Assessment of Student Learning in Business
Schools: Best Practices Each Step of the Way

Edited by
Kathryn Martell, Montclair State University
Thomas Calderon, University of Akron

THE ASSOCIATION FOR INSTITUTIONAL RESEARCH
and AACSB INTERNATIONAL
Volume 1; Number 2
Assessment in the Disciplines



© 2005 Association for Institutional Research
222 Stone Building

Florida State University

Tallahassee, FL 32306-4462

All Rights Reserved

No portion of this book may

be repraduced by any process,
stored in a retrieval system, or
transmitted in any form, or by any
means, without the express written
premission of the publisher

Printed in the United States

ISBN 882393-13-9



Table of Contents

CHAPTER 1 - Learning Goals: The Foundation of Curriculum
Development & Assessment by Edward T. L. Popper, Merrimack
College, Girard School of BUSINESS .........ccoeiieiieiiiieeniiien e 1

CHAPTER 2 - (Almost) Painless Assessment: Using Intake Processes for
Assessment Purposes by Gay Wakefield, Texas Christian University,
Neeley School of BUSINESS .........cocceeeieinieniiieiieesiee e 24

CHAPTER 3 - Fostering the Professional Development of Every Business
Student: The Valparaiso University College of Business
Administration Assessment Center by Mary York Christ, Valparaiso
University, College of Business Administration .............cccccceeeennnne 47

CHAPTER 4 - Going from Zero to Sixty in Twelve Months: Implementing
Assessment at the Bauer College of Business by Elizabeth Anderson-
Fletcher, University of Houston, C. T. Bauer College of
BUSINESS ...ttt 64

CHAPTER 5 - Developing the Professional Communication Skills of First-
Generation College Students by Janna Vice and Lana Carnes,
Eastern Kentucky University, College of Business and
l [=Tex o] Vo1 (oo VRSP 84

CHAPTER 6 - Undergraduate Assessment at the Stillman School of
Business by Karen E. Boroff, Joyce A. Strawser, Joseph Wisenblit,
and Leigh M. Onimus Seton Hall University, Stillman School of
BUSINESS ...ttt e 99

CHAPTER 7 - Taking the Time to Do it Right: A Comprehensive, Value-
Added Approach for Assessing Writing Skills by Katrin R. Harich,
Linda Fraser and Joni Norby California State University, Fullerton,
College of Business & ECONOMICS ...........cccceeeeeieeueeeeeiriieecieene 119

CHAPTER 8 - Same Song, Second Verse: Evaluation and Improvement
of an Established Assessment Program by Diane M. Hamilton and
Edward J. Schoen Rowan University, College of Business............. 138

CHAPTER 9 - Defining Assessment as a Shared by S. Mark Comstock,
Missouri Southern State Univeristy, School of Business
AdMINISIration ...........cceeiiiiii e 154



CHAPTER 10 - Context, Access, and Use of Data for Student Learning:
The Case of Berry College by Krishna S. Dhir, Berry College,
Campbell School of BUSINESS ............coeeeeviieieeeeeeeeeeeeeeeeeeeeee e, 167

CHAPTER 11 - University Support for Business School Assessment
Activity by William E. Bassett, James M. Daley, and William F.
Haefele Rockhurst University, Helzberg School of
BUSINESS ...ttt st n e 184

CHAPTER 12 - Academic Freedom — Is it at Odds with Assessment
Context by H. James Williams, Grand Valley State University, Seidman
College of BUSINESS ........cccocuruiriiieiieiicrcere e 198

CHAPTER 13 - Overcoming Faculty Resistance to Assessment Why Do
Faculty Resist Assessment? by Kathryn Martell, Montclair State
University, SChool of BUSINESS ...........oeevvieiieeeeeeeeeeee e, 210



Editor’s Note

Afew weeks after | started to work with the AACSB on Assurance of
Learning, | received an e-mail request from a dean: “Please send me the
names of 10 Best Practice schools for outcomes assessment.” | resisted
the temptation to write back “If you find them, please let me know!” Since
then, | have been asked a variation of that question many, many times. Itis,
of course, a logical question. Just as faculty turn toward the literature when
they must learn something new in their field, so deans turn toward “best
practices” when they must develop a new expertise. Usually, it is an effective
approach. Distance learning education, development and fund raising,
creating advisory boards, academic advising, and developing innovative
curricula are just a few examples of topics where best practices exist to
guide the neophyte.

Unfortunately, this is not true with program assessment. The mandate
of program assessment based on student outcomes is new to all of us.
Yes, there were a handful of schools who already had vibrant assessment
programs in place, but they were few in number and, since they were guided
by their own purposes, they were not necessarily in compliance with AACSB
requirements. “What about the schools that are going through the
accreditation process now?” I'm asked at assessment seminars. “What are
they doing?” Again, a good question for which there is no satisfying answer.
Accreditation reports are, of course, confidential, but even if the AACSB
were to put this year’s submissions on their Web page there would not be
many answers there. The transition schedule that the AACSB developed
for complying with the assessment standards calls only for learning goals
to be developed in 2004, and for data collection to begin this year (2005).
It's just too early for best practices!

But the call for examples is unrelenting — and some schools have
started on some very good work. So when | was invited to work on this
project, my goal was to find schools that are doing some part of the
assessment process very well. After securing the enthusiastic participation
from the experienced assessors — King's College, Seton Hall, Valparaiso,
and Southern lllinois University Edwardsville — | went on a search for schools
that had made promising starts on assessment. Schools which were doing
part of the assessment process very well — hence, Best Practices: Each
step of the way. Each step of the assessment process described in chapter
1 (Vol. 1, No. 1) has accompanying best practices in this volume, starting
with goal setting and ending with assessing the effectiveness of the
assessment process itself.

A second goal was to gather a diverse set of examples, and this has
been achieved. In these pages you will read of large and small schools,
public and private, schools with years of experience in assessment and
others that are just beginning. There is diversity with regard to region,
mission, resource base, accreditation status, Carnegie classification, and
admission selectivity. Some assessment programs are very well funded,



others are run on a “shoe string.” There is one commonality among all
chapters, however — the generosity of the authors. In these pages you will
find dozens of examples of learning objectives, methods, rubrics, and report
writing templates. The authors candidly share their lessons learned, how
their school “closed the loop”, and the budget and personnel requirements
for their programs. Finally, these remarkable people created these excellent
contributions in a very short period of time. On behalf on the AACSB, the
AIR, and my co-editor, Thomas Calderon, let me express our heart-felt
appreciation to the chapter authors for helping us all on our journey of
improved student learning through assessment.

Kathryn Martell
Montclair State University
December 2005



The assessment process should begin with an earnest faculty
discussion of their expectations for their graduates: What
should they know? What should they be able to do? How
should they think? This discussion launched the Girard
School on a journey to reinvent itself that included a dramatic
overhaul of their curriculum, and an aggressive,
comprehensive assessment program. The Girard School’s
approach to assessment is predicated on the belief that in
order for their program to be judged a success, students,
once taught, must retain and apply their learning in multiple
settings. Thus, they designed an assessment program built
around student portfolios that track their learning outcome
achievement across the full span of their four years in the
business school.

CHAPTER 1
LEARNING GOALS: THE FOUNDATION OF
CURRICULUM DEVELOPMENT & ASSESSMENT
Edward T. L. Popper
Merrimack College, Girard School of Business

Background, Mission, and Goals

Merrimack College, located, 25 miles north of Boston, is a
comprehensive college of the liberal arts and professions founded in 1947.
The business administration program has been an integral part of the college
since it was founded and has continued to provide programs consistent
with the mission of the college. As a result of a naming gift in 1999, the
Business Division became the Girard School of Business and International
Commerce.

The Girard School of Business and International Commerce offers a
single undergraduate program leading to a Bachelor of Science in Business
Administration (BSBA). In the fall of the academic year 2003-2004 it serviced
781 of the 2,042 students attending Merrimack College. The Girard School
faculty comprise approximately 20 percent of the Merrimack faculty with 29
of the 142 full-time faculty.

Merrimack College is a comprehensive undergraduate school. The
Girard School of Business and International Commerce is the only division/
school of the College to offer degrees in business or management. That
degree is the Bachelor of Science in Business Administration (BSBA).
Students in the BSBA program choose between one of six concentrations:
Accounting; Finance; Information Systems; International Business;



Management; Operations and Quality Management; and Organizational
Studies and Marketing. Students may also choose a Business Economics
major, a joint program of the Girard School and the Economics Department
(in the Division of Liberal Arts).

The Girard School Mission is composed of four parts. The Vision
Statement presents the shared aspirations of the School’s students, faculty
and stakeholders. The Values Statement presents the shared values that
are at the heart of all the School's programs and activities. The Mission
Statement presents the focus for all Girard School programs. Finally, the
Goals Statement presents what the Girard School must do to achieve the
aspirations of the Vision.

Figure 1
Girard School Mission

VISION

The Girard School of Business & International Commerce aspires to be a leading school in
our region for an undergraduate education in business with an international perspective and
Catholic liberal arts foundation.

VALUES

At the Girard School we value ...

* The critical role of the Liberal Arts in providing a foundation for the professions.

» Faculty and students interacting in an environment of challenge, respect and exploration.

* Innovation in pedagogy that integrates the functional areas of business.

* Honesty and integrity in all of our personal, professional and community activities.

* Opportunities for students and faculty to develop breadth through diversity of thought, opinion,
and culture, both inside and outside of the classroom.

* A personal commitment to lifelong leaming.

MISSION

The Girard School of Business and International Commerce provides an undergraduate
educational experience that develops students' knowledge, skills and values. Graduates will
have the ability to become global business professionals of integrity, recognized for their
accomplishments and effective leadership.

GOALS

* Graduates will have demonstrated mastery across all Girard School leaming outcomes.

* Each student and faculty member will have an intemational business educational experience.

* The Girard School will use innovative pedagogy and curricula to maximize student leaming.

* Girard School faculty will maintain currency in their area of teaching through ongoing peer-
reviewed pedagogy, practice or discipline- based intellectual contributions. Half of the overall
Girard School Portfolio of intellectual contributions will be pedagogy based.

* There will be continuous improvement in measurement and achievement of all the above
goals.

The Girard School Mission Statement grew out of a continuing dialogue
among the School’s stakeholders. A similar dialogue led to the development
of the Girard School learning outcomes which were unanimously adopted
by the School’s faculty in 2002.

The first six outcomes are not specific to business. However, as will



Figure 2
Learning Outcomes

LEARNING OUTCOMES

The goal of the Girard School is to assure that our graduates have learned and are able to
demonstrate the skills, competencies, and values they will need to achieve their personal and
professional goals. The leaming outcomes detailed below show what is expected of every
Girard School graduate.

General Knowledge and Abilities

1. Communications
« Demonstrate active communication skills, collaboratively and individually, in speaking,
writing, listening, and using electronic media.

2. Analytical Skills
« Demonstrate the ability to integrate, synthesize and apply complex information effectively.
+ Demonstrate the ability to apply quantitative and qualitative reasoning for problem-solving
both individually and in a group setting.

3. Cultural Understanding and Flexibility
« Demonstrate the ability to work effectively in different roles in a diverse group and in
diverse environments.

4. Ethical Understanding and Reasoning
* Demonstrate the ability to make moral and ethical business decisions.

5. Reflective Thinking
» Demonstrate the ability to leamn from one's own experiences and to participate in one's
own emotional and intellectual growth.

6. Adaptability
¢ Demonstrate the ability to adapt to a rapidly-changing environment.

Business-Specific Knowledge and Abilities

7. Financial Reporting, Analysis, and Markets
» Demonstrate an understanding of recording and accumulating financial data to further the
stewardship of an organization.
« Demonstrate the ability to apply the analysis of financial information as a basis for
business decisions.
* Demonstrate an understanding of the role and function of financial markets and institutions.

8. Business Environment
¢ Demonstrate the ability to make management decisions that reflect how dynamic
relationships among economic forces in international and national trade affect the
operations of a business.
» Demonstrate the ability to make management decisions that reflect the impact of political,
legal, governmental, cultural, and technological issues.

9. International Perspective
* Demonstrate the ability to function effectively in an international environment.
* Demonstrate the ability to apply international perspectives to local business decisions.

10. How Businesses Serve Customers
+ Demonstrate the ability to manage the creation and production of goods and services and
bringing them to the market.

11. Human Behavior in Organizations
« Demonstrate the ability to make management decisions that reflect an understanding of
interpersonal functioning of organized activity in groups and organizations from the
perspective of both the individual and the organization.
» Demonstrate the ability to lead a group toward the successful completion of goals.

12. Cross-Functional Integration




be discussed below, while the Merrimack College general education
contributes to the achievement of these skills and competencies, the Girard
School curriculum has the responsibility for the achievement (and retention)
of these outcomes. These non-business specific outcomes were
subsequently adopted (with minor modifications) as the learning outcomes
for Merrimack College. The remaining six outcomes are business specific.
Their structure reflects the commitment to functional integration- one of the
Girard School’s shared values.

Defining Assessment

Like many educational enterprises, grading was long viewed as the
primary and sufficient assessment of students’ “learning.” However, the
adoption of the schools learning outcomes forced the re-examination of
those views.

The introduction to those outcomes states: “Our graduates [will] have
learned and are able to demonstrate the skills, competencies, and values
they will need to achieve their personal and professional goals.” This is
consistent with the AACSB’s perspective on learning: “Student learning is
the central activity of higher education. Definition of learning expectations
and assurance that graduates achieve learning expectations are key features
of any academic program.”” Common to both statements is the notion is
that achievement of learning outcomes requires that the learning be
observable in program graduates.

To be able to demonstrate that achievement at graduation requires
monitoring of progress towards achievement of those goals across all four
years and at graduation. To assume that demonstration of learning outcome
achievement can be accomplished by a single measure in a single course
requires the unrealistic assumption that students learn (that is they are able
to retain and apply) all that they are taught in that classroom.? This led the
Girard School to an assessment program that tracks learning outcome
achievement across the full span of their four years in the business program
to assure that, once taught, students retain and apply their learning.?

Thus, in addition to meeting accreditors’ requirements, the goals of
our assessment program are to:

* Assure that graduates of the Girard School can demonstrate that
they meet the Girard School learning outcomes overall and in their
chosen concentrations.

* |dentify those areas where the Girard School’s core and
concentration curricula need to be improved to better assure
students’ learning.

* Assure that Girard School programs meet the needs of students,
graduates, and employers.



These overall goals are then translated into more specific student
learning goals for the two broad categories of learning outcomes (knowledge
and competencies). As discussed below, different methodologies are
employed to assess knowledge and competencies.

Our definition of knowledge-based learning outcomes requires a
measure of knowledge retention beyond the end of a course (for knowledge
that will be built upon in subsequent courses) and upon graduation (for
program level outcomes). As discussed elsewhere in this book,* traditional
“pen and paper’” methods are well suited for assessing knowledge.
Competency outcomes, however, require some type of student
demonstration (e.g., the ability to collaborate in a team) that is then assessed
according to specified criteria. Because competencies typically require
integration and application of knowledge and skills from various domains,
they must be developed across the curriculum and not in a single course.
Therefore, to be complete, the actual development of the competency should
be assessed as its ultimate achievement (presumably at the end of the
program). This distinction between the two different types of learning
outcomes (knowledge and competencies) requires that those outcomes be
sorted to distinguish between knowledge-based goals and competency
goals.

Knowledge Goals:
» Students have retained the knowledge from previous coursework

necessary for continued success in the program.

¢ Graduates of the Girard School will have acquired and retained
the diverse business knowledge specified in the Girard School
learning outcomes.

Competency Goals:

» Students will develop and enhance competencies through the four
year Girard School curriculum. Upon graduation, students will meet
the competency components of the Girard School learning
outcomes.

Having identified the nature of the learning outcomes, the assessment
committee developed an assessment plan that included multiple assessment
methods (both direct and indirect), multiple instruments, and multiple
measurements. Direct Assessments are assessments that draw on actual
student work (tests, papers, presentations, etc.) to measure performance
on specific learning outcomes. Indirect Assessments are assessments that
do not actually measure performance but use other information as a basis
for inferences about performance. Thus, for example, starting salary data,
students’ self-evaluation of their learning, and satisfaction surveys are all
indirect assessments.



Assessment Methods - Direct:

Knowledge Test: An internally-designed knowledge test was developed
for the purpose of measuring students’ progress over time in achieving the
knowledge-based learning outcomes. The knowledge test consists of
approximately 160 questions. This represents about 16 questions each in
the following ten areas:

» Accounting * Operations & Quality Management

* Business Law * Management & Organizational Studies
* Ethics * Marketing

* Finance * Statistics

* Information Systems ¢ International Business

The questions in each area also represented different levels of learning.
Faculty responsible for each of the topical areas (except international)
developed 16 questions from their area which span the range of learning
levels, plus two questions which address international issues (for all areas
except statistics); one at a lower level of learning and one at a higher level
of learning. For example, faculty in accounting might have submitted three
accounting questions at the “Knowledge” level, two at the “Understanding”
level, three at the “Application” level, three at the “Analysis” level, two at the
“Synthesis” level, and three at the “Evaluation” level, plus one international
question at the “Understanding” level and one at the “Synthesis” level.

The knowledge test is completed online by students using Secure
Exam software.® Students take this test three times during their tenure at
Merrimack College, providing feedback on their scores each time, for each
of the knowledge areas specified in the Girard School learning outcomes.

* Incoming freshmen (pre-test): During the first week of classes,
incoming freshmen take the knowledge test to provide a baseline
measure of their knowledge coming into the program.

* Beginning of the junior year: The knowledge test is repeated at
the beginning of the junior year to measure progress in each of the
knowledge areas. Scores on the knowledge test at this stage are
compared to the students’ scores as freshmen. The results of this
comparison identify the individual student’s knowledge weaknesses
which allow faculty to guide the student to appropriate remediation.
Students also receive a summary of their scores for each knowledge
category, receiving separate scores for three levels of knowledge
per category. Tracking the results of these tests provides formative
feedback to individual curricular groups in those cases where the
deficiencies are concentrated in specific knowledge areas. Finally,
the results provide a basis for curriculum review and enhancement
in those cases where the deficiencies are pervasive.
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* Outgoing seniors (post-test): Just prior to graduation (embedded
in their capstone course) students take the knowledge test for the
final time. Aggregate results provide a measure of retained
knowledge relevant to the learning outcomes at graduation. Initial
results indicate that Girard School juniors in the new curriculum (which
is described below), demonstrate more increased knowledge than
freshman, particularly on lower levels of learning. Results also show
that the juniors who are entering their third year score higher in all
categories than seniors who are graduating from the old curriculum.

Portfolio Evaluations: The Girard School elected to use student
portfolios for both assessment of learning outcome achievement and
diagnosing when and how the curriculum could be improved. The inclusion
of actual samples of student work allows the faculty to track the arc of a
student’s performance on each of the competency-based outcomes. Initially
these evaluations are conducted through rubrics which will be discussed in
greater detail below. Tracking the progress of learning over the four years
using rubric scores provides an easy measure of learning development.
However, when the scores indicate systematic failure of large number of
students, the scores can only indicate where the breakdown occurs. Having
access to the actual documents and images allows course faculty to examine
student work and more readily identify the specific course or curricular areas
that need to modified, reordered, or replaced.

The presence of the actual documents in the portfolio also allows the
students to see their own progress and self diagnose deficiencies. Finally,
providing the students with a DVD ROM of their portfolio during their senior
year provides them with a device they can use to differentiate themselves
as they compete for jobs. The DVD allows them to demonstrate their skills
and competencies to prospective employers. The four-year arc of the DVD
also allows students to demonstrate their capacity to learn and improve.
The tangible benefits of the DVD Portfolio motivates students to take the
assessment elements (including the knowledge tests) more seriously.

Throughout the four years of the Girard School Undergraduate
Program, specific student assignments (embedded within specified core
and concentration courses) are designated for inclusion in a student’s
portfolio (students will not be aware of this designation). These assignments
are selected by the Assessment Committee to encompass the skill and
competency areas of the Girard School learning outcomes and include many
forms (e.g., documents, spreadsheets, PowerPoint presentations, digital
video recordings of presentations). While the primary purpose of portfolio
evaluation is to assess competency-based learning outcomes, the content
requirements of many of the portfolio items also provide an additional
measure of knowledge outcomes. The contents of a typical student portfolio
are presented in Table 1.



Table 1
Contents of a Typical Student Portfolio

Program Year Portfolio Contents

Freshman * Freshman Knowledge Test
« Two group presentations (Digital Video) one per semester
* Two individual written assignments (in doc form) one per semester

Sophomore * Written accounting case analysis (with exhibits)

« Written statistics case analysis (with exhibits)

« One group presentation (Digital Video) from Accounting or Statistics
* One written assignment from each of the second semester modules
* One group presentation (Digital Video) of semester project

Junior * Junior Knowledge Test
* Written journal from international experience

« New Business Proposal (Group-Based) and Business Plan

* Group presentation of proposal to “venture capital" panel (Digital Video)
* Various assign ts and p tati

from courses

Senior + Graduating Senior Knowledge Test

« Business report from Operating New Business (Mini Annual Report)
« Group presentation of operating results to Board (Digital Video)

* Representative assignments from final business simulation

* Various assignments and presentations from concentration course

The Girard School Assessment Committee developed standard rubrics
to assess student progress on each of the competency-based learning
outcomes across all four years of the Business Program. Individual faculty
members collect designated portfolio items from students and evaluate them
using the appropriate rubric for each student. Faculty then deliver those
(graded) portfolio items to the Assessment Administrator, along with a
summary of the rubric scores for each student. The original forms are
returned to the students along with their graded assignment for feedback
purposes. As an example, the rubric used to evaluate the student
presentation is presented in Table 2.

Assessment Methods - Indirect

Student Course Evaluations: Atthe end of each semester, students
complete online course evaluations for all Girard School courses in which
they are enrolled. The course evaluation instrument includes questions on
each of the course’s learning outcomes to assess the extent to which
students believe they have individually achieved the outcomes specified for
the course. These questions also allow students to indicate whether or not
the course addressed specific outcomes. Additionally, the instrument includes
a section asking students to assess the effectiveness of the learning
experiences provided in the course.

These evaluations are analyzed to identify how demanding the students
perceive the course to be; to identify course learning outcomes that, in
students’ views, were not met; and to evaluate the perceived effectiveness
of the learning experiences provided. The evaluations are also analyzed to
identify significant differences between sections of multi-section courses
and to identify potential development needs of individual instructors.
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Table 2
Presentation Assessment

Use this table as the identifier of each criteria. Please record each student name & ID number in the corresponding Excel spreadsheet with the

appropriate points (or N/A) for each criteria. When completed, the excel file can be submitted to assessment@merrimack.edu

Students: 1. 2. 3.
4 5
Beginner Developing Adequate Proficient
Criteria N/A 1 2 3 4 Points
No introduction. Introduction was Introduction was Introduction was clear;
Introduction there, but weak. adequate, but could excellent opening to the

be improved upon.

presentation.

Organization
(i.e., sequence

Presentation had no
logical sequence or

Presentation was
somewhat

Presentation was
adequately organized,

Presentation was very
well organized and

and flow of flow. lnteqt of the unorganized and but could be improved | flowed well.
presentation) presentation was difficult to follow. upon.
unclear.
No conclusion or Conclusion/summary | Conclusion/summary | Conclusion/summary
Conclusion summary; presentation | was there, but weak. | was adequate, but was clear; excellent
ended abruptly. could be improved closing to the
upon. presentation.

Presentation had few | Presentation had Presentation had Presentation had
Visuals appropriately some appropriately |appropriately appropriately formatted
(e.g., slides formatted visuals formatted visuals, formatted visuals visuals which reinforced
grabt;s cha rt:s) and/or visuals did not | which provided related to the and enhanced the
! support the some support for the | presentation. presentation.
presentation. presentation.
Presentation had Presentation had Presentation had few |Presentation had no

Mechanics

numerous spelling,
grammatical and/or
usage errors.

some spelling,
grammatical and/or
usage errors.

spelling, grammatical
and/or usage errors.

spelling, grammatical, or
usage errors.




Student Survey: Administered in conjunction with the knowledge
test, this survey measures students’ perceptions of the importance/relevance
of each Girard School learning outcome and their level of knowledge and/
or proficiency in each of those outcomes. Students complete this survey at
the beginning of their freshmen and junior years, and at graduation. These
survey results are analyzed to identify areas in which students do not
perceive progress. Additionally, when analyzed along with the knowledge
test results, the survey results provide an indicator of whether students’
self-perception of learning tracks what they've actually learned.

Graduate Exit Surveys: Every April, Girard School graduating seniors
complete an online survey specific to their concentration. This survey
measures general satisfaction with Merrimack College, the Girard School,
and their specific concentration. It also measures students self assessment
of the importance of each of the concentration’s learning outcomes and the
Girard School learning outcomes. The graduating seniors also self-assess
the extent to which their studies at Merrimack College, the Girard School,
and in their concentration have prepared them in each of the outcome areas.

Alumni and Employer Surveys: Girard School alumni are periodically
surveyed (five years after graduation) to assess the career impact of their
Girard School education in each of the areas of our learning outcomes.
Similarly, major employers of Girard School graduates are periodically
surveyed for their assessment of the adequacy and appropriateness of their
employees’ Girard School education. Together, the alumni and employer
data allow the Girard School to evaluate the Girard School learning outcomes
and revise them, where appropriate, to better serve the constituencies
identified in our mission.

Taken together, this multi-method, multi-measure, quasi-longitudinal
assessment process allows the Girard School curriculum to provide a
cumulative sequence of learning experiences moving towards a defined
learning endpoint rather than a series of discrete experiences in individual
courses. The assessment methods used for each of the learning outcomes
and the timing of those assessments is summarized in Table 3.

Resources and Responsibilities for Assessment

At the Girard School responsibility for assessment in shared between
Girard School faculty and staff. Faculty determine what to assess, the
assessment methods to be used, and how assessment results will be used.
Faculty also use assessment results to modify courses and/or programs.
Girard School staff construct and implement assessment instruments, collect
and manage the assessment databases, analyze assessment results,
prepare assessment reports, and create assessment portfolios online for
student use.

10



Table 3

Summary of Assessment Methods by Learning Outcome

Learning Outcome

Assessment Method

When Assessed

1. Communication Abilities

Portfolio evaluation of Written
Assignments, Presentations

Across all four years

2. Analytical Skills

Portfolio evaluation of Case
Analysis, Problem Sets, etc.

Across all four years
Beginning of junior year and

Knowledge Test at graduation
3. Cultural Understanding and | Student evaluations of group | Across all four years
Flexibility members Beginning of junior year and
Knowledge Test at graduation.

4. Ethical Understanding and
Reasoning

Portfolio evaluation of case
situations with ethical
dimensions

Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

5. Reflective Thinking

Portfolio evaluation of written
reflection pieces required after
all evening speaker
presentations

Across all four years

6. Adaptability

Portfolio evaluation of case
analyses and project
presentations

Across all four years

7. Financial Reporting,
Analysis, and Markets

Content of selected portfolio
assignments
Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

8. Business Environmental
Analysis

Content of selected portfolio
case assignments
Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

9. International Perspective

Portfolio Evaluation of
Content of international
experience learning journals
Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

10. How Businesses Serve
Customers

Portfolio evaluations of case
analyses, presentations and
projects

Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

11. Human Behavior in
Organizations

Portfolio evaluations of case
analyses, presentations and
projects

Knowledge Test

Across all four years
Beginning of junior year and
at graduation.

12. Cross-Functional
Integration

Content of selected portfolio
assignments
Knowledge Test

Across all four years
Beginning of junior year and
at graduation.
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Faculty Responsibility:

As will be described below, the Girard School Curriculum Committee
is responsible for developing learning outcomes (for ratification by the entire
faculty). The committee applied these learning outcomes in evaluating and
redesigning the Girard School core curriculum. This committee also applies
assessment results to identify opportunities to improve courses,
concentrations, and the entire core. See Figure 3 for the process used for
identifying and acting on those assessment driven opportunities.

Figure 3
Francis E. Girard School of Business and International Commerce
Policy for Curriculum Review and Revision

In order to provide for a systematic rather than Ad Hoc process of curriculum
oversight and revision, the core and concentrate curricula will be subject to a
comprehensive annual review culminating in a written Course Development Plan
(CDP). The general process involves an annual report from each of the BE teams
(for core courses) and track chairs (for required concentration courses). CDPs will
evaluate the following:

The effectiveness of specific learning activities within the course

» Learning outcomes attainment

+ The methods through which AACSB Standards 13 and 14 are satisfied

* How consistency of educational experiences is maintained across multi-
section courses

* Remedies for course deficiencies identified through assessment data

CDPs will conclude with a set of specific recommendations that demonstrate a
commitment to continuous improvement. Appropriate appendices to the CDP
include syllabi, exams, and major assignment descriptions.

CDPs will be submitted to the Curriculum Committee by the start of the fall semester.
The Curriculum Committee is responsible for reviewing and approving CDPs and
offering feedback where warranted. In instances where the committee concludes
that the CDP does not adequately provide for continuous improvement, the CDP
may be remanded for additional work. The Curriculum Committee, in conjunction
with core teaching teams and track chairs, will monitor the implementation of CDPs.

In addition to overseeing "within-course" evaluation and development, the
Curriculum Committee is also responsible for maintaining curricular effectiveness
across the BE sequence. Central to this process, the committee will ensure that the
core curriculum adequately and effectively achieves the school's leaming outcomes.
Ininstances where assessment data suggest deficiency, the Curriculum Committee
will investigate whether the problem is course-based or the result of problems in
courses earlier in the core sequence.
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After the Curriculum Committee identified the learning outcomes for
both the entire curriculum and for specific courses, the Girard School
Assessment Committee developed the processes and instruments for
assessing outcomes achievement. In doing so, the Assessment Committee
developed the types of measures to be used for each learning outcome, the
assessment modality to be used, and it specified the timing for each
assessment. The Committee consults the faculty on the appropriateness of
the assessment instrument, or it approaches and works with the faculty to
develop and implement rubrics for non-metric outcome measures. The
Assessment Committee specifies the required analyses and reports that
need to be prepared and then reviews those reports and makes
recommendations to the Curriculum Committee.

Staff Responsibility

At the Girard School the secretarial responsibilities have been
dramatically reduced to reflect the increased faculty access to and use of,
technological resources (particularly course management systems such as
Blackboard). This allows them to manage their own document production
and distribution, schedule student meetings, and conduct online exams.
Much of the time that support staff had devoted to word processing, copying,
and scheduling was redirected into assessment-related activities.

Anewly promoted Girard School Director of Assessment has assumed
the responsibility of moving assessment instruments from roughly delineated
items and measures produced by the Assessment Committee to functioning,
online surveys and examinations. This director manages the assessment
database that captures and stores documents, data, images, and digital
video for each student over the entire four years the student is in the Girard
School. The director is also responsible for designing specific assessment
analysis plans and preparing assessment reports.

Other support staff have the responsibility for entering assessment
data (when those data are not automatically compiled by online instruments),
loading documents and images into the database, capturing and entering
digital video, and preparing DVD ROM portfolios for students to use in job
interviews.

Best Practice

The Girard School’s best practice is the integrated cycle we’ve created
that uses learning outcomes to guide curriculum design and assessment
processes. Our discussion of our expectations for our graduates - What
should they know? What should they do? How should they think? -led us
to dramatically overhaul our curriculum. Thus, the very first step in the
assessment process - goal definition - led to a major thrust to improve our
students’ learning before we had gathered a single data point. After defining
our learning goals (step 1), the second stage of the cycle was the detailed
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operationalization to guide course design and assessment measures. The
final stage of the cycle is our diagnostic use of the assessment results. This
helps us to identify specific components of the curriculum that need to be
modified and assures that learning occurs and is retained. Finally, curricula
are modified and, simultaneously, the efficacy of the measures themselves
is examined and modified where appropriate.

Learning Outcomes Guide Curriculum and Assessment Design

As described above, in 2002 the Girard School adopted a set of leamning
outcomes (see Figure 2) through a multi-stage process that incorporated
the perspectives of the School’s various stakeholders. Armed with that set
of outcomes, the faculty evaluated the core business curriculum to determine
whether it had the capacity to allow students to achieve the outcomes.

The core curriculum that had been in place had remained roughly
unchanged for 25 years.5

During that 25-year span, technology revolutionized the workplace,
flattened the organization, and dramatically reduced the functional hierarchy
(silos) that had previously characterized business organizations (and
business education). Examining the core curriculum (including the content
of its courses) in terms of the learning outcomes quickly revealed that many
of the learning outcomes were not addressed in the curriculum. Other
outcomes were, at best, secondary objectives, and few of the outcomes
were addressed solely in a developmental manner. In short, we felt our
curriculum failed to reach our goal that states: “Our graduates [will] have
learned and are able to demonstrate the skills, competencies, and values
they will need to achieve their personal and professional goals.” As discussed
below, in order for us to meet this goal, our curriculum would need a major
overhaul. Tinkering at the edges by adding a course here or modifying one
there would not develop the type of graduates we envisioned.

We felt that much of this developmental deficiency was a result of the
one-course-per-function nature of much of the business core. This structure
assumed that it was possible within a single semester course (e.g., forty-
five contact hours, including exams, spread across fifteen weeks) to move
a student through all the stages of Bloom’s taxonomy of learning. The
single-exposure structure of the core curriculum drastically limited the student
to little more than basic knowledge of an area without understanding, much
less the ability to apply, that knowledge in the solution of business problems.
This structure also assumed that any learning that occurred in the one-
semester class would be retained through graduation and into the workplace
without further reinforcement ... an assumption that belied the observation
and experience of most faculty.

The result of this analysis was that the faculty agreed to redesign the
curriculum one year at a time, implementing a new first-year curriculum in
fall 2002 and adding one more year as that class (the class of 2006)
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Figure 4
Girard School of Business and International Commerce
Core Curriculum (Adopted 2003)

Ereshman Year

» Business Enterprise 101 - Introduction to Business | (4 SCH)
« Business Enterprise 102 - Introduction to Business Il (4 SCH)

A two-semester course sequence, team taught (2 faculty per section) providing
basic business vocabulary, understanding of what a business is, a roadmap to
understanding the basic knowledge and competencies all Girard School
graduates will need to demonstrate, and setting standards for academic rigor in
all business courses. The two-course sequence includes 3 hours of class each
week, field trips to local businesses, guest speakers (evenings), and weekend
retreats.

- Business Enterprise 107 - Computer Applications | (1 SCH)

« Business Enterprise 108 - Computer Applications Il (1 SCH)
A two-semester course sequence developing competency in basic business
computer applications.

Additional required core courses taught outside of the Girard School:
* Quantitative Analysis for Business (4 SCH)

Basic mathematical analysis skills; a prerequisite course for statistics.
» Economics for Business (4 SCH)

Principles of Micro- and Macro-Economics.

Sophomore Year

» Business Enterprise 203 - Accounting for Business (4 SCH)
User-oriented accounting course.

« Business Enterprise 213 - Business Statistics (4 SCH)
Statistics for business.

» Business Enterprise 220 - Integrated Business Core (12 SCH)
An integrated business core course providing 2 SCH each of Finance,
Infformation Technology, Law and Ethics, Marketing, Organizational Behavior,
and Operations.

Additional required core courses taught outside of the Girard School:

« Foreign Language (6 SCH)

Sophomore Summer or Junior Fall

« International experience (6 or more SCH)
Course work taken outside the US at a partner school (e.g., ESC-Grenoble).

sJunior Year

« Business Enterprise 302 - New Business Project (4 SCH)
Students (working in teams) propose, start up, operate, and liquidate an actual
business. Two hours of class time per week, with the balance spent on the
project.

Senior Year

» Business Enterprise 401 - New Business Startup (4 SCH)

» Business Enterprise 402 - Capstone Course (4 SCH)

Students (working in teams) conduct a consulting project for a not-for-profit
organization.
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progressed through their four years at the Girard School. Each year a task
force designed the curricular components for the coming years, and a team
of faculty who would teach the course implemented it. As the students
progressed into their second year, and the second-year curriculum was
introduced, assessment results for the first year would be reviewed. That
curriculum would be modified as appropriate and so on for each subsequent
year. See Figure 4 for the new Girard School core curriculum.

The new Girard School core curriculum spans all four years of the
student’s enroliment at Merrimack. Regardless of their planned
concentration, all Girard School students take the same course for their
first two years. In the spring of the sophomore year, students elect which
major they will enter. The principal component of the freshman year is two
sequential, four semester hour courses (Business Enterprise 101 & 102.
These courses are team taught by two faculty member teams ... one from
a “soft” discipline (OB or Marketing) and the other from a “hard” discipline
(Finance or Accounting). The course also is writing intensive (on average a
paper every other week), presentation intensive (two PowerPoint, group
presentations a semester), team based (including a weekend ropes course,
experiential team building retreat) and extends outside of normal class hours
(mandatory evening speaker series). This demand level is maintained
through the entire four year core.

The first half of the sophomore year includes-user oriented accounting
and statistics courses. The second semester revolves around a massive
12 credit hour core course that integrates six functional modules: business
law/ethics, finance, information technology, marketing, operations and quality
management, and organizational studies. The course also includes a team-
based integrating project where students select an actual business, go into
the business (with management permission), and analyze how the firm
executes each of the six functional areas of the course. The results of the
analysis are presented in a report with an executive summary (which with
modifications/improvements will be shared with the firm they studied) and a
formal group presentation of the findings. Students receive a single grade
for the course but receive scores for each of the six modules and the project.
These scores identify students who passed the course but need remediation
in a particular content area, and also provide thresholds for admittance into
a concentration.

In their junior year students have an international experience. This is
either a semester abroad or a short course at a partner academic institution
outside of the US. It is recommended that these international experiences
occur in countries where English is not the primary language. In the second
half of their junior year students take a class in starting a business. Thisis a
team-based class where students develop a business plan for a student-
scope business that they will operate, if funded, the following semester.
The students compete for venture pool funds, and about half of the teams
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receive funding (around $5,000 per team) in the form of a loan which is
due, payable in full, at the end of the next semester. In the next semester
the successful teams launch and operate their companies. Unfunded
students take senior level core electives. The senior year concludes with a
capstone course which includes service projects and business simulations.

As the Curriculum Committee and faculty task forces were designing
the new curriculum, the Assessment Committee was exploring how to assess
the achievement of learning outcomes.” As the assessment process was
designed, the committee considered how best to assure that the learning
which occurred was retained and further developed in a manner that would
allow students to demonstrate their learning upon graduation. The result
was the assessment process described above.

For the curriculum and assessment process to result in demonstrated
achievement of learning outcomes, specific assessment measures and tasks
needed to be assigned to each course in the core and to each course in the
concentration. This specificity required the learning outcomes to move from
their initial, conceptual formulation, to a very specific set of operationalizations
for each of the learning outcomes. For example, the first learning outcome
was communication. This was presented in very general conceptual terms
as follows, “A Girard School graduate will demonstrate active listening and
communication skills, collaboratively and individually, in speaking, writing,
listening, and using electronic media.” Operationalizing that outcome required
breaking it into four components: speaking, writing, listening, and presenting
via electronic media. Each of those four components then needed to be
broken down by content type, format (presentation or discussion), size/length,
individual or group, etc. Finally each of those elements needed to be placed
in an appropriate position over the four-year developmental arc. This required
understanding what a freshman needed to achieve versus a sophomore, etc.

Learning Outcome Operationalization

The need for detailed operationalizations became apparent as the
Curriculum Committee realized that each of the Girard School learning
outcomes needed to be deconstructed. That deconstruction meant breaking
each of the learning outcomes into developmental steps and determining
where in the curriculum each of those steps needed to occur. That
deconstruction required each of the outcomes to be broken down into
components, each of which needed to be incorporated into the curriculum
and developed over the span of the program. Further, the committee
determined that it was insufficient to simply list a series of outcomes. The
Curriculum Committee, working in concert with the Assessment Committee,
concluded that each outcome needed to be presented in terms of something
observable and, therefore, assessable at each step in the process. The result
was the set of operationalized learning outcomes presented in Table 4.
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Table 4
Operationalized Learning Outcomes

Outcome Year 1 Year 2 Year 3 Year 4
Communication Present descriptive Present and defend Make sophisticated | Write succinct and
information relating to | recommendations to presentations of an | persuasive documents
A Girard School graduate will demonstrate |business resolve business unstructured that analyze and
active listening and communication skills, | problems/situations problems/situations functionaHevel resolve unstructured
coflaboratively and individually in depicted in structured | presented in structured | problemvsituation and | functionaHevel
speaking, writing, listening, and using leaming activities. leaming activities. its resolution. problems/situations.
electronic media. -
Understand and Critique and respond to Make soghlshcated Present oompelﬁ_ng and
summarize business | business presentations of an ma§oned resolutions of
problems/situations problems/situations mw bﬂ:?::slsimﬁons "
ppuntgd frough oral | presented through oral problemysituation and 2 range of target
discussions. discussions. its resolution, audiences.
Write a range of . . Understand, critique,
documents (e.g., x’:‘::x"ﬁ::;ﬁ s respond to, and resolve
reports, memos, that incorporate Critique and respond | unstructured business
proposals, letters) functonal knowledge to information problems/situations,
using comect grammar, and lechniques to presented through with appropriate
spelling, formatting and analyzs and resohe unstructured and questions to improve
punctuation to describe business informal discussions | clarity, to develop
business roblems/situations of functicnaHevel greater depth and
problems/situations pmse rted ins problems/situations. |insight, and to promote
presented in structured Iiami activities problem identification
leaming activities. g : and resolution.
Analytical Skills Apply appropriate
" . analical techniques Use relevant primary
:n&;:::wsmg::im?;"?ﬁmm Identify business Utiize appropriate z':r:;n:gvr;see:mh research methods,
i~ . problems depicted in | analytical techniques to " perform appropriate
3pply complex infomation effeciely |- i e leaming | idenify viable doscriie BCCOUT | anayses, nerpret
L . . and approprial ! N
A Girard School graduate will demonstrate :S‘."nt;:s ar:‘d describe alte;\a:‘v;slgﬁbmmess recommendations resuts, ar:;jptrio wd:o
the abiliy to apply quanfiative and Information proolemssiualions 1 nd potential recommendatons
_ / . necessary for problem | presented in structured resolve a complex
qualitative reasoning for problem sclving resolution. leaming activities consequences of a business
both individually and in a group setting. "9 ) non-structured blems/situations.
functionaHevel pre .
problemvsituation.
Cultural Understanding and Flexibility Make business
Identify dimensions of Apply cuttural decisions that are
AGirard School graduate wil demonstrate | cutraldifierence that c‘fi‘:;fg‘: ;”;’,ycgm' understanding to | mediated by the need
the ability to work effectively in different | are relevant to business ra:ﬁ ces, make functionaHevel |for cuftural
roles in a diverse group and in diverse business activities. P : decisions . understanding and
environments. flexibifity.
Ethical Understanding and Reasoning |Define a set of Analyze, critique and .
personal values that | defend one's personal OA:SI: a:;:g;’:::es See Below
A Girard School graduate will demonstrate |are based upon ane's | values and ethical and eg\ical standards
the ability to make moral and ethical experience. standards .
business decisions. Make sthically legally
Recognize and Analyze and resoive and socially
describe ethical ethical Analyze and resolve  |appropriate decisions
problems/situations problems/situations functionaHevel ethical | that consider the
preserted in structured | presented in structured | problems/situations. | consequences for a
leaming activities. leaming activities. range of organizational
stakeholders.
Reflective Thinking Solicit, integrate and -
sl ol | ity refoct upon, and | valuate feedback x;';:td:;':'gu“jﬁ"v‘:‘
A Girard School graduate will d ate th;t cumulative liberal iculate one's from peers and self-awareness and the
the ability to leam from one's own and professional aspirations and mentors to assess necessiy for
expen'encgs and to'panicipale in one's leaming plays inone's |° | gths and  |one's p gr contintous growth and
own emotional and intellectual growth. persoral development. weaknesses. ;v;iar;dﬁ ggr leaming.
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Table 4
Operationalized Learning Outcomes

Qutcome Year 1 Year 2 Year 3 Year 4
Adaptabliity Make a series of
functionaHevel .
A Girard School graduate will demonstrate | ec0gnize how Wenty areas of decisions that Make a series of
the ability to adapt to a rapidly changing ambiguity and change | ambiguity and change incorporate an business decisions in
environment. affect business that are key to business understanding of conditions of ambiguity
activities. decisions. ambiguy p and change.
change.
Financial Reporting, Analysis and
Markets Understand the process Use financial
Identify the purpose of |underlying the basic Make functionaHevel ris/data to make
A Girard School graduate wil and relati among and | decisions that B o soimes hal
an understanding of recording and the basic financial utilize financial analysis | consider a firm's c::s?::: ol
accumulating financial data to futher the | statements. tools to assess a firm's | financial condition. imolicati
stewardship of an organization. financial condition mplications.
A Girard School grad will d
the ability to apply the analysis of financial
information as a basis for business entify major financial Understand how the Make functionaHevel I_‘.Aalfef
decisions. institutions and markets of that that reflect
and the impact they institutions and markets | consider the impact | the activities of
A Girard School grad will have upon infl busi of fi i ituti institutions
an understanding of the role and function strategies. and markets. and markets.
of fi ial markets and instituti
Business Environment
A Girard School graduate will demonstrate
the ability to make management decisions
that reflect how dynamic relationships
among economic forces in intemational Identify the extemal ::nnde;t:im how Make functi level |Make busi
and national trade affect the operations of |environmental issues chapo eshtrends in the d that reflect | decisions that reflect
a business. that affect a fim's ng N the impact of the the impact of the
extemal environment
operations impact businesses. external external
A Girard School graduate will demonstrate .
the ability to make management decisions
that reflect the impact of pelitical, legal,
govemmental, cultural, and technological
issues.
International Perspective
A Girard School graduate will demonstrate " "
the ability to function eflectively in an Werify the global | Understand how global ke funclonakiovel | Make business
intemational environment. environment affects a decisions that reflect
that affect business fimm's . the global .
) . decisions. m's op . the global environment.
A Girard School graduate will demonstrate
the ability to apply intemational
perspectives o local busi i
Burel PS -
How Serve Understand concapts, :'Aal:eAfwmu:r;aHevd "
) \dertify the activiies | techniques, and acisions ake business
A Girard School graduate will demonstrate . facilitate the decisions that facilitate
™ . that enable firms to strategies that enable . N
the ability to manage the creation and A production and the production and
. produce and deliver firms to identify "
production of goods and services and ) delivery of goods and |delivery of goods and
. goods and services consumer needs and . )
bringing them to market. " " services that services that profitably
that profitably satisfy | produce and deliver )
profitably satisfy satisfy consumer needs
consumer needs. products that profitably consumer needs and | and expectations.
satisfy consumer needs. Xpec :
expectations.

Development of these operationalized learning outcomes presented
a number of challenges to the Girard School faculty. The first challenge
was identifying the set of competencies that comprised each learning
outcome. Thus, for example, when the communications outcome specifies,
“active listening and communication skills, collaboratively and individually,
in speaking, writing, listening, and using electronic media”, the faculty had
to determine what each of those terms meant. What were active listening
and communication skills and how could they be demonstrated for each of
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the communications modes?® Then the faculty had to determine how each
of those competencies would develop over a student’s four years in the
Girard School. As illustrated in the Communications row of the
operationalized learning outcomes, this required three separate series of
outcomes (Formal Presentation, Discussion, and Written Communication)
each with progressively sophisticated tasks for each of the four years.

To arrive at this level of operationalized detail for each of the learning
outcomes required faculty to go through a developmental learning process
themselves. They had to not simply be able to identify a learning outcome,
they needed to understand what that learning outcome entailed, how it could
be applied in different curricular settings, how it could be integrated into
other functional frameworks, and how it could be observed and, therefore,
evaluated. This required the faculty to move through the entire range of
Bloom'’s taxonomy for each outcome.

A part of this developmental process required faculty to reduce what
students needed to truly learn to its core concepts. When taken as a whole,
the operationalized learning outcomes presented a substantial set of
specified tasks for each year of the curriculum and each course in those
years. |t quickly became apparent that existing core courses could be
squeezed and prodded into new formats with the operationalized learning
outcomes setting tasks for each course content that would not lead to
outcomes achievement being de-emphasized or even dropped from the
core. This resulted in an iterative review of the operationalized learning
outcomes as faculty had to specify what they would expect students to retain
and apply long after they had taken a course.

The operationalized learning outcomes also made it clear that few of
the outcomes were amenable to assessment via straightforward knowledge
tests, because those tests rarely went beyond the earliest learning stages.
The multi-faceted competencies of the outcomes were best assessed in
more qualitative forms as envisioned by the Portfolio Assessment Process
presented above. Fortunately, the types of information represented by any
given portfolio element (e.g., a final group presentation in the second year-
core course) could encompass many outcome elements simultaneously.

The qualitative nature of these portfolio elements required faculty to
develop rubrics for evaluating them. This rubric development process was
accomplished by the Assessment Committee and required extensive faculty
training in their application. A faculty retreat was devoted to this training.

Findings and Reflection
Here are some of the “lessons learned” (in no particular order) as a
result of going through this process:
* You don't know what something is until you figure out how to measure it.
» Simple, elegant concepts often are neither simple nor elegant to
measure.
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Being able to answer the question, “I will consider my course a
success if, when | run into former students, they will be able to tell
me they remember and use the following concepts:
is very helpful in determining learning objectives.

If you hold students accountable for remembering everything in the
course (i.e., test to the text's index), little retained learning will occur.
If student grades are not linked to learning outcome achievement,
the importance of that outcome is minimized.

Learning must be cumulative. If each course doesn'’t hold students
accountable for applying what they have learned in prior required
courses, they will have no reason to retain what they previously
learned.

Every course must be able to achieve a variety of learning outcomes.
If each outcome must have its own course, a curriculum will implode
because of sheer size.

Multiple sections of a course all need to have the same learning
outcomes and the same measurable tasks. Academic freedom
has nothing to do with this.

It takes time for faculty to understand that learning takes more than
one semester.

If rubrics can be used for both grading and assessment, faculty
demands are reduced.

If rubrics are shared with students, they can work toward improving
upon the evaluated elements.

There’s nothing wrong with teaching to the test (i.e., assessment
method) if the test is testing the right thing.

Freshmen and seniors need to be assessed by the same rubric. If
all freshmen receive the same high score, there is limited opportunity
for development or improvement. A low rubric score can translate
into a good grade for a freshman and a low grade for a senior.
Assessment ultimately results in accountability. Accountability isn’t
always pleasant.

Implementing operationalized learning outcomes in a curriculum
represents change.

Change is hard. Change in an academic setting is ....?

Change requires champions.

Change doesn’t stop.

Requiring consensus cedes control to the most obstinate and least
rationale members of the group. Not everyone needs to agree.
For students to make good faith efforts to accomplish assessment,
they must have a stake in the assessment. Grades may not be a
high enough stake.

A tangible benefit for a student (like a DVD of their portfolio to use
for recruiting) is of more value than an intangible benefit.
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Conclusion

The evolution of the Girard School learning outcomes into a curriculum,
into operationalized learning outcomes, and then into detailed course
outcomes and tasks is an ongoing process. It reflects a commitment to
assessment that requires us to constantly re-examine what we do and
consider how we can do it better.

To accomplish this process requires faculty commitment and
involvement at every stage of the process. Getting that involvement is not
easy as faculty are required to reconsider what they do and how they do it.
Shifting to an outcome-driven curriculum requires faculty members to
consider the possibility that the teaching they’ve done for many years may
not have resulted in student learning. When teaching defines a faculty
member’s life, this is not something easily considered. This results in long,
drawn-out reviews and often contentious deliberations. External deadlines
can help drive the process and achieve progress.

This process has resulted in energizing the Girard School faculty and
dramatically increasing the challenges set for Girard School students. Not
surprisingly, the students have risen to the challenges. In striving to
demonstrate what the Girard School’s students have learned, everyone at
the Girard School has learned a great deal about what we do well, what we
can do better, and how much we have yet to learn. Once started, the journey
to demonstrating the achieved learning of Girard School graduates never
stops. Learning what the students have achieved allows the Girard School
faculty to consider how much more can be achieved.

The curriculum that evolved (and continues to evolve) through this
process is very demanding. As with students everywhere, complaining
occurs, but frequently students say, “It should be even more demanding.”
However, to date, no student who has completed the 12 semester-hour BE
220 integrated core course has suggested that it should be harder. In fact,
at the end of that course, all students receive BE 220 Survivor T-shirts.

Endnotes
1 AACSB Standards for Accreditation, St. Louis, MO: AACSB, January 1, 2004,
p.58.

2 Asimple demonstration of the unrealistic nature of the assumption that a course
grade is a reasonable measure of what a student has learned and retained in
a class is to consider how many students would be likely to pass a course’s
final examination if they had to retake it six months later without an opportunity
to study for the exam.

3 Editor’s note: While the Girard School’s requirements for their assessment
program (continual assessment tracking retention as weli as learning) fits well
with their mission, this approach is not required by AACSB.

4 Editor’s note: See Chapter on Assessing Business Knowledge (Vol.1, No. 1)
by D. Rotondo.

5 This is a commercially available, Internet-based program that administers the
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test and prevents students from printing that test or accessing other files on
their computers.

6 To put that in context, in 1978 (25 years before the Girard School learning
outcomes were adopted) the personal computer did not exist beyond the
garages of a few innovators.

7  Editor’s Comment: Note how the Girard School faculty considered assessment
at the same time that they were designing the new curriculum. Not only did
this facilitate the implementation of an assessment plan in terms of the choice,
place, and timing of methods, but it kept the focus on the learning goals
throughout the curriculum design period.

8  Editor’s note: The chapter by Bommer et al. (volume 1) also notes the difficulty
in operationalizing “active.”
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Like many schools, Texas Christian University (TCU) requires
that its students apply for separate admission to its business
school. The admission process for the Neeley Business
School goes far beyond the required GPA and prescribed
courses that most Business Schools require; however, to
include comprehensive communication competency tests,
computer software cetrtification, an interview, and an online
application that includes a cover letter and resume. This admission
process provides valuable data to assess core competencies, in
addition to ensuring a high quality student body.

CHAPTER 2
(ALMOST) PAINLESS ASSESSMENT: USING INTAKE
PROCESSES FOR ASSESSMENT PURPOSES
Gay Wakefield
Texas Christian University, Neeley School of Business

Background, Mission, and Goals

In 1884, AddRan Male and Female College established a commercial
school that grew into the School of Business by the time the college became
Texas Christian University (TCU) in 1902. An MBA program was added in
1938 and in 1963 TCU’s School of Business achieved membership in the
American Association of Collegiate Schools of Business (AACSB, now known
as the Association to Advance Collegiate Schools of Business). Designation
of the school as the M. J. Neeley School of Business occurred in 1967 to
honor the man who, as a TCU trustee for 25 years and then as chairman of
the Board of Trustees, left his indelible mark upon TCU.

At the beginning of the Great Depression, M. J. Neeley (1898-1996)
took a bookkeeping job with a trailer manufacturer located in Fort Worth,
Texas. Soon he owned the company. Neeley became successful in widely
diverse fields: banking, mining, hat manufacturing, transportation, land
development, ranching, petroleum, insurance, and finance. Neeley’s
success was due largely to his strong business sense and his devotion to
integrity and fairness.

The one constant throughout M. J. Neeley’s career was dedication to
assisting others. The consummate mentor, he helped employees establish
their own businesses and become their own bosses. Grounded in principles
and commitment, Neeley made a lasting impact on Texas commerce—and
on the M. J. Neeley School of Business at Texas Christian University. With
his belief in leading without trampling and motivating without exploiting,
Neeley lived by the principles that the Neeley School proudly embraces. As
our benefactor and namesake, M. J. Neeley and his philosophies guide our
most crucial mission: to develop respected leaders.
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The Neeley School is committed to developing ethical leaders with a
global perspective who help shape the business environment of a rapidly
changing future, and to developing and disseminating leading-edge thought
in order to improve the practice of business. Core values of TCU and the
Neeley School are academic achievement, personal freedom and integrity,
dignity and respect of the individual, and a heritage of inclusiveness,
tolerance, and service.

Core learning goals for the BBA program (current as of spring 2005)
indicate that students will: (1) communicate proficiently in both written and
oral forms; (2) exercise skillful interpersonal teamwork, and leadership
behaviors; (3) apply analytic skills regarding financial theories, internal and
external reporting, and markets; (4) utilize technological tools proficiently;
(5) exhibit understanding and reasoning abilities regarding ethical and legal
responsibilities in organizations and society; (6) solve complex problems to
create value through the integrated production and distribution of goods,
services, and information; (7) understand how information technologies
influence the structure and processes of organizations and economies, and
how they influence the roles and techniques of management; (8) understand
domestic and global economic environments of organizations; (9) understand
multicultural and diversity issues faced by organizations; and (10) apply
statistical data analysis and management science to make sound business
decisions.

For the full-time MBA program, core learning goals (current as of spring
2005) indicate that students will: (1) gain analytical skills for recognizing
and solving complex business opportunities and problems; (2) develop
interpersonal, teamwork, and leadership skills; (3) communicate effectively
in both oral and written formats; (4) develop personal and social competence
supportive of career success; (5) exhibit global awareness; (6) apply cross-
functional approaches to business issues; (7) develop effective personal
career strategies; and (8) understand the context of managerial decision-
making.

Defining Assessment

Assessment efforts in the Neeley School of Business began when the
Department of Marketing implemented exit examinations and alumni surveys
during academic year 1987-1988. By the late 1990s, all undergraduate
departments conducted annual exit exams and some did periodic alumni
surveys. Instruments employed at that time focused on two types of
information: (1) basic definitions and facts related to the major and (2)
student/alumni perceptions about their educational programs.

As incoming Director of the M. J. Neeley Center for Professional
Communication (CPC), with a master’s focused on communication in human
relations and a doctoral minor in organizational communication, | developed
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the CPC Communication Diagnostics™ and CPC Communication
Certification™ programs in 1997.° These programs were the first attempts
at competency-based assessment in the Neeley School but were voluntary,
and only the better students tended to undertake them. My appointment
expanded in 1999 when | also was appointed Neeley School Director of
Assessment, coinciding with the fact that Southern Association of Colleges
and Schools (SACS) and AACSB accreditation reviews were looming in
2003.

Because the program heads responsible for developing assessment
plans had no background in theory or methods for learning-outcomes
assessment, the first order of business was awareness and education.
Careful not to let them know that the planning and implementation we would
have to accomplish in three years normally would encompass a six-year
assessment cycle, | focused on reinforcing that the task definitely was
achievable and that | would walk—OK, sprint—them through it step by step.
The dean probably was on-target when he began referring to me as the
“assessment cheerleader” and to our assessment meetings as “pep rallies.”

Appointment of the first TCU Director of Assessment in 2001 provided
reinforcement, validation, and support for our efforts, with the Neeley School
lauded as leading the campus in effective learning-outcomes assessment
as accreditation visits approached. Establishment of the Neeley Assessment
Committee in 2004 was another developmental step in the business school’s
assessment process, fostering faculty ownership and control of learning-
outcomes assessment.

Auser-friendly assessment planning and implementation template was
developed by the campus assessment director and immediately adopted
by the business school. It has proven effective with Neeley program heads
by helping to focus planning efforts, encouraging complete and consistent
results reporting, and spurring action-based improvement plans which have
resulted in annual enhancements for programs and assessment
methodologies. The assessment template in Table 1 provides the reporting
format currently employed in the Neeley School.

Though a number of assessment competencies are program specific
and vary from department to department, there are several learning areas
that apply universally in the Neeley School. Those competencies relate to
(1) analytic skills, (2) problem solving, (3) global awareness, (4) leadership,
(5) teamwork, (8) oral communication, (7) written communication, and (8)
interpersonal communication. Though these same competencies are
addressed for all Neeley graduate and undergraduate students, learning
outcomes and assessment methods vary by program.

For example, the MBA core and the BBA core both have competencies
concerning problem-solving abilities and integration of business functions,
but learning-outcome statements and measurements differ for the two
programs.' The related BBA learning outcome, that students will
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Table 1

Assessment Plan
Program Name
AY20__-__
Department Mission Statement
Developing ethical leaders with a global perspective who help shape the business environment of a rapidly changing future.
Program Competency
Students will
Intended Action Steps Method of A t |R of A R Needed for
Outcomes Proposed Imp Proposed
Improvements
Measurable Specific program Methods of assessment |Results of Assessment. List of resources needed,
statement of the actions to help directly addressing the Were intended outcomes  |including staff, funding,
desired output. students achieve intended outcome (not achieved? What facility, materials, etc.
What student: intended ¢ the action steps) and improvements were
should know, think, | Courses/assignmen- | specifying who will proposed? What
or do upon ts supporting administer what person(s)/group evaluated
pletion of the  |intended i W(s) | resuits and made
course, sequence when. recommendations for
of courses, and/or improvement?
program.

demonstrate proficiency in integrating various business functions for effective
decision making, is measured by automated scoring during an embedded
computer simulation activity in the fundamentals core course. The related
MBA learning outcomes are that (1) students will integrate the functional
areas of business and that (2) students will apply appropriate analytical
skills to recognize and solve business opportunities and problems in a case
scenario. Both learning outcomes are measured dually each semester via:

(1) Fall MBA core faculty members’ scoring of written and oral student
responses to a major case problem that serves as the final exam in all core
courses at the end of the first semester, and

(2) Automated scoring of a computerized business simulation exercise,
combined with spring MBA core faculty members’ scoring of oral student
analysis of the business simulation experience, that serves as the final exam
in all core courses at the end of the second semester.

Resources and Responsibilities for Assessment

Since inception of the position in 1999, | have been the Neeley School
Director of Assessment, the first such assessment position at TCU.
Simultaneously, | have continued my duties as Director of the M. J. Neeley
Center for Professional Communication. At the time of my appointment as
assessment director, the dean in office quoted several reasons for my
selection: (1) holding a doctorate in higher education and adult learning,
(2) originating and directing new programs at other universities, and (3)
creating and managing the first competency-based assessment effort in
the Neeley School. | strongly suspect another overwhelming factor: (4)
nobody else wanted to take on the challenge of launching competency
assessment for the business school.
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The Neeley Assessment Committee was instituted in 2004. It is
comprised of dean-appointed faculty representatives from programs
throughout the business school and fulfills a major service commitment
required of all Neeley faculty. The committee currently is chaired by a dean-
appointed faculty member who has completed AACSB assessment training
and has served on the campus-wide assessment committee. The business
school’'s assessment director is a standing member of the committee, serving
as a resource person for the committee, a liaison to the campus assessment
director, and a final check point before assessment plans and reports are
submitted to the campus assessment director. Aside from a small summer
stipend for the chair of the business school’'s assessment committee, there
are no resources now designated for assessment in the Neeley School of
Business.

Logistically, the Neeley assessment process is composed of several
steps, some at the school level and some at the university level. Neeley
program heads submit assessment template drafts to the Neeley
Assessment Committee, which reviews the templates and adds comments
and recommends changes. The Neeley Director of Assessment does a
final check of drafts and forwards the templates to the TCU Director of
Assessment, who reviews the templates and committee notations and adds
her comments and recommended changes. The Neeley Assessment
Committee reviews recommendations with Neeley program heads, who then
submit revised assessment templates. Committee members confirm
responsiveness to recommended changes before the Neeley Director of
Assessment reviews template revisions with the dean and submits them to
the TCU Director of Assessment.

Best Practice

While Neeley MBA core assessment developed steadily over the past
few years, assessment of the BBA core was slow to develop and faced
strong resistance from some key faculty. In Spring 2004, following the Fall
2003 recommendations from our AACSB accreditation review team, the
business school turned its assessment focus to the BBA core. Coinciding
with the 2004 attention on BBA core assessment was the institution of the
Neeley Assessment Committee and the hiring of several new faculty
members committed to assessment processes. This laid the groundwork
for more dynamic BBA core assessment.

However, the concept of concentrating a majority of the core
assessments in the capstone course remained contentious with a few key
faculty. Though some assessments require end-of-program measurement,
some learning outcomes lend themselves to measurement earlier in
programs. As it turns out, such is the case with a number of learning
outcomes for the Neeley School’s BBA core.
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Development

During the AACSB assessment conference | attended in January, 2004,
it occurred to me that some of the processes used in admitting
undergraduates as business majors could be utilized for assessment of
several BBA core program competencies. Lower-division business core
requirements are intended to assure students develop basic skills they will
need to apply in their majors. So it seemed reasonable to assess the lower-
division core’s development of those skills as we admit students to upper-
division business coursework. After verifying validity of this idea during the
AACSB conference, | worked with the Neeley School’'s undergraduate
associate dean and with Neeley Student Resource Center staff to embed
lower-division core program assessments into the admission process for
new business majors.

The BBA admission procedure was instituted in academic year 2001-
2002 as an enrollment management procedure to help balance resources
and effectively meet student needs. To become business majors, students
formally apply for admission to the Neeley School. Admission is competitive
and is not guaranteed, and students may enroll in upper-division business
courses only if they are approved as BBA majors. Students typically apply
in the sophomore year for admission to upper-level business courses. Before
being accepted as a business major in the Neeley School, each student
must accomplish the following:

(1) Complete 54 credit hours,

(2) Complete the business core’s lower-division requirements, with no
less than a 2.5 GPA in those courses,

(3) Earn a TCU GPA of at least 2.5 overall,

(4) Pass the Microsoft® Office Specialist certification exam™ for Word,
Excel, and PowerPoint,

(5) Complete and submit the online BBA application form by the posted
deadline,

(6) Complete and submit a cover letter and a resume™ by the posted
deadline,

(7) Complete a 20-minute interview (see note 3) with Neeley School
faculty and local business professionals who are frequently Neeley
alumni, and

(8) Pass the Neeley BBA admission committee’s review of all student
application materials and records, as well as all interviewer
evaluations.

Three existing requirements of the BBA admission process are
appropriate for BBA core assessment purposes, including the criteria that
applicants (1) submit a cover letter and a resume, (2) participate in an
entrance interview during Neeley Interview Day,"® and (3) pass the Microsoft®
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User certification (MOS) (see note 2). MOS certification procedures already
were embedded as part the BBA core program assessment, but the cover
letter, resume, and interview procedures were not.

When the BBA admission procedure began, a Neeley School
Admission Interview Assessment Form was created for Neeley Interview
Day. The form focused on evaluation of students’ resumes, cover letters,
and interviewing skills. That form covered much of the information needed
for BBA core assessment, but existing item clusters and scoring mechanisms
mixed the factors related to various learning outcomes. This resulted in
scores that did not allow “teasing out” data required for specific lower-division
outcomes assessment. Each semester’s interviewers are instructed to ask
a list of stipulated questions when interviewing potential business majors,
so redesigning and expanding the Neeley School Admission Interview
Assessment Form made it possible to collect usable assessment data at
Neeley Interview Day (see Appendix C for revised assessment form).

CPC Communication Diagnostics and Certification™

While considering use of the BBA admission process for embedded
assessment, | suggested we assess a few more of our BBA core learning
outcomes by incorporating administration of the CPC Communication
Diagnostics™ during Neeley Interview Day. Graduate business students’
pre-program orientation workshops include pretest administration of these
communication diagnostics, but there was no expedient forum for capturing
similar data at the undergraduate level until the advent of Neeley Interview
Day. During their orientation workshops, all incoming MBA, PMBA, and
MAc™ students take the CPC Communication Diagnostics™ as part of their
required Level | CPC Communication Certification™ program (see note 1),
and EMBA students take the diagnostics as a pretest for EMBA program
assessment.

The communication diagnostics consist of a battery of standardized
assessment instruments for which norms have been established among
working professionals. For each of the diagnostics, the CPC offers
preparatory training through online workshops, video workshops, print and
computerized training materials, and/or personalized coaching.’® The CPC
Communication Diagnostics™ provide data about current knowledge and
skill levels in the following business communication areas:

Communication style. Phillips’ (2003) Communication Style Inventory
assesses proclivity toward four common communication styles: aggressive,
avoiding, accommodating, and collaborative.

Communication Apprehension. McCroskey's (1994) Personal Report
of Communication Apprehension assesses self-perceptions of apprehension
levels in meetings, public presentations, small group sessions, and dyads.

Presentation style. The Neeley Center for Professional
Communication’s Presentation Style instrument assesses understanding
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of five primary presentation elements: preparation, graphics, nonverbal
communication, confidence, and vocal communication.

Business writing. The Neeley Center for Professional Communication’s
Business Writing instrument assesses understanding of individual and team
processes for writing, editing, and proofreading. For personalized coaching
in this area, the CPC refers students to the business and technical writing
coaches at TCU’s William L. Adams Center for Writing.

Academic honesty. The Neeley Center for Professional
Communication’s Communication Technology and Academic Honesty
instrument assesses understanding of the university's Academic Conduct
Policy and ability to apply it.

Intercultural Communication. Tagliaferri's (1992) Intercultural
Communication Inventory assesses knowledge related to effective
communication among diverse cultures and backgrounds.

Listening. Watson and Barker's (1992) Listen Up instrument assesses
five types of listening comprehension commonly used in business: evaluating
message content, understanding meaning in conversation, understanding
and remembering lectures, evaluating emotional meaning, and following
instructions.

For BBA core assessment purposes, and to encourage BBA students
to pursue CPC Communication Certification™, it was determined that Neeley
Interview Day should include all CPC Communication Diagnostics™ except
the listening instrument. The listening diagnostic consists of an hour-long
video portraying numerous situational vignettes, each followed by questions
to test listening effectiveness, so Neeley Interview Day inclusion of that
diagnostic would require simultaneous, large-group administration in a
computer lab equipped with video projection capability. But the fluid nature
of Neeley Interview Day scheduling lends itself only to activities students
can complete individually as they each finish their interviews, so the listening
diagnostic was reserved for later administration to students choosing to
pursue Level Il CPC Communication Certification™ (see note 1). The rest
of the CPC Communication Diagnostics™ instruments easily can be
completed in one hour or less via individual administration in the business
computer labs.

Both sets of new BBA core assessments—those collected by admission
interviews and those collected by administering the CPC Communication
Diagnostics™—were embedded for the first time as part of the Fall 2004
Neeley Interview Day. Students were notified to plan on spending up to two
hours at the business school on Neeley Interview Day. They were informed
that their applications to the business school would be considered complete
only after they finished taking the CPC Communication Diagnostics™ and
that they could do so at the CPC prior to Neeley Interview Day or in a business
computer lab immediately following their admission interviews on Neeley
Interview Day.
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Pursuant to Neeley Interview Day, the BBA admission committee meets
to review all resulting data and make admission decisions. The Neeley
Student Resource Center staff then notifies applicants of their admission
status. Students who are not accepted have the opportunity to reapply the
following semester and are encouraged to take advantage of the Center for
Professional Communication training opportunities before doing so (see
note 3). CPC staff members compile each student's CPC Communication
Diagnostics™ profiles and notify students by e-mail of their results. The
inaugural administration of the diagnostics at Neeley Interview Day resulted
in 8.3% of newly admitted BBA majors earning Level | CPC Communication
Certification™. The e-mail messages to students failing to meet required
norms for Level | certification (see note 1) directed them to CPC training
designed to help them raise their performance on those instruments, and
4.1% of them immediate began pursuing CPC training toward Level |
certification.

Learning Goals , _

Embedding lower-division, learning-outcome measurements in the
intake procedure for new BBA majors makes the process as unobtrusive
and painless as possible for students and faculty by placing the workload
on administrative staff. Following are the learning outcomes addressed in
the admission process for incoming BBA majors:

Computer software skills. Students are expected to have basic
proficiency using Microsoft® Word, Excel, and PowerPoint software. This
learning outcome is assessed with Microsoft® Office Specialist certification
(see note 2), passage of which is required for incoming BBA majors.

Written communication knowledge. Students are expected to
understand effective business writing methods. This learning outcome is
assessed with the Center for Professional Communication’s proprietary
Business Writing instrument, administered as part of the CPC
Communication Diagnostics™ during Neeley Interview Day. The target goal
is that admitted students score above the norm for working professionals.
For the inaugural application of this measurement, 31.0% of admitted
students scored above the norm.

Written communication skills. Students are expected to create resumes
and cover letters of the quality required for employment and submit them
with their applications for BBA major admission. Effective format, strong
content, and correct grammar and punctuation are scored on the Neeley
School Admission Interview Assessment Form, completed by business
professionals and Neeley faculty members who review resume and cover
letter submissions. The target goal for admitted students is a mean score
of 3.5 or higher on a 1.0 to 5.0 Likert scale. For the inaugural application of
this measurement, the mean score was 4.05.
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Oral communication knowledge. Students are expected to understand
effective presentation methods. This learning outcome is assessed with
the Center for Professional Communication’s proprietary Presentation Style
instrument, in concert with the Personal Report of Communication
Apprehension (McCroskey, 1994). Both instruments are administered as
part of the CPC Communication Diagnostics™ during Neeley Interview Day.
The target goal is for admitted students to score above the norm for working
professionals on both instruments. For the inaugural application of this
measurement, 37.1% of admitted students scored above the norm for
understanding presentation development and performance and 96.6%
scored above the norm for communication confidence.

Communication style skills. Students are expected to select
collaborative communication styles in work situations. This learning outcome
is assessed with the Communication Style Inventory (Phillips, 2003) as part
of the CPC Communication Diagnostics™ administered during Neeley
Interview Day. The target goal for admitted students is a collaboration score
above the norm for working professionals. For the inaugural application of
this measurement, 91.4% of admitted students scored above the norm.

Interpersonal communication skills. Students are expected to exhibit
interpersonal skills of the quality required for employment. This learning
outcome is assessed during the required intake interview, with the strength
of students’ interpersonal skills scored on the Neeley School Admission
Interview Assessment Form by working professionals and Neeley faculty.
The target goal for admitted students is a mean score of 3.5 or higher on a
Likert scale of 1.0 to 5.0. For the inaugural application of this measurement,
the mean score was 4.0.

Academic honesty knowledge. Students are expected to identify
accurately ethical choices related to academic honesty. This learning
outcome is assessed with the Center for Professional Communication’s
proprietary Communication Technology and Academic Honesty instrument,
administered as part of the CPC Communication Diagnostics™ during Neeley
Interview Day. The target goal is that admitted students score above the
norm for college students. For the inaugural application of this measurement,
90.5% of admitted students scored above the norm.

Business law and ethics understanding. Students are expected to
apply ethical and legal standards in business contexts. Students’ discussions
on this topic are scored by working professionals and Neeley faculty on the
Neeley School Admission Interview Assessment Form during the required
intake interview. The target goal for admitted students is a mean score of
3.5 or higher on a Likert scale of 1.0 to 5.0. For the inaugural application of
this measurement, the mean score was 4.0.

Business-functions integration knowledge. Students are expected to
effectively discuss with business professionals ways in which the functional
areas of business are interdependent. Working professionals and Neeley
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faculty score students’ discussions on this topic during the required intake
interview, using the Neeley School Admission Interview Assessment Form.
The target goal for admitted students is a mean score of 3.5 or higher, on a
Likert scale of 1.0 to 5.0. For the inaugural application of this measurement,
the mean score was 4.0.

Diversity and multicultural issues knowledge. Students are expected
to discuss effectively with business professionals the importance of diversity
and multicultural issues in organizations. This learning outcome also is
scored by working professionals and Neeley faculty on the Neeley School
Admission Interview Assessment Form. The target goal for admitted
students is a mean score of 3.5 or higher, on a Likert scale of 1.0 t0 5.0. For
the inaugural application of this measurement, the mean score was 4.15.

Data Management, Discussion, and Reporting

Results of the assessments embedded in the admission process for
new BBA majors are maintained in Microsoft® Excel files on Neeley School
administrative network drives to which students have no access, and all
information on individual students is kept confidential. This system provides
easy, rapid data retrieval and saves storage space over hard-copy file
maintenance. Electronic filing also is safer from loss, since the university’s
computer system backs up all files every 24 hours.

Because CPC Communication Certification™ (involving passage of
the CPC Communication Diagnostics™) is required for MBA, PMBA, and
MAc graduations, hard-copy coaching files related to CPC diagnostics results
are generated and maintained for the 175-200 Neeley graduate students
entering each year. Electronic assessment files also are maintained for
these students. Upon graduation, students’ hard-copy files are moved to
Neeley School storage areas.

With 400 or more undergraduates applying for admission to the BBA
program annually, hard-copy CPC file storage simply is not available for all
BBA students. Hard-copy files related to BBA communication diagnostics
results are generated and maintained, in addition to maintenance of the
electronic assessment files, only for Neeley undergraduates who make
appointments to meet with CPC coaches regarding CPC Communication
Diagnostics and Certification™. Limited CPC file storage currently is not a
major problem, because BBA students are required to take the CPC
Communication Diagnostics™ only as part of internal program assessment
and have no requirement to earn CPC Communication Certification™.
Should serious consideration be given to requiring certification for BBA
students in the future, resource concerns of varying types will need to be
part of the decision process.

Data are gathered in the fall, spring, and summer semesters and are
reported to the Neeley Assessment Committee and to the TCU Director of
Assessment each fall. After results are determined for the learning outcomes,
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related faculty and administrators discuss effective approaches, problem
results, and potential improvements. Currently BBA core assessment results
are reviewed with the Neeley Assessment Committee, the BBA Curriculum
Committee, the undergraduate associate business dean, BBA core faculty,
and others as relevant. Results, recommended improvements, and any
resources needed to implement improvements are reported by the Associate
Dean for Undergraduate Studies on the standardized assessment template
(see Table 1).

Action

Because the CPC Communication Diagnostics™ have been used
successfully for several years as part of assessment for graduate business
programs, the same follow-up processes are being applied for
undergraduates. BBA students are not required to pass the diagnostic
assessments, but they are encouraged to do so in order to be able to list
CPC Communication Certification™ on their resumes. Students who do
not pass one or more of the instruments in the communication diagnostics
are invited to complete individualized follow-up training with the Center for
Professional Communication, and then retake the assessment(s). Retakes
are not permitted until training is completed. Training can be carried out
online, by video workshop, and/or with a CPC communication coach. CPC
staff members administer retakes on an individual basis as students
complete their designated training.

Anew lower-division BBA fundamentals course was introduced in the
Fall of 2004 to address deficiencies previously identified in the core program,
including concerns that business communication skills were being short-
changed in some of the business school’'s majors and needed to be
spotlighted in the BBA core to help assure communication competencies
for undergraduate Neeley majors. For similar reasons, also in Fall 2004,
the dean’s office appointed a Neeley Task Force on Student Communication
Skills to encourage a stronger focus on undergraduate business
communication competencies. It is reasonable to expect that, as the
assessment program progresses, needs identified in other areas will be
addressed in similar ways.

Benefits

One of the greatest benefits of embedding BBA core assessments in
the intake process for new business majors was the rapidity with which the
assessments could be developed and implemented. No negotiation was
required with our faculty for dedication or coordination of class time for the
new assessment procedures or for course incentives to encourage
participation and serious attention from students. Also, the intake
assessments are part of a high-stakes process that the students take very
seriously, helping assure their best possible performance.
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Another major benefit is having 100% of incoming majors participate
in the process. The Neeley School BBA admission process is still in its
infancy, so it is too early to know what long-term rewards may be realized
for enroliment management and resource balancing. But we have observed
that students enrolling in upper-division Neeley School courses, since
institution of the BBA admission process, exhibit decidedly higher levels of
aptitude for business education, interest in business and industry, and quality
of performance.

Findings and Reflection

As previously noted, embedded intake assessment for the Neeley BBA
core is a new program yet to develop a track record for feedback and
reflection. However, other Neeley School assessment processes have been
in place for several years and provide some insights that may prove helpful
to other business schools that are developing assessment procedures.

We have learned the hard way that exit exams present numerous
problems that sometimes make them more trouble than they are worth,
especially where skill competencies are concerned. The new Neeley
Assessment Committee members came to grips with this reality during the
past year while trying, unsuccessfully, to create an exit exam measuring
various competencies in the BBA core program. They were able to develop
multiple-choice items addressing only four of the ten BBA competency
statements and, after administering the exit exam following the BBA capstone
course in the Spring and Fall 2004 semesters, have concluded that
comprehensive core exit exams are not adequate measures of any BBA
core competencies and should be abandoned in favor of embedded
assessments.

Because exit exams comprised the only undergraduate assessment
approach used for the first decade of assessment in our business school,
and since programs had invested time and energy in developing
departmental multiple-choice exit exams and were comfortable with them,
moving away from exit exams to embedded assessments has been slow
and difficult. During the past five years, articulation of school-wide
undergraduate skill-based competencies that cannot be addressed
adequately by multiple-choice exam items has moved the Neeley School in
a more progressive assessment direction. AACSB’s 2004 revisions to the
accreditation standards provided additional support for movement away from
definitional, rote memory exams to skill-based learning outcomes.

Another challenge we have faced is that of key faculty who do not
value the assessment process as a valid and integral part of educational
programming. When faculty in key positions resist assessment, and even
work actively to undermine development of more effective methods for
measuring program effectiveness, it becomes difficult to maintain support
among faculty who value assessment but do not have the clout to stand up

36



to key faculty resisters. For five years, | cautioned the dean’s office that
assessment is doomed unless it is embraced by faculty and designed to
encourage new thinking and result in clear program improvement. When
those cautions were reinforced by our AACSB accreditation visit team, the
Neeley Assessment Committee was formed with representation from all
academic programs in the business school. The committee process allows
faculty to take ownership of their programs’ assessment processes, making
implementation and change far more likely. When committee members
are faculty who believe in assessment and are committed to its success,
there is the added benefit of knowledgeable advocates on each program’s
faculty to help counter potential blockers.

Another lesson we have learned is that processes initially designed
for a small voluntary program can experience tremendous growing pains
when suddenly expanded to a large compulsory program. The first
application of the CPC Communication Diagnostics™ as BBA intake
assessments, involving 114 students on one Saturday in October, 2004,
worked smoothly and provided a good testing ground for the process. But
the Spring 2005 administration of these assessments is expected to involve
about 270 students, more than twice as many ever previously assessed
with this process in one day, and definitely will test—and task—current
processes.

Since 1997, the CPC Communication Diagnostics™ assessments
have been administered and scored in Excel programs. This process
involves each of the diagnostic files, for each of the students, being
individually opened so the macro programs | developed can score them.
Then scores are electronically recorded onto the master Communication
Profile form for each student and also onto a master list of student results
for each class cluster, so that CPC staff can track each undergraduate and
graduate class’s progress and follow-up with individual students who are
working toward CPC Communication Certification™. This process was
workable in the beginning, when CPC Communication Diagnostics and
Certification™ programs were not required for Neeley students and
diagnostics were administered only to the few students who chose to pursue
CPC certification. The process was stretched dramatically when CPC
Communication Certification™ became a graduation requirement for MBA,
PMBA, and MAc students, and the process is far too cumbersome and time
consuming for current and anticipated levels of diagnostics administration
and record keeping. Microsoft® Access has proven too limited in design
and unstable in practice to handle the processing required for CPC
Communication Diagnostics™, so an appropriate automated database
solution currently is being sought.

Also, the current administration process for communication diagnostic
assessments requires that a zip disk be formatted for each student taking
the diagnostics. The addition of the BBA applicant pool to the CPC
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Communication Diagnostics™ program raises the annual cost for this
purchase to $1,250-$1,500, if 50% of old zip disks are reused each year,
and will add at least $3,200 to CPC administrative support costs for handling,
formatting, scoring, and recording the data via disks. Web-based
administration of the diagnostics would eliminate these annual expenses
and could provide faster administration and scoring, as well as automated
record keeping, but details of support and coordination for a transition to
Web-based administration are yet to be secured.

For any new or expanding program, such obstacles are neither atypical
nor overwhelming. The Neeley School is strongly committed to learning-
outcomes assessment and already has invested five years in developing
competency-based outcome measurements. If the new intake assessment
results continue to prove as valuable to the Neeley BBA core as the inaugural
results suggest, resources assuring continuation of the program are likely.

Conclusion

Positive perspectives on assessment—held by faculty and
administrators who understand and publicly support competency-based
assessment that is disengaged from faculty-effectiveness evaluations—
comprise what | believe is the most fundamental necessity for pedagogically
consequential assessment development. If learning-outcomes assessment
does not measure factors of true value for program improvement, if it does
not result in faculty discourse focused on constant and consistent
enhancement of the educational process without fear of reprisal, then
assessment efforts are a waste of time and energy. Unfortunately, developing
such a positive culture regarding competency-based learning assessment
is difficult, at best. However, in my experience over the past five years, it is
a challenge worth the effort when the end product is better prepared, more
confident, more successful graduates—who become supportive alumni.

Programs in the Neeley School that have adopted competency-based
learning-outcomes assessment have improved significantly. Some have
dramatically overhauled academic programs that had gone dormant during
the years when other priorities so easily drew attention away from continual
enhancement of academics. Annually such programs are taking their own
pulses and assuring their academic health, serving as examples to more
resistant programs in the business school. Gradually during the past five
years, with continual nurturing and successful in-house examples,
competency-based learning-outcomes assessment has edged into the
Neeley School culture one program at a time. Until learning assessment
became a hot topic nationally, it was too easy to apply to education the old
Southern adage, “If it ain’t broke, don't fix it.” But when it comes to academic
programming, preventive maintenance helps avoid breakdowns.
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Appendix A
Center for Professional Communication Cover Letter
and Resume Coaching Form

Cover Letter and Resume Feedback Form

Name

(circle one) BBA Admission

Cover Letter

Internship

Employment

Format: Excellent Very Good

Satisfactory

Needs Improvement

Unprepared

Visual appeal
Paper choice
Address section
Main paragraphs
Closure section

Content: Excellent  Very Good

Satisfactory

Needs Improvement

Unprepared

Introductory paragraph
Internal paragraphs
Action paragraph

Language Usage:  Excellent Very Good

Satisfactory

Needs Improvement

Unprepared

Grammar
Spelling
Punctuation
Phrasing

Format: Excellent Very Good

Satisfactory

Needs Improvement

Unprepared

Chronological/Functional (circle one)
Visual appeal

Paper choice

Heading

Body

Clarity

Number of pages

Content: Excellent Very Good

Satisfactory

Needs Improvement

Unprepared

Order of sections
Section structure
Action words

Language Usage:  Excellent Very Good

Satisfactory

Needs Improvement

Unprepared

Grammar
Spelling
Punctuation
Phrasing

Coach

Date

Copyright 2004 by the Neeley School of Business. All rights reserved.
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Appendix B
Center for Professional Communication Mock Interview Questions

Questions in Cluster 1 are asked in each mock interview. Questions
from Cluster 2 are chosen from the list by coaches based on applicability to
specific coaching sessions:

Cluster 1

Q What do you really want to do in life?

O What do you consider to be your greatest strengths and
weaknesses? ‘

Q In what ways do you think you can make a contribution to our
company?

Q Why did you select this college or university?

O What led you to choose your field of major study?

QO What college subjects did you like best? Why?

O What college subjects did you like least? Why?

Q In what kind of a work environment are you most comfortable?

O What are your long-range and short-range goals and objectives?
When and why did you establish these goals and how are you
preparing yourself to achieve them?

O What can you tell us about our company? What do you know about
our competitors?

O What one major problem have you encountered and how did you
deal with it?

Q What have you learned from your mistakes? If a similar situation
occurred in the future, what would you do to avoid the error?

Q Tell me about a difficult situation where it was desirable for you to
keep a positive attitude.

O Tell me about a time when you had to persuade someone to accept
an idea or a proposal.

O Give me an example of a time you worked under extreme stress.

U Tell me about a time when members of your team weren't pulling
their weight and how you handled it.

Q Give an example of a time when you had to teach someone a skill
and how you went about it?

O How important, if at all, is diversity in the workplace? Why?

U Imagine you are a member of a corporate quality team and that you
are asked to pick members from other areas of the company to
work on a major project. From what areas of the business, other
than your own, would you draw members for the team?
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Cluster 2

Q
Q
Q

o000 O OO0 O OO0OO0OO0 OO0 OO0 COCOCOCOCDODOCO

Q

Q
a
d
a

What do you consider to be attributes of a good leader?

Do you believe you are a good leader? Why?

What goals, other than those related to your occupation, have you
established?

What do you see yourself doing five years from now?

What are your long-range career objectives?

How do you plan to achieve your career goals?

What are the most important rewards you expect in your career?
What do you expect to be earning in salary in five years?

Why did you choose the career for which you are preparing?
Which is more important to you, the money or the job?

How would you describe yourself?

How do you think a friend or professor who knows you would
describe you?

What motivates you to put forth your greatest efforts?

How has your college experience prepared you for a¥business
career?

Why should | hire you?

What qualifications do you have that make you think that you will
be successful in business?

How do you determine or evaluate success?

What do you think it takes to be successful in a company like ours?
What qualities should a successful manager possess?

Describe the relationship you think should exist between a supervisor
and those reporting to him or her.

What two or three accomplishments have given you the most
satisfaction? Why?

Describe your most rewarding college experience.

If you were hiring a graduate for this position, what qualities would
you look for?

If you could do so, how would you plan your academic study
differently? Why?

What changes would you make at your college or university? Why?
Do you have plans for continued study? An advanced degree?

Do you think that your grades are a good indication of your academic
achievement?

What have you learned from participation in extra-curricular
activities?

How well do you work under pressure?

What part-time or summer jobs have most interested you? Why?
How would you describe your ideal job following graduation?

Why did you decide to seek a position with this company?
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U What two or three things are most important to you in your job?

U Are you seeking employment in a company of a certain size? Why?

U What criteria are you using to evaluate the company for which you
hope to work?

O Do you have a geographical preference? Why?

QO Will you relocate? Does relocation bother you?

Q Are you willing to travel for the job?

Q Are you willing to spend at least six months as a trainee?

O Why do you think you might like to live in the community where our
company is located?

U Give me an example of something you have done that helped build
enthusiasm in others.

Q Describe the last time you had to deal with a difficult person and the
outcome.

U Give me an example of a time when you had to make an important
decision. How did you go about making that decision?

U Describe a time when you had to handle multiple responsibilities
and how you managed it.

U Describe a time when you had to use creative problem solving and
the outcome.
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Appendix C
M. J. Neeley School of Business Admission Interview Form

NEELEY SCHOOL ADMISSION INTERVIEW ASSESSMENT FORM

Please submit ONE EVALUATION FORM PER STUDENT PER INTERVIEWER.

Date: Applicant:

Overall, my Impression of this candidate Is positive

FIRST NAME LAST NAME
Time: Room: Interviewer:
Rating Scale
Please circle number corresponding to your response for each evaluation criterion.
Strongly Disagree ....Agree Strongly Agree
1 2 3 4 § .
s ————
EVALUATION CRITERIA NOTES
Cover Letter & Resumé B
o Effective format employed t 2 3 4 582
o Strong content included 1t 2 3 4 573
o Correct grammar & gunctuaﬁon used 1 2 3 4 5°
Values & Attitudes :
o Understands how reactions to people, H
objects, or events affect situations 12 3 4 5%
o Accepts the fact that actions have H
consequences 123 4 5%
» Recognizes the importance of :
ethical behavior in the workplace 1 2 3 4 5a
o Is personally committed to legal H
& ethical behavior in business 1 2 3 4 549
. Disgla¥s outstanding work ethic 1 2 3 4 54a
Business Knowledge H
« Understands importance of multicultural H
& diversity issues in organizations 1 2 3 4 53
o Grasps importance & interdependence H
of the functional areas of business 1 2 3 4 5%
o |s positive about teamwork 1 2 3 4 592
¢ Recognizes the need for :
workplace creaﬁvy 1 2 3 4 5°%
P nal Communication Skl H
o Is wearing attire that's business-formal 1 2 3 4 5 H
o |s well groomed 123 4 5%
¢ Presents ideas effectively & :
professionally 1 2 3 4 50
¢ Communicates well nonverbally E
(handshake, posture, eye contact, etc)1 2 3 4 5
« Has strong interpersonal skills 1 2 3 4 52
« Uses excellent grammar & vocabulary 1 2 3 4 53
. OvefalI! behaves professionally 1 2 3 4 58
.
.

Please leave this form in your interview room. Thank you.
For office use only

Mean Score:
Copyright 2004 by the Neeley School of Business. All rights reserved. Used by permission.
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Endnotes

9

10

11

12

13

The CPC Communication Diagnostics™ and CPC Communication

Certification™ programs address communication skills of most concern to

employers. Several major employers hold this certification in such high esteem

that they refuse to interview internship candidates who have not earned it.

Level | requires scores above the 50" percentile for working professionals on

diagnostics in communication areas of most concern to employers:

communication style, presentation style, and business writing. Level Il requires

completing at least three CPC training sessions and scoring above the 50*

percentile for working professionals in additional diagnostic areas: intercultural.
communication and listening. Level | requires satisfactory completion of a -
public speech, a personal employment Web site, an employment

communication package, and a 360° assessment of on-the-job communication

skills. Level IV requires completion of three additional CPC training sessions

and scores above the 75" percentile for each diagnostic. Students may not

retake any diagnostic without first completing designated CPC trammg in that :
content area.

Editor’s note: The AACSB standards alléw for some common Iearmng goals
across programs (see www.aacsb.edu/ARC). The Neeley School’s approach
— some common goals (competencies) in the BA and MBA, but different
standards and measures — is appropriate and acceptable.

The Microsoft® User Specialist (MOS) certification is globally recognized as
the standard for demonstrating deskfop skills with the Microsoft® Office suite
of business productivity applications. Microsoft® Office Specialist certification
encourages individuals to develop advanced skills with Microsoft's business
desktop software, skills that are pertinent to business students’ success in
and out of the classroom. To help students prepare for the exam, the Neeley
School provides Microsoft® Office Specialist Practice disks and offers
preparatory classes for Word, PowerPoint, and Excel at $125 per student, per
prep class. Since prep classes involve significant investment on the part of
students, they may opt to pursue MOS certification after learning whether they
pass the admission committee review. In that case, admission is provisional
on MOS certification before entering upper-division courses. Further MOS
information: http://www.microsoft.com/learning/mcp/OfficeSpecialist/
default.asp.

Students are encouraged to use Neeley Center for Professional Communication
cover letter, resume, and interview handouts (http://www.cpc.tcu.edu/resources/
jobsearchskills.asp#handouts) to seek CPC cover letter, resume, and interview
coaching, and to participate in mock interviews at the CPC. Neeley Student
Resource Center staff members caution applicants that CPC coaching may
give them an advantage, because it better prepares them to compete in the
admission process and because, especially in close-call cases, the BBA
admission committee considers CPC coaching as evidence of commitment to
professional development (see Appendix A for the cover letter and resume
coaching form and Appendix B for the mock interview questions and coaching
form).

Neeley Interview Day occurs on a specified Saturday in each fall and spring
semester. Students are notified of their assigned interview times in advance.
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They do not know with whom they will interview until they arrive for their
appointments.

14 “MBA” refers to the full-time Master’s of Business Administration program,
“PMBA’ refers to the part-time Professional Master’s of Business Administration
program, “MAc” refers to the Master’s of Accountancy program.

15 Center for Professional Communication services are free of charge to
undergraduate and graduate business students.
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The College of Business at Valparaiso University, initially
funded by a grant from the Lilly Foundation, researched and
developed a sophisticated assessment center that all of their
Business students pass through twice. The Assessment
Center, which includes activities targeted at learning goals
that are difficult to assess (e.g., conflict resolution, ethical
decision-making), makes use of local business people as
assessors, and is consistent with the School’s mission to
provide a “holistic learning experience” for its students.

CHAPTER 3
FOSTERING THE PROFESSIONAL DEVELOPMENT OF
EVERY BUSINESS STUDENT: THE VALPARAISO
UNIVERSITY COLLEGE OF BUSINESS ADMINISTRATION
ASSESSMENT CENTER
Mary York Christ
Valparaiso University, College of Business Administration

Background, Mission, and Goals

Valparaiso University (VU) is a private, comprehensive university
located in northwest Indiana one hour from the Chicago Loop. The University
enrolls approximately 3,800 students in five undergraduate colleges, a
graduate division, and a school of law. The College of Business
Administration (CBA) is AACSB accredited and offers a BS in Business
Administration with six majors-accounting, finance, information and decision
sciences, international business, management, and marketing. The College
also offers a 150-credit hour BS in Accounting degree and an MBA. As of
Fall 2004, approximately 440 undergraduate and 50 MBA students are
enrolled in the VU CBA, and there are 20 full-time faculty members including
the dean. The mission of the College of Business Administration is:

“To provide a holistic learning experience that develops
exceptional leaders who are conscientious stewards
prepared to meet the challenges of a complex and dynamic
global environment.”

The four main points of the mission statement are clarified below:
1. The phrase “provide a holistic learning experience” means that
the College of Business Administration strives to develop the whole

person. This involves providing each student with opportunities,
both inside and outside the classroom, to develop his or her
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interpersonal skills, professional competencies, spiritual beliefs,
ethical foundation, and cultural awareness and sensitivity.

2. The phrase “develops exceptional leaders” means that the
College of Business Administration strives to develop authentic
individuals who are capable of inspiring others toward a meaningful
vision. This involves preparing students to be proactive, goal-
oriented, optimistic, credible, and professionally competent.

3. The phrase “conscientious stewards” means that the College of
Business Administration strives to provide students with a strong
ethical foundation that is grounded in the Lutheran Christian tradition.
Stewards are leaders who know they have been entrusted with
valuable resources (human, natural, and financial), act as
responsible global citizens, are accountable to the well-being of the
whole organization, and operate in service to others.

4. The phrase “challenges of a dynamic and complex
environment” means that the College of Business Administration
strives, through a faculty engaged in professional development
activities, to prepare students to be life-long learners who are flexible,
creative problem solvers capable of dealing with a complex and
changing world.

The core learning goals of the College derive from the elaboration of
the four key points of the mission statement. Specifically, the CBA would
like its students to develop the following: core business knowledge,
knowledge in the major, communication skills, information technology skills,
problem-solving and critical-thinking skills, teamwork and leadership skills,
a strong ethical foundation, self-concept and awareness, and informed
attitudes towards work and life.

Defining Assessment

Prior to the mid to late 1990s, assessment activities at VU and within
the CBA were conducted fairly informally. For example, numerous curriculum
changes were implemented as the result of feedback from alumni. The
primary mechanism for this feedback was a CBA Dean’s Advisory Council
as well as informal feedback received through communications with alumni.
Given the size and nature of the University, faculty regularly keep in touch
with former students and such feedback is easily obtained. Similarly, given
the size of the CBA faculty as a whole and within each discipline frequently
discuss the implications of such feedback and propose periodic curriculum
changes.

The first major step towards a formal CBA assessment program
occurred in 1996 when the development of an Assessment Center (AC)
was included as part of a grant proposal submitted to the Lilly Endowment,
Inc. A private philanthropic foundation, the Endowment supports Indiana-
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based projects focused on religious, educational, or community development
causes. Although the CBAwas AACSB accredited at the time, the motivation
for the AC was not related to accreditation. Rather, it was part of a package
of curriculum initiatives aimed at improving the learning process for the
students.

More specifically, the entire proposal (entitled “Partnering for Success”)
was designed to support the following goals of the Lilly Endowment: increase
employment of Indiana college graduates within Indiana; enhance interaction
between institutions of higher education and business and industry;
strengthen private higher education; and improve success rate of Indiana
students in college. Upon receipt of the grant, the goals and objectives of
the AC were further defined. An initial pilot AC was conducted in Fall 1997.
Beginning in Fall 1998, the CBA has conducted Assessment Centers each

fall and spring semester.

Table 1
Learning Outcomes and
Assessment Techniques

Desired Outcome

Assessment Technique

A

Core Business Knowledge

Course Projects/Exams
Internship Evaluation
EBI Satisfaction Survey

Knowledge in the Major

Course Projects/Exams
Intemship Evaluation
EBI Satisfaction Survey

Behavioral Quicomes

Communication Skills

Course Projects
Assessment Center
Internship Evaluation

Information Technology Skills

Course Projects
EBI Satisfaction Survey

Problem Solving/Critical
Thinking Skills

Course Projects
Assessment Center
Internship Evaluation

Teamwork/Leadership Skills

Assessment Center
Internship Evaluation
EBI Satisfaction Survey

Affective Qutcomes

Ethical Behavior/Values
Awareness

Assessment Center
Internship Evaluation
EBI Satisfaction Survey

Self Concept & Awareness

Internship Evaluation
EBI Satisfaction Survey

Attitudes

Internship Evaluation
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Subsequent to the
development of the AC, the
CBA formulated a more
complete Assessment Plan
(Pirie, McCuddy, and Christ,
2005). Table 1 summarizes
the approaches used to
evaluate the CBA’s learning
objectives. The focus of this
chapter is the Assessment
Center. The remainder of the
discussion will focus on the
AC concept and
implementation.

Resources and
Responsibilities for
Assessment

The responsibilities for
the VU AC have evolved as
the program itself has grown.
As stated above, the
Assessment Center® initially
began as one component of
a grant received from the Lilly
Endowment, Inc., running
from July 1996 through June
2000. A CBA professor
served as Project Director
and had oversight



responsibilities for all elements of the grant. A subgroup of VU CBA faculty
was responsible for developing and delivering the different grant components.
Accordingly, a small group of faculty assumed responsibility for researching,
developing, and administering the initial iterations of the Assessment Center.
During the Fall 1997 semester, a new staff position was created in the
College. The Internship and Assessment Center Coordinator is a full-time
position, originally funded through the grant, and added to the CBA operating
budget at the completion of the grant period. As the title suggests, the
person in this position coordinates both the Internship and Assessment Center
programs in the CBA. During the period of the Lilly grant, the Internship and
Assessment Center Coordinator reported to the grant project director;
subsequent to the grant the coordinator reports directly to the CBAdean. This
staff position represents the largest financial cost of the AC. The CBA budget
also includes funds for food, photocopying, and gifts related to the AC as well
as travel and other costs the Internship and Assessment Center Coordinator
incurs. These additional miscellaneous costs total $10,000-$12,000 per year.

Faculty continue to be involved with the AC. While the Internship and
Assessment Center Coordinator handles the recruitment of assessors and
most of the logistics of the AC, faculty maintain responsibility for deciding
which skills to assess, for developing and updating AC materials, and for
summarizing and evaluating AC results. One faculty member has served
as faculty coordinator for the AC since its inception. Additionally, the College
created an Assessment Committee to oversee all assessment activities.
The committee includes three faculty members, one student, one alumnus
or employer, and the Internship and Assessment Center Coordinator
(exofficio). The committee recommends and implements policies related
to College assessment activities and forwards curriculum recommendations
(derived from assessment results) to the CBA Curriculum Committee.

During the Lilly grant period, some faculty received small stipends.
Otherwise, faculty receive no release time or other compensation for their
involvement with assessment activities. It is considered a part of their service
to the College.

Best Practice

Background

An Assessment Center is a series of individual and group tasks
designed to evaluate a student’s strengths and weaknesses. The AC
participants perform realistic tasks (thus, an authentic assessment) while
being observed by experienced managers, who then provide participants
with feedback on their performance. ACs have been in use for over 50
years and are currently used in industrial, educational, military, government,
and law enforcement settings. They are used for varied purposes, including
employee selection, identification of managerial talent, identification of
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training needs, development, and promotion. The use of ACs in higher
education, however, is still relatively rare.

Skills Assessed and Objectives of the AC

During the Fall 1996 semester, focus groups were held with regional
business executives to determine what skills they believed graduates of the
business program should possess. The desired skills were categorized
into cognitive (“I know”), behavioral (I can do”), and affective (‘I feel”)
outcomes. In general, cognitive outcomes may be assessed with traditional
paper and pen methods, affective outcomes through survey data, and
behavioral outcomes are best evaluated through observation using a
technique such as an Assessment Center. The Assessment Center is a
central, but not the only, part of the assessment program at VU, and some
of the desired outcomes are assessed elsewhere in the College. The
following skills were determined as ones that would be evaluated through
the AC: oral and written communication, problem solving, leadership,
teamwork, conflict resolution (a component of problem solving), and ethical
behavior/values awareness.

The VU AC has two specific objectives. The first is to foster the personal
development of the individual student, and the second is to provide
information on student outcomes to aid in the continuous improvement of
the curriculum. The first goal is particularly consistent with the mission of
the University and the College. It is hoped that students will develop an
awareness of the importance of skills assessed in the AC and take some
personal initiative to improve in these areas. Because of this goal, students
participate in the AC two times. They receive their first assessment, which
can be thought of as a baseline evaluation, in the beginning of the fall
semester of their sophomore year. The second assessment occurs late in
the spring semester of their junior year. At the individual level, the two
assessments provide students with the opportunity to see their progress
during approximately one-and-a-half years of development and coursework.

The CBA also requires that every student complete an internship
experience. Students must have junior standing before satisfying this
requirement, and most try to complete their internship during the summer
between the junior and senior year. The timing of the required Assessment
Centers provides most students the opportunity to be cognizant of their
strengths and weaknesses, particularly in the area of many “soft skills,”
prior to completing an internship. During the internship, students are required
to maintain a reflective journal in which they consider what they have learned
about themselves in the workplace. One goal of the AC program is that this
reflection will include consideration of skills that were evaluated during their
AC experiences. At the completion of the internship, employers complete
an evaluation form that includes, among other factors, an assessment of
the same skills that are observed during the AC.
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The original plans included having students participate in a third
Assessment Center during the spring of their senior year. However, feedback
from students suggested that they were not receptive to a third iteration.
Consequently, senior skills are assessed through senior course projects.
In the future, the CBA may implement a new program that links each of
these individual components together near a student’s graduation date.

With respect to the second objective of the AC— to provide information
on student outcomes to aid in the continuous improvement of the
curriculum— the CBA Assessment Committee aggregates and evaluates
data from the AC— along with that from other CBA assessment mechanisms,
to consider potential curricular changes. This process is discussed later in
the chapter.

Assessment Center Exercises

Typical AC activities include in-box exercises, leaderless group
discussions, role-plays, and presentations. Traditionally, AC activities are
not necessarily linked together in any meaningful way. Because many
undergraduate business students do not have “real-world” business
experience, a decision was made to use the AC materials to simulate a
“day in the life of a business person.”

Four sets of materials have been developed to date, and each has a
central theme that runs throughout. The general themes include a budget-
cutting scenario, a product selection scenario, the development of a mission
statement, and a student government scenario.

In the introduction of each set of materials, students are told they are
one of several managers (e.g. a department or division manager) of a
hypothetical company.’ The materials provide background on the company,
present the student with an appointment book for the day, and provide
background information for each appointment. The AC is conducted in the
CBA building and lasts three hours. Each set of materials includes four
“appointments” or exercises that last anywhere from five to thirty minutes.
The schedule also allows for preparation time before each exercise, feedback
time after each exercise, breaks, and introductory and wrap-up sessions
for the AC.

While technical knowledge is not evaluated in the AC, the materials
have been designed with the student's level of business knowledge in mind.
For example, the product-selection scenario is used for sophomores. They
are told that they are management trainees in one of six departments of a
large retail store. Part of the day’s objective is to decide on new products
the store will add during the next year. Potential products are all ones that
sophomores should be able to relate to, and these materials require minimal
actual business knowledge. On the other hand, the mission statement
scenario is used with juniors. In this scenario, a group of “division managers”
comes together to develop a mission statement for the company. Students
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should draw upon their coursework in considering what issues are important
to include. For example, finance students inevitably want to include
“maximize shareholders’ wealth” somewhere in the mission statement. By
using materials that draw upon the students’ current academic level, they
will hopefully find the scenarios more engaging.

One exercise is an oral presentation. Students are given one or two
short readings on a topic related to the theme of the materials.’”® They are
given fifteen minutes to prepare a five-minute formal presentation on the
topic. Subsequent to the presentation, assessors spend ten minutes
providing feedback to the students.

Asecond exercise is a role-play that is intended to assess the student’s
conflict-resolution skills. The materials describe some kind of conflict that
has occurred with another manager or supervisor. A meeting has been
scheduled for the two of them to work out their difficulties. In the role-play,
the two managers have been given different explanations of the problem so
that they begin the meeting with different perspectives on the issues. The
role-play is currently operationalized by using volunteer business people
who are not serving as assessors as the second party in the conflict. These
“confederates” are trained and instructed to ensure that the meeting begins
in conflict. If the student works towards a win-win solution, they work with
them. If, on the other hand, the student works towards a win-lose solution,
the confederates continue to generate conflict. In the AC, there are five
minutes allocated to preparing for the role-play, 10 minutes for the actual
meeting, and 10 minutes for assessor feedback.

A third exercise is a written memo or letter completed in the computer
lab. The materials tell the students that they are to do some research for
the upcoming group meeting. They “check their e-mail” and find a message
from the boss who has received a message from an irate stakeholder.
Example memo variations in the product selection scenario include a parent
upset about violence in some of the movies sold in the store, and an
environmental group upset about the store selling products from companies
that test their products on animals. The students are told they are notin a
position to make any policy changes, but their manager wants them to draft
a response. This exercise is intended to evaluate written communication
skills as well as the handling of a sensitive issue (ethical behavior / values
awareness). Students have ten minutes to prepare, and fifteen minutes in
the computer lab to complete the memo, print it out, and submit it to a lab
attendant. They do not receive any verbal feedback on the memo during
the AC.

The fourth appointment is a leaderless group decision-making exercise.
This exercise is always last in the AC and focuses on the theme of the
materials (e.g., product selection, mission statement). Groups of six
managers® from different departments or divisions of the company are
formed to tackle the group task. Earlier exercises will have seeded certain
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ideas in their minds that may or may not influence the students’ opinions
during the group meeting. For example, if a student responded to the irate
parent about the violent videos in the memo exercise, that student may be
more sensitive to any violent products included on the potential new product
list. The group meeting is intended to provide evidence of the students’
problem-solving, leadership, and teamwork skills. The schedule includes

Table 2
Skills Assessed in Assessment Center Exercises

Assessment Center Exercises
Sl Presoe:\e;;tion |I§?a|$ Memo M(irgt?r?g
Problem Solving X
Leadership X
Teamwork X
Conflict Resolution X
Oral Communication X
Written Communication X
Ethical Behavior/Values X
Awareness

ten minutes of preparation for the meeting, followed by a thirty-minute
meeting and fifteen minutes of assessor feedback. Table 2 summarizes
the skills that are assessed in each of the four exercises.

All of the materials used in the AC have been developed by faculty
and a hired consultant (a former student). Particular care has been taken in
the materials not to tell the student how to behave. For example, the materials
do not say “you are known for being very stubborn.” An important
consideration is that the students do not act out a part. The emphasis of the
instructions is that they should react to each exercise the way they really
think they would handle it in the workplace. Furthermore, the materials
have been written in such a way as to try to immerse the student in the
scenario.

Assessors, Assessor Training, And Assessor Responsibilities
Assessors are regional business people who are at the middle-

management level or higher. The Internship and Assessment Center

Coordinator makes cold calls and other contacts with potential assessors
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and also maintains an ongoing relationship with the assessor pool. To date,
there have been no problems recruiting sufficient assessors to participate
in the program, and the CBA has a current pool of more than 200 assessors.

The first time assessors participate in the AC, they are required to
complete a two-hour training session. This session is conducted by two
CBA faculty members and is held during a breakfast meeting early in the
week of the AC. The training includes background information, a discussion
of rating errors and biases, and issues to consider in giving constructive
and supportive feedback. A number of handouts on the topics are also
provided to the assessors. For each exercise in the AC, faculty have
constructed an evaluation form (rubric) developed from appropriate concepts
in the management and organizational behavior literature. The Appendix
includes a sample rubric used for evaluating individual performance during
the group exercise. During the training session, assessors are familiarized
with the forms and then watch a video of students completing exercises
from the AC. After each video segment, assessors are given the opportunity
to complete the evaluation form and practice giving feedback. This is followed
by a discussion of how to assess the behaviors seen in the video. Generally,
assessors find the training session very helpful and frequently comment that it
will also help them in evaluating employees in their own jobs.

During the AC, assessors observe students completing the oral
presentation, role-play, and group exercises. During and after the activities,
they complete the evaluation forms, including whatever comments they want
to add. At the end of each of these three exercises, the assessors have a
face-to-face meeting with the student being assessed, discussing both
strengths and areas for improvement. Students are not observed completing
the written memo in the computer lab. However, assessors use free time
during their schedule to read and evaluate the memos.

The activities in the AC are scheduled so that students complete the
exercises in different sequences. This scheduling generally allows for each
assessor to observe two role-plays, two oral presentations, one group
meeting, and to assess a number of written memos. For this schedule,
there must be at least one assessor for every two students participating.
Because on-site assessors are used,?' every effort has been made to
incorporate activities that make use of the assessors’ time. In-basket
exercises, for example, are commonly used in corporate ACs. However, in-
baskets can be manually or computer graded and do not actually require
the use of a trained assessor. Therefore, they are not used in this AC but
could be incorporated into other college activities, if desired.

Assessment Center Participation

An initial pilot AC was held with 35 students in Fall 1997.22 No AC was
conducted in Spring 1998. Beginning with the Fall 1998 semester, an AC
has been held every semester. Individual ACs have varied in size from 36
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to 110 students with from 22 to 64 assessors. Initially, all students participated
on avoluntary basis. They were recruited through classes using a variety of
approaches. Some faculty chose either to make the AC a course requirement
or to award extra credit points for participation. Additionally, a number of
arguments in favor of participating were presented to the students. These
included the opportunity for self- development, the opportunity to meet
business executives, and the fact that employers are generally very
|mpressed with the AC concept and students’ participation.

Beginning with the freshman class of 1999, all CBA students are
required to partmpate“ in the AC twice, during the fall of their sophomore
year and again in the spring of their junior year. To implement this
requirement, two zero-credit courses were added to the curriculum and must
be completed prior to graduation. Grading is on an satisfactory/unsatisfactory
basis. If students attend and participate in a required AC, they receive a
- grade of S; unexcused absences resultin a U grade. Requiring sophomore
and junior participation provides some flexibility for students who have valid
excuses for missing-a scheduled AC (e.g., study abroad or travel with a
sports team). In these cases, Students participate in the next year's AC.
While this puts them somewhat out of sequence it does allow the student
to complete the requirements.

With mandatory participation and a grade of S just for par’ucmatnng,
motivation is a potential issue. Generally, students fall into one of three
categories. First, there is the group that enjoys this type of activity and does
not mind participating. Second, there are some students who are very
intimidated by the prospect of being assessed and approach the activity
with great apprehension. This second group generally puts forth a sincere
effort and finds the experience and the feedback beneficial. Lastly, there
are those who think the AC is a waste of time and who do not really want to
participate. A variety of approaches have been used to convince this latter
group of the usefulness of the experience. At the beginning of the AC, one
or two experienced assessors often stand up and explain that they view the
activity as extremely useful and that the materials and exercises are very
realistic. On some occasions, handouts have been distributed with examples
of how companies use the AC approach for interviewing. Lastly, since the
assessors are business executives, many students want to make a positive
impression on potential employers even if they don’t agree with the AC
concept itself. During the feedback portions of the AC, assessors are
encouraged to discuss poor attitudes as part of the feedback. The student
member of the Assessment Committee also serves as a source of ideas on
how to encourage positive attitudes towards the AC experience.

Mandatory participation has also increased the size of the Assessment
Center. To manage the logistics, four AC sessions are held each semester,
one in the morning and one in the afternoon on two different Fridays.
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Use of Assessment Center Results

At the individual level, student results are confidential. The goal is
that students will take the results to heart and both capitalize on their strengths
as well as focus on areas where improvement is needed. The written
evaluation forms are compiled after each AC, copies are made, and files
are created for each student. The forms are then mailed to the student with
a cover letter stressing that the written evaluations should complement the
oral feedback they received on the day of the AC. Students are encouraged
to share their results with their parents and advisors.

At the aggregate level, the results from all students each semester
are compiled and analyzed. Each of the evaluation forms for the AC
exercises was constructed such that the results can be converted to a
numerical scale. The data from all ACs to date have been entered into
spreadsheets for summary and analysis. However, care has been taken in
interpreting the data, because it is very “noisy” and the measurements are
imprecise. Now that a significant number of data points has been
accumulated, the Assessment Committee is reviewing data trends and
achievement levels to determine appropriate recommendations.

As an example, Table 3 presents the aggregated results related to the
AC oral presentation exercise, segregated by sophomore-level performance
versus junior-level performance.? What can be observed is that on every
dimension, the juniors performed at the same level or better than the
sophomores did. Secondly, the junior scores are consistently at the “very
good” level, versus the “adequate” or “excellent” level. The Assessment

Table 3
Assessment Center Oral Presentation Results

Dimensions Assessed
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onsumber OF {459 453 | ass | 448 | 440 | 445 | 445 | 450 | 447 | 446
Sophomores servations
Average [[3.1[2.9] 29 [2829]29]|29]29[29] 29
Number of {1 1991 178 | 179 | 179 | 179 [ 179 | 179 | 179 [ 179 | 179
Juniors Observations

Average 320321 3.0 [3.0(29(3.03.1]3.1]33] 3.1

Rating Scale: 1=Poor, 2=Adequate, 3=Very Good, 4=Excellent
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Committee establishes target goals, combines these data on oral
presentation skills with data collected from senior course presentations,
and considers whether the observed performance level is appropriate for
the desired outcomes defined by the college. If not, the Assessment
Committee will recommend changes (e.g., a required public speaking course,
more oral presentation guidance in classes) to the Curriculum Committee.

As a second example, the data on written communication skills (not
presented here) show little change from the sophomore to the junior level
and performance at an “average” level. The Assessment Committee is
therefore formulating recommendations to the Curriculum Committee aimed
at improving students’ written communication skills.

Feedback and Reflectio