feeling toward the simulation. Only students
who completed both the first and last questionnaires were

included in the analysis. This resulted in a sample of 459
students who completed both questionnaires. An analy-
sis of responses indicated that a number of students
undertook the completion exercise as a “mindless” en-
deavor producing 21 respondents who had extremely
unreliable questionnaire responses. They were removed
from the analysis reducing the sample to 438. There were
students who had consistent responses but had missing
data for some questions. These respondents were re-
moved from the analysis reducing the sample size further
to 383. Finally, an analysis of the kinds of responses to the
survey questions indicated that the “last” place perform-
ers provided “reliable” responses but the level of their
responses was highly inconsistent with the rest of the
sample. In essence, they seemed highly blasé about the
results of the simulation since they knew they expected to
finish last. As such, their responses were removed from
the analysis as well resulting in a final sample of 348
students producing a 55.1 percent response rate.

The questionnaire items were factor analyzed using a
principal axis factoring technique and a varimax rotated
solution to establish discriminant validity among the
constructs. In undertaking the factor analysis it was
found that the competitiveness measures and attitude to
Merlin measures loaded very heavily on separate factors.
As such, the constructs were considered to possess ac-
ceptable discriminant validity. The resultant scale
reliabilities for both pretest and posttest questionnaire
results are reported in Table 1. The average values of the
scale items for each respective scale were used in the
hypothesis testing analysis.

In the Merlin competition performance was measured
using a ranking based on the Merlin performance index
composed of sales, earnings, return on sales and forecast
accuracy which was weighted 5 percent, 85 percent, 5
percent and 5 percent respectively resulting in the partici-
pants ranking from first to last place within their indus-
tries (e.g., from first to seventh).

TABLE 1
Pre-Test and Post-Test Measurement Scale Reliabilities

Scales N Number of Items Alpha Reliability

Pre-test Competitiveness 348 4 .766
Post-test Competitiveness 348 4 .764

Pre-test Attitude to Merlin 348 4 .761
Post-test Attitude to Merlin 348 4 .795
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H1 and H2 were tested using a paired t-test procedure to
compare the competitiveness and Merlin attitude scale
ratings for the whole group at the beginning of the
simulation and the end of the simulation to determine if
there was a difference for the whole class. In addition, a
paired t-test procedure within performance groups was
undertaken to see how competitiveness and Merlin atti-
tude scale ratings changed in relation to performance
results.

H3 and H4 were tested using ANOVA. It must be ac-
knowledged that the performance data were ordinal and
involved Hi and Lo dependent variables for competitive-
ness and attitude to Merlin versus the independent vari-
ables of game rank order performance, expected rank
order performance, course grades, and time spent playing
Merlin. As such, it can be argued that it would be most
appropriate to use a non-parametric procedure such as the
Kruskal-Wallis One-Way Analysis of Variance by Ranks
test since it fits the data best. However, when samples are
large as in this case (348 students and at least 35 individu-
als in each ranking group), “parametric tests are robust to
deviations from Gaussian distributions. . . . Unless the
population distribution is really weird, you are probably
safe choosing a parametric test when there are at least two
dozen data points in each group” (Motulsky 1995). Con-
sequently, the parametric ANOVA procedure was also
used to compare competitiveness and attitude to Merlin
versus Merlin rank order performance as a factor vari-
able. The decision to use ANOVA was based on the fact
that its output is more illustrative than that from the
Kruskal-Wallis tests and, presumably, it would produce
the same test results.

FINDINGS

The overall findings with respect to H1 and H2 which
were tested with a Paired t-test are reported on in Table 2

and Table 3. The findings support the rejection of H1 and
the cautious acceptance of H2.

To test H1, the average competitiveness scale rating of
the student responses on the competitiveness scale on the
pretest questionnaire were compared to the average of the
responses on the posttest questionnaire using a paired t-
test to determine if there was any change. As shown in
Table 2, although the average level of competitiveness
increased between the beginning and end of the simula-
tion as hypothesized, this change was not statistically
significant for the whole group. However, Table 3 indi-
cates that for top performers (ranks 1 and 2) and poor
performers (ranks 5 and 6) the level of competitiveness
did shift with top performers becoming more competitive
and poor performers becoming less competitive although
the significance level for the sixth place performers in
only marginal. The middle of the road performers (ranks 3
and 4) did not change. As such, H1 is rejected.

H2 examines whether students became more positive to
the Merlin simulation or not by virtue of their experience.
The findings reported in Table 2 indicate that the average
attitude toward Merlin underwent a modest positive
change from start to finish with a marginal level of
significance at the .10 level. The data in Table 3 is very
clear. The top performers (ranks 1 and 2) became more
positive and the differences were highly significant, the
middle of the road performers (ranks 3 and 4) did not
change in attitude and the poor performers (ranks 5 and
6) became more negative and the differences were highly
significant. It was hypothesized that the attitude of the
group as a whole would become more positive. Clearly,
top performers became more positive and poor perform-
ers less positive. Given that the “overall” group attitude
was generally more positive but only marginally signifi-
cant, H2 is cautiously accepted.

TABLE 2
Pretest-Posttest Paired Comparison t-test Results for H1 and H2

Pre-Test Post-Test
Comparison of Changes t-test N Mean Mean t Sig.

H1: Pre-test vs. Post-test Competitiveness 348 2.903 2.842  .994 .321
H2: Pre-test vs Post-test Merlin Attitude 348 3.761 3.612 1.937    .054**

** marginally significant at .1 level

Note: Measurement scales were 1–7 points, with lower numbers meaning more competitive and more positive
attitude toward the simulation.
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The overall findings from the ANOVA analysis for H3
and H4 are reported on in Tables 4 and 5. The findings
support the acceptance of H3 and H4. In addition, the
results reported in Table 3 indicate that there were signifi-
cant changes in the levels of competitiveness and atti-
tudes toward Merlin among top performers and bottom
performers with top performers becoming more competi-
tive and more positive toward the Merlin simulation and
bottom performers becoming less competitive and more
negative in their attitudes toward the Merlin simulation.
These findings support the acceptance of H3 and H4.

A partial least squares structural equation modeling analy-
sis, using PLS Graph 3.0 (Chin 2001), was used to further
investigate whether the game influenced the perception
of competitiveness and the player’s attitude toward the
game (H3 and H4). According to the standardized coef-
ficients (ß) in Figure 1, the initial (R1) expected rank by
the student was influenced by their competitiveness and
their attitude toward the game (Merlin attitude). Accord-
ing to the small R2 of the ending (R2) expected rank
construct, the expected rank (R1) appears to be only one

factor that influenced the game performance. Other fac-
tors may have included individual capabilities, the ability
of competitors, or decision entry errors, which were not
measured. One other factor considered was time spent on
the weekly decisions. However, this did not appear to be
a significant factor. The final (R2) expected rank did
correlate well with the ending game performance rank, as
anticipated. In addition, R2 expected rank appeared to
influence R2 competitiveness and R2 Merlin attitude,
which supports H3 and H4.

The results of the PLS analysis also indicated that an
individual’s perception of their competitiveness at the
start of the game was a reasonable predictor of their
competitiveness at the end of the game. The path analysis
suggests that the performance during the game acted as a
modifier of the competitiveness of the individual. In
other words, good game results positively reinforced the
competitiveness attitude of the player. The PLS analysis
also suggested that an individual’s initial attitude toward
the Merlin game was a reasonable predictor of their
attitude throughout the game. However, the game results

TABLE 3
Pretest-Posttest Paired Comparison Results for H1 and H2 by End Performance Ranks

Comparison of Changes t-test End Pre-test Post-test
Rank N Mean Mean t Sig.

H1: Pre-test vs. Post-test Competitiveness 1 68 2.841 2.482  2.14 .036*
2 67 2.697 2.361  2.81 .006*
3 62 2.866 2.741  .84 .404
4 51 3.049 3.014  .21 .834
5 53 2.919 3.415 -3.51 .001*
6 47 3.154 3.345 -1.70 .095**

H2: Pre-test vs. Post-test Merlin Attitude 1 68 3.603 2.658 5.85 .000*
2 67 3.679 3.018 4.09 .000*
3 62 3.737 3.491 1.85 .069
4 51 3.823 4.024 - .91 .364
5 53 3.797 4.325 -2.84 .006*
6 47 4.026 4.744 -4.11 .000*

* significant at the .05 level
** marginally significant at .1 level
Note: Measurement scales were 1-7 point, with lower numbers meaning more competitive and more positive

attitude toward the simulation.
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TABLE 4
Pre-Test ANOVA Analysis of High and Low Competitiveness, and Attitude Toward Merlin Measures

vs. Performance Rank, Expected Rank, Decision Time, and Course Grade

ANOVA Results
Pre-test: Competitiveness Pre-test: Merlin Attitude

N=183 N=165 N=174 N=174
Hi Lo Sig. +ve -ve Sig.

Performance Rank (1-7) 3.08 3.48 .027* 3.15 3.4 .175
Pre-test Expected Rank 1.95 2.61 .000* 1.9 2.63 .000*
Pre-test Decision Time 89.37 75.11 .066** 90.5 74.6 .040*
Course Grade (%) 73.1 70.68 .023* 71.7 72.1 .688
Pretest Merlin Attitude 3.4 4.16 .000* – –   –
Pretest Competitiveness – – – 2.49 3.31 .000*

TABLE 5
Pre-Test ANOVA Analysis of High and Low Competitiveness, and Attitude Toward Merlin Measures

vs. Performance Rank, Expected Rank, Decision Time, and Course Grade

Grade
Post-test (H3) Pre-test: (H4)

Competitiveness Merlin Attitude

N=193 N=155 N=186 N=162
Hi Lo Sig. +ve -ve Sig.

Performance Rank 2.92 3.71 .000* 2.55 4.1 .000*
Post-test Expected Rank 2.39 3.21 .000* 2.07 3.54 .000*
Post-test Decision Time 55.08 49.97 .105 52.23 51.56 .878*
Course Grade (%) 73.36 70.24 .004* 72.87 70.93 .073**
Post-Test Merlin Attitude 3.16 4.16 .000* – – –
Post-Test Competitiveness – – – 2.36 3.39 .000*

modified the individual’s attitude toward the game. In
summary, an individual that was more competitive and
had a better attitude toward the game initially had a
slightly greater chance of performing well in the game.

DISCUSSION AND CONCLUSIONS

The research reported here sought to examine whether
students underwent a change in their competitiveness and
their attitude toward a simulation game as a result of

playing a marketing simulation. The findings indicate
that there is evidence to indicate that some students
underwent these changes as a result of their experience.
Students who performed well became both more com-
petitive and developed a more positive attitude toward
the simulation. Students who performed less well became
both less competitive and more negative toward the
simulation. Students who performed in the middle of the
road did not change in terms of their competitiveness or
their attitudes toward the simulation. As such, for good
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performers and poor performers the simulation seemed to
provide some transformation in competitiveness while
for middle of the road performers the impact was far less
apparent.

The fact that better performing students were more com-
petitive at the beginning of the simulation and at the
conclusion of the simulation provides evidence to vali-
date the use of performance outcomes as measures of
decision making quality. Based on the literature on sales
performance and competitiveness and the anecdotal re-
ports in the simulation and gaming literature, one would
expect more highly competitive individuals to perform
well and the study results support this. One might expect
that attitude toward the Merlin simulation at the outset
might affect performance as well but the positive or
negative feelings are going to be related to motivation
and not necessarily decision making ability. Clearly, the
attitude toward Merlin definitely shifted in response to
the performance results of the students in the direction
expected.

ENDNOTE

1 Acknowledgments: The authors wish to express their
sincere gratitude to Dr. John C. Mowen of Oklahoma

State University for his permission to use the “com-
petitiveness scale” he developed in the research
conducted in this paper.
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INTERACTIVE INTERNATIONAL EXERCISE FOR
BASIC MARKETING: MAKE IT FUN,

MAKE IT HAPPEN
Paul M. Lane, Grand Valley State University

ABSTRACT

This exercise can be used in any basic marketing class
where international understanding is important. It has
evolved over the years, and this formula seems to work all
kinds of students. This paper describes several steps to
take to ensure the exercise is successful. Make your
international section exciting and interesting; plan an
international dinner and surprise yourself with how much
your students and you will learn. You can make this very
interactive and very applicable to future work and travels
for all involved. Students are learning differently today
and you need to engage students accordingly (Lane,
Hunt, Farris).

THE SIMPLE CONCEPT

The class prepares and shares an international feast based
on the countries students have chosen. Students conduct
a presentation about their country’s information that
could be useful to anyone in the class. Friends and family
are included to make the evening more dynamic and to
bring in more countries. The goal is to get beyond
passively reading and get involved in some small way
with a culture and its people, foods, customs, dress, and
more. The hope is that students will use some of the many
websites available to help with international information.

INTRODUCE INTERNATIONAL
CONCEPTS EARLY

One of the tricks to making the international night work
is to explicitly introduce the international night several
weeks in advance of the planned event. The book you are
using probably has a chapter on International or Global
topics, and reviewing this content would be helpful. This
means you may have to take the chapter out of order to get
the project started soon enough. Also, pick some diverse
countries and spend some time showing students what
they can learn on sites like the CIA World Fact Book Site.
Usually the author will explore three or so countries on
three different information sites including Wikipedia in

and the CIA World Fact Book site. The goal is to get
students looking at multiple sites and looking for con-
firming or challenging information.

Usually the countries chosen include one or more from
the Bottom of the Economic Pyramid and one or more
with very different food cultures. The obvious reason for
showing countries at the bottom of the pyramid is to
interest students in the plight of these people. In the U.S.
today, there is still a general ignorance of many of the
world’s countries. People who know Grameen Banks
know very little about Bangladesh. A less obvious reason
is that most of the food in these countries is low in cost.
When students get into the assignment and realize that
they will be asked to prepare food samples they usually
grasp the idea that some countries have lower cost.

Be sure to check with your students about any radical
food allergies early on, as well as other eating-related
lifestyles they may have (vegetarian, vegan, etc.). This
also provides an opportunity to discuss how these factors
might impact their working in such a culture. For ex-
ample, what does a vegetarian do in a country of carni-
vores? Conversely, what does a carnivore do in a country
that is largely vegetarian?

REQUIRE A DIVERSITY OF COUNTRIES THAT
ARE SELF-SELECTED

The assignment is to choose a country, and prepare a meal
along with a presentation to go with it. The students get
to sign up for a country of their choice with the caveat of
first come first serve. The class should try to cover the
entire globe so they should be prepared to look in Latin
America, Africa, Asia, and the Middle East as well as in
Europe and North America. Mexico and Canada may be
actively discouraged, being our neighbors. Show them
where on the class website they should sign up or have a
weekly review until all are signed up. Retain the right to
reject selections so that you can get a diverse range of
countries. This is a key to making this exercise work.
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With weekly reminders, students usually distribute them-
selves well and with good reason. In a recent class one
student chose Ireland as it was the sight of her proposed
honeymoon, a young man chose Djibouti as he had
served in the U.S. Armed forces in Somalia, another
student chose India as it had long been her passion, and
so forth. Students usually respond well when challenged.
As a general rule, international students have been al-
lowed to choose their home country and the same for
students who have immigrated or whose families immi-
grated within recent time. This allows for taking pride in
their historical culture. The passion they show adds
greatly to the evening.

The professor keeps an eye on the sign-ups and notes that
Europe is most likely full, or that there is enough from
Latin America, and gently guide the procrastinators to fill
in the blanks. A little push in the introduction of the
project and a goal of a variety of countries will make all
the difference in having a successful night.

MAKE THE EVENT FUN FOR FRIENDS
AND FAMILY

Students spend a lot of time in school and they seem to
enjoy showing their family, friends, and significant people
what they are doing. Be sure to advertise that this is a
family friendly project ahead of time. The author’s school
is a large, regional public state university, which makes
it easier for family to come. However, many people bring
roommates, their current significant person, or friends
interested in things international. Nontraditional students
often have spouses and children. The last event had about
ten children from a baby in arms to a 17-year-old and,
while there were a few minor problems, overall it made
the evening more meaningful.

What does family friendly mean? First, you have to be
prepared with a room adequately large not only for the
guests, but also the buffet of international food, and the
presentations. Second, you have to plan to be on time.
Kids who are excited about an evening lose patience
quickly if nothing is happening. Once you start it is
important to keep it moving. Stress to the class ahead of
time the importance of content and presentations on time.

In a marketing class it is perfect as you can emphasize that
the presentation be good marketing. What do they think
their customers will want to know? How will they get
their attention? How will they maintain their interest?

FOOD FIRST AND THEN PRESENTATIONS

What about the food? First of all be sure to encourage the
students to make the food and not just buy it unless all else

fails. In making the food, students will learn about the
culture and the resources of the country. For many it will
be the first time they have gone to a specialty store in their
community, such as one specializing in Asian or Latin
American Foods. Some of them will be creative enough
to get on line for a missing ingredient, but in all this they
are learning. Students should be asked to bring a dish that
truly represents the country that they have chosen, and a
placard that clearly labels what is in the dish, the country
name, and the country’s flag, which they can get off the
internet. The country information is for education and the
content is for health reasons.

As students, friends and family arrive, the buffet table
should be set up and will quickly looks like fun. Often
students have made more than one dish or they have made
a dish for children. This just adds to the fun of it all. It is
surprising how much sharing goes on. Everyone will be
talking about the problems and solutions they found in
making their dish. If you will let it happen someone will
give the table some order sometimes by what is logical in
the United States, sometimes by country, etc. this to will
promote discussion as they ask each other what the dish
is and little taste are taken. Because food is either warm
or cold and often there is no facilities in a class room the
professor can run down all the choices being careful to
note the countries, being represented and stress moving
around the world as you go from India, to Chile, to
Norway, back to Indonesia and so forth.

Let the fun begin as everyone experiments with small
amounts of all the strange foods. They will quickly find
out which ones they like and, with a little encouragement,
the food on the table will disappear onto plates and into
waiting mouths. Meanwhile, if you wander the room you
will hear discussions about how they tried multiple reci-
pes last weekend, or asked a friend at work to teach them
about their culture of cooking, or asked their grandparent
who is from the country to help and tell them about the
country. Some will be talking about the stores they visited
to get the ingredients, and others will share how a com-
plete stranger proudly told them how to get the item
together. All this is valuable learning that will probably
rest with the students for quite a while.

KEEP IT SIMPLE AND APPLICABLE

As the eating winds down, it will be time to start up the
presentations. Originally, the author called for lengthy
presentations, but that became a competition for length
and boredom; not so good for a family night and not
particularly good for student learning. Now, the assign-
ment focuses on why the student chose the country, three
things one would want to know if someone from that
country was coming to his or her place of business, three
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things one would need to know if one were getting off a
plane in that country, and finally does the student’s
current university have a program of international study
in this country. The middle two actually require some
analysis and thought.

People have many reasons for choosing countries and
that is usually fascinating. Some students will show you
their family trees and share the fact that their great
grandparents immigrated from the Philippines, others
will talk about how they dream of going on international
study in Ghana, still others will talk about where they
have been or hope to go on some sort of Mission trip in
Bolivia. The great thing is that in most cases there seems
to be a reason why they have chosen the country, and why
they were interested in searching for information about it.

Students have been asked to do presentations in different
ways over the years, and now they are told to use the tools
and technology that work best for them. So the man doing
Djibouti stood up in a traditional wrap around his waist
with a scull gap and proceeded to enthrall all there with
information on the culture. The woman doing India used
the power of technology and the computer to take a quick
mental trip of exposure to this great nation. A woman
reporting on Laos brought in a painting she had bought in
that tiny country. Students will amaze you.

The guts of the presentation are three things you should
know if someone from this country is coming to your
organization tomorrow and three things to know if you
are getting off the plane. Students seem to be able to pick
out some culturally important things to be aware of for
these items. Respecting Islamic needs for prayer time,
location and direction, is a good example of these. Under-
standing how to greet people is another. Apparently, in
Laos and Thailand you do not pat children on their heads.
The greeting of a kiss on the cheek is another. In between
presenters, a thing like flying the flag of your guests
outside the building is often discussed. Another one is
looking at the map to see where the country is located and
where in the country the international guest is from.

The section on things to know when you get off the plane
is always interesting. Students talk about the relative
value of currencies, things you’d want to see like
NieuwSchwanstein in Bavaria, the language, and the
culture. They often are intrigued with the number of local
languages and the use of a unifying language of Spanish,
Portuguesa, English, etc. In presenting a country in the
Middle East, they frequently have suggestions for women
and men about culturally appropriate clothing choices.
Sometimes they talk about the acceptance or rejection of
tattoos and body piercings so common in the U.S. today.

The good point of the exercise is that they have to make
some critical judgments about what is important for their
classmates to know if they were to go to the selected
country.

Finally, in an effort to promote the international pro-
grams at their university, they have to look on that
website and try to determine what kinds of programs are
run to their chosen country. Despite all the hard work of
the International office, many students have not visited
the office or been on the website and do not realize how
much is there for them. When they are put in the position
of basically having to market the program to Guatemala
it means they have to do some research. In fact, some-
times they go so far as to contact the trip leaders. This is
usually a great part of the presentations and sometimes a
surprise for all that the university can get you to India for
a semester, air fare and all cheaper than staying at home
and attending school. Suddenly students are not only
learning, but dreaming.

HAVE A SIMPLE GRADING SHEET

The food goes quickly and so do the presentations. This
means if you want to be objective and honest in your
grading you will need a really good grading rubric ready
to go. These are easily built off the grading criteria shown
in the sample assignment sheet to follow. Again, if you
have guests the night has to move quickly, so the grading
rubric is a key. Here are some things you may want to
stress:

1. Food

a. Does it really represent the country chosen?

b. Has the student really tried to do something that
was interesting and did it demonstrate some-
thing about the culture? Note: If it comes in
looking like a trip to the nearest take out restau-
rant you should take off points, the student is
really missing a learning opportunity.

c. Is there a placard and does it meet the criteria?

d. Is the food there on time and presentable?

2. Presentation

a. Why was the country chosen? Here you hope to
find some passion.

b. What are three things to know if someone is
coming to your organization? This is one of the
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practical points for students as in the increas-
ingly global economy people come from all
over.

c. What are three things to know when stepping off
the plane?

d. Does your school have a study-abroad program
to this country or an affiliation that would allow
a student to go there? Some students get that this
is a Marketing class and really make the case and
even provide contact information on the web or
for a faculty member. They list benefits and try
to get their peers interested. This is what is
hoped for.

ASSESS

Assessment is important in today’s world, and there are
several different ways to assess this assignment. One is
participation levels which was not only one hundred
percent of the class but at high levels. Students really
invested a lot of time and effort to show off their country.
At the end of the class, students were asked to make
recommendations on what they would eliminate or change
about the class, and the International Assignment was not
one. In the future a separate assessment will be handed
out.

WHAT’S NEXT?

The engagement in an assignment that is fun and delivers
some practical knowledge of where to search for infor-
mation, what to do or say when people are visiting your
organization and that ignites the dream of foreign study
has something to say for other assignments. It almost
seems like a class should be reviewed to think about

whether the assignments are engaging to students as we
enter the second decade of the twenty first century. Sadly,
many of the exercises used with students in class or at
home may be those that have been handed down in your
own virtual or real file drawer, or that of the author of
your textbook. How many of us take the time to look at the
syllabus for the term and rank the projects, assignments,
homework, in class activities, and other work in terms of
levels of engagement for today’s students.

Below is a simplified ranking sheet to use as you prepare
syllabi. Change the criteria as you see fit but be sure some
of them are about the students and not about you. We tend
to assign team projects (easy to grade) and objective tests
(easy to score). If the goal is learning then engagement is
a necessary step. Rank your own assignments and see
what happens to your class as you make changes.

SAMPLE ASSIGNMENT SHEET:
INTERNATIONAL NIGHT

Hopefully an Evening Full of Fun and Learning

First, choose a country and sign up for it on Blackboard
in a thread on the same forum where you find this
assignment. If you work for a company, it might be
interesting to learn something about a country they sell
too! In chapter 5, 16th edition, pages 128–29 of the text is
a list of countries with their populations and potential
growths. You may want to start there.

Second, see if you can make, persuade a friend to make,
invite a friend to bring, or buy a dish that represents that
country. If you need help, talk with Dr. Lane. If your
children are going without food talk to Dr. Lane this is
supposed to be a fun way of learning international stuff
on the last night before spring break.

Criteria for ranking 1–5  1  2  3  4  5  6 7  8 9
(high)/ Class Assignments 1–9.

Engagement of students.

Assignment provides
understandable applications.

Assignment could be used to
advance students business or
that of employer.

Students perceive that they
learn from this exercise.
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Third, prepare a placard showing your country’s flag, the
name of your dish and its primary ingredients, and who in
the country is most likely to eat it. For example, a
common dish found in the restaurants of Santiago, Chile,
would be very different from what is eaten by people
living in the rural Patagonia region and so forth.

In case you are wondering, we will discuss the foods, dive
in, and then listen to your presentations.

Fourth, present about the country you’ve chosen.

The goals here are education and marketing. You are
trying to interest your fellow students in the country you
have chosen. Here are some of the topics you should
cover:

a. Why did you choose this country? Is there a
connection you have to it?

b. Why might this country be of interest to the
class?

c. What is the language and culture like? Note:
The web has some great tools if you want
pictures or sound bites from remote locations.

d. Where is this country in terms of the world’s
economic pyramid?

e. What products might your classmates encounter
from this country in stores or online?

f. What are three (minimum) things you would
want to see if you went to this country?

g. What are three things you should know if some-
one from this country visits your organization
next week?

h. What are three things you should know before
you get on the plane to go to this country?

i. Does GVSU have an international connection
through the Padnos International Center that

would allow your classmates to go to this coun-
try on a program, and if so what does it cost?

GRADING CRITERIA

1. Was the choice one that broadened the ideas of
fellow students? In other words, not everyone in
Europe! Hopefully, as Marketers you will look at
some of the interesting growing markets of the world
and use the web as a resource for your dish.

2. Did the student make a reasonable attempt to come
up with a native dish of the country chosen? Remem-
ber this presentation is the assignment of the week so
there should be plenty of time. Experience has taught
Dr. Lane to experiment once.

3. Placard appropriate and a stand for it.

4. Timeliness.

5. Professional presentation.

6. Good use and citation of sources.

7. 7–10 are about the coverage of the topic.
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AN ANALYSIS OF THE IMPACT OF ADVERTISING
AND JOURNALISM STUDENT PARTICIPATION

IN ACADEMIC HONESTY DISCOURSE
AND CODE OF ETHICS

Dorothy S. Pisarski, Drake University

ABSTRACT

Drake University’s School of Journalism and Mass Com-
munication began emphasizing an ethical code of con-
duct in 2007 following a public admission of student
plagiarism. A study published in 2008 provides a bench-
mark to assess whether Drake’s honor code has an impact
on students.

Capstone projects apparently are a more significant influ-
ence on ethical concerns than the honor pledges. Even
non-journalistic advertising majors had higher levels of
ethical concerns.

Projects simulating real-life work show student profi-
ciency in advertising, journalism, and other mass com-
munication. They also apparently have an inherent qual-
ity of teaching students to value ethical behavior.

INTRODUCTION

This paper will present findings of a survey about student
and professional dishonesty. Specifically, the findings
relate to attitudes toward journalism professionals as
noted by students studying journalism and mass commu-
nication within a Midwestern private university. It also
includes insights into their attitudes about academic
honesty issues. Finally, it compares results of those
students by cohort of the types of subjects studied. Not all
students in a School of Journalism and Mass Communi-
cation are preparing for careers in journalism; in particu-
lar, advertising students’ results are separated out for
specific review.

BACKGROUND

I began this research with the hypothesis that an honor
code and pledge read and signed by students in the School
of Journalism and Mass Communication at Drake Uni-

versity ought to increase the value students place on
honorable behavior. Situations related to academic hon-
esty among journalism students were intermittently oc-
curring at Drake University for a number of years. A
tipping point occurred during the Spring 2006 semester
when editors of the Drake University student newspaper,
the Times-Delphic, discovered they had printed two
articles that were taken from another newspaper. The
student who had submitted the articles claimed to feel
pressured by class assignment deadlines and had made
poor choices by trying to submit the work as original
manuscript. Following a public apology published in the
student newspaper, as well as private meetings with
newspaper editors and the faculty advisor, the student
voluntarily left the university at the end of the semester.

The student newspaper, while not under the jurisdiction
of the SJMC, certainly is influenced by the learning
environment. A plan was enacted to gather thoughts from
students and faculty about curbing plagiarism. A task
force was created within the School of Journalism and
Mass Communication to assess its position on the han-
dling of academic dishonesty and related cases. Students
and faculty came together to candidly discuss outcomes
for various levels of student misbehaviors. The commit-
tee recommended that all students in the School of
Journalism and Mass Communication learn about and are
reminded of honesty issues.

Since the Fall of 2007, all students in the Drake SJMC
have had the opportunity to read and sign an honor
pledge. All students cover academic and professional
ethics during a portion of an entry-level course. The
course curriculum includes watching and discussing a
student-produced video on plagiarism and cheating. All
course syllabi include a boilerplate statement of the
School’s plagiarism and cheating position. Additionally,
students who have completed at least half their coursework
are required to enroll in a Communications Law and
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Ethics class where issues of academic and professional
ethics are studied in more depth. Students enrolled in the
research course sign an additional pledge of honesty after
learning about the implications of decision-making based
on falsified data.

LITERATURE REVIEW

The situation at Drake University is apparently not unique.
According to Daniel E. Lee, PhD, three-quarters of high
school and college students admit to cheating (Lee 2009).
Another report looking at data from as far back as the
1960s to current times suggests that percentage is be-
tween 66 percent and 75 percent (Whitehouse and Nicholls
2004). As educators, can we dare hope for improvements
in an era where Turnitin.com vies with CheatHouse.com?

Cheating begets cheaters, based on a study reported in
Peer Effects in Academic Cheating (Carrell, Malmstrom,
and West 2008). In other words, if a student knows others
are cheating, there is a higher propensity for him/her to
cheat. Reference groups are a common place for behav-
ioral experiences to be shared (Solomon 2009). In par-
ticular, Solomon points out that reference groups can be
persuasive influencers because of their social power –
young people want to fit in. Whether discussing fashions
or attitudes toward preparing assignments, college stu-
dents can be influenced by those peers who successfully
persuade others.

According to Academic Dishonesty: Honor Codes and
Other Contextual Influences, universities with an honor
code have a better record regarding academic honesty
than those that don’t. Another predictor is the degree to
which a student believes he/she will suffer a penalty, and
to what extent the severity will be applied (McCabe and
Trevino 1993). Tying the results of student attitudes with
those of professional journalists is also a key to their
professional preparation. Norman P. Lewis presents find-
ings indicating that since the Jason Blair incident in 2003
“editors associate ’plagiarism’ with dismissal and avoid
using the word when the journalist retains employment”
(Lewis 2008). Therefore, some presentation of the pen-
alty and/or dismissal, albeit appropriate to confidentiality
rules, might impact both the student and the professional.

Specific to first-year students, in Kroll’s study “How
College Freshmen View Plagiarism” the results indicate
that the single most important reason why a student
shouldn’t plagiarize is due to fairness (Kroll 1988).
Further, his study also revealed that his female students
“are less sympathetic to plagiarism” than their male
counterparts.

METHODOLOGY

Drake’s School of Journalism and Mass Communication
is comprised of these majors: Advertising, Public Rela-
tions, Magazines, News/Internet, and Electronic Media.
The first two represent the Persuasive Communications
and the latter three are considered more rooted in the
traditional Journalism Communications as indicated by
Conway and Groshek (2008, p. 133). Indeed, those
authors go on to show that their advertising students have
the lowest scores for ethical concerns.

A report published in the Summer ’08 edition of the
Journalism & Mass Communication Educator shares the
results of a research survey distributed among journalism
students at a public university (Conway and Groshek
2008, p. 127). I used this same study for students at
Drake’s School of Journalism and Mass Communication.
Additional questions were added at the end to identify
particular characteristics of the Drake students, and these
questions had no bearing on the study itself. A total of 91
traditional Journalism Communications and 22 Persua-
sive Communications completed and useable student
surveys were tabulated. The baseline study refers to these
areas as Journalistic (newspaper, online, photojournal-
ism, magazine, and broadcast majors) and Non-journal-
istic (advertising, public relations, and graphic design)
Areas of Interest. Drake’s SJMC does not include a
graphic design major and results were unavailable from
the public relations major, so Drake advertising students’
results are for comparative discussion only. Drake’s
Journalistic majors’ results versus the benchmark study
are compared to the appropriate cohort. Differences in
overall results can therefore be attributed to the Drake
SJMC honor code. Drake SJMC students sign the honor
pledge during their first semester enrolled in an SJMC
major or minor and is reinforced throughout their
coursework.

The baseline study looked at students entering college
and those in the capstone courses. Students entering
Drake’s SJMC do so during both the first and second
years. Identifying those students at the point in time they
declare journalism and mass communication majors is a
complicated matter.

These differences exist between the Drake and bench-
mark populations:

1. Drake is a private university; the benchmark univer-
sity was a public institution.
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2. Drake’s is a point-in-time study while the bench-
mark university looked at data across a time con-
tinuum.

3. Drake has an honor code and pledge, unlike the
benchmark university.

4. Drake’s capstone is a hands-on project similar to
work a professional would perform in that field; the
benchmark university’s capstone is a seminar.

FINDINGS

The baseline study did not present findings by gender.
Since a majority (approximately 75%) of students com-
pleting Drake’s survey are female, I cross-tabulated by
gender and cohort to detect possible trends. The first
question inquired about numbers of students they knew
of engaging in academic dishonesty. Due to a small
sample size, the results are only indicative of the need for
additional research. It does appear that further work
should be done to elicit information from those respond-
ing with the “D/K or no answer” option.

Exact wording: “In your experience in college so far,
how many students engage in academic dishonesty
(cheat on tests and exams, plagiarize from docu-

ments and the Internet, buy papers online, make up
information and quotes, etc.)?”

The second question cross-tabulated against gender con-
cerned school pressures as justification for dishonesty.
There appears to be a difference, with males showing a
tendency toward more lenient justification for engaging
in academic dishonesty. Again, the small sample size
provides only the desire for additional research.

Exact wording: “SJMC majors sometimes report
that the pressure of deadlines in their skills courses
on top of the pressures in other courses, in extracur-
ricular activities and jobs, and in their private lives,
causes them occasionally to engage in these prac-
tices. Under these circumstances, how justified do
you think these practices are?” (refers to preceding
questions regarding inventing sources, making up
quotes, and using information without attribution).

As previously stated, the baseline research distinguished
results by Journalistic and Nonjournalistic majors, and
Drake’s majors align in the Journalistic cohort but not in
the Nonjournalistic cohort. Additionally, the baseline
research also makes a distinction between those starting
their studies and students in a capstone course. They note
that their capstones are seminar courses, unlike Drake’s

CHART 1
Results by Gender, Identifying Numbers of Students Engaged in Dishonest Behavior

Journalistic Advertising (Non-Journalistic)
Females Males Females Males

D/K or no answer 17.6% 18.2% 11.8% 20.0%
None 13.2 13.6 11.8 20.0
Some 64.7 50.0 76.5 60.0
Many  2.9  9.1  0  0
Most  1.5  9.1  0  0

CHART 2
Results by Gender, Justifying Dishonest Behavior of Students Feeling Pressured

Journalistic Advertising (Non-Journalistic)
Females Males Females Males

D/K or no answer  5.9%  4.5%  0  0
Not at all 66.2 63.6 63.6% 13.6%
Somewhat 22.1 18.2 11.8 40.0
Quite  0  9.1  0  0
Very  5.9  4.5  0  0
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which are project-based. I did separate those students in
a Journalistic capstone from other students completing
Communications Law and Ethics class (and not in a
capstone) for purposes of detecting effectivesness of the
course material; to eliminate double-counting, students
enrolled in both classes are only counted in capstone data.

The survey begins with questions regarding familiarity
with student cheating. The maximum response for the
first two questions is a 4, indicating either most students
cheat in some way (question 1) or very much concerned
about existing academic dishonesty (question 2). Ques-
tions 3–5 have a yes/no/don’t know set of responses, with
a value of 2 as the maximum. Results indicate that all
students know of cheating to the same extent but seniors
completing their capstone are more concerned with the

cheating behavior and are self-reporting more cheating
and copying by other students.

Questions of student concerns over unethical student
behaviors were not analyzed in the baseline study so I am
comparing the Drake cohorts against each other. Find-
ings indicate a diversion between the groups. Those who
are completing a journalistic capstone have a greater
sense of concern for unethical behaviors, although their
opinions about the penalties for those behaviors is more
consistent with the non-capstone and the advertising
student groups.

The baseline study’s analysis presented outcomes re-
flecting student opinions of professional journalists. Find-
ings were grouped by student concern for the three

CHART 3
Opinions about Student Behavior

Journalistic Students Non-Journalistic
Drake Comm Journal Capstone Ad Capstone

Question Law/Ethics Seniors Seniors

mean std. error mean std. error mean std. error
Qty of students engaging (1–4) 1.98 0.10 1.97 0.10 1.84 0.09
Concern/students engaging (1–4) 1.84 0.10 2.34 0.17 2.25 0.23
Reporting cheating (1–2) 1.14 0.05 1.33 0.09 1.50 0.26
Reporting copying (1–2) 1.33 0.08 1.67 0.09 1.88 0.09
Try to stop their copying (1–2) 1.90 0.05 1.90 0.05 2.00 0.00

CHART 4
Opinions about Student Behavior and Levels of Penalty Connected with Those Behaviors

Journalistic Students Non-Journalistic
Drake Comm Journal Capstone Ad Capstone

Question Law/Ethics Seniors Seniors

Concerns: mean std. error mean std. error mean std. error
inventing sources 2.43 0.15 2.91 0.16 2.47 0.02
Making up quotes 2.43 0.14 3.02 0.14 2.50 0.22
No attribution 2.39 0.12 2.98 0.15 2.67 0.21

Penalties*:
Penalty: inventing sources 2.73 0.09 2.84 0.10 2.77 0.11
Making up quotes 2.47 0.09 2.63 0.11 2.68 0.12
No attribution 2.51 0.11 2.65 0.11 2.55 0.11

* Penalties range from the most extreme, “expel the student” to “incident goes on record and student must
retake class,” “reprimand in other way,” and “do nothing.”
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questions of journalistic ethics (“Factor One”) and re-
lated suggested penalties for unethical journalistic be-
havior (“Factor Two”). Penalties range from “fire the
journalist” to “move person to another beat/position”
then “reprimand in some other way” and “do nothing.”

Results from the Drake seniors compared to the baseline
study indicate a significantly greater concern about the
ethics of professional journalists. Both the journalistic
cohort and the advertising majors at Drake have higher
mean scores relating to concerns for unethical behaviors.
Note that the Drake advertising majors not only had
higher mean scores than the baseline university’s adver-
tising majors, they were near the mean score of the senior
journalistic cohort of the baseline university. The Drake
seniors all participate in a hands-on project producing
materials that a professional in their career field would be
working on – magazine majors produce a magazine,
advertising majors produce an ad campaign, and so on.
While the benchmark study indicated a strong sense of
concern for professionals’ unethical behavior, the Drake
seniors’ concern appears even more significant. Appar-
ently there is some intrinsic ethical valuing that takes
place from producing one’s own material. Perhaps the
effort and dedication needed to produce a magazine or
news broadcast sensitizes the students more than read-
ings or discussions about ethics. It might also be that after
working so diligently on the production of their capstone
material, they hold others to a higher level of accountabil-
ity to the profession.

FUTURE CONSIDERATIONS

The Conway and Groshek instrument is valuable for
assessing School of Journalism students’ opinions about
academic dishonesty and professional ethics. Since I am
comparing a university with an honor code and a hands-
on capstone against a university with no honor code and
a capstone seminar class, I was expecting differences to
be based on the honor code. This does not seem to be the
case. The distinguishing characteristic appears to be the
hands-on capstone students’ additional insight into con-
cerns about journalism students’ and professionals’ un-
ethical behaviors. There is further research needed to
uncover more values of the hands-on project as a capstone
experience.

It is important to note that Drake’s students had more
serious concerns about the unethical behaviors but not
the level of punishment/penalty. It is possible that stu-
dents are unaware of outcomes for unethical behavior
since student records are confidential, or it may be that
greater concern does not translate to a demand for more
significant punishment/penalty. Further research will be
required.

It would also be interesting to use the Conway and
Groshek instrument as they did, comparing first-year and
fourth-year students to determine whether parallel out-
comes would appear.

CHART 5
Opinions about the Behavior and Penalties for Professional Journalists

Journalistic Students Non-Journalistic
Drake Comm Journal Capstone Ad Capstone

Question Law/Ethics Seniors Seniors

FACTOR ONE: mean std. error mean std. error mean std. error
Concern: plagiarism 3.11 0.10 3.62 0.08 3.27 0.18
Fabricate material 3.23 0.12 3.67 0.07 3.27 0.15
Fabricate source 3.19 0.11 3.62 0.08 3.33 0.16
BENCHMARK Factor One 3.27+ 3.48+ 3.06++

FACTOR TWO:
Plagiarist punishment 3.63 0.11 3.76 0.09 3.64 0.15
Fabricate material punishment 3.46 0.12 3.57 0.12 3.45 0.19
Fabricate source punishment 3.25 0.14 3.50 0.13 3.33 0.16
BENCHMARK Factor Two 3.26+ 3.53+ 3.20++

+ baseline study cohort of journalistic students ++ baseline study of advertising majors only
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ENDNOTE
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APPENDIX A

Please circle the response that is closest to your opinion/answer to the question.

1. In your experience in college so far, how many students engage in academic dishonesty (cheat on tests and exams,
plagiarize from documents and the Internet, buy papers online, make up information and quotes, etc.)?
Most Many Some None Don’t Know

2. If you know or believe that a number of students engage in academic dishonesty, how concerned are you about
their behavior?
Very Quite Somewhat Not At All Don’t Know
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APPENDIX A (CONTINUED)

Please circle the response that is closest to your opinion/answer to the question.

3. If you saw a fellow student cheating on a test or exam, would you report the student to the instructor?
Yes No Don’t Know

4. If you saw a fellow student copying from your test or exam, would you report the student to the instructor?
Yes No Don’t Know

5. Would you try to stop the student from copying from your test or exam?
Yes No Don’t Know

6. Have you ever reported a fellow student for cheating?
Yes No

7. How concerned are you about your fellow students’ engaging in the following practices in SJMC courses?

a. Inventing sources (either in journalism stories or academic papers)
Very Quite Somewhat Not At All Don’t Know

b. Making up quotes
Very Quite Somewhat Not At All Don’t Know

c. Using information from the Internet without attribution
Very Quite Somewhat Not At All Don’t Know

8. How do you think a university should handle a situation when a college student has been found to have engaged
in the following practices in SJMC courses? (circle one answer per situation)

a. Inventing sources (either in journalism stories or academic papers)
Expel the student Incident goes on record & student must retake class
Reprimand in other way Do nothing

b. Making up quotes
Expel the student Incident goes on record & student must retake class
Reprimand in other way Do nothing

c. Using information from the Internet without attribution
Expel the student Incident goes on record & student must retake class
Reprimand in other way Do nothing

9. SJMC majors sometimes report that the pressure of deadlines in their skills courses on top of the pressures in other
courses, in extracurricular activities and jobs, and in their private lives, causes them occasionally to engage in these
practices. Under these circumstances, how justified do you think these practices are?
Very Quite Somewhat Not At All Don’t Know

(the next few questions change the focus from students to professionals)

From time to time, journalists are found to have plagiarized a story or fabricated (made up) information in a story.

10. How concerned are you when you hear that a journalist has plagiarized in a story?
Very Quite Somewhat Not At All Don’t Know
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APPENDIX A (CONTINUED)

Please circle the response that is closest to your opinion/answer to the question.

11. How concerned are you when you hear that a journalist has fabricated material for a story?
Very Quite Somewhat Not At All Don’t Know

12. How concerned are you when you hear that a journalist made up a source for a story?
Very Quite Somewhat Not At All Don’t Know

13. How do you think a news organization should handle a situation when a journalist has been found to have
plagiarized?
Fire the journalist Move person to another beat/position
Reprimand in some other way Do nothing

14. How do you think a news organization should handle a situation when a journalist has been found to have fabricated
material for a story?
Fire the journalist Move person to another beat/position
Reprimand in some other way Do nothing

15. How do you think a news organization should handle a situation when a journalist has been found to have made
up a source for a story?
Fire the journalist Move person to another beat/position
Reprimand in some other way Do nothing

(This questionnaire is anonymous, but we would like to know some demographic information.)

16. Gender (circle one) Male Female

17. Year (circle one) First Sophomore Junior Senior 5th year

18. Age ______

19. Major/minor (circle one or two)
advertising account management advertising creative magazine public relations
electronic media news-internet other/undecided

20. If you’ve worked in student media at Drake, please circle all that apply: DBS
T-D94.3 The Dog Drake Magazine

21. If you’ve had an internship, circle the term that best describes the company/organization.
advertising account management advertising creative magazine public relations
electronic media news-internet other/undecided

Thank you for participating in this survey.
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For further information contact:\
Dorothy S. Pisarski

School of Journalism and Mass Communication
Drake University

2805 University Avenue, Meredith 110
Des Moines IA 50311–4505

Phone: 515.271.1857
E-Mail: dorothy.pisarski@drake.edu
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THE EFFECTS OF CULTURAL VALUES ON
ACADEMIC ACHIEVEMENT

Philip M. Hurdle, Elmira College

ABSTRACT

An exploratory study of undergraduate marketing stu-
dents’ cultural values and their relationships to academic
achievement. Results show that for all students valuing
hard work over leisure and postponed gratification over
immediate gratification is associated with greater class
performance. For women the factors of describing them-
selves as being more religious than secular affected their
academic achievement while results for men showed no
such association.

INTRODUCTION

Waiting for the last students to trickle into a classroom on
the first day of class often provides a moment of idle
speculation. Who among them will be the high achievers,
and who will barely succeed? It’s easy to speculate on the
ones who sit in the front row; they’ll probably earn higher
grades than the ones who search for the seats in the back
where they can rest their heads. Can classroom seating
selection predict academic achievement, or are there
other factors that affect students’ behavior?

Significant research has been conducted on the effects of
a wide range of factors on academic achievement. Gen-
eral intelligence and work drive (an enduring motivation
to spend time and effort to be productive and achieve
success) were found to be positively associated with both
course grade and self-reported grade point average, and
the personality trait of emotional stability was found to be
related to course grade in an introductory psychology
course (Ridgell and Lounsbury 2004). Students’ active
involvement with learning as measured by data collected
from the National Survey of Student Engagement (NSSE)
and their relationships with faculty have been found to be
positive influences on academic achievement (Ullah and
Wilson 2007). Final course grades have also been found
to be significantly influenced by class attendance (Gump
2005). George, Dixon, Stansal, Gelb, and Pheri (2008)
found that “the greatest predictors of GPA (grade point
average) were time-management skills, intelligence, time
spent studying, computer ownership, less time spent in

passive leisure, and a healthy diet” (p. 706). In an intro-
ductory psychology course it was found that the knowl-
edge students brought with them to the first day of class
was a positive and significant predictor of their academic
achievement (Thompson and Zamboanga 2003).

In a study of students taking 100-level mathematics
courses, it was found that older, male students who had
missed fewer classes, took classes in a once-a-week
schedule, and had a more positive attitude toward math-
ematics received higher grades (Gupta, Harris, Carrier,
and Caron 2006). In another study of university math-
ematics students, it was found that the predictor variables
of domain-specific prior knowledge and previous study
success accounted for 55 percent of the variance in
student achievement measured by course grade (Hailikari,
Nevgi, and Komulainen 2008). Prior ability (high school
grade point average and verbal SAT scores), self-regula-
tion (time and study environment management), and
motivation (self-efficacy, or how capable a student be-
lieves he or she is at accomplishing a particular task, and
task value) have been found to be positively related to
college grade point average (Kitsantas, Winsler, and
Huie 2008). In a study of college sophomores it was
found that commitment to an academic major and satis-
faction with faculty interactions were found to be signifi-
cant predictors of grade point average (Graunke and
Woosley 2005). In a meta-analysis of 109 studies it was
found that the best predictors of college grade point
average were academic self-efficacy (beliefs and expec-
tations about one’s abilities and chances for academic
success) and achievement motivation (desire to achieve
success and excellence) (Robbins, Lauver, Le, Davis,
Langley, and Carlstrom 2004).

Lounsbury, Fisher, Levy, and Welsh (2009) used the
Values in Action (VIA) inventory (Peterson, Park, and
Seligman 2004) to measure character strengths in a study
of university undergraduate students enrolled in two
undergraduate psychological courses. They found five
significant VIA predictors of self-reported grade point
averages: persistence, love of learning, humor, fairness,
and kindness. They also found that five character strengths
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of persistence, (judgment, self-regulation, love of learn-
ing, and prudence) were correlated with grade point
average at a magnitude of .25 of higher.

RESEARCH GOALS

The purpose of this paper is to explore the relationship
between students’ cultural values (independent variables)
and classroom achievement measured by grades earned
in particular courses and overall grade point average
(dependent variables). Cultural values are “widely held
beliefs that affirm what is desirable” that “influence an
individual’s thought processes and behaviors” (Hawkins
and Motherbaugh 2010, p. 42). According to the authors
cultural values can be divided into three categories: self-
oriented, environment-oriented, and other-oriented.

Self-oriented values “reflect the objectives and approaches
to life that the individual members of society find desir-
able.” Environment-oriented values, “prescribe a society’s
relationship to its economic and technical as well as its
physical environment.” Other-oriented values “reflect a
society’s view of the appropriate relationship between
individuals and groups within that society” (ibid, p. 45).

Self-oriented values in the context of studying consumer
behavior or, in this case, students consuming knowledge
to varying degrees, are one’s beliefs about themselves
and what is valued. These values can be described across
the six dimensions listed below (ibid). The dimensions
can be illustrated as opposites, or semantic differentials,
with individuals usually describing themselves are being
somewhere along a continuum between the two extremes
rather than at one end or the other on the scale.

Religious/Secular

To what extent are one’s behaviors and beliefs about
what is important influenced by his or her religion? How
important is religion to one’s daily life?

Sensual Gratification/Abstinence

How acceptable is it to enjoy sensual activities such as
eating, drinking, etc.?

Postponed Gratification/Immediate Gratification

The tendency to “have it now” or “save and have it later.”
During class discussions about credit card use, some
students confess to maintaining a monthly balance while
others state they have only a debit card.

Hard Work/Leisure

To what extent does one value the outcome of working
harder than necessary and the joys of leisure? After
assigning a minimum 2-page paper, some students sub-
mit a 4-page paper while others turn in a 2-pager with
extra wide margins.

Material/Nonmaterial

How much of a motivator is the owning of an object?
When class discussion turns to the latest in personal
electronic devices, there are always some students who
proudly show the class their newly acquired gadgets
while others who share similar economic circumstances
become bored with the discussion.

Active/Passive

Is physical activity preferred over a non-strenuous activ-
ity? Many students participate in organized sports and
work part-time, while others do neither.

METHODOLOGY

On the first day of each undergraduate marketing course
during a full academic year at a liberal arts 4-year college,
students, who were all majoring in business administra-
tion, were asked filled out a half-page survey. The stu-
dents were asked on the survey to answer typical “getting
to know you” questions such as preferred name, major,
hometown, and a favorite hobbies and interests. The
survey additionally asked students to indicate how they
described themselves by placing an X on a line between
extremes of six dimensions of self-oriented cultural val-
ues. Each class was a given the same instructions by the
same instructor on how to fill out the surveys, including
descriptions and examples of the six dimensions.

Religious ............................................................ Secular

Sensual gratification .................................... Abstinence

Postponed gratification ........... Immediate gratification

Hard work .......................................................... Leisure

Material ..................................................... Nonmaterial

Active ................................................................ Passive

Survey forms were collected and checked for complete-
ness and integrity; three surveys were discarded when
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students marked one extreme or the other along each
dimension, and two incomplete surveys were eliminated.

Coding of the surveys was accomplished using a physical
scale positioned beneath the equal-length lines spanning
the opposite words or phrases of each dimension. The
scale was marked in 20 equal increments between -10 and
+10 with 0 indicating a midpoint between the words or
phrases. Data for each survey was recorded as row-data
in a matrix.

Corresponding class performance data in the form of a
percentile of the highest numeric grade in the particular
class at the end of the term was added to row data. A total
of 95 usable surveys was obtained, many of which were
from students who had taken more than one course during
the academic year. Survey data and class performance
from students who had taken more than course was
averaged, and the average value was used in the final data
set. Students’ overall grade point average at the end of the
academic year (average across the 77 students: 2.96 out
of 4.00) was added to corresponding row data to arrive at
a final data set comprising 77 students, of which 42 were
males and 35 were females. The vast majority of the
participants in the study were white, non-Hispanics.

RESULTS

Analyzing the results reveals a number of insights into
the relationships among the variables, including the ef-
fects of cultural values on classroom performance (course
grades) and grade point average.

A two-tail t-test comparing numerical codes of cultural
values with 0 (no significant tendency to describe one’s
self as either one or the other opposite of the pairs of
extremes) shows that all students describe themselves
toward one extreme or the other on all dimensions except
one: on average students thought of themselves as mid-
way between religious and secular. Analyzing data from
all students, they described themselves statistically sig-
nificantly as being more interested in sensual gratifica-
tion than abstinence; somewhat more inclined toward
immediate gratification than postponed gratification;
valuing hard work over leisure; somewhat more material
than nonmaterial; and much more active than passive.
The data set was skewed from the school’s ratio of males
to females. While approximately 60 percent of the stu-
dents on campus are female, only 45 percent of study’s
respondents were female. This difference was deemed
acceptable because few statistically significant differ-
ences were found between males’ and females’ class
performance, grade point average, and scoring on the six

dimensions of self-oriented cultural values. Examining
the data divided by gender, male students’ results showed
no statistical difference between postponed gratification
and immediate gratification. Female students on average
indicated no statistical difference between being material
and nonmaterial. See Table 1.

Studying the relationships among students’ perceptions
about themselves reveals several significant associa-
tions. Correlation analysis of the responses for all stu-
dents shows a significant (Pearson correlation coefficient
= 0.810) positive relationship between class performance
and grade point average, giving credence to the adage
“students with good grades will do well in your class.” As
students valued hard work over leisure, their class perfor-
mances went significantly higher (Pearson correlation
coefficient = 0.367). As grade point averages increased
students indicated that they significantly (p value < 0.05)
valued postponed gratification over immediate gratifica-
tion and hard work over leisure. As students more readily
described themselves as active rather than passive, they
significantly indicated that they were more religious than
secular, believed in sensual gratification over abstinence,
and valued hard work over leisure. See Table 2.

Looking at the differences between males and females
reveals several relationships. Correlation analysis of the
responses for female students shows a stronger, signifi-
cant positive relationship (Pearson correlation coeffi-
cient = 0.901) between class performance and grade
point than males (Pearson correlation coefficient = 0.627).
While both genders exhibited a positive, significant asso-
ciation between class performance and describing them-
selves as valuing hard work over leisure, females showed
a positive relationship (Pearson correlation coefficient =
0.408) between class performance and leaning toward
being religious rather than secular. Along the same lines,
females showed a positive relationship (Pearson correla-
tion coefficient = 0.338) between grade point average
and feelings along the continuum between religious and
secular: the more they described themselves as religious,
the higher the grade point average. The more females
described themselves as religious rather than secular, the
more they described themselves as active rather than
passive (Pearson correlation coefficient = 0.353). No
significant associations were found for males as they
described themselves between religious and secular and
describing themselves along the other dimensions of self-
oriented values. Males described themselves as signifi-
cantly being more material than nonmaterial as they
described themselves as being more active than passive
(Pearson correlation coefficient = 0.379). See Table 2.
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TABLE 1
All Students’ Indication of Cultural Values

Value Extreme Mean Std. Dev. t-Value p-Value Value Extreme

Religious (-10) -0.107 5.182 -0.18 0.857 Secular (+10)

Sensual gratification (-10) -3.068 3.467  -7.77 0.000 Abstinence (+10)

Postponed gratification (-10) 1.048 3.219  2.86 0.006 Immediate gratification (+10)

Hard work (-10) -3.453 3.864 -7.84 0.000 Leisure (+10)

Material (-10) -1.271 4.051 -2.75 0.007 Nonmaterial (+10)

Active (-10) -4.701 3.921 -10.52 0.000 Passive (+10)

Notes: Sample size (n) = 77. Std. Dev. is the standard deviation of the coded responses. t-Value is the tabulated
t-value for a two-tail test for comparing the sample mean to the hypothesized population mean of 0 (neither one
value extreme of the other). At a significance level of 0.05 and given 76 degrees of freedom, the critical value of
t is 1.985. p-Value is the tabulated p-value, or the probability of wrongly rejecting the hypothesis (students
describing themselves as neither toward one extreme value or the other).

TABLE 2
Pearson’s Product Moment Correlation for All Students/Males/Females

Variable 1 2 3 4 5 6 7

1 Percentile
.810***

2 Grade point average .627***
.901***
.120 .078

3 Religious – Secular -.244 -.176
. .408* .338*

.123 .160 .120
4 Sensual gratification – -.023 .161 .124

Abstinence .231 .173 .109
-.158 -.262* -.082 -.188

5 Postponed – Immediate -.150 -.353* -.091 -.209
gratification -.177 -.216 -.057 -.160

-.367*** -.305** .119 .071 -.057
6 Hard Work – Leisure -.346* -.211 .194 -.081 -.156

-.430** -.438** .034 .286 .053
.054 .158 .084 -.082 -.140 .085

7 Material – Nonmaterial .030 -.026 .137 -.178 -.044 .173
.072 .301 .018 .026 -.245 .021
.023 .049 .225* .253* -.184 .466*** .222

8 Active – Passive -.130 -.013 .158 .193 -.180 .509*** .379*
.186 .156 .353* .372* -.189 .430** -.026

*p < .05; **p < .01; ***p < .001 (two-tailed test).
Notes: n = 77; Percentile = class performance measured as a percentile of the highest grade in a particular course.
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Regression analysis on the data was used to examine the
extent to which class performance could be explained by
gender, grade point average, and self-oriented cultural
values. As expected, grade point average was the most
significant factor and, in the case of all students, the only
factor in explaining class performance. Dividing the data
by gender and performing regression analysis shows a
better fit for females (R2 = 87.3% versus R2 = 47.2% for
males) and that females’ class performance can be pre-
dicted to increase as they described themselves as being
more material than nonmaterial. See Table 3.

Regression analysis on the data was also used to examine
the extent to which grade point average could be ex-
plained by gender and self-oriented cultural values. Data
for all students shows a slight but statistically significant
role of self-oriented cultural values on grade point aver-
age: as students indicated a preference for postponed
gratification and hard work, grade point average in-
creased. The influence on males’ grade point average was
slight but statistically significant: as they indicated a
preference for postponed gratification, their grade point
averages increased. The influence on females’ grade
point average was slight but statistically significant: as
they indicated a preference for postponed gratification
and being nonmaterial, their grade point average in-
creased. The regression analysis on grade point average
as the dependent variable and cultural values as indepen-
dent variables produced more a convincing explanation
for changes in females’ grade point average (All stu-
dents: R2 = 26.6%; males: R2 = 23.3%; females: R2 =
51.5%). See Table 4.

DISCUSSION AND CONCLUSIONS

The study shows that undergraduate marketing students’
classroom performance can be predicted in large part by
previous academic achievement. Correlation analysis
shows that regardless of gender, students’ classroom
performance for the courses they took during the study
increased as they described themselves as valuing hard
work over leisure and decreased as they valued leisure
over hard work. Females’ classroom performance was
found to be associated with their thoughts about religion
– the more they described themselves as being secular
rather than religious, the higher the classroom grades.
Interestingly, this finding runs contrary to a study by
George, Dixon, Stanal, Gelb, and Pheri (2008) who
found that more time spent in devotion and greater
reported spirituality were significantly and slightly posi-
tively correlated with grade point average.

Examining correlations among the data for both genders,
it was no surprise that grade point average was found to
increase as students described themselves as valuing hard
work over leisure and postponed gratification over im-
mediate gratification. For males, grade point average was
associated only with beliefs about indulgence – grade
point average increased as they described themselves as
believing in postponed gratification rather than immedi-
ate gratification. Data from females showed that grade
point average was associated with religion and effort –
grade point average went up as they described them-
selves as more secular than religious and as valuing hard
work over leisure.

TABLE 3
Regression Analysis – Classroom Performance as the Dependent Variable

       All Students    Males Females

Predictor Coefficient p-Value Coefficient p-Value Coefficient p-Value

Constant 54.977 0.000 66.077 0.000 47.930 0.000
Male – Female -0.580 0.622
Grade Point Average 11.656 0.000 7.447 0.000 13.779 0.000
Religious – Secular 0.1123 0.322 -0.1015 0.475 0.2382 0.173
Sensual gratification – Abstinence -0.0350 0.841 -0.1830 0.437 0.2963 0.229
Postponed – Immediate gratification 0.1207 0.521 -0.0188 0.942 -0.0354 0.884
Hard work – Leisure -0.3267 0.078 -0.3301 0.152 -0.2632 0.371
Material – Nonmaterial -0.1469 0.321 0.1145 0.590 -0.4937 0.015
Active – Passive 0.1366 0.446 0.0002 0.999 0.0276 0.932
Coefficient of determination R2 68.8% 47.2% 87.3%
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Regression analysis on both class performance and grade
point average produced intuitively expected results. Class-
room performance can be predicted largely on grade
point average and, for females, the cultural value of being
more material than nonmaterial. In attempting to explain
changes in grade point average, regression shows that the
greater the value of postponed gratification and hard
work the higher the grade point average. Regression does
point out one seemingly contradictory result. Females’
classroom performance increased as they indicated a
preference toward being more material than nonmaterial,
but more nonmaterial as their grade point average in-
creased.

In total the results of this exploratory study generally
support previous research on the factors influencing
student achievement: students who have performed well
in previous classes will probably do well in the next class,
and students who value hard work and postponed grati-
fication will achieve higher academic levels of achieve-
ment than those whose values are otherwise. Implica-
tions for marketing educators using the results of this
study include the need to stress to students who want to
perform well in class that they need to forsake leisure for
hard work and not put off their academic responsibilities
for immediate gratification.

The study is limited in that it used as subjects only
marketing students at a 4-year, private liberal arts col-
lege; the results may or may not be applicable to all
subject areas or at other educational institutions. Of the
77 students included in the study, all but nine had de-

clared themselves as business majors with a concentra-
tion in marketing and, therefore, presumably more inter-
ested in the subject matter than students taking the intro-
ductory marketing course as a requirement for the busi-
ness major.

Further research into the exploration of the effects of
other categories of cultural values on academic achieve-
ment is warranted; given that cultural values shape per-
sonal behavior and that doing well in a class or having a
higher or lower grade point average is ultimately the
result of personal decisions, there may be other values
affecting student behavior. Interesting also would be
further research into the differences between males and
females. In this study it appears that females are affected
more by self-oriented values than males. And finally,
further study is needed to research why all students in this
study so greatly valued being active over passive, yet the
factor was not found to be associated with course perfor-
mance or grade point average, nor was it a predictor of
either form of academic achievement.
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MALE AND FEMALE BUSINESS PROFESSORS:
ARE THEIR TEACHING STYLES CONSISTENT

WITH THEIR LEARNING STYLES?
Mary T. Galvan, North Central College

ABSTRACT

The Index of Learning Styles (ILS) was sent via Survey
Monkey to 500 business professors in spring 2009 who
attended selected marketing conferences during the aca-
demic year. Of the 500 surveys 185 were returned (107
males and 78 females) for a 37 percent response rate. The
purpose of this research is to examine if any differences
exist between male and female professors’ learning styles
and their corresponding teaching styles. Frequency dis-
tributions, paired samples t-test and correlation coeffi-
cients are used to analyze the data.

PURPOSE OF THE STUDY

It is likely that many college professors realize that
students in their business classes receive and process
information in various ways. Learning styles can provide
a means to focus on how students learn or fail to learn. As
Dunn (2003) has put it, there is no special category of
students with learning difficulties, only professors who
have not learned that their teaching style is appropriate
for one-fourth of their students and seriously inadequate
for the remainder. In the pedagogical triangle of profes-
sor, students, and subject, learning styles can provide a
language with which professors can discuss their own
learning preferences as well as that of their students.
Once professors examine and understand their own teach-
ing and learning styles it becomes easier to understand
and teach students who are of different styles.

Numerous studies discuss the relationship between gen-
der and college teaching with respect to student evalua-
tions, but a very limited amount of research has been
conducted on gender differences in learning and teaching
styles of college professors. An awareness of teaching
and learning styles by professors is critical to assisting
faculty in their efforts to improve their teaching. This
research is an attempt to compare the learning styles with
the teaching styles of male business professors; the learn-
ing styles with the teaching styles of female business
professors; and finally the comparison between the gen-

ders to determine if a statistically significant difference
exists.

Due to the vast number of studies regarding learning
styles, the following literature review discussed below is
abridged for the purpose of this paper. To give the reader
a flavor for the type of literature that exists, the two
sections that follow represent selected studies that deal
with learning styles in general and teaching styles spe-
cifically related to gender.

SELECTED LITERATURE REVIEW –
LEARNING STYLES

Exploring the highly complex nature of teaching and
learning, researchers have often concentrated on the
controversy of the “matching hypothesis” that is the
preferred learning styles of students should be matched
with the teaching style of their professors. There are an
overwhelming number of studies on this subject.

Felder (1993) talks about the negative learning outcomes
of students who are mismatched with professors that are
unaware of their own learning style. In this situation
professors may teach only in one style thus favoring some
students and disadvantaging others. Grasha (1994) ar-
gues that students need to be stretched to learn and
stretching may mean purposely creating a mismatch
between the teaching methods of professors and stu-
dents’ preferred learning styles. Reynolds (1997) states
that matching is unrealistic given the potential demand on
professors to change their teaching style to accommodate
over 30 different learning styles in each class. The results
of a study by Spoon and Scheel (1998) fails to support
research on learning and teaching styles in which in-
creased academic achievement is noted when learning
and teaching styles are congruent. Merrill (2000) argues
that most students and professors are unaware of their
learning styles. Further, more fundamental teaching strat-
egies should take precedence over learning styles, which
should then be used to fine-tune professors’ plans.
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After conducting several rigorous empirical studies of
matching and mismatching Ford and Chen (2001) con-
clude that matching was linked with improved student
performance. Research by Apters (2001) suggests that
matching or mismatching may cause frustration or dissat-
isfaction that is likely to cause a student to switch be-
tween motivational styles and disengage from learning.
Gregorc (2002) claims that mismatched learning styles
can harm the student not only in a current class but in
future learning endeavors as well. Smith and Sekar (2002)
concludes that for each research study supporting the
theory of matching students’ preferred learning style to
professors’ instructional style there is a study rejecting
the matching hypothesis. Coffield and Frank (2004)
explain that many professors may respond well to the
invitation to examine their own teaching and learning
styles–and the hope of theorists is that by doing so they
will become more sensitive to those whose learning style
is different. Prince and Felder (2006) avoid the matching
hypothesis controversy by investigating several instruc-
tional models that involve learning cycles in which dif-
ferent classroom activities are designed to appeal to
various student learning style preferences. All students
are taught partly in a learning style they prefer and partly
in a learning style less preferred when professors teach
“around the cycle.”

SELECTED LITERATURE REVIEW –
TEACHING STYLES AND GENDER

A study by Lacey, Saleh, and Gorman (1998) found that
male and female professors differed with respect to
student involvement in the classroom. In particular, male
instructors tended to be more lecture-oriented while
female styles were more informal and open toward student
participation. A similar study by Crawford and MacLeod
(1990) found that male professors were not as open to
student participation in the classroom as female professors.
Starbuck (2003) looked at various academic disciplines
in her examination of gender differences in teaching
styles. Of the 22 different teaching activities measured,
Starbuck found that only three activities were significantly
different between male and female professors.

Various authors have focused on teaching styles and
gender with respect to student course evaluations. For
example, Nuhfer (2002), Centra and Gaubataz (1998),
and Feldman (1992) found that a professor’s gender had
no impact on students’ course evaluations. However,
Whitworth, Price, and Randall (2002), Bachen,
McLaughlin, and Garcia (1999), and Kimmel (2000) all
found that female and male professors were perceived
differently by students and were given higher or lower
ratings based on that perception.

RESEARCH METHODOLOGY

The Felder-Soloman Index of Learning Styles (ILS) was
sent to 500 business professors in spring 2009 who
attended selected marketing conferences during the aca-
demic year. Of the 500 surveys, 185 were returned for a
37 percent response rate. Although many learning style
models exist, the ILS was chosen for this study for
various reasons: the questionnaire is available on-line,
free, simple to use and interpret, easily applicable and the
instrument has good validation results (Felder and Spurlin
2005; Litzinger et al. 2005; Zywno 2003; Livesay et al.
2002).

The current version of ILS consists of four dichotomous
dimensions and an individual’s learning style can be
defined in terms of the answers to the following questions
(Felder 1993): How does the individual prefer to process
information: actively – through engagement in physical
activity or discussion, or reflectively – through introspec-
tion? What type of information does the individual pref-
erentially perceive: sensory – sights, sounds, physical
sensations, or intuitive – memories, ideas, insights?
Through which modality is sensory information most
effectively perceived: visual – pictures, diagrams, graphs,
demonstrations, or verbal – sounds, written and spoken
words, and formulas? How does the individual progress
toward understanding: sequentially – in a logical pro-
gression of small incremental steps, or globally – in large
jumps, holistically?

Professors were sent an online version of the ILS ques-
tionnaire using Survey Monkey that consisted of 44
incomplete sentences to which an “a” or “b” response
could be selected to finish the statement. Eight additional
questions were added at the end of the survey instrument.
Four questions asked about the professor’s teaching style
and four were demographic questions. The returned
responses of professors were submitted on-line and a
profile for each professor was returned with scores on all
four dimensions. Each learning style dimension was
scored on a scale from –11 to +11 and showed an
emerging preference for the given modality. For statisti-
cal analyses it was convenient to calculate only the “a”
responses so that a score on a dimension would be an
integer ranging from 0 to 11 (Felder and Spurlin 2005).
Using the active-reflective dimension as an example, 0 or
1 “a” responses represented a strong preference for active
learning, 2 or 3 a moderate preference for active learning,
4 or 5 a mild preference for active, 6 or 7 a mild preference
for reflective, 8 or 9 a moderate preference for reflective
and 10 or 11 a strong preference for reflective learning.
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DESCRIPTION OF THE SAMPLE

Of the 185 surveys returned by business professors, 107
were from males and 87 from females. The following
represents demographic information on male professors.
Twenty-nine percent of males were between 40–49 years
old, 29.9 percent between 50–59 years old, and 30.8
percent between 60–69 years old. Only 6.5 percent and
3.7 percent were between 30–39 years old and over 69
years old respectively. A demographic question asked
professors how many years they taught full-time at the
college level. The top three categories of most frequent
responses were between 5–14 years with 31.8 percent,
15–24 years with 21.5 percent, and 25–34 years with 29
percent. Another demographic question asked of profes-
sors was how many full-time undergraduate students
currently attended their institution. The majority of male
professors – 68.2 percent-taught at institutions that had
between 1000–14,999 students. Institutions that had an
undergraduate enrollment between 15,000 and 25,000
and over were reported by 31.8 of male professors.

Of the female professors, 2.6 percent were under 30 years
old, 10.3 percent between 30–39 years old, 33.3 percent
between 40–49 years old, 33.3 percent between 50–59
years old, and 20.5 percent between 60–69 years old. Of
the number of years female professors who taught full-
time at the college level 15.4 percent taught less than five
years, 28.2 percent between 5–14 years, 35.9 percent
between 15–24 years, and 20.5 percent between 25–34
years. The majority of female professors taught at insti-
tutions with a full-time undergraduate student population
between 1000–14,999 with 71.8 percent, and 29.2 per-
cent of female faculty taught at institutions with between
15,000 and 25,000 and over.

DESCRIPTIVE STATISTICS

Data presented in Table 1 shows the frequency distribu-
tions for male professors’ preferred learning styles for
each of the four dichotomous dimensions: active-reflec-
tive, sensing-intuitive, visual-verbal, and sequential-glo-
bal. Of the 107 respondents three professors represented
strong active, 15 professors moderate active and 28
professors mild active. Mild reflective and moderate
reflective responses combined represented 55 profes-
sors, and six professors fell into the strong reflective
category. Active learners tend to understand and retain
information best by engaging in hands-on activities.
Unlike reflective learners who like to study and solve
problems alone, active learners like group work where
they discuss material with others.

In the sensing-intuitive dimension four professors re-
corded a strong sensing preference, 13 professors moder-
ate sensing and 27 professors mild sensing. On the
intuitive side 26 professors were mild intuitive, 24 pro-
fessors moderate intuitive and 13 professors strong intui-
tive. Sensing learners understand information better with
real-world applications. They like learning facts, brain-
storming solutions with group members and solving
problems in a methodical way. The intuitive learners are
comfortable with abstract ideas, mathematical formulas
and reflecting on creative methods of problem solving.

Of the 107 male responses 29 were strong visual, 37
represent moderate visual and 18 mild visual. Mild ver-
bal, moderate verbal, and strong verbal represented 12
professors, 10 professors, and one professor respec-
tively. Visual learners learn and remember information
best when they see diagrams, pictures, videos, and dem-
onstrations unlike their verbal counterparts that learn
best by reading written material from textbooks or hand-
outs and listening to class lecture and discussion.

In the sequential-global dimension four professors were
strong sequential, 16 professors were moderate sequen-
tial and 32 professors were mild sequential. The number
of professors in the mild global category was 33, with 22
representing moderate global and zero professors in
strong global. Sequential learners first understand logical
sequential steps that comprise the whole picture rather
then global learners who need to grasp the whole picture
first before understanding the individual steps.

Data presented in Table 2 shows the frequency distribu-
tions for male professors’ preferred teaching styles for
each of the four dichotomous dimensions: active-reflec-
tive, sensing-intuitive, visual-verbal, and sequential-glo-
bal. Without explaining Table 2 in the same detail as
Table 1, the following were the highest numbers for each
category. Of the 107 male professors, 45 were moderate
active, 32 were mild sensing, 33 were mild verbal and 34
were moderate sequential. The remaining statistics are
listed in Table 2 at the end of the paper.

Table 3 shows the frequency distributions for female
professors’ preferred learning styles. The highest numbers
for each category are listed below, but all the statistics
may be viewed in Table 3 at the end of this document. Of
the 78 female professors, 32 were mild active, 18 were
both moderate sensing and mild intuitive, 28 represented
moderate visual and 28 were mild sequential.

Data presented in Table 4 shows the frequency distribu-
tions for female professors’ preferred teaching styles for
each of the four dichotomous dimensions: active-reflec-
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TABLE 1
Preferred Male Learning Styles: Frequency Distributions for All Learning Dimensions

Number/ Number/ Number/ Number/
Preference Professors Preference Professors Preference Professors Preference Professors

Strong Active 3 Strong 4 Strong 29 Strong 4
Sensing Visual Sequential

Moderate 15 Moderate 13 Moderate 37 Moderate 16
Active Sensing Visual Sequential

Mild Active 28 Mild 27 Mild 18 Mild  32
Sensing Visual Sequential

Mild 32 Mild 26 Mild 12 Mild  33
Reflective Intuitive Verbal Global

Moderate 23 Moderate 24 Moderate 10 Moderate 22
Reflective Intuitive Verbal Global

Strong 6 Strong 13 Strong 1 Strong  0
Reflective Intuitive Verbal Global

Total  107 Total  107 Total  107 Total  107

TABLE 2
Preferred Male Teaching Styles: Frequency Distributions for All Learning Dimensions

Number/ Number/ Number/ Number/
Preference Professors Preference Professors Preference Professors Preference Professors

Strong Active 19 Strong 2 Strong 4 Strong 10
Sensing Visual Sequential

Moderate 45 Moderate 31 Moderate 22 Moderate 34
Active Sensing Visual Sequential

Mild Active 18 Mild 32 Mild 21 Mild 22
Sensing Visual Sequential

Mild 14 Mild 18 Mild 33 Mild 23
Reflective Intuitive Verbal Global

Moderate 9 Moderate 20 Moderate 21 Moderate 14
Reflective Intuitive Verbal Global

Strong 2 Strong 4 Strong 6 Strong 4
Reflective Intuitive Verbal Global

Total  107 Total  107 Total  107 Total  107

tive, sensing-intuitive, visual-verbal, and sequential-glo-
bal. The highest numbers for each category follow. Of the
78 female professors, 32 were moderate active, 30 were
mild sensing, 24 were moderate visual and 24 were
moderate sequential. All the remaining statistics are
shown in Table 4.

Table 5 compares the means and standard deviations for
male professors’ preferred learning styles and their pre-
ferred teaching styles for the four learning-style dimen-
sions. The means range from a value of “0” (strong active,
sensing, visual or sequential) to a value of “11” (strong
reflective, intuitive, verbal, and global).
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TABLE 3
Preferred Female Learning Styles: Frequency Distributions for All Learning Dimensions

Number/ Number/ Number/ Number/
Preference Professors Preference Professors Preference Professors Preference Professors

Strong Active 0 Strong 8 Strong 10 Strong 4
Sensing Visual Sequential

Moderate 8 Moderate 18 Moderate 28 Moderate 10
Active Sensing Visual Sequential

Mild Active 32 Mild 12 Mild 22 Mild 28
Sensing Visual Sequential

Mild 20 Mild 18 Mild 6 Mild 14
Reflective Intuitive Verbal Global

Moderate 18 Moderate 8 Moderate 12 Moderate 18
Reflective Intuitive Verbal Global

Strong 0 Strong 14 Strong 0 Strong 4
Reflective Intuitive Verbal Global

Total  78 Total  78 Total  78 Total  78

TABLE 4
Preferred Female Teaching Styles: Frequency Distributions for All Learning Dimensions

Number/ Number/ Number/ Number/
Preference Professors Preference Professors Preference Professors Preference Professors

Strong Active 14 Strong 2 Strong 0 Strong 6
Sensing Visual Sequential

Moderate 32 Moderate 16 Moderate 24 Moderate 24
Active Sensing Visual Sequential

Mild Active 24 Mild 30 Mild 14 Mild 16
Sensing Visual Sequential

Mild 4 Mild 20 Mild 16 Mild 18
Reflective Intuitive Verbal Global

Moderate 2 Moderate 10 Moderate 20 Moderate 10
Reflective Intuitive Verbal Global

Strong 2 Strong 0 Strong 4 Strong 4
Reflective Intuitive Verbal Global

Total  78 Total  78 Total  78 Total  78

In the active-reflective category, the mean for the pre-
ferred learning style was 5.98 whereas the mean for the
preferred teaching style was 3.80. Professors tend to
personally prefer a more reflective learning style, but use
a more active teaching style in the classroom. The sens-

ing-intuitive category showed a mean of 6.12 for the
preferred learning style and 5.24 for the preferred teach-
ing style. Professors tended to be more intuitive learners,
but their preferred teaching style followed the sensing
learning style dimension. For the visual-verbal category,
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professors preferred more visual learning with a mean of
3.42, but preferred to teach using techniques of the verbal
dimension with a mean of 5.60. In the sequential-global
learning style dimension, professors’ preferred learning
style showed a mean of 5.62 and their preferred teaching
style revealed a mean of 4.67. They preferred to learn
more from a global perspective, but teach in a sequential
fashion.

Table 6 compares the means and standard deviations for
female professors’ preferred learning styles and their
preferred teaching styles for the four learning-style di-
mensions. In the active-reflective category, the mean for
the preferred learning style was 5.69 whereas the mean
for the preferred teaching style was 3.23. Like their male
counterparts, female professors tend to personally prefer

a more reflective learning style, but use a more active
teaching style in the classroom. The sensing-intuitive
category showed a mean of 5.79 for the preferred learn-
ing style and 5.18 for the preferred teaching style. Female
professors tended to be more intuitive learners, but their
preferred teaching style followed the sensing learning
style dimension. For the visual-verbal category, profes-
sors preferred more visual learning with a mean of 4.10,
but preferred to teach using techniques of the verbal
dimension with a mean of 5.72. In the sequential-global
learning style dimension, professors’ preferred learning
style showed a mean of 5.67 and their preferred teaching
style revealed a mean of 4.90. Again like their male
counterparts, female professors preferred to learn more
from a global perspective, but teach in a sequential
fashion.

TABLE 5
Male Professors: Mean and Standard Deviation

Mean Standard Deviation

Active-Reflective Learner 5.98 2.346
Active-Reflective Professor 3.80 2.528
Sensing-Intuitive Learner 6.12 2.679
Sensing-Intuitive Professor 5.24 2.373
Visual-Verbal Learner 3.42 2.533
Visual-Verbal Professor 5.60 2.475
Sequential-Global Learner 5.62 2.131
Sequential-Global Professor 4.67 2.607

Scale ranges from 0–11 with “0” representing strong active, sensing, visual, and sequential and “11”
representing strong reflective, intuitive, verbal, and global.

TABLE 6
Female Professors: Mean and Standard Deviation

Mean Standard Deviation

Active-Reflective Learner 5.69 2.054
Active-Reflective Professor 3.23 2.032
Sensing-Intuitive Learner 5.79 3.326
Sensing-Intuitive Professor 5.18 2.011
Visual-Verbal Learner 4.10 2.500
Visual-Verbal Professor 5.72 2.595
Sequential-Global Learner 5.67 2.464
Sequential-Global Professor 4.90 2.654

Scale ranges from 0–11 with “0” representing strong active, sensing, visual, and sequential and “11”
representing strong reflective, intuitive, verbal, and global.
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PAIRED SAMPLES T-TEST AND
CORRELATION RESULTS

Tables 7 and 8 illustrate the results of the paired samples
t-test as well as Pearson’s correlation coefficients for
male professors and female professors respectively. For
the paired samples t-test the professors’ preferred learn-
ing style was compared to the professors’ preferred
teaching style. For male professors each of the t-statistics
generated were statistically significant at the .01 level.
For female professors only the active-reflective and vi-
sual-verbal dimensions were statistically significant at
the .01 level. Neither sensing-intuitive nor sequential-
global were statistically significant.

Pearson’s correlation coefficient (r) is used to investigate
the degree of association between professors’ preferred
learning styles and their preferred teaching styles. Tables
7 and 8 show the correlation coefficients for male
professors and female professors respectively. Table 7
shows a positive correlation of .122 between active/
reflective learning preferences and the active/reflective
teaching style of male professors. Between the sensing/
intuitive learning preference and teaching style the
correlation coefficient was .182. A .415 correlation

coefficient existed between the visual/verbal preferred
learning style of professors and the teaching style in that
category. Finally, the correlation between the sequential/
global preferred learning style and the sequential/global
teaching style was .327. All the correlation coefficients
were positive and represent moderate to low correlation
between the corresponding variables. Both the visual-
verbal and sequential-global dimensions were statistically
significant at the .01 level. The sensing-intuitive dimension
is statistically significant at the .10 level, and the active-
reflective preference was not statistically significant.

Table 8 shows a positive correlation of .307 between
active/reflective learning preferences and the active/re-
flective teaching style of female professors. Between the
sensing/intuitive learning preference and teaching style
the correlation coefficient was .163. For female profes-
sors a .451 correlation coefficient existed between the
visual/verbal preferred learning style of professors and
the teaching style in that category. Finally, the correlation
between the sequential/global preferred learning style
and the sequential/global teaching style was .341. All the
correlation coefficients were positive and represent mod-
erate correlation between the corresponding variables.
The visual-verbal dimension was statistically significant

TABLE 7
Male Professors Paired Samples t-Test and Pearson Correlation Coefficients

t Sig. (2-tail) Correlations Sig. (2-tail)

Active-Reflective
Learner
Active-Reflective 6.956 .000** .122 .211
Professor

Sensing-Intuitive
Learner
Sensing-Intuitive 2.899 .005** .182 .061
Professor

Visual-Verbal
Learner
Visual-Verbal -8.316 .000** .415 .000**
Professor

Sequential-Global
Learner
Sequential-Global 3.479 .001** .327 .000**
Professor

* Significant at the 0.05 level **Significant at the 0.01 level
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at the .01 level, the sequential-global dimension was
statistically significant at the .05 level, and the active-
reflective dimension was statistically significant at the
.10 level. The sensing-intuitive dimension was not statis-
tically significant.

Comparing the male professors and female professors
directly for the active-reflective, sensing-intuitive, vi-
sual-verbal, and sequential-global dimensions showed
no statistically significant results. Therefore, the pre-
ferred learning styles and the preferred teaching styles of
male professors were not statistically different from the
preferred learning styles and preferred teaching styles of
female professors.

CONCLUSION AND LIMITATIONS

The purpose of this research was to examine the learning
style preferences of business professors and compare
those preferences to their overall teaching style. In par-
ticular, the question to be answered regarding male and
female business professors was: are their teaching styles
consistent with their learning styles? Frequency distribu-
tions, paired samples t-test, and correlation analysis have

been used as tools to shed some initial light on this
investigation. Last spring 185 business professors com-
pleted the ILS which provided information on four cat-
egories of preferred learning styles as well as teaching
styles: active-reflective, sensing-intuitive, visual-verbal,
and sequential-global.

For male professors both frequency distributions and
paired t-tests suggested that they prefer to learn differ-
ently than the way they prefer to teach. In particular, male
professors preferred more reflective learning but more
active teaching. In the sensing-intuitive category, male
professors were more intuitive learners and more sensing
professors. For the visual-verbal learning dimension,
males preferred more visual learning and more verbal
teaching. The results showed that male professors tended
to be global learners but sequential in their teaching
styles. The paired t-test, results showed there was a
statistically significant difference between the teaching
styles and the learning styles of male professors on all
learning dimensions. Therefore, based on the results
male professors were not consistent between their pre-
ferred learning styles and their teaching styles.

Female faculty preferred reflective learning but active

TABLE 8
Female Professors Paired Samples t-Test and Pearson Correlation Coefficients

t Sig. (2-tail) Correlations Sig. (2-tail)

Active-Reflective
Learner
Active-Reflective 6.393 .000** .307 .057
Professor

Sensing-Intuitive
Learner
Sensing-Intuitive 1.069 .292 .163 .321
Professor

Visual-Verbal
Learner
Visual-Verbal -3.776 .001** .451 .004**
Professor

Sequential-Global
Learner
Sequential-Global 1.633 .111 .341 .034*
Professor

* Significant at the 0.05 level **Significant at the 0.01 level
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teaching. In the sensing-intuitive category females were
more intuitive learners and more sensing professors. For
the visual-verbal dimension, female professors were more
visual learners and preferred more visual teaching meth-
ods in the classroom. Female preferred to be more global
learners but more sequential professors. Using the paired
t-test, the results showed that there were statistically
significant differences between learning styles and teach-
ing styles in the active-reflective and visual verbal cat-
egories. However, there were no statistically significant
differences in the sensing-intuitive and sequential-global
dimensions. Female professors were consistent between
their preferred learning styles and their teaching styles in
the latter two dimensions.

Various studies in the literature discussed the relation-
ship between gender and college teaching with respect to
student evaluations, but few studies looked at gender
differences as they related to learning and teaching styles.
An understanding of teaching and learning styles by
business professors can be an invaluable tool in their
pursuit to continually improve in the classroom and make
better connections with their students.

One major limitation to the study is the relatively small
sample size. Data on this subject continues to be col-
lected. Another limitation to this paper is that the results
of the cross-tabulations are not discussed. These cross-
tabulations show the relationship between the learning
style preferences, teaching styles used and the demo-
graphic variables of age, number of full-time under-
graduate students attending the institution and the num-
ber of years the professor has taught at the college level.
These do provide some additional interesting insights.
Space and time did not permit these to be included.

Further research is needed in this area since understand-
ing professors’ learning and teaching styles and eventu-
ally comparing them with learning style preferences of
students can be an important asset to the success of both
the student and professor in the college classroom. In
addition, expanding the scope of this paper to include
responses from professors who have received their de-
grees and teach outside the United States would make for
an interesting comparison between preferred learning
styles and preferred teaching styles.
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EXAMINING STUDENT PERCEPTIONS OF CLASS
PRESENTATIONS: DO STUDENTS BENEFIT

FROM PRESENTATIONS?
Tulay Girard, Pennsylvania State University – Altoona

Musa Pinar, Valparaiso University

ABSTRACT

This study examines the students’ perceptions of how
class presentations and peer-assessment contribute to
their learning and skill-building and whether their per-
ceptions significantly differ by gender. The data were
collected from marketing students at two universities in
the U.S. Findings indicate that students overall perceive
that class presentations contribute to their learning and
skill-building. Although significant differences were
found based on gender, no consistent pattern of differ-
ences in perceptions of presentations and peer-assess-
ment was found between males and females at both
universities.

Key words: Gender differences, Student Presentations,
Peer-Assessment.

INTRODUCTION

Student presentations are a common part of most courses
at universities and one of the ways to improve learning of
the course materials. The potential benefits of student
presentations are the increased class interaction and par-
ticipation, interest in learning, bringing different per-
spectives not covered during the lectures, and improving
communication and presentation skills. Students can
gain knowledge not only from the research they and other
students perform, but also by observing the other present-
ers’ strengths and weaknesses to develop better com-
munication and presentation skills. Despite the positive
aspects of using student presentations in a classroom,
some of the students may still show resistance to do extra
work, fear in public speaking, and display boredom for
sitting through others’ presentations if they are not en-
gaged with the experience. Therefore, they may have
negative attitudes and perceptions toward giving presen-
tations overall. However, little research has been done in
this area to understand the extent of benefits students
perceive of giving presentations and getting involved

with peer-assessments to offer teachers strategies to
better the outcome of class presentations. A thorough
search in the literature did not reveal a study that has
examined the potential benefits of student class presenta-
tions. In marketing education, the knowledge base on the
student perceptions of presentation benefits have not
adequately been developed and remains a huge gap in the
marketing and management pedagogy literature. This
study is a first attempt at filling this gap. In attempts to
prepare marketing and management students to become
self-sufficient and well-spoken professionals in the work
place, it is important that marketing educators know from
the student’s perspective whether or not student presen-
tations actually benefit the student, and whether diversity
in the student body based on gender makes any difference
in their perception of presentation benefits.

The main goal of this paper is to investigate the potential
contribution of student class presentations to learning of
the course material. The specific objectives are to: (1)
investigate whether or not students perceive that student
presentations contribute to various aspects of learning of
the course material and improving their communications
skills; (2) compare if male and female students perceive
the presentation benefits differently, if so, in what ways
they differ, and (3) compare if students at two different
universities (mid-western vs. eastern) perceive the pre-
sentation benefits differently, if so, in what ways they
differ.

A rubric was utilized to involve the students in presenta-
tion evaluations and a survey was used to measure their
perceptions of presentation contributions to their knowl-
edge and skill-building, and engagement with presenta-
tions by involving them in peer-assessment. The rubric
that served as peer-assessment tool was used to force
students to pay attention to the presentations; thus, to
improve learning. The results from testing the study
objectives will provide teachers with strategies to im-
prove student perceptions of the value of giving presen-
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tations, and offer guidance of whether gender differences
should be a concern in their efforts.

BACKGROUND

Karns (2005, p. 165) states, “Students’ willingness to
engage fully in learning through a particular pedagogy is
an important element in a pedagogical approach’s ability
to foster learning.” Because of its centrality to academic
success, social status, and workplace effectiveness, oral
and listening skills development has been increasingly
emphasized in business education and classrooms. In that
effort, student involvement in peer assessment has been
increasingly practiced by educators worldwide, and em-
pirical studies confirm that peer assessment promotes
active learning by engaging students (Boud 1988;
Falchikov and Goldfinch 2000).

Gender differences have also been researched in various
studies examining individual listening skills, group pro-
duction, and self-efficacy (Hunter et al. 2005), classroom
interactions (Canada and Pringle 2006), peer evaluations
of student presentations (Girard and Pinar 2009), class
performance (Nouri and Clinton 2006), student evalua-
tions of teaching (Centra and Gaubatz 2000), and learn-
ing style preferences (Wehrwein et al. 2007). The find-
ings of these studies are mixed. For example, Hunter et al.
(2005) reported that a 1998 Canadian assessment of
students’ speech communication skills revealed that all
male groups lagged significantly behind that of all female
groups. Wehrwein et al. (2007) found significant gender
differences in learning style preferences among under-
graduate physiology students. Around 54 percent fe-
males and 12.5 percent males preferred a single mode of
information presentation. Among the female students,
around 4 percent preferred visual, none preferred audi-
tory, 17 percent preferred printed words, and 33 percent
preferred using all of their five senses (learning from
smell, touch, hearing, taste and sight). Among the male
students, around 4 percent, evenly distributed in prefer-
ence, preferred learning from auditory, reading and writ-
ing, and using their five senses, but none preferred visual.
Overall a majority of female students preferred single
mode instruction with emphasis on using all five senses,
and a majority of male students preferred multi-modal
instruction namely visual, auditory, reading and writing,
and using five senses.

Girard and Pinar (2009) found no consistent gender bias
in peer assessments of student presentations and sug-
gested that peer assessment could be utilized in grading
by teachers without any concerns. However, Pinar and
Hardin (2006) find that presenter’s and/or evaluator’s

gender affects the evaluation of presentations. Prior re-
search focuses on understanding the gender effect in
student evaluations of teachers (Centra and Gaubatz
2000) but not specifically in the context of gender effect/
bias in student perceptions of presentation contributions.
Centra and Gaubatz (2000) found gender similarity bias
in student evaluations of teaching. Other research exam-
ines gender bias in the context of recruitment and/or job
interviews (Arvey and Faley 1988; Gallois et al. 1992;
Graves and Powell 1995; Hardin et al. 2002, Powell
1987), and customer bias toward a salesperson’s gender
(Dwyer et al. 1998; Jones et al. 1998; Lucas 1996).
Although gender differences can be measured easily, to
the authors’ best knowledge, no research exists that tests
the gender differences/bias in student perceptions of
presentation contributions to their learning and skill-
building and their involvement with peer-assessment of
presentations in an attempt to increase student engage-
ment.

METHOD

Undergraduate and graduate marketing and management
students at two major universities participated in the
study over several semesters. The data were collected in
two stages using separate instruments: (1) a rubric to
evaluate presentations of students and (2) a survey instru-
ment to measure the perceptions of presentation contri-
butions to learning and skill-building, and the gender of
the student who took the survey. During the first stage,
each student prepared and gave a 7 to 10 minute presen-
tation of an analysis of a current business news article
from a major newspaper (e.g., Wall Street Journal) or
business magazine (e.g., Business Week) as a part of the
class assignment.

The purpose of the rubric was to engage students in other
students’ presentations by having them evaluate each
presenter’s performance by assigning scores to four as-
pects of the presentations. While peer-assessing, students
were also asked to write down three things that they
learned new from each presentation. A maximum of 20
points could be assigned by an evaluator to each presen-
tation based on the four presentation attributes adopted
from Pinar and Hardin (2006). The attributes used are: (1)
quality of the article content (max.6 pts.); (2) relevance to
the course material (max. 5 pts.); (3) content of the
presentation (max. 5 pts.), and (4) quality of presentation
(max. 4 pts.). Using the rubric for peer-assessment not
only allowed the students to be able to answer the last
three questions in the survey instrument that measured
the students’ perceptions of the value of their involve-
ment in the presentations, but also served as reinforce-
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ment to students to better prepare for their presentations.
After pilot testing several times, the above attributes were
determined by the authors that they would serve as a way
to evaluate the presentation quality. Students were pro-
vided the evaluation criteria before their presentations.
The gender of each student was captured from the stu-
dents’ names on the evaluation forms. In order to avoid
introducing external bias by the authors (teachers), the
students were not informed of the purpose of the study
until all presentations were completed and all data were
collected.

During the second data collection stage, a survey instru-
ment that was adapted and improved from Pinar et al.
(2005) was used to measure the perceptions of presenta-
tion contributions to learning and skill-building, and the
gender of the student who took the survey. Specifically,
the survey instrument was designed to evaluate students’
agreement or disagreement on (1) Presentations contrib-
ute to learning of class materials; (2) Presentations im-
prove public speaking skills; (3) Presentations develop
listening skills for key points; and (4) Presentations bring
different perspectives for class learning; (5) Evaluating
presentations by students is not good idea (Reversed),
and (6) Listing what I learn from the presentation is a
good way to learn, and (7) I become more involved when
I evaluate the presentations. The first four questions
measured the overall student perceptions toward the
contribution of presentations to their learning and skill-
building. The second set of three questions measured
how much they appreciate their involvement with peer-
assessment of the other students’ presentations by having
to listen and pay attention actively, in other words, their
engagement. Because of its relevancy to the study and the
anonymous nature of the data collection, gender was the
only demographic question that was asked. A 5-point
Likert scale was used, 1 being strongly disagree to 5

being strongly agree. The survey questions are presented
in Appendix A

Because the authors teach at two different universities,
students from these universities were included in the
study. This allowed comparisons of the student percep-
tions of class presentation benefits from two universities.
The survey is administered in various marketing classes
where students are required to give presentations through-
out the semester. Because of this, the survey was con-
ducted upon the completion of all of the presentations,
which was close to the end of the semester. Also, the
authors selected the upper and lower level classes for the
study and made sure that the students were taking only
one of these courses to eliminate any chance of taking the
survey more than once. A total of 220 students completed
the survey, of which 51.2 percent were males and 48.8
percent were females. Out of the 220 students, 58 percent
were from the mid-western university and 42 percent
were from the eastern university.

RESULTS

Discriminant and Convergent Validity

In order to assess the discriminant validity of the seven
items, the Principle Component Analysis with Varimax
rotation was performed. The results revealed two clear
dimensions with high loadings ranged from .63 to .77
(Table 1). The first set of four questions loaded on the
underlying dimension, presentation benefits, and the
second set of three questions loaded on the engagement
(in peer-assessment) dimension as expected. The total
variance explained was 94 percent, of which 35 percent
for the first dimension and 59 percent for the second
dimension. In order to assess the convergent validity
(internal consistency) of the items under each dimension,

TABLE 1
Results for the Discriminant and Convergent Validity

Presentation Benefits Engagement

Presentations contribute to learning of class materials. .77
Presentations develop listening skills for key points. .74
Presentations bring different perspectives for class learning. .73
Presentations improve public speaking skills. .73
I become more involved when I evaluate the presentations. .76
Evaluating presentations by students is not good idea(R). .75
Listing what I learn from the presentation is a good way to learn. .63
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reliabilities were tested by examining the Cronbach’s
alpha coefficients. Because the standardized reliability
coefficient of .70 for the first dimension and .62 for the
second dimension, which exceeded the recommended
level of 0.50 for an exploratory study (Hair et al. 1995),
the scale items show a high level of convergent validity
in each factor.

Student Perceptions of Presentation Benefits

The first objective of this study is to examine how student
presentations and involvement with peer-assessments as
part of course requirement contributes to the various
aspects of student learning and improve their communi-
cations skills. Descriptive statistics of the responses are
provided in Table 2, which presents the mean, standard
deviation (SD) and frequencies of the answers to each
statement. The results indicate that 79.8 percent of the
students agreed and strongly agreed (combined) that
presentations contributed to their learning of class mate-
rials, develop listening skills for key points (62.5%),
brought different perspectives for class learning (84.6%),
and improved public speaking skills (89.9%). These
findings show that the most important benefits students
perceive to get from the class presentation are “improv-

ing public speaking skills (mean of 4.32)” and “bringing
different perspectives for class leaning (mean of 3.98).”

These results show that the students overall have a
positive attitude toward the contributions of the class
presentations. The mean scores of student perceptions of
their engagement through involvement with peer-assess-
ment were not as high as the scores for their perceptions
of presentation benefits. However, the averages were
above the mid point on a 5-point scale. A majority
(54.3%) agreed and strongly agreed (combined) that they
became more involved when they evaluated the presen-
tations. On a reversed scale, 50 percent strongly dis-
agreed and disagreed that evaluating presentations by
students was not a good idea. Finally, 48.4 percent agreed
and strongly agreed that listing what they learned from
the presentations was a good way to learn.

Gender Differences in Student Perceptions of Presen-
tation Contributions

The second objective is to investigate whether student
perceptions of presentation contributions and engage-
ment with presentations through peer-assessment sig-
nificantly differ between males and females. As pre-

TABLE 2
Descriptive Statistics of the Student Perceptions of Presentation Benefits

N Strongly No Strongly
Measurement Items Mean SD Disagree Disagree  Opinion Agree  Agree

Presentations contribute to learning of N = 218
class materials. 3.81 .82 1.8%   7.8% 10.6%67.0% 12.8%

Presentations develop listening skills N = 219
for key points. 3.52 .96 2.7% 15.1% 19.6%52.5% 10%

Presentations bring different N = 216
perspectives for class learning. 3.98 .73 0%     6%   9.3%65.3% 19.4%

Presentations improve public N = 219
speaking skills. 4.32 .80 1.4% 2.3%   6.4%42.9% 47%

I become more involved when I N = 219
evaluate the presentations. 3.30 1.1 6.8% 19.6% 19.2%45.2% 9.1%

Evaluating presentations by N = 216
students is not a good idea(R). 3.30 1.1 8.3% 41.7% 23.6%20.4% 6%

Listing what I learn from the N = 219
presentation is a good way to learn. 3.21 1.0 4.6% 24.7% 22.4%41.6%   6.8%
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sented in Table 3, an independent sample t-test revealed
no differences between females and males in their per-
ceptions of presentation contributions except for one
statement. Males agreed more than females that listing
what they learned from the presentations was a good way
to learn (t = 3.2, p = 002). Males valued writing down
what they learned from the presentations more than
females did.

Differences in Student Perceptions of Presentation
Benefits Between Two Universities

Furthermore, the study investigated whether or not dif-
ferences exist in the perceptions of presentation contribu-
tions between the students at the two universities. The
independent sample t-test results indicated that signifi-
cant differences exist between the students at the two
universities. The students in the mid-western university
agreed significantly more than the students in the eastern
university that presentations contributed to learning of
class materials, and improved public speaking skills
(Table 4). No significant differences between two uni-
versities were found in the student perceptions of other
benefits. Therefore, interaction effect of gender and school
was further investigated.

Interaction Effect of School and Gender on Student
Perceptions of Presentation Contributions

In addition, the study investigated whether there was an
interaction effect of school and gender on the student
perceptions of presentation contributions. A one-way
ANOVA was performed (Table 4) after recoding the data
to create four groups (males at the mid-western = 1,
females at the mid-western = 2, males at the eastern = 3,
females at the eastern = 4), which allowed for more
specific comparisons. Table 5 presents the significant F-
test and LSD Post Hoc test results. Male students at the
mid-western university agreed significantly more than
male and female students at the eastern university that
presentations contribute to learning class materials and
improve public speaking skills at p < .05 and p < .01 level,
respectively. Male students at the mid-western university
agreed significantly more than male students at the east-
ern university that class presentations brought different
perspectives for class learning (p < .05). Male students at
the mid-western and eastern universities agreed signifi-
cantly more than female students at the mid-western
university that listing what they learn from the presenta-
tion was a good way to learn (p < .01). These results
suggest no consistent effect of gender and university

TABLE 3
T-Test Results for Gender Differences in Perceptions of Presentation Benefits

Gender N Mean SD T-test

Presentations contribute to learning of class materials. Male 109 3.85 .83 1.0
Female 104 3.74 .81

Presentations improve public speaking skills. Male 109 4.38 .74 1.2
Female 105 4.25 .87

Presentations develop listening skills for key points. Male 109 3.56 .95 .77
Female 105 3.46 .98

Presentations bring different perspectives for class learning. Male 106 3.96 .70 -.28
Female 105 3.99 .75

Evaluating presentations by students is not good idea(R). Male 107 3.34 .99 1.2
Female 104 3.15 1.14

Listing what I learn from the presentation is a good way. Male 109 3.42 .99 3.2a

to learn Female 105 2.98 1.02

I become more involved when I evaluate the presentations. Male 109 3.26 1.10 .71
Female 105 3.33 1.08

ap < 0.01
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variables on students’ perceptions of presentation ben-
efits and engagement through peer-assessment. These
results were also confirmed by testing the interaction
effects of gender and school using general linear model-
ing in SPSS.

CONCLUSION

The first objective of this study was to examine how
student presentations and involvement with peer-assess-
ments as part of course requirement contributes to the
various aspects of student learning and improves their
communications skills. The results show that the students
overall have a positive attitude toward the contributions
of the class presentations. There was also enough evi-
dence to conclude that students overall perceive their
involvement with peer-assessment of student presenta-
tions positively. These results confirm the findings of
prior studies (Boud 1988; Falchikov and Goldfinch 2000)
that peer assessment promotes active learning by engag-
ing students.

This research also investigated the potential gender effect
on student presentations. Specifically, the study exam-
ined whether differences exist between male and female
students’ perceptions of presentation benefits and their
involvement with peer-assessment of presentations. Only

difference found was that males agreed significantly
more with the statement that listing what they learn from
the presentations was a good way to learn at p < .01 level.
This may be explained by the differences in the learning
styles of male and female students found by Wehrwein
et al. (2007). In their study, male students preferred
auditory, reading and writing, and using their five senses
whereas females preferred visual, printed words, and
using all of their five senses.

Differences in student perceptions of presentations and
their involvement with peer-assessment were also tested
between the students at two universities in order to see if
there is any effect by the school. The students at the mid-
western university agreed significantly more than those
at the eastern university that presentations contribute to
learning of class materials and improve public speaking
skills at p < 0.05 level. Because no significant differences
between two universities were found in the student per-
ceptions of other benefits, the interaction effect of gender
and school was further investigated. However, no consis-
tent interaction of gender and school was found on
student perceptions of presentation benefits and involve-
ment with peer-assessment. These findings are supported
by those of Girard and Pinar (2009) in that there is no
consistent pattern of gender differences. Specifically,
this study finds that male students do not consistently

TABLE 5
ANOVA Results for Gender Differences in the Perceptions of Presentation

Benefits at Two Universities

Gender- Gender-
University University N Mean SD Sig.

Presentations contribute to learning Male-Mid-western 70 3.99 .75
of class materials. Male-Eastern 30 3.62 .93 .024b

F = 2.47; p = .063 Female-Eastern 44 3.64 .83 .027b

Presentations improve public Male-Mid-western 70 4.53 .58
speaking skills. Male-Eastern 39 4.10 .91 .008a

F = 3.38; p = .019b Female-Eastern 45 4.13 .69 .01a

Presentations bring different Male-Mid-western 69 4.07 .60
perspectives for class learning. Male-Eastern 37 3.76 .83 .033b

F = 1.88; p = .13

Listing what I learn from the Male-Mid-western 70 3.41 .95
presentation is a good way Female-Mid-western 60 2.85 1.0 .002a

to learn. F = 4.19; p = .007a

Female-Mid-western 60 2.85 1.0
Male-Eastern 39 3.44 1.0 .005a

ap < 0.01; bp < 0.05
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perceive the benefits of class presentations significantly
different than female students or vice versa.

The implications of these findings are that (1) teachers
can rely on improving students’ learning of class materi-
als using class presentations as part of their course assign-
ments; (2) peer-evaluations of student presentations en-
hance students’ engagement with the presentations and
active learning; (3) students perceive that presentations
contribute to the improvement of public speaking skills,
and (4) teachers do not need to be concerned about gender
differences in student perceptions of presentation ben-
efits. Nevertheless, differences in learning styles be-
tween female and male students should be considered.
These results provide useful insights. Given the overall
positive student perceptions of the benefits of class pre-
sentations and peer evaluations of the presentations, this
study shows that peer-assessment of other student pre-
sentations could be incorporated in as part of the presen-
tation requirement.

It is important to note that this study did not aim at directly
measuring and testing the learning styles of students
based on gender. Future research should further test
whether student perceptions of presentation benefits dif-
fer by specific learning styles of each gender. In addition,
because this study was conducted with students only
from two universities, a caution should be exercised in
generalizing the results. Future studies may include stu-
dents from a larger number of universities and also in
other majors than marketing and management.
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APPENDIX A
Survey Questions for Student Perceptions of Presentation Evaluation

Student presentations are a common part of most courses at universities. We are interested in your perceptions and
perspectives about the student presentations. All the information given will be kept confidential. Please indicate your
opinion of student presentations regarding the followings:

Strongly No Strongly
Disagree Disagree Opinion Agree Agree

a. Presentations contribute to learning of class
materials. 1 2 3 4 5

b. Presentations improve public speaking skills. 1 2 3 4 5

c. Presentations develop listening skills for
key points. 1 2 3 4 5

d. Presentations bring different perspectives for
class learning. 1 2 3 4 5

e. Evaluating presentations by students is not a
good idea(R). 1 2 3 4 5

f. Listing what I learn from the presentation is
a good way to learn. 1 2 3 4 5

g. I become more involved when I evaluate
the presentations. 1 2 3 4 5

You are: a. Male _________ b. Female ________

For further information contact:
Tulay Girard

Division of Business & Engineering
Pennsylvania State University – Altoona

3000 Ivyside Park
Altoona, PA 16601

Phone: 814.949.5259
E-Mail: tug1@psu.edu

Musa Pinar
College of Business Administration

Valparaiso University
Valparaiso, IN 46383
Phone: 219.464.5401

E-Mail: musa.pinar@valpo.edu
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THE IMPACT OF CONSUMER FANATICISM UPON
PUBLIC ATTENTION TO CELEBRITY DEATH

Scott Thorne, Southeast Missouri State University

ABSTRACT

Two icons of 1980s’ entertainment recently passed away
on the same day and while Farrah Fawcett’s death re-
ceived comparatively little attention, the death of Michael
Jackson consumed media and public attention for two
weeks. This article examines the impact consumer fanati-
cism had upon the public perception of the two deaths and
the importance of the source materials surrounding each
in contributing to public attention or lack thereof. The
article closes with implications for marketing managers
and suggestions for future research.

INTRODUCTION

Both icons of the late 70s and 80s, Farrah Fawcett and
Michael Jackson achieved fame in their respective fields,
she as an actress and pin-up, he as a singer and dancer.
Both died on the same day, June 25, 2009, but while
Jackson’s death dominated the media for two weeks after
his death, Fawcett’s passing attracted public interest for
one to two days, then dropped from view. Why? What
causes the passing of one celebrity to seize the public
interest for weeks while the death of another garners only
the proverbial fifteen minutes of attention?

LITERATURE REVIEW

During the 1980’s, Michael Jackson was arguably the
most popular and highest paid entertainer of the period,
with sales of over 750 million records, including the best-
selling album of all time, Thriller. His follow-up album,
Bad, scored huge numbers as well, though not quite to the
level of Thriller and Jackson embarked on a successful
career throughout the 80s and early 90s as the self styled
“King of Pop.” Gradually, public focus shifted from his
career as an entertainer to his increasingly bizarre lifestyle,
culminating in charges of child molestation, and the
decline in his album sales reflected this. During the
decade prior to his death, Jackson garnered more head-
lines and attention from his appearance and behavior than
his music. However, just prior to his death, public atti-
tudes had shifted and Jackson was preparing a sold out

tour that had generated over $85 million in ticket sales
(Rolling Stone 2008).

During the same period, Farrah Fawcett was the top
selling pin up model. Her iconic swimsuit poster, pub-
lished in 1976, sold between 8 to 12 million copies,
making it the best-selling wall art of all time (Hoffman
2005). Best known for portraying Jill Monroe on the
television series Charlie’s Angels, Fawcett appeared on
the series sporadically during its run, while attempting to
launch a movie career. After a series of moderately
received films, Fawcett returned to television, appearing
in a number of critically acclaimed television movies but
never again achieving the popular acclaim of her early
career. Similar to Jackson, she saw resurgence in public
interest just prior to her death as she produced and
appeared in a well-received documentary about her life
with cancer (Corliss 2009)

Both Jackson and Fawcett achieved their level of celeb-
rity due to the impact of the fanaticism (defined as the
degree to which one is a fan of a topic, subject, or person).
The term usually has a negative connotation in the ver-
nacular and is associated with ugly patterns developed
from mass movements (Hoffer 1989, p. 5), but is used
neutrally here) that developed around each. In general, it
is difficult to predict what people or topics will seize the
public interest and cause fanaticism to develop around
the topic. Likewise, it is difficult to predict when an area
of fanaticism will extinguish, though hindsight and ex-
amination of the area of interest will provide indications
of the factors leading to the extinguishing (Thorne and
Bruner 2006).

Several authors, notably Campbelll et al. (2004) and
Hunt et al. (1999), have proposed models of fan behavior
in which fans move from no interest in a topic to increas-
ingly deep levels of fanaticism. The entry level of fanati-
cism, called the casual or dilettante, is typified by the
person who watches Star Trek when it comes on or
catches the afternoon baseball game on TV but is not
unduly disturbed if it is missed. They have a casual
interest in the topic but are not yet sufficiently motivated
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to expand on that interest. The dilettante fan will catch an
episode of 24, visit ESPN.com to keep up on favorite
teams, or occasionally pick up a copy of Soap Opera
Digest at the supermarket checkout but makes no special
effort to do so (Chamberlain and Rustin 2007). The next
level is termed the dedicated level. At the dedicated level
of involvement, the fan actively adjusts their lifestyle to
watch a program, collects items related to the area of
interest, or seeks out others with the same interest for
conversation and interaction. The fan actively seeks out
information about a person or area of interest, subscribes
to magazines focusing on the area of interest, subscribes
to podcasts, or uses TiVo to record numerous episodes of
a program for consumption during a single sitting at a
later time. In many cases, the newly dedicated fan is
surprised to find an already developed fan-based com-
munity that serves to eliminate or mitigate the feeling of
isolation or strangeness the developing fan may feel
(Campbell et al. 2004; Jermyn 2007). Finally, there is the
devoted level of fanaticism. As this level of involvement
is reached, fans make major changes to their lifestyles in
order to actively pursue the area of interest. More of the
fan’s free time is devoted to expanding involvement in
the area of interest to the delectation of what others would
view as a more rounded social life. The fan may devote
sections of the home to showcasing the area of involve-
ment (“shrines”), attend or organize conventions focus-
ing on the subject, and endeavor to become recognized as
an expert on the area of involvement. Fans may take
leadership positions in reviving or rescuing the source
material from obscurity or cancellation (Cagney and
Lacey, Star Trek, Babylon 5) or in expanding fan-created
materials beyond the source material though pastiches or
fan fiction (Harry Potter, Lord of the Rings) (Beatrice
2007, p. 110; Sturgis 2005, 2006). Although both
Campbell and Hunt’s models were originally developed
as theoretical constructs, empirical research has lent
credence to the proposed models of multiple levels of
fanaticism (Thorne 2004).

Participation by fans and movement through the various
levels of fanaticism is reinforced by their exposure to
different forms of source materials: primary, secondary
and tertiary. Primary materials are those produced di-
rectly by or for the subject of interest, i.e., Jackson’s Billie
Jean or Fawcett’s famed poster. Secondary materials are
those produced by others with the approval of the subject,
i.e., interviews or magazine articles. Tertiary materials
are those produced by fans or others beyond the control
of the celebrity or subject, i.e., the media coverage of
Jackson’s trial for pedophilia. (Thorne 2001, p. 4). The
more material that is produced, the more fans have to
discuss about their chosen topic of interest and the less

likely they are to migrate out of their area of fanaticism
(Hunt et al. 1999). Recent research by Fast et al. (2009)
supports this belief as it indicates that well known celeb-
rities, i.e., those with large amounts of source material,
will generate more interest among fans than celebrities
with smaller amounts of source material. This occurs
even when celebrities with smaller bodies of source
materials are considered by experts to be superior per-
formers in their chosen field, such as acting or music, than
celebrities with larger bodies of source material.

DISCUSSION

The available research supports the concept of three
levels of fanaticism as proposed by Hunt. Fans process
into the deeper levels of fanaticism through access to
primary, secondary and tertiary materials. While it is
exposure to the primary materials that drives the original
fanaticism, it is the continued creation of secondary and
tertiary material that maintains the deeper levels of fa-
naticism.

This helps explain the outpouring of public emotion that
accompanied the death of Michael Jackson and the rela-
tive lack of interest paid to the death of Farrah Fawcett on
the same day, as well as the concurrent deaths of Ed
McMahon and Walter Cronkite. Fawcett, after her depar-
ture from Charlie’s Angels, produced a steady stream of
primary material, but failed to develop a steady body of
secondary and tertiary material to maintain her status as
an object of fanaticism. Relatively few interviews were
conducted with her during this period, little notoriety
attached itself to her name and comparatively few maga-
zine or newspaper articles appeared about her during the
last two decades of her life, except to focus upon her
courage in dealing with her cancer. Due to the lack of
secondary materials produced during this period, little in
the way of tertiary material appeared either. With little
material appearing to maintain her fans level of interest,
and none appearing related to the primary material that
originally established her as an object of fanaticism, she
was unable to sustain the level of fandom needed to create
a massive outpouring of interest at her death. Similarly,
once Cronkite left his position as anchor of the CBS
Evening News, he did little, aside from authoring a
scattering of articles and providing commentary for as-
sorted ratio and television programs, to keep himself in
the public eye for the next three decades and he received
little attention from the media or public regarding his
activities or career. Once McMahon stepped down from
his sidekick position on the Tonight Show to become a
pitchman for Publisher’s Clearing House and
Cash4Gold.com, little secondary or tertiary material ap-
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peared to drive fan interest in his career, aside from the
odd story about his health appearing in the National
Inquirer.

Jackson also saw a waning of his popularity from the
heights he hit in the 80s, as his music and shows failed to
generate the sales they had in the past. However, even as
interest in his primary materials waned, his public lifestyle
drove fan interest in the secondary and tertiary materials
that developed around him. Jackson became a tabloid
staple as articles focused on his lifestyle at Neverland
Ranch, his marriages, plastic surgeries, cumulating in his
trial for pedophilia in 2005. Monthly stories appeared in
the entertainment media and headlines about “Wacko
Jacko” appeared with regularity in supermarket tabloids
for the last 20 years of his life. Even though he no longer
produced primary materials of the quality of his work
during the1980s, the amount of secondary and tertiary
material emerging during this period was sufficient to
maintain the fan base that had developed.

The focus on Jackson, however, was on his upcoming
tour. Aside from sensationalistic headlines, there was no
indication he was in poor health. The immediate shift in
focus of secondary materials from the tour to his death
took his fan community by shock, causing massive
amounts of tertiary materials to be generated the fan base.
The vast number of fan created materials was noted and
reacted to by the new media, resulting in the secondary
materials that dominated the mass media for the next two
weeks.

From a practitioner’s point of view, the media attention
surrounding Jackson’s death and the relative lack of it
surrounding Fawcett, McMahon, and Cronkite’s deaths
confirms the public relations adage that “All publicity is
good publicity.” During the 20 years between the end of
his reign as the “King of Pop” and his death, Jackson
attained much more attention and notoriety as a result of
his public behavior, his personal life and his trial for
pedophilia then he did for his music. As a result, huge
numbers of secondary materials, in the form of news
stories and interviews, and tertiary materials, in the form
of fan interest and writings were generated. A search on
Google alone in August 2009 generated approximately
92 million hits. A similar search for Farrah Fawcett
generated 1.8 million hits, while Walter Cronkite gener-
ated 1.3 million and Ed McMahon, a relatively few
340,000 hits. Jackson’s death attracted much more media
attention that did the other three and there was a much
greater public outpouring of emotion at his funeral ser-
vice than theirs, none of which had a funeral to which
much public notice was paid or gained the broadcast time
that was devoted to his memorial service, which was

presented without commercial interruption, which only
happens when the television news media view the event
as having national importance, such as a presidential
speech or news conference. The last death to garner such
attention was the death of former President Ronald Regan
in 2004. Ergo, at least from the viewpoint of the broadcast
news media, the death of Michael Jackson was of equiva-
lent importance to the death of a President of the United
States, a clear indication of the importance the passing of
Michael Jackson had assumed in the public mindset.

The public appeared, en masse, to forgive what it saw,
during his lifetime, as aberrant behavior. Neverland Ranch,
Bubbles the chimp, his behavior with young boys, and the
changes in his appearance over the decades were all
subsumed to a recollection of him as the quintessential
entertainer of the 1980s and an overwhelming outpour-
ing of emotion, not only among dedicated and devoted
fans by among the dilettante fans as well. Even non-fans
of Jackson were temporarily co-opted into his fan base by
the incredible amount of secondary and tertiary materials
produced during a relatively short amount of time. As
Fast et al. (2009) noted, better known celebrities are more
likely to generate secondary and tertiary materials tar-
geted toward and developed by their fanbase and this
output helps maintain a constant stream of dedicated and
devoted level fans.

Ergo, it is imperative for any marketer wishing to gener-
ate and maintain a fanbase and fan interest in their
product to maintain a steady flow of source materials. It
is important to note that fresh primary materials are not
necessary. As long as a steady supply of secondary
materials are provided, and they are such that they attract
the attention of fans, generally either new or scandalous
information about the area of interest, fanaticism in the
subject will maintain and tertiary materials generated.

Three potential future research streams steaming from
this area are how much of a body of source materials must
be developed in order to create a level of consumer
fanaticism as was shown in Jackson’s situation. Celebri-
ties of more recent vintage, such as Tiger Woods, have
developed an enviable set of primary materials but do not
appear to have the same amount of secondary and tertiary
materials surrounding them that Jackson did. How large
a body of secondary and tertiary materials is needed to
generate an emotional outpouring of the level that sur-
rounded Jackson?

A second stream of research focuses on the triggering
event. It took Jackson’s death to trigger the fan reaction
that swamped the news media for a fortnight. Is death the
only event that will trigger this level of fan response or are
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other events sufficiently epochal to set off an outpouring
of consumer fanaticism such as was seen in Jackson’s
death or that of Princess Diana of Great Brittan several
years ago? How could a marketer identify or develop less
traumatic events to create such levels of consumer fanati-
cism and then exploit them?

A third potential stream was also proposed by Hunt et al.
(1999) in that little is known about the extinguishing of
fan behavior. Factors have been identified that move the
casual fan into deeper levels of fanaticism (Thorne and
Bruner 2006) but little to no work has been done exam-
ining what moves devoted fans to the casual level or out
of the fan sub-culture altogether.

CONCLUSION

Despite having similar levels of fame for a time, Michael
Jackson’s death far overwhelmed Farrah Fawcett’s, as
well as others in the same time frame, in terms of media
coverage and public interest, despite (or because of) the
levels of public notoriety he had achieved. Over the
preceding three decades, Jackson created a much larger
and diverse body of source materials to support the
fanaticism surrounding him than did Fawcett, Cronkite,
or McMahon. The result of this was the much larger
outpouring of public interest in his death and career than
that of Fawcett and demonstrating the importance of the
creation of a large and varied body of source materials to
drive consumer fanaticism and maintain it even if lower
quality or no primary materials are produced for an
extended period of time.
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ABSTRACT

An international study experience is viewed by many in
education as the best approach for business students to
learn about the international business environment and
world cultures. A comprehensive portfolio of study abroad
opportunities will maximize the appeal of study abroad to
the maximum number of students. Various locations,
program lengths and timing of the offering are part of a
comprehensive portfolio approach. However, the “build
it and they will come” approach may not be sufficient. In
order to maximize participation, a two level approach
may be necessary. A combination of program offerings
and a mandate to participate may be necessary to ensure
that students avail themselves of study abroad experi-
ences.

INTRODUCTION

The impact of both the marketplace and AACSB accredi-
tation has resulted in a substantial interest in “internation-
alizing” the business curriculum and encouraging stu-
dent experiences in schools of business across North
America and throughout the world (Heischmidt 1997;
Gordon, Heischmidt, and Greenwood 2000). An over-
seas study experience is viewed by many in education as
the best approach for business students to learn about the
international dimensions of commerce (Blasco 2009).

The first step in the internationalizing process is to offer
a variety of programs that will meet the needs of various
student circumstances. Many universities have devel-
oped opportunities for students to study for a semester or
school year at another school outside of their home
country (Gordon and Heischmidt 1998). These opportu-
nities are usually by way of unilateral agreements or

consortium arrangements, which allow the students to
participate while paying only home university tuition
fees. As the tuition cost is the same, the financial barrier
is reduced. Complementing such exchange programs
with a variety of scholarships may further entice partici-
pation. An alternate opportunity is that of a shorter term
program for students traveling internationally for one to
four weeks to visit businesses and commercial establish-
ments (Gordon et al. 2000). These programs, in particu-
lar, appeal to non-traditional students or those students
who are working their way through school. With such
programs, the time required is reduced for those heavily
obligated with work and family obligations.

However, there is often a disconnect between availability
and participation. Once these programs are in place and
on offer, how can a university maximize participation?
After many years of various promotional efforts to en-
courage participation at the home university of the au-
thors, more aggressive techniques described here have
developed to move to a quasi-mandate for participation.

DISCUSSION

The “Carrot”

Students should be encouraged to participate in an inter-
national experience. The benefits should be communi-
cated and every possible excuse that students might use
in order not to participate should be addressed.

Elimination of Perceived Barriers

What stops a student from participating in a study abroad
program? Numerous barriers, both real and perceived,
prevent participation. Among these barriers are:
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♦ No perceived benefit.

♦ Location/destination barriers.

♦ Language barriers.

♦ Time barriers.

♦ Financial barriers.

Communicating the benefits of a study abroad program is
imperative in order to increase participation. Students
should be assured that participation will not delay their
graduation, and might, in the case of short programs over
university breaks, actually allow them to graduate earlier.
Other benefits that may be emphasized include:

♦ The value of such an experience being included on
the student’s resume should increase job prospects.

♦ The program will increase the students’ cultural
awareness.

♦ It will make the student a more informed, global
citizen.

♦ It may ignite a passion for lifelong travel.

♦ Students will learn more than in a class-room setting.

♦ The program is an investment in the student’s future.

♦ The program will be a life-changing experience.

The list of potential benefits should be both short-term
and long-term and also include those of a non-academic
nature. This is one area where select past participants may
be able to best communicate the fun aspects of such a
program. A careful balance between recreation and learn-
ing must be presented.

In order to appeal to more students, universities should
develop a variety of programs to eliminate destination
barriers. Semester or year-long programs need to be
offered at a variety of locations to best meet the needs of
a diverse student body. Some students want certain
location to spur their interest – offering various locations
makes for a much easier “sell” than trying to talk a student
into a location in which they have little interest. Further,
locations in which classes are taught in English reduce
the language barrier. This does not mean that programs
are geographically restricted to English-speaking coun-
tries. All of the programs in which the authors’ university

participates offer full semesters of business classes taught
in English. Consequently, it is possible for a student to
spend a semester in, say, France, without any advance
knowledge of French.

Experience has shown that semester long programs are
more appropriate for certain students, especially those on
track for graduation, those who have the financial re-
sources and the freedom/flexibility to be away from their
regular home situation (Gordon and Heischmidt 1997).
Bi-lateral exchange agreements or membership of an
exchange consortium are the lowest cost ways of creating
these options for your students.

However, the semester long program is not best suited for
all students (Ladika 2009). Many students find it difficult
to be away from their home for such a long period of time.
This may be due to limited financial resources on the part
of students (or parents), the need by students to work to
obtain the financial resources for their education, respon-
sibilities for others in the family such as caring for
children or parents, or just a case of being uneasy with
venturing out far from home because of limited life
experiences. Many students, first college generation stu-
dents as well as nontraditional students, fall within the
situations mentioned above (Shallenberger 2009). These
students still need to be exposed to international business
experiences, but may need to have different options from
the traditional semester long exchange program (Gordon
and Heischmidt 2000).

To eliminate the time barrier, alternative approaches to
international education need to be considered. In contrast
to semester long programs of international study, a study
program that consists of a shorter period of time may be
appropriate for many university students. An appropri-
ately designed short term program may allow many
students, including a growing number of nontraditional
students, a chance to experience international business in
person while balancing the needs of family and jobs at
home. A short term experience of one to a few weeks may
allow students to take advantage of overseas experiences
which requires only a limited absence from family and
work responsibilities.

Financial barriers also need to be reduced. There may be
a variety of approaches. One is to provide travel scholar-
ships to select students. In the case of the authors’
college, scholarship funds were made available to each
professional student organization (for example, Alpha
Kappa Psi, Finance Club, Society for Human Resource
Management, etc.) This served the dual purpose of elimi-
nating a financial barrier, but also rewarded participation
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in student organizations. Alternately, scholarships might
be awarded on a need basis, or by competition or some
other means.

Promote

If the adage of “location, location, location” is true of
retailing, then “promote, promote, promote” is the man-
tra of international education. Posters and flyers need to
be prominently and frequently posted all over campus.
Informational sessions need to be frequently held. As
much as possible, in-class announcements need to be
made. Students need frequent reminders of the options
that are available to them. Using past participating stu-
dents to address campus groups, such as fraternities and
sororities may also increase the level of awareness. Per-
haps even develop contests where such groups compete
to see which can have the most members study abroad.

Direct e-mail campaigns can also be utilized. The more
targeted the message the better. Obtain mailing lists of
various majors and send a specifically targeted e-mail to
each group.

However, one of the most effective components of a
successful recruiting program is enthusiastic support of
faculty members. Those with international experience
should be encouraged to share their background with
students.

And Now the Stick . . .

Regrettable, all the above actions will only motivate a
small number of students to participate in an international
experience. Participation rates of 10–15 percent of gradu-
ating seniors is considered above average. So the ques-
tion becomes – how do we reach the other 80 percent –  85
percent of students?

Here the department created a dual approach. Faculty
members need to be willing to promote the international
study in classes (Heischmidt, Gordon, and Dobson 2000).
Faculty members have to get students excited about
international travel. The faculty member will help close
the loop for the student. If the faculty member is excited
about the program, so will be the students. Recruitment of
students is a reflection of the support of the institution and
advocacy by interested faculty members. It is a year long
process.

While enthusiastic faculty can often be the best sales-
people, a survey of the personal travel profiles of any
given business faculty is likely to reveal a relatively large
number of professors with minimal personal overseas

experience and perhaps no professional international
experience. So the first step becomes the international-
ization of the faculty.

Unfortunately, like students, many faculty members do
not have much interest in overseas travels, let alone
professional activities. To encourage greater interest,
consider including international activities in the College/
Department Tenure and Promotion guidelines. In the
authors’ department guidelines, in all three areas of
faculty member evaluation, explicit mention was made of
international activities. Teaching a class, guest lecturing
overseas or traveling with students overseas were in-
cluded in the teaching component. Presenting a paper at
an overseas conference or other professional growth
activities overseas were specified in that section of the
promotion/tenure guidelines. Even service was “interna-
tionalized” – advising an international student club,
mentoring an overseas competition team, etc., were all
specifically rewarded service activities with international
aspects.

Next comes the focus on the student “stick.” A new
degree requirement was passed with would require all
students to have either an internship or an international
academic experience as a pre-condition to graduation.
Few students would qualify for an exception to this
policy. The expectation was that around 75 percent – 80
percent of students would opt for the international expe-
rience, while 20 percent – 25 percent would complete an
internship. Some may do both. The value of requiring a
“real world” experience of all students was viewed as
essential for them to effectively compete in the job
market upon graduation.

Here the creation of overseas opportunities for faculty
and students comes together. The added number of stu-
dents seeking an international experience has been, in
part, accommodated by offering intensive classes of two
to three weeks offered by our faculty at an overseas
institution during the summer. Classes may even be team
taught with host university faculty members. This would
provide the opportunity for both students and faculty
members to have an overseas academic experience. Cre-
ation of such short classes usually fits within the
university’s summer calendar while providing the fac-
ulty member with a summer overload class. Cost can be
kept to a minimum by using partner university facilities.
It might also be possible to arrange a reciprocal experi-
ence for the overseas university, where they bring a class
of their students to your campus in the summer. This in
turn might provide further internationalization as these
students are integrated into U.S. campus life.
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Such short classes overseas were quite inexpensive,
costing students as little as $1500 more than a domestic
on-campus class. With two or more years to plan for such
an activity, few students could claim financial hardship –
putting aside around $60 a month during their junior and
senior year is hardly overly onerous.

It is expected that within two years almost 100 percent of
graduates of the department will be able to show a real-
world experience on their resume while faculty members
are provided with multiple opportunities to enhance their
international experiences as well.

CONCLUSION

The experiences of the authors providing international
study opportunities for students during the last two de-
cades have provided innovative approaches as to how to
increase student (and faculty member) participation in
the internationalization of the business school educa-
tional experience. If a faculty member wants to really
impact a student’s life, encouraging an international
study opportunity may be the most beneficial and reward-
ing experience they will ever facilitate.

This paper attempted to look at the barriers that prevent
student participation, and suggested ways to increase
involvement. Various “carrots” were suggested as ways
of increasing “voluntary” participation, as well as “sticks”
to force students to think about ways to increase their job
marketability by international program participation. At
the same time, processes were suggested which may also
enhance faculty member internationalization.

ENDNOTE

*Dr. Sterrett was formerly chairperson and faculty mem-
ber at Southeast Missouri State University.
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