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HOW "I" CAN IMPROVE YOUR CLASSROOM
PERFORMANCE

Randy J. Anderson, California State University, Fresno
randy_anderson@CSUFresno.EDU

Lydia E. Anderson, California State University, Fresno
lyanderson@CSUFresno.EDU

ABSTRACT

Innovative teaching in the classroom can only be successful if instructional pedagogy begins
with and ends with personal passion. Instructors were hired for their subject expertise. However,
any application of this information can only benefit the college student if the student is first
receptive to the provider of this expertise. The liaison between the students and the educational
information is the college instructor's attitude. Sometimes a performer, sometimes a cheerleader,
sometimes a catalyst, but, at all times, the instructor is a valuable resource for the student and
his/her future. As the conduit for knowledge, the instructor must first crack the veneer of the
student's psyche before the educational substance can filter through. When instructors are brash
and arrogant, or dull and boring, they take the form of a "zero" as opposed to being an educational
hero. Poor instructors construct barriers between themselves and their students. If the caring part
of a college instructor is omitted from the classroom, his/her information is nothing but a rusty
collection of bromides and a few misplaced quotations.

Twenty-six adjectives have been identified to remind instructors to put the "l" back into the
classroom. Doing so increases the probability for the student floodgates of knowledge to open.
Positive actions such as ingenious, intriguing, imaginative and interesting remind instructors to
identify and integrate creativity and interest into lectures and coursework.

Un-motivational attitudes and activities such as ignorance, impatience, insolence, and
insipid, should be eliminated from the instructional portfolio. Integrating these negative attitudes
and activities into one's teaching pedagogy is guaranteed to decrease teaching effectiveness.

Whether you are a seasoned instructor or are just embarking on a career in academia,
implementation of this pedagogical philosophy guarantees an improvement in one's teaching style.
This philosophy energizes students, encourages them to reach new heights, and exponentially
educates them both personally and professionally. All students deserve their instructor's best effort.
Instructors who are not excited and enthusiastic about their respective specific subject area are
ignorant in expecting their students to become excited. By creating an environment conducive to
learning, instructors are building a strong rapport with students. Doing so will result in students
reacting to this positive instructional philosophy. Students will work at impressing their instructors
through the byproducts of commitment and increased knowledge. When an instructor has captured
the interest of his/her student, the instructor has succeeded in capturing the mind.
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THE RELATIONSHIP BETWEEN SCHOOL
CHARACTERISTICS AND STUDENT PERFORMANCE
ON STANDARDIZED TESTS IN THE DENVER METRO

REGION

David Aske, University of Northern Colorado

Rhonda Corman, University of Northern Colorado
david.aske@unco.edu

ABSTRACT

The No Child Left Behind Act of 2001 mandates the assessment of students in public schools
in reading and mathematics. The Act also requires that parents of students in poor performing
schools be given the option of enrolling their children in a different school. The assessment of
students is based on the widely supported idea that schools need to be held accountable to the public
and the assessment of students through standardized testing is the primary means for providing
accountability. In Colorado, parents have choices regarding what school they want their children
to attend. The schools' rating often influences the choice parents make. The rating is mainly a
reflection of student scores on a standardized test. School funding, teacher stability, and the
potential segregation of students by socioeconomic status are just some of the issues associated with
school choice. Understanding the relationship between school characteristics and student
performance will aid policymakers in evaluating the social impact and potential consequences of
current education policies. This research examines the relationship between various school level
characteristics and student test scores in reading, writing, and math from 2001 to 2007 for
elementary schools in the Denver Metropolitan Region.

INTRODUCTION

In 1993 the Colorado legislature passed HB 93 - 1313. This law required the state to develop
content standards in twelve subject areas and a procedure for assessing student achievement. The
student assessment tool is called the Colorado Student Assessment Program (CSAP). The CSAP
test was first administered in 1997 to 4th graders in the subject areas of reading and writing.
Currently, the test is administered to grades 3 - 10 in reading and writing, grades 5 - 10 in math and
grade 8 in science. The stated goals of CSAP are: 1) To determine the level at which Colorado
students achieve the Colorado Model Content Standards, 2) To measure the progress of students
over time, and 3) To add to the body of evidence to determine 3rd graders literacy levels (Colorado
Department of Education, Unit of Student Assessment).

Student performance on the tests are categorized as unsatisfactory, partially proficient,
proficient or advanced. The results of the tests are issued in state, district, school and individual
reports. The reports provide data on the total and percentage of students who scored in each
performance category as a whole and disaggregated based on various demographic variables such
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as gender and ethnicity. Atthe school level, CSAP scores are an important component of the School
Accountability Report (SAR). Schools are ranked on the basis of their students' scores on the CSAP
tests. Schools are ranked as Unsatisfactory, Low, Average, High, or Excellent. In addition to the
overall school ranking, the SAR includes other school level data such as safety and school
environment, taxpayers' report, school history, and staff information.

This research examines the relationship between various school level characteristics and
student test scores in reading, writing, and math from 2001 to 2007 for elementary schools in the
Denver Metropolitan Region.

LITERATURE REVIEW

The majority of studies concerned with school characteristics and student performance are
regional in scope. The most common characteristics examined include; teacher experience, student
attendance, student enrollment stability, class size, and student socioeconomic status.

According to an Ohio study, the factors that have the greatest impact on student achievement
include student teacher ratios, teacher quality, student attendance, and student mobility (Carr, 2006).
The research found that a higher ratio of students to full-time teachers was associated with higher
student achievement; however it also found that reducing class size by increasing the number of
part-time teachers did not improve student performance. Regarding student mobility, schools that
experience higher turnover rates have lower levels of student performance even if the school has
high attendance rates. Characteristics of the student body, including the number of minority and
economically disadvantaged students were negatively related to student performance.

Research involving New York City schools revealed that the poor performing schools, as
measured by student test scores, were schools that served mainly economically disadvantaged and
minority students (Stiefel, Schwartz, & Iatarola, 2000, Stiefel, Schwartz, & Iatarola,2001). Schools
with a higher percentage of non-white students and a higher percentage of students eligible for free
lunch had lower test scores. These schools were also associated with low student attendance rates
and teachers with limited teaching experience.

In a study of the determinants of student achievement in San Diego, researchers found that
the most important determinant of students' gain in test scores was the individual student's classroom
peer achievement (Betts, Zau, & Rice 2003). The authors contend that students are greatly
influenced by the achievement levels of the students around them. Attendance rates were also an
important influence on gains in students test scores and class size was important at the elementary
but not middle or high school levels.

Focusing on the impact of students attending racially segregated schools and their
performance on standardized tests, researchers in Florida found that students who attended black
segregated schools scored lower than students who attended white segregated schools, however
when controlling for other determinants of school-level performance, students who attended
integrated schools did not score significantly lower than students in white segregated schools
(Borman, McNulty Eitle, & Eitle 2004). The researchers also found that student enrollment stability
and free lunch eligibility had a negative and significant relationship with the percent of a school's
students passing a state standardized test in reading and math.

Proceedings of the Academy of Educational Leadership, Volume 13, Number 2 Reno, 2008
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METHODOLOGY

The purpose of this study is to identify school specific characteristics that most affect student
achievement. Student achievement is measured using the reported results of the CSAP exam for
reading, writing, and math. The three area exam scores are averaged for each school resulting in
a CSAP composite score reflecting the level of student performance for the respective school.

The population of interest in this study consisted of elementary schools located in the greater
metropolitan area in the Denver, Colorado region. This defined region of interest included Adams,
Arapahoe, Boulder, Denver, Douglas, and Jefferson Counties. School level data was gathered from
the Annual School Accountability Reports published by the Colorado Department of Education for
the years 2001-2007 (6 academic years) for each elementary school in existence for all six years in
each county.

A matrix of correlations between the school's composite score and all other several
independent variables was established. The results indicate a strong relationship between student
performance (as measured by the CSAP composite score) and student attendance rates, student
enrollment stability, and the free lunch variable. The correlations also reveal a strong relationship
between student performance and student membership (ethnicity), most remarkably for Black,
Hispanic and White students; however, as becomes evident within the regression analysis, this
performance/membership correlation appears more symptomatic of relative poverty than of student
performance predisposition.

In addition to the correlation matrix, a least squares regression model was created for each
year of data using the composite CSAP score as the dependent variable. The results indicate that
student membership data is statistically significant for Black and Hispanic memberships across all
years having a seemingly negative impact on CSAP composite scores. The membership data is not
consistently significant for American Indian or Asian Pacific Islander memberships, although the
directional impacts are consistent; being negative for American Indians and positive for Asian
Pacific Islanders. Multicollineaity was identified in the regression analysis between minority
membership data and the free lunch variable, especially for the Hispanic and White categories.
Average correlation of 82.5% is present between the Hispanic and free lunch variables and the
average correlation between White and free lunch is -82.04%. Correlation is present between the
poverty measurement and Black, American Indian, and Asian Pacific Islander membership
categories as well but not to the same degree. When student membership information is removed
from the model, the change in the statistical significance on the free lunch variable is remarkable.

DISCUSSION AND SUMMARY

Through the above analysis, this study has identified school characteristics that contribute
to the level of student performance in elementary schools in the six-county metropolitan area
surrounding and including Denver, Colorado. The variables that proved most significant were
student attendance rates, the percent of students within the school eligible for the free lunch
program, the student enrollment stability for the school, the school's student-teacher ratio, the
average number of days that teachers in the school are absent, and the percent of teachers at the
school with tenure. The variables with the most significant and consistent impact on student
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performance across all six years studied are attendance, free lunch, student enrollment stability, and
the percent of teachers with tenure.

The effect of student attendance rates on student performance seems quite intuitive and it
does indeed provide the model with the expected effect. The regression coefficient on the
attendance variable is consistently positive and varies in magnitude across the six year period.
Using the 2001-2002 model, one can see that if student attendance rates increased by 1 percent, the
percent of students proficient or advanced reflected in the composite CSAP score would increase
by 1.472 percent, holding all other variables in the model constant. Similar logic can be used to
interpret this coefficient across the other years.

The poverty variable is quite significant and negative in its relation to the composite score
variable, indicating that as the percent of students eligible for the free lunch program increases, the
percent of students proficient or advanced based on the composite score falls. This result is
consistent with results identified in other studies across the nation (e.g., Carr, 2006; Betts et al, 2003;
Borman et al, 2004; Goodwin et al, 2006; Stiefel et al, 2000). There are many reasons identified in
the literature and in the social/political rhetoric as to why this relationship persists in the data. As
the scope of this study is expanded in the future, it is hoped that a grasp on this question can be
obtained. Until then, it will be assumed that students living in and exposed daily to the stresses and
hardships of poverty do not perform as well on standardized tests.

Student enrollment stability (SES) is referred to as a mobility factor in much of'the literature.
However, differing terminology did not change the effect of this variable on the composite score
variable. The more stable the student population in a school, the higher the student performance
level on standardized exams. Students at school (like adults at work) perform better with a certain
degree of stability and consistency within their environments.

The tenure variable is the final variable of statistical significance in all six models to discuss.
Although the magnitude of the coefficients is quite modest across all six model years, the sign is
telling. Teachers with tenure tend to have more years of teaching experience and perhaps more
freedom in their classroom management techniques. Experience and the ability to use that
experience to tailor the teaching methods toward the needs of specific target groups of students
should and does yield higher level of student success and performance.
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Thomas Lachowicz, Radford University
bblayloc@radford.edu

ABSTRACT

Are college students "child" learners or "adult" learners? Student engagement strategies
have long been used in quantitative classrooms, but the assumption of instructors has largely
remained the person primarily responsible for learning is the instructor. This paper suggests
college students in the business quantitative analysis course should be provided an adult learning
environment. We further suggest this can be accomplished by adopting a problem-based learning
approach, which in turn leads to better mastery of the subject matter and a better satisfied student.

INTRODUCTION

Quantitative courses are typically not among most students' favorites.  Courses as
quantitative analysis, statistics, and calculus tend to be viewed as hurdles which must be successfully
negotiated in order to proceed with other degree requirements. Rarely are these courses viewed as
a set of tools which can provide insights into other topics. There are probably many reasons for this:
weak secondary school preparation, an intimidating math teacher in their past, lack of perceived
relevance, or a bow to popular culture that says math is hard and only smart people can do it.

As one considers reasons why many students do not like quantitative topics or find them
difficult, instructional techniques must also be questioned. Math instruction tends to follow the
traditional instructional strategies of instructor explanation followed by student practice. As
criticism of stand and deliver approaches has become more prominent, engagement strategies have
been implemented to enhance student understanding of quantitative tools and their importance to
many jobs (See Hakeem, 2001; Lovett & Greenhouse, 2000; Philpot & Peterson, 1998; Polito, Kros,
& Watson, 2004 as examples). In spite of progress, are most college quantitative courses still taught
implicitly assuming college students are child learners, not adult learners and does it matter?

The late Malcolm Knowles explored the concept of adult learning, which he called
"andragogy" (Knowles, 1970, Knowles, 1980; Knowles, 1990; Knowles, Holton, & Swanson, 1998).
According to Knowles (1998), adult learners have the following characteristics:

1. They like to be self-directed,

They want to be actively involved in learning processes,
They learn best when they have a need to know,

They connect new learning to past experiences, and
They need to apply their learning in the real world.

il
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From this list, one can clearly contrast one assumption of child learning and adult learning:
adults require more involvement in the learning process. The only question is, "Do college students
have more of the characteristics of adult learners or child learners?" We suggest the former, which
has significant implications for the teaching strategies used in quantitative courses.

The purpose of this research is to examine the results of moving away from a traditional,
pedagogical approach to quantitative instruction to an adult-focused, andragogy approach. We will
detail Knowles' concept of andragogy, adult education, followed by a description of how we altered
a required quantitative analysis course in the college of business to reflect Knowles' primary
characteristics of adult learning. Finally, we will report the results of student perceptions of the
learning experience and changes in their subject mastery.

PEDAGOGY VS. ANDRAGOGY

"Pedagogy literally means the art and science of educating children (Connor, 2008)." The
pedagogical model of instruction was originally developed in the monastic schools of Europe during
the Middle Ages. Young boys were received into the monasteries and taught by monks according
to a system of instruction that required these children to be obedient, faithful, and efficient servants
of the church (Knowles, 1984). In the pedagogical model, the teacher has full responsibility for
making decisions about what will be learned, how it will be learned, when it will be learned, and if
the material has been learned. Pedagogy, or teacher-directed instruction as it is commonly known,
places the student in a submissive role requiring obedience to the teacher's instructions. It is based
on the assumption that learners need to know only what the teacher teaches them. The result is a
teaching and learning situation that actively promotes dependency on the instructor. Evidence that
this model is still the most accepted model of learning is evinced by the evaluation systems
implemented by most colleges. These systems include discussions and critiques of how the
instructors present material and its effectiveness as perceived by students. An unfortunate side
effect of a teacher-focused approach to learning is dampening naturally curious learning instincts
by controlling the learning environment (Connor, 2008). At some point, however, as learners gain
maturity, they become increasingly independent and responsible for their own actions and require
different approaches to learning.

Andragogy, a concept of adult learning developed and promoted by the late Malcolm
Knowles (1998), is based on the assumption that all adults want to learn (1980). Andragogy is
defined as, "The art and science of helping adults learn (Knowles, 1970)." Traditional childhood
learning is oriented toward the teacher imparting knowledge to the students. As students become
older they transition into adult learners wanting more involvement and responsibility for their own
learning. The andragogy model, as conceived by Knowles, is predicated on five basic assumptions
about learners:

1) Letting learners know why something is important to learn,

2) Showing learners how to direct themselves through information,

3) Relating the topics to the learners' experiences,

4) Learning will not take place until students are ready and motivated to learn, and
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5) Teaching may involve helping students overcome inhibitions, behaviors, and beliefs about

learning (Connor, 2008).

As one examines this list, a clear question arises, "How do these assumptions for adult
learning differ from "child" learning? The truthful answer, and one acknowledged by Knowles, is
that four of the five aren't different. However, children have far fewer experiences, pre-established
beliefs, and less repressed curiosity than adults, and thus have less to which they can relate. By the
time students have reached college age, most have acquired a significant number of experiences that
can enhance their understanding and appreciation of quantitative material. They can, for example,
relate to the need to forecast demand in order to make other decisions about the materials required
or the number of workers necessary to meet expectations. They can relate to the necessity of
controlling costs for inventory or efficiently planning a project. It seems logical, therefore, that the
learning environment for these students should contain the characteristics suitable for adult learners
rather than the teacher-focused orientation of pedagogy.

PROBLEM-BASED LEARNING AND THE KNOWLES LEARNING ENVIRONMENT

Knowles provides the following list as essential characteristics of the successful adult
learning environment:

1. Learning is a process-as opposed to a series of finite, unrelated steps.

2. For optimum transfer of learning, the learner must be actively involved in the learning
experience, not a passive recipient of information.

3. Each learner must be responsible for his or her own learning.

4. The learning process has an affective (emotional) as well as an intellectual component.

5. Adults learn by doing; they want to be involved.

6. Problems and examples must be realistic and relevant to the learners.

7. Adults relate their learning to what they already know.

8. An informal environment works best. Trying to intimidate adults causes resentment and
tension, and these inhibit learning.

9. Variety stimulates.

10.  Learning flourishes in a win-win, nonjudgmental environment.

11. The learning facilitator is a change agent. The instructor's responsibility is to facilitate. The

participants' responsibility is to learn.

Experiential learning approaches contain many of these characteristics, especially problem-based
learning techniques.

The way a topic is taught determines what students can do with the information acquired
(Mayer & Greeno, 1972). Problem-based learning is an educational approach that provides students
with the knowledge appropriate for problem-solving. It challenges students to "learn to learn," an
important tenant in Knowles' adult learning theory. The distinction between problem-based learning
and other forms of cooperative or active learning often are blurred because they share certain
common features and hybrid approaches abound as instructors adapt methods for particular
situations. However, an essential component of problem-based learning is that content is introduced
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in the context of complex real-world problems. In other words, the problem comes first (Boud, 1985;
Boud and Feletti, 1991; Woods, 1985). This contrasts with prevalent teaching strategies where the
concepts, presented in a lecture format, precede "end-of-the-chapter" problems.

In problem-based learning, students working in small groups must identify what they know,
and more importantly, what they don't know and must learn to solve a problem. These are
prerequisites for understanding the problem and making decisions required by the problem. The
nature of the problems precludes simple answers. Students must think critically and analytically and
go beyond their textbooks to pursue knowledge in other resources outside their group meetings. The
primary role of the instructor is to facilitate group process and learning, not to provide easy answers.
Students are encouraged to verbalize what they know, and what they need to know in order to
address the problem. The instructor responds to these questions and introduces tools or knowledge
as it is requested by students. Such an approach contains many of the characteristics for successful
adult learning listed previously. Real problems are used to engage students' curiosity and initiate
learning the subject matter, something sorely lacking in most pedagogical approaches to quantitative
material.

THE STUDY

We began our study with several assumptions:

1) College students are, and should be accommodated as, adult learners,
2) Consistent with adult learners, students in quantitative analysis courses want to learn, and
3) Students prefer not to have lectures, especially in quantitative analysis They would rather

talk about classroom topics by expressing their feelings or concerns for the practicality of
the topics subject to their needs.

Our research questions are as follows:

"By incorporating the essential characteristics of learning as described by Knowles,
can a problem-based learning approach change the learning environment of the
quantitative classroom?

"Do students recognize the changed environment in terms of the characteristics
described by Knowles?

The questionnaire in Appendix A was designed to assess the degree to which 9 of the 11
Knowles' essential characteristics of the adult learning environment were present in the classroom
(NOTE: Characteristics 1 & 10 were not addressed). The questionnaire was administered at the end
of the semester to multiple sections of a quantitative analysis course over two successive semesters.
The same instructor taught all sections. Classes taught in the previous semester were conducted in
an interactive, student-engaged manner, but not using a problem-based approach or with regard to
promoting the essential characteristics associated with successful adult learning. Classes taught in
the latter semester were conducted exclusively with a problem-based learning approach. Each
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quantitative tool covered was introduced through a real business problem. When possible,
appropriate videos were shown to demonstrate the importance of solving similar problems and the
benefits of those solutions for companies' competitive positions. Students worked in groups and
were encouraged to pose questions necessary for them to address the problem. The instructor
facilitated the learning process by introducing quantitative tools when students recognized their need
to use the appropriate tools to gain necessary information.

RESULTS

We were interested in determining whether students perceived differences in the
characteristics of the learning environment when classes were conducted in two distinctively
different ways. We were also interested in seeing whether these differences impacted student
behavior in the classroom. Table 1 reports the results of simple paired comparison t-tests between
answer means from the classes taught in a non-problem-based approach with no regard to Knowles'
theory of adult learning, compared to classes taught using the problem-based approach with an
emphasis on creating an environment consistent with Knowles' essential characteristics of the
successful adult learning environment.

TABLE 1

Knowles Characteristic

Survey Question(s)

Significance

K2: Learner must be actively
involved in learning experience

I was actively engaged in the
learning process.

Difference Significant at 0.01

K3: Learners must be responsible
for their own learning

e [ believe I was primarily
responsible for my learning

e I believe the professor was
primarily responsible for my
learning

No significant difference

Difference significant at .05 with
latter semester believing professor
was most responsible for student
learning

K4: The learning process has an
affective component

I was emotionally motivated by the
topics in this course.

Difference significant at .05

K5: Adults learn best by doing

e The most beneficial activity
that helped me learn was
demonstrations of quantitative
tools

e ...doing activities and
assignments

No significant difference

No significant difference

K6: Problems and examples must
be realistic and relevant

The material in this class was
realistic and relevant

Difference significant at .01

K7: Adults relate learning to what
they know

This class drew on things I already
knew.

Difference significant at 0.01

KS8: Informal learning
environments work best

I thought the class learning
environment was informal.

No significant difference

K9: Variety stimulates

The instructor used a variety of
learning approaches

No significant difference
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K11: The learning facilitator is a e The instructor’s approach Difference significant at .01
change agent facilitated my learning

The instructor’s role is to
create an environment for No significant difference

student learning

DISCUSSION

Introducing a problem-based approach to a quantitative analysis course and attempting to
create an environment consistent with Knowles' adult learning tenants resulted in mixed results in
this study. Each characteristic examined bears discussion. We begin with those characteristics
where there were significant differences between the traditionally presented class and the
problem-based learning class.

K2: Learners must be actively involved in learning experience. Students in the
problem-based class reported being more actively engaged in the learning process than those in a
more traditionally presented class. Problem-based learning by its nature forces students into more
participative roles. They must work through groups, formulate questions, seek answers to those
questions, and engage themselves in subject mastery through readings and work beyond the
textbook.

K3: Learners must be responsible for their own learning. Students still find it difficult to
either accept responsibility for their own learning or to recognize their roles. There was no
significant difference between the traditionally taught class and the problem-based learning class
with respect to student opinions about their role as primarily responsible for their own learning-they
did not accept responsibility in either class. Students in the problem-based learning class thought
the instructor played a more prominent role in their learning than those in traditional classes. This
was an unexpected result. Perhaps students in the problem-based course felt this was the way the
instructor "wanted" them to answer the question; that is, students recognized the class was different
and the credit for that difference should be attributed to the instructor.

K4: The learning process has an affective component. Problem-based learning and an adult
learning environment does evoke more emotion in the study of quantitative analysis than does a
traditionally presented class. Anecdotally, students seemed to enjoy the process of debating real
problems, especially those with direct impacts on them. An emotional attachment to issues also
induces an element of "fun" into the learning process, a characteristic Blaylock & Hollandsworth
(forthcoming) found important in the motivation of students to engage outside-of-class study
activities.

K6: Problems and examples must be realistic and relevant. Problem-based learning uses
real problems; therefore, it is not surprising students that students in those classes found the
examples more realistic and relevant than students who pursued the topic through end-of-the-chapter
exercises.

K7: Adults relate learning to what they know. Understanding complex issues requires a
frame of reference. The processes used in the problem-based learning classes encouraged students
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to think about problems in the context of how they impacted themselves or acquaintances.
Discussions included many opinions and anecdotes that students eventually realized had to be
substantiated and supported through appropriate analyses.

K11: The learning facilitator is a change agent. Knowles states the instructor's role is to
present information or skills necessary to understand a topic and to "create an environment in which
exploration can take place (Knowles, 1980)." Students did perceive a difference in the instructor's
role of facilitating learning between the two types of classes; however, there was no significant
difference in their perception of the instructor's role in creating an environment for student learning.
The latter unanticipated result may also be attributable to the answer students believed the instructor
wanted to see. Regardless of the classroom environment, students see the instructor as responsible
for it.

Equally interesting were some of the Knowles' adult learning characteristics where no
significant differences were found.

K5: Adults learn best by doing. Two questions were used to assess this dimension. Students
were asked which activities were most beneficial: demonstrations of quantitative tools or doing
activities and assignments. Based on Knowles' theory we would have expected students in the
problem-based classes to have found doing activities and assignments to be more beneficial than
those in the traditionally taught class. This was not the case. The instructor of all these classes used
many examples and different assignments regardless of the overall format. Perhaps students
perceived examples and applications presented as equally beneficial in both types of situations. This
explanation may also account for the lack of significant difference for K9: Variety stimulates.

KS8: Informal learning environments work best. Knowles is very clear about the negative
impact tests and exams have on adult learning. While the authors provided additional evaluation
opportunities in the problem-based course (short reports, mini-cases, and computer assignments),
tests remained part of the assessment criteria. This one factor could have prevented students from
adjudging the problem-based course as more informal.

K9: Variety stimulates. See explanation for K5.

CONCLUSION

Despite the wide-spread use of engagement strategies, teachers of quantitative courses
continue to view their roles as purveying and demonstrating techniques and tools. Such a
teacher-focused approach places the onus of student learning squarely on the shoulders of the
instructor, rather than where it properly belongs, on the shoulders of students. Adult learning as
described and promoted by Knowles begins with an entirely different set of assumptions about
successful learning environment: students want to learn, students want to be actively involved in
their learning, and students can take responsibility for their learning. Problem-based learning is an
engagement strategy which promotes such a learning environment.

In this research, we examined the impact of changing the quantitative classroom learning
environment from teacher focused to learner focused by using a problem-based approach. We then
examined the perceptions of learners in the two environments with respect to the essential
characteristics of successful learning described by Knowles (1980). Some of the results were as
expected, others surprises. Changing the approach to teaching/facilitating quantitative analysis from
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teacher focused to learner focused engaged students more, involved them emotionally in the learning
process, and promoted a larger framework on which to draw. However, students either failed to
recognize their own responsibilities in learning or failed to recognize that they had, in fact, taken
over that responsibility from the instructor. Perhaps the role of the instructor is so ingrained in their
educational histories that the cultural shift is difficult to make. Unfortunately, the long-term
implications for such a scenario are adults will not appreciate the abilities they have to learn on their
own.
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IMPROVING GROUP DYNAMICS: CREATING A
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ABSTRACT

The current article explores the details and rationale behind the first project assigned to
students in a cohort-based, team oriented, MBA program. The article presents the model utilized
to take the student through the development process. A completed student project is included to
demonstrate the outcome of the project. This written agreement illustrates one group’s abilities to
create a work culture which facilities more effective team performance. By having the group
develop and codify the rules by which they agree to abide, norms evolve which become the
framework for the decision making process within the group and provide the underpinnings for
group cohesion.

The educational purpose of the project is to begin the process of developing leadership and
team skills in order for students to be more effective both in dealing with their fellow students as
well as in the workplace. The content of the Team Charter as well as the process for developing it
consists of a structure which allows students to develop cognitive and practical skills for working

in teams. These skills are developed among students with different backgrounds and different
personalities, who are interdependent and share a common goal.
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RETHINKING THE SYLLABUS: THE NEW
GENERATION

Barbara Dalby, University of Mary Hardin Baylor
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ABSTRACT

As professors we make the decisions about the entire content, structure, grading system of
the classroom syllabus. This appears to be based upon the assumption that the “professor knows
best.” Then when students stare into space in our classrooms, do not write down every word we
speak, or even text during class, professors are frustrated and do not understand the students’
behavior.

We have known for some time that all of us learn in different ways (Bloom, 1956, Perry,
1968, and Kolb,1971,1984,1991). This coupled with recent concerns about student learning and
the “new student” of today is prompting a rethinking of the traditional model of the delivery of
material. Tapscott (1998), states that “There is growing appreciation that the old approach [of
didactic teaching] is ill-suited to the intellectual, social, motivational, and emotional needs of the
new generation” (p. 131). Prensky’s (2001a) adds that “Our students have changed radically.
Today’s students are no longer the people our educational system was designed to teach” [emphasis
in original] (p. 1). While this may be causing more of what a recent study (Bennett, Maton, Kervin,
2007, p. 1) questions as a “moral panic,” we do know that students are part of a generation that has
been exposed to technology during their entire academic lives.

In response to these concerns, this paper describes a new approach to the traditional
syllabus. The authors have developed the learning outcomes for students, but are allowing students
to choose assignments from various options. The number of points for each assignment is listed
along with the number of points necessary to earn each grade. This is presently being tried in three
upper division business courses, one of which is the capstone course. Results from student and
faculty evaluations across the three courses will be evaluated to determine whether or not this is a
useful approach for student learning.

In summary, this paper describes an attempt to change this model by allowing students the
ability to make decisions about the way in which they earn their grades through choices of
assignments. While this is in the beginning stages, the authors plan to compare what students agree
to do with what they actually do, as well as students’ level of learning and evaluation.
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ABSTRACT

Demand for accounting professionals has increased dramatically in the wake of financial
disasters at Enron, MCI WorldCom, Tyco, and Arthur Anderson. A survey conducted by the
National Association of Colleges and Employers published in the March 1, 2005 issue of the Wall
Street Journal, found that accounting is the number one major employers are demanding in 2005.
Additionally, the Bureau of Labor Statistics has predicted nearly 400,000 new accounting jobs over
the 10-year period ending in 2012.

While there appears to be consensus that the demand for accounting majors is on the rise,
there is widespread concern that the gap between current accounting education and the needs of
industry are widening. Industry leaders are encouraging accounting educators to adopt an
accounting curriculum that is more relevant and that focuses on real world situations. Specifically,
they are asking educators to provide a greater emphasis on higher-order cognitive skills, team work,
use of technology, exposure to global and ethical issues, and communication skills.

Accounting textbooks have a major influence on most accounting courses and the nature and
type of learning activities used to prepare entry-level accountants (Davidson & Baldwin, 2005).
There is evidence in the accounting literature that indicates that accounting instructors rely heavily
on textbooks and end-of-chapter (EOC) materials for homework assignments and coverage of
course content. Accordingly, the cognitive skill set of an accounting student is largely dependent on
the EOC material contained in the prescribed text.

The purpose of this research is to evaluate the EOC material in the leading text in each of
the accounting disciplines on a variety of criteria that are important for success in the accounting
profession. If instructors rely heavily on EOC materials from the text and the EOC materials mostly
address lower-order thinking skills, there is substantial risk that mostly lower-level learning will
occur.

Preliminary results indicate that the leading accounting texts tend to focus more on
lower-order cognitive skills. Results also indicate that there is a significant difference in the
coverage of cognitive skills across the different accounting disciplines. The results and implications
of the findings are discussed.
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THE IMPACT OF MARKET ORIENTATION TOWARD
PARENTS ON OVERALL BUSINESS SCHOOL
PERFORMANCE IN THE CASE OF AACSB -
INTERNATIONAL MEMBER SCHOOLS

Kevin L. Hammond, The University of Tennessee at Martin
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Robert L. Webster, Ouachita Baptist University
websterb@obu.edu

ABSTRACT

The marketing literature (Barksdale and Darden 1971; Houston 1986; Kohli and Jaworski
1990; Narver and Slater 1990, Jaworski and Kohli 1993; Siguaw, Brown, and Widing 1994)
provides considerable theoretical and empirical evidence indicating that greater levels of market
orientation (the extent that an organization uses the marketing concept) result in a greater ability
of the organization to achieve its objectives. The theory should have applications within higher
education, Kotler and Levy (1969a, 1969b) argued decades ago, successfully, for broadening the
scope of marketing (and the marketing concept) to include higher education as well as other
nonbusiness organizations. Practitioners agree. The "Baldrige Education Criteria for Performance
Excellence" (Baldrige National Quality Program 2005), AACSB International accreditation
standards (2005), and various college guides emphasize the practical application of marketing to
higher education, and indicate various aspects of market orientation as components of the criteria
leading to performance excellence in higher education.

This manuscript reports the results of a national survey examining the impact of market
orientation toward parents on overall performance within AACSB member schools. We reword
Narver and Slater's (1990) "market orientation" scale and Jaworski and Kohli's (1993) "overall
performance"” and "top management emphasis"” scales for use within the higher education context.
We report mean levels of market orientation (customer orientation, competitor orientation,
coordination, and overall) for each of four levels of performance. Additionally, we employ
univariate analysis of variance, and then a series of t-tests to identify significant differences between
performance levels for the three market orientation components. To help characterize the
respondents that make up the four performance levels, we also report mean top management
emphasis on market orientation toward parents, and student/faculty ratios for each performance
level.

We outline the objectives of the study in terms of research questions, complete the analysis
that addresses the questions, and present findings. Study limitations and future research directions
are provided.
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TEACHING MANAGEMENT BY TELLING STORIES

James Harbin, Texas A&M University, Texarkana

Patricia Humphrey, Texas A&M University, Texarkana
Patricia.Humphrey@tamut.edu

ABSTRACT

Storytelling is a powerful and effective teaching tool, yet management professors often
overlook its use. A good story can illustrate management principles such as decision-making,
leadership, group dynamics, power and politics in a way that captures students' attention and
enhances memory. Examples of management stories, how to locate sources of good management
stories, and tips on storytelling are offered. The authors suggest storytelling is not only an effective
teaching tool, but is an essential leadership skill that should be taught in our business schools.
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ABSTRACT

Demands from accrediting bodies, alumni, and employers are pressing business schools to
find better ways of teaching written communication skills. Improving student writing involves
pedagogical challenges not often covered in Ph.D. programs in business. Studies of what students
actually do with written assignments suggest gaps between what professors intend and what is
produced. Proposed solutions range from added emphasis on process to providing greater structure.
This paper illustrates the use of a rubric - ITAC (Issues, Theory, Analysis and Conclusion) - that
reconciles competing process-structure claims while providing a foundation for writing appropriate
to a "live" business environment. Empirical evidence supports claims that this rubric improves
overall written clarity. While potentially useful to anyone teaching a business topic, this approach
may be especially useful for instructors entering a classroom without formal training in how to
teach writing and analysis or for those who want to progress from a teacher-content to a
learner-process pedagogy.

INTRODUCTION

This article presents a pedagogical framework for analysis and writing that addresses four
concerns expressed by the business community, business school alumni, and accrediting bodies:
enhancing students' higher order thinking skills, developing their ability to consider theory explicitly
in the process of analysis, improving the clarity of their writing, and increasing their awareness of
authentic business-genre writing. The system, identified by the acronym ITAC (Issues, Theory,
Analysis, Conclusion), was initially created by synthesizing a logical predictive rubric with
practitioner-based business writing strategy from a top consulting firm. It has been show to be
effective in addressing issues raised in studies of what students actually do with written assignments.
It provides a comprehensive approach that entails the explicit application of theory and requires
critical thinking processes such as identifying problems and weighing potential approaches to
solution identification. It simplifies some writing decisions (like formatting), reducing the cognitive
load ofthe process and thus providing a context for more creative thinking and writing on the issues,
which, in turn, generally results in clearer writing. It assists the reader in following the thought
process of the writer, step by step. It illuminates for the reader the logic employed in theory choice
and application and assists both the writer and reader to assess the certitude of the conclusion.
Finally, it provides a template and practice for writing authentic business genres. Because it has a
standardized format, ITAC lends itself to standardized assessment across multiple disciplines.
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ITAC

The primary motivation in developing the ITAC system was a focused attempt to engage
students so that they would have no choice but to use theory explicitly in their analysis. It has
evolved to address the four learning goals identified above: develop higher order thinking skills;
develop skill in explicitly applying theory; improve written clarity; and provide a foundation for
authentic business writing. The ITAC system is implemented through written assignments of
various types - one to three page executive summaries, ten to twenty page case analyses, one page
mini-case analyses, memos, strategic marketing plans, business letters, etc. Students also use it to
prepare for and structure presentations. The following briefly describes each section of the basic
ITAC system while addressing the thinking and writing development goals described earlier.

Issues

By explicitly calling for identification of issues, ITAC clarifies the expectation that students
will identify problems, along with some recognition of uncertainty in the situation. Identification
of issues opens the space for opportunities as well as problems and creates a goal-oriented inquiry.
Part of the rhetorical problem space involves consideration of audience (issues are only issues if
someone, the audience, is concerned) - a key step in developing mature, professional writing.
Theory

The Theory (to apply) portion of ITAC requires that students explicitly assess and choose
theories for use in analysis. For example, imagine an OB scenario where a student is asked to take
on the role of a manager who is confronted by a subordinate complaining about his pay. The
student-as-manager might consider different responses depending on whether she thought the
subordinate was operating consistent with expectancy theory, equity theory (internal or external),
or some other motivational theory. To decide which theory should govern analysis and action, the
student-as-manager must seek other information (is this really a pay issue, were promises made,
does a peer make much more, etc.?) and weigh those in the context in which the subordinate is
acting.

Analysis

For analysis, students run the details of a scenario, "the facts", through the theories they have
chosen and explore the what-ifs and conclusions of each. The student is challenged to organize
information thoughtfully to effectively acknowledge and address the complexity of the problem.
Students begin to grasp that there might not be "a right answer" and instead begin to understand their
role as synthesizers and generators of information and alternatives through choosing and applying
theory. Therefore, explicitly using theories is the primary tool for this. This can also serve as a
useful context for assessing students' foundation knowledge of theory. It both encourages and
illustrates the student's ability to sift through and prioritize among competing facts and theories.
Conclusion

For conclusions, students make explicit choices of action, based on their analysis. We insist
that their recommendations address the issues they have identified at the beginning. Writing
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conclusions provides students with practice reviewing the issues and analysis. Furthermore, by
making action (choice) a formal part of the analytic and writing structure, students have to make
decisions. This provides a teaching context for how to weigh and prioritize. This step also provides
an opportunity for advanced students to develop the skills of exploring limitations of choice and
suggesting monitoring activities and possible contingencies.

ITAC AS FOUNDATION FOR AUTHENTIC COMMUNICATIONS

Students, employers and scholars of writing-across-the-curriculum criticize collegiate writing
assignments for bearing no resemblance to "authentic communications" - the types of writing
required in post-collegiate jobs. Re-labeling the ITAC headings makes several authentic business
genres readily available to the student, including business proposals, research reports, marketing
plans, project summaries, policy analyses and reports. For example, the headings "Our
Understanding of Your Situation," "How We Will Approach the Issues," "Our Analysis," and
"Recommendations" would substitute for the ITAC headings in a typical project report from a
professional consulting firm.

APPLICATION AND RESULTS

The ITAC system was initially developed in the context of teaching an undergraduate
capstone Business Policy course in a College of Business and Economics (CBE ). Eventually, it
became a standard for the entire CBE (used by about a third of the faculty). It has also been used in
scattered implementation across disciplines (e.g., Biology, English, Sociology) at the campus where
it was developed and among various business school professors on half'a dozen different campuses.

Through a state mandated assessment of writing across the university curriculum we have
three data points taken over five years. The data came from a university-wide assessment program.
In the first year, before the development of the ITAC system less than 50% of the CBE students
wrote at a satisfactory level as measured by a holistic assessment for writing; the CBE was assessed
as the worst program (for writing) on campus. Two years later, in the year the ITAC system was
piloted in the senior capstone Business Policy course, approximately 60% of the CBE students wrote
at a satisfactory level, just below the campus average. In the fifth year of assessment, two years into
wide-spread adoption of the system across the CBE, 74% of the CBE students wrote satisfactorily
(well above the average across the university and one of the highest rated programs on campus).
Across the five years of comparison (three assessments, separated by two years each), the university
pass rates, excluding the CBE improvements, changed less than 5%. Other likely contributing
factors to the CBE improvement (e.g., SAT scores, changes in core curriculum, high school class
ranking, etc.) showed little or no change over this time period.

Faculty and students anecdotally reported high levels of satisfaction in improved written
clarity, improvement in explicit and accurate application of theory, and more effective efforts at
theory synthesis. The university's student survey process regularly produced favorable comments
on the system, and alumni have regularly written letters sharing how they have successfully adapted
the ITAC system to their workplace.

Reno, 2008 Proceedings of the Academy of Educational Leadership, Volume 13, Number 2



Allied Academies International Conference page 25

DISCUSSION

Students embraced the system (at least as much as students will embrace any writing system)
as beneficial for them. After initial exposure, they had a reliable system for writing papers that all
CBE faculty, even those who were not yet using the system, found acceptable. According to student
focus groups, having a robust and transportable system reduced students' uncertainty in how to write
papers; in particular, ITAC reduced the time and angst they expended in trying to decide how to start
a paper or presentation. This let them focus on the content and on their development of analytic
skills. End-of-course surveys suggested that students spent about the same amount of time working
on written assignments before and after the use of ITAC, but with ITAC that work appeared to have
been spent more productively on analysis and composing.

Our reflection on the process suggests it goes beyond satisfying students in that it creates a
richer learning space. Because the prompts are broad and process-oriented, the system seems less
vulnerable to the concerns expressed by process-oriented writing scholars. Students appear more
likely to consider writing goals and the relationship between ideas or content and the possible
reaction of the reader. They also show more creativity in devising solutions.

Challenges and Concerns

Implementing the standardized ITAC format presented some challenges. Initially, it was a
tried as a single course experiment. Initial application by faculty other than the developer resulted
in irregular and inconsistent use. That situation was corrected by developing faculty and student
handbooks and providing an hour orientation/training for faculty. The biggest challenge for faculty
and students has been distinguishing between the selection of theory and the process of analysis
using theory. This can be addressed by alternating between complex and simple scenarios so that
students (and faculty) learn to distinguish those steps. While there is a meaningful learning curve
for faculty and students, mastery of ITAC holds the promise of time savings for both student and
faculty (faculty report grading time is reduced to one-fifth to one-third of that required before
adopting ITAC).

One curious artifact of the ITAC system (as documented in the cross-curriculum assessment
discussed above) is that basic writing skills such as grammar, sentence structure, and word choice
appear to improve with the ITAC process. While improved written clarity and shorter grading time
are certainly welcome benefits, the greater advantage is the opportunity to focus much more on
content and providing feedback on thinking skills and theory application.

CONCLUSION

The ITAC system for analysis and writing appears to provide a significant net benefit to
faculty and students. It addresses four interconnected learning goals that have not been addressed
effectively, as a set, by other pedagogic approaches we have seen. It provides a robust tool for
scaffolding students to higher level thinking skills and forces students to use theory explicitly in
their process of analysis. In developing higher level thinking skills, students become better users of
management knowledge and, therefore, better problem solvers. It leads to improved written clarity
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and gives students experience with - and a flexible approach to - writing in authentic business
genres.

The ITAC system falls into the category of "Problem-Based Learning" pedagogic tools.
While more structured than some approaches, it might be particularly useful to professors who want
to move across the pedagogic continuum from faculty/content centered to learner/process centered.
The time required to assess written material is a well-documented source of faculty resistance to
giving written assignments. Implementing the ITAC system allows us to reduce the time necessary
to evaluate student work productively, while at the same time systematically maximizing students'
development as writers and thinkers.
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INTRODUCTION

Research on academic cheating dates to the turn of the twentieth century with the earliest
studies having been conducted in the fields of education and educational psychology (Campbell,
1931; Hartshorne and May, 1928). A 1941 study concluded that a fierce competition for grades
feeds the engines of cheating (Drake). Since then it seems the problem has continued to grow, with
students placing more emphasis on competition than on academic integrity (Nuss, 1984, Center For
Academic Integrity, 2006). Adding to this is the much-written about decline in ethical standards
among leaders in both the public and private sector. Enron, Tyco, and WorldComm are but a few
contributors to the national conversation on this perceived decline in ethics. Robbins, et al. (1996)
that the United States was suffering an ethics crisis.

STUDENT CHEATING

Ethics in the classroom has gained significant interest over the past several years with
numerous studies demonstrating the pervasive nature of cheating among college students (Baird
1980; Haines, Diekhoff, LaBeff, and Clark 1986; Scanlon and Neumann 2002; McCabe, 2001).
Since the early 1990s, the results of research in the area of collegiate cheating have raised concern
among educators. In her New York Times article, Zernike (2002) quoted the Center for Academic
Integrity's (CAI) statistics:

[A total of] 27 percent of students questioned during the 2001-2 academic year said
that falsifying laboratory data happened "often or very often on campus. Forty-one
percent said the same for plagiarism on written assignments, 30 percent for cheating
during tests or exams, and 60 percent for collaborating on work when a professor has
instructed students to work alone. Moreover 55 percent of the students said it was
not serious cheating to get questions and answers from a student who had previously
taken a test, and 45 percent said falsifying lab or research data did not fall into that
category either (p. A10).

Student cheating takes on many different forms. According to Pincus and Schmelkin (2003)
"one of the main issues that emerges from the literature relates to inconsistencies in the definition
of academically dishonest behaviors and the lack of consensus and general understanding of
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academic dishonesty among all members of the campus community," (Evans, McCarthy, & Hulsart,
2008).

Faculty members may classify plagiarism as an intentional or accidental act based on a
variety of circumstances. The degree of seriousness as well as the criteria for determining academic
dishonesty may vary significantly among university faculty (Evans, McCarthy, & Hulsart, 2008).
In their 1994 report, Gehring and Pavela (1994) defined academic dishonesty as intentional acts.

LaBeff, Clark, Haines, and Dickhoff (1990) suggest students employ the concept of
situational ethics to rationalize cheating. These authors conclude "that students hold qualified
guidelines for behavior which are situationally determined. As such, the concept of situational
ethics might well describe . . . college cheating [as] rules for behavior may not be considered rigid
but depend on the circumstances involved" (p.191).

When questioned, students and faculty provide varying definitions of student cheating, but
the most important definition of cheating is the one that students themselves hold. Students are
likely to empathize with their colleagues who cheat thereby rendering the traditional definition of
cheating anachronistic. Students respect the industriousness of their colleagues who cheat and may
envy them as well. Modern cheating is far more tedious to define than cheating traditionally has
been.

Stokes and Newstead (1995) state that while plagiarism and similar actions are universally
accepted as cheating, such actions as neglecting to properly attribute sources in written work can
be viewed from more than one perspective. Taking into account that students come from various
cultural and educational backgrounds further blurs the definition of cheating. Students, both those
who cheat and those who do not, perceive the lack of a tangible definition and the ethical and social
implications of cheating as reasons why the practice has become a social norm, even if it is a social
norm that is perceived by a faculty to be deceitful.

A cautionary word to faculty -- to define student cheating is to put a transitory label on a
process that is as ever changing and evolutionary as education itself. Rigid definitions of student
cheating may, in fact, exacerbate the detection and the ongoing effort to detect and eliminate the
possibility of cheating in the academic setting.

Strom and Strom (2007) report that students who were asked to identify situations that
constitute cheating, conditions that might legitimize dishonest behavior, characteristics of cheaters,
frequency of involvement in cheating, or motives for misconduct responded: "I need good grades
to get into college." "There is not enough time to do the work." "Everyone else is cheating." "This
course is not important to me." "Other." What is disconcerting in this response is the "other". For
this category, students often mentioned "adults teach this kind of behavior by example" (p. 43).

While faculty fixates on the academic misdeeds of students, we would do well to look within
to our own transgressions. In October 2003, the U.S. Naval Academy demoted Brian Van DeMark,
a member of the history faculty for plagiarism (Steinberg, 2003). In the fall of 2002, the president
of Hamilton College, Eugene M. Tobin, resigned after plagiarizing a speech from an Amazaon.com
book review (Lewin, 2002). Richard L. Judd, president of Central Connecticut State University,
retired after he was found to have plagiarized material from the New York Times and other sources
in 2004. Bartlett and Smallwood (2004) report the practice of plagiarism among faculty is
widespread.
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CREATING AN ETHICAL CLASSROOM CLIMATE

Climate is described as measurable dimensions of an environment. Figure one below list
factors that influence classroom climate. Factors that determine climate include leadership, structure,
historical background, accountability, behavioral expectations, communication and trust (Verbeke
et. al., 1998). Within an academic course, whether a traditional classroom setting or online, these
factors are easily translated. Direct leadership is the faculty member teaching the course. Structure
refers to the course setup to include lecture delivery, assessments, assignments and learning
objectives. Historical background involves the personal values and ethical systems of individuals
within the classroom. Accountability refers to adhering to standards of academic integrity and the
courage to confront academic dishonesty. Behavioral expectations for academic integrity must be
explicitly stated by the faculty. Communication is important for reinforcing acceptable behaviors
with direct, constructive and timely feedback. Finally, trust reflects feelings of mutual respect and
support in an ethical classroom climate.

We believe that the most important determinate of an ethical classroom climate is the
day-to-day style of direct leadership. Faculty members play an important role in the process of
creating and maintaining academic integrity. Faculty members influence expectations and behaviors
of students within their classes. For this reason, it is important for a faculty member to assess one's
own level of integrity. Kouzes and Posner (1993) pose four questions to measure one's own
trustworthiness as a leader:

1) Is my behavior predictable or erratic?
2) Do I communicate clearly or carelessly?
3) Do I treat promises seriously or lightly?
4) Am I forthright or dishonest?

Leadership within an organization includes direct leadership (faculty) and top leadership (the
University). Distinguishing between these specific levels of leadership has been found to affect the
outcomes of empirical studies of leadership and trust (Dirks & Ferrin, 2002). In addition, McCarthy
(2006) found that direct leaders play an important role in facilitating top leadership. Faculty
members act as a medium between the University leadership and students for promoting academic
integrity.

Trust is a multidimensional concept that includes individuals within an organization as well
as the nature of outcomes and the consequences of those outcomes. Trust in leadership is not only
an attribute of the individual leader or collective leadership it is also a product of the outcomes of
leadership actions (Galford & Drapeau, 2002). Below (figure 2) is a model of organizational trust
that displays this concept as an essential element of the organizational system. A system is a
collection of interdependent components acting together toward a common goal (Ronen & Pass,
2008). A system has boundaries that partition it from the environment in which it operates. In
Figure 2, the Ethical Classroom Model, the trust climate operates within the larger university
environment. Within this trust climate is the reciprocal trust relationship between faculty and
students.
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Reina & Reina (2006) describe the "capacity for trust" as a result of three types of trust:
competence trust, contractual trust and communication trust. Competence trust relates to
individuals' abilities to complete work tasks. Contractual trust, as called "trust of character”, refers
to individuals' attributes such as honesty, consistency, and fairness. Communication trust refers to
the dissemination and accuracy of information. Reina & Reina (2006) developed a model of trust
capacity based on these three elements.

Classroom climates are embedded within the larger university environment. Within the
classroom climate there is a cyclical trust process being created by faculty and students. This
cyclical process is bounded by the individuals' (faculty and students) character, consistency of
behavior, competency and communication. It is important to note that consistency is separated in
this model from character because individuals of unethical character may also be consistent in their
behavior. Consistent unethical behavior can have a detrimental impact on classroom climate.

Figure 2: A Model of Ethical Classroom Climate
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Course structure refers to the arrangement of the coursework and is an equally powerful
determinant of ethical classroom climate. A paradigm shift in instructional and assessment
pedagogy is needed. Creating a classroom environment where there are few cheating opportunities
is one possible solution for addressing academic dishonesty. Educators can use reasons that students
cheat to raise integrity in the classroom. Students are often frustrated with assignments and
assessments that require memorization and regurgitation (Strom & Strom, 2007). This is one reason
students give to justify cheating (Genereux &McLeod, 1995) and could be circumvented by
involving the student in assignment and assessment creation. Gardner (1998) argues that "the
relationship between [students'] active involvement and effective learning is so strong that 'the
effectiveness of any educational policy or practice is directly related to the capacity of that policy
to increase involvement in learning," (p. 74).

Another contributing factor to academic dishonesty is related to social networks of students
(Hutton, 2006). Relationships established among students in teams and cohorts provide
opportunities for unethical behavior (Hutton, 2006, p. 173). These same social networks can be used
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to deter academic dishonesty, since student teams frequently are used in business education for
completing projects (Bacon et al, 1999). Allowing student teams to collaborate on instructional
methods and assessments, gives them ownership of the process (Scurrah, 2001); which may in turn
lessen their desire to engage in academic dishonesty.

CONCLUSIONS

Previous suggestions for dealing with student cheating have either focused on institutional
policies such as codes of conduct, preventing cheating through more controlled teaching
environments, and educating students on the policies and consequences of academic dishonesty.
While individual faculty members do not have direct control over institutional policy, they can
control the learning environment. Faculty can enhance the classroom or online course climate by
explicitly stating expectations for academic integrity. The ethical climate of the classroom can be
reinforced by using preventative measures regarding student cheating such as vigilance in
monitoring exams and checking for plagiarism (McCabe & Pavela, 2004). Being consistent and
following through with consequences has been found to decrease instances of academic dishonesty.
Faculty must also redesign assignments and assessments in an effort to deter academic dishonesty.

A current trend in higher education is to strengthen social networks to improve student
retention. These social networks have, in turn, been cited as a factor in the increase in student
cheating. This does not infer it is necessary to discourage collaboration and student networking in
the classroom but suggests a paradigm shift in instructional and assessment pedagogy is needed.
Creating a learning environment where there are few cheating opportunities is the best solution for
addressing this problem. Methods advocated for creating such an environment include collaborative
assessments, open book tests, and in-class writing and research assignments uniquely related to
individual students. Moving away from assessments that encourage rote memorization and
regurgitation will not only decrease opportunities for cheating but will also encourage student
creativity and higher-order thinking (Deakin et al. 2007).

Faculty must create an ethical classroom climate which can be accomplished with a twofold
approach: first, individual faculty members must model integrity as well as communicate what
constitutes cheating and the consequences of academic dishonesty, and second, opportunities for
student cheating can be deterred through the redesign of the learning environment to include
instruction and assessment pedagogy. The prescriptions for reducing academic dishonesty must be
feasible for individual faculty members. Changing what instructors immediately control is the first
step in lowering instances of academic dishonesty.
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ABSTRACT

Immersive teaching technologies can provide an interactive and engaging environment
within which students can develop problem solving skills. Virtual environments which simulate
real-life activities add another dimension to the teaching-learning experience. Second Life is a
virtual world where users interact through avatars (personal representations of themselves) and
create content that they own. In this paper, the author discusses uses of Second Life to enhance
education and learning.

INTRODUCTION

Massive multiplayer online environments attract millions of people to play games in an
interactive, fantasy environment. (Castronova 2007) Many of these individuals spend hours learning
how to play the games and how to complete levels of achievement and work toward more difficult
objectives. Something in the game compels these players to remain and to continue their efforts even
if they fail on their first attempts. (Corti 2006; Castronova 2007) Virtual environments can take
advantage of the compelling nature of games to guide and enhance student learning by placing
learners in simulations that require application of targeted concepts and skills. Second Life is one
such virtual environment.(Second Life 2008) Second Life is a virtual environment in which
individuals interact through avatars (representations of themselves) (Grey Fox Works 2006-2007)
and as avatars individuals can communicate, collaborate and create items which the creators own.
Educational institutions have developed a large number of simulations designed to encourage
student learning through problem solving, experiential activities and collaboration. In this paper, this
author discussed the learning potential of activities in Second Life and her experiences.

WHAT IS SECOND LIFE®?

Second Life is a three-dimensional virtual environment that allows multiple users to interact
with each other through user-created avatars.(Jones 2007) Although the interface is similar to that
found in 3D gaming, Second Life has no pre-established goals or objectives that the user is to
accomplish, i.e. it has no game-created objectives to achieve or to win. Second Life also has no
pre-established buildings or other creations, other than those "built" by Second Life creators, Linden
Labs. Linden Labs is a San Francisco-based company started in 1999 by CEO Philip Rosedale
(Linden Research 2008). In Second Life, activities, buildings, interactions and objects are
established and maintained by the avatars (residents) who download the free software onto their
computers. After download and installation, residents use the software as a portal to enter Second
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Life. The residents build, own and trade items in Second Life as permitted by the Second Life
Community Rules (Linden Research 2008). Residents can purchase land ("islands" which represent
server space) from Linden Labs and can build items on that land. They can make that land public
or private (Linden Research 2008).

General Activities on Second Life

Users may use Second Life to create businesses and to trade virtual items

using the Second Life medium of exchange, Linden Dollars, which can be

- & exchanged, traded and purchased using American dollars. Businesses as

a plirel % diverse as Dell, Sun, Nissan, Starwood Hotels, American Apparel and IBM

hav e created a presence in Second Life (Hamm 2006; Zimmer 2007; Collins 2008). IBM uses

Second Life for internal collaboration in addition to virtual marketing. Other organizations have

used Second Life to test first responders, to simulate the mind of a schizophrenic so that health

workers can obtain a perspective on schizophrenia, and to create patient support groups (Stein 2007).

In August 2007, the television show CSI used Second Life in an episode and one artist held an initial
album release using Second Life (Reuters 2007).

Educational Users of Second Life

Educational institutions have used Second Life for a variety of purposes. More than 300 educational
institutions have established a presence 1in Second Life
(http://simteach.com/wiki/index.php?title=Institutions_and_Organizations_in SL#UNIVERSITI
ES.2C COLLEGES .26 SCHOOLS ). Educational institutions’ level of involvement in Second
Life varies greatly. Most educational institutions present in Second Life have created a group, an
island, or both. Education islands created in Second Life normally include a logo or billboards that
identify the institution plus a welcome message. The welcome message is typically delivered via a
“notecard”. A notecard is the equivalent of a piece of paper that is delivered to the viewer and which
the viewer can store in the viewer’s folder to read at any time while in Second Life. In addition to
a welcome, some institutions have created virtual buildings, classrooms, auditorium spaces and
places for social networking (e.g. student lounges). Other institutions, such as Harvard Law school
and the University of Florida, offer classes based partially or wholly in Second Life.

According to Jennings and Collins, educational institutions’ uses can be placed in one of two
categories: operative virtual campuses and reflective virtual campuses (Jennings and Collins, 2008).
Institutions that create operative virtual campuses design and establish those campuses to conduct
educational business in the virtual world and do not necessarily copy the University’s space in the
real world. Development of such operational virtual campuses are equivalent to institutions’
development of online campuses—how the campus is designed is determined by the purpose to be
accomplished. Those spaces are designed to allow the University’s mission to be accomplished in
the virtual world. Institutions that operate reflective virtual campuses create buildings that mirror
those found in the real world—thus virtual world campuses “look” like the real campus. Generally,
the virtual world campus is designed as a supplement to the traditional campus. The potential for
Second Life extends beyond placing a campus on Second Life. Immersive experiences can be
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created in Second Life that could not be created in a traditional campus environment because of the
expense, lack of time and risks.

In Second Life, Harvard University conducts law school classes,
http://blogs.law.harvard.edu/cyberone/, biomedical research lab where people can view scientific
experiments, a lab that mimics the mind of a schizophrenic, various museums and builds, including
St. Francis de Assisi and an underwater Atlantis and a bar association that has a speaker series and
is developing a process to verify that someone is a member of a bar. These experiences have value
in that the give students opportunities to engage in experiences that they might not be able to engage
in in their traditional classrooms.

EXPERIENTIAL LEARNING AND EDUCATION

David Kolb wrote a book titled, Experiential Learning: Experience as the Source of Learning
and Development, (Kolb 1984) Kolb developed a cycle of learning model and a Learning Style
Inventory based on his primary thesis: that people learn through experience. Kolb’s model and
inventory are frequently used to determine stages of learning and individual learning preferences.
The basis of Kolb’s model of learning is that concrete experiences are at the core of beginning
learning. Although many educational practices are based on teaching abstract learning first (Johns
2001), an individual typically begins early learning experiences through practice, not through
learning in theory first. Thus, we learn the taste of food through tasting it, rather than through a
theoretical discussion of quality or types of foods.

Kolb’s cycle of learning places learning in two broad categories ranging from concrete
experience through abstract concepts. His model of learning posits that we learn from active
experimentation that leads to reflective observation. (Huitt 2003) An individual only processes
information through making it personally meaningful first. Otherwise, we ignore the information
as irrelevant. (Johns 2001). As he developed his theory, Kolb experimented with different methods
of teaching, ultimately creating his Learning Style Inventory that describes individuals learning
styles.(Johns 2001). Varying teaching methods help learners acquire new knowledge. In addition,
teaching methods that do not necessarily fit the individual’s learning style can be used to help stretch
the individual’s cognitive skills.

According to constructivist learning theory, people learn through receiving information and
creating relationships between the new information and the information that the individual has
previously acquired. This theory of learning, variously characterized as "generative " or
"constructive”, posits that in order for someone to learn new material one must create relationships
between the new information and earlier knowledge. According to Marton and Saljo’s study on
learning, there are two basic approaches to learning that can be broadly categorized as either deep
learning or surface learning (Marton 1976). Surface learning occurs when learners spend time
memorizing information in order to do well on a test or to otherwise temporarily use the information
until it is no longer needed for the immediate purpose. Most educators seek to encourage deep
learning where the learner incorporates the new information in a way that the learner can apply it
to different situations and apply it to unfamiliar contexts.

Constructivist educational philosophy provides additional support for the concept of deep
learning. Under the constructivist educational philosophy, knowledge does not exist independently
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of the learner. Instead, people bring their own knowledge, skills, and background to bear when they
solve problems. New experiences add to and may cause learners to confirm, revise or discard
previous knowledge. In order to successfully problem solve, then, one must deconstruct what has
been learned (i.e. break it down into its various components) and then reconstruct it to incorporate
the new knowledge. Students learn by actively creating knowledge through experimentation,
exploration, manipulation and testing. This constructivist educational philosophy proposes that
learning is learner-centered and contextual. The instructor’s role under this theory is that of the
“guide on the side” (Carey 1993)

Social constructivists propose that learning occurs as part of a social process and is not solely
internal (or external). They argue that learning occurs as people interact with each other and “is
manifest in the intellectual aptitude, cognitive strategies, motor skills, and dispositions people
develop while working toward a goal within a community of others (Bronack 2006).” A strong
learning environment is one that encourages involvement in a learning community where
collaboration leads to achievement of learning outcomes.

IMMERSIVE ENVIRONMENTS AND LEGAL EDUCATION

Immersive learning involves active learning through submersing the learner in the learning
environment. Immersive learning works through encouraging students to suspend their connection
with their current physical presence and become absorbed in the experience. According to one
Harvard psychologist, 3-D virtual environments “creat[e] the ultimate theater of the mind” by
tapping into the “capacity of the pre-frontal lobe to allow us to experience things mentally before
we try them out in the real world” (Zimmer 2007). Mental pre-experience, which is equivalent to
rehearsing before a performance, can be a valuable tool that allows students to engage in activities
in a relatively safe, risk free environment. This pre-experience can help students develop their
decision-making and problem solving skills.

In virtual environments like Second Life, instructors can develop projects that encourage
learners to collaborate on many levels (Roussos 1999). Learners may collaborate to develop a clear
understanding of the project requirements. Learners may collaborate to develop graphical
representations of concepts and to achieve project outcomes. Learners can maintain a virtual
presence with each other even though they are geographically separated. This virtual environment
can encourage a different kind of collaboration that can lead to achievement of different learning
outcomes. Reflection on the outcomes achieved and on the process of achieving the outcomes can
enhance the learning experience.

Virtual environments are not the best tool for all educational objectives. Although use of
technology can be “fun” just for fun’s sake, use of technology in education must be designed to
achieve learning goals. Virtual environments should be used to solve difficult learning problems
defined objectives that cannot be solved using traditional teaching methods, and there should be
some value added when virtual environments are used in education.

Problem solving activities which can be enhanced using virtual environment, are critical for
managers. Courses in the legal environment of business usually help students develop those skills
through assisting students to develop abilities in analyzing court cases. Students must read, court
cases and analyze the legal reasoning judges use to apply the law to rule on a particular situation.

Proceedings of the Academy of Educational Leadership, Volume 13, Number 2 Reno, 2008



page 38 Allied Academies International Conference

Students perform this analysis by identifying key components of a decision: identifying key facts,
issues, applicable laws and regulations, policies supporting or underlying the laws and regulations
and the court’s reasoning. As students practice this analysis, they improve their ability to be able to
distinguish facts from inferences, explain the law and the policies underlying the laws and examine
how judges interpret the laws.

Although traditional methods of case analysis provide good practice for students to learn and
understand legal analysis, these methods do not necessarily provide students with skills to develop
strategies to identify and manage legal issues in real situations where the legal issues aren’t carefully
identified for the learne