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From the Editors

It is with great pleasure that we welcome you to Austin and the celebration of our eleventh
Annual Academy of Human Resource Development Conference! This year’s AHRD 2004
Conference Proceedings once again reflect a rich collection of scholarly voices committed to the
ongoing challenge of leading our evolving discipline through research.

The collection of research in the over 160 papers and conference sessions contained in these
Proceedings celebrate the work and effort of authors from five continents. The papers cover a
wide array of topics, methods, and contexts of enquiry and represent a growing consciousness and
worldwide recognition of the importance of developing and unleashing human skills and
expertise, and of celebrating and recognizing the greatness within every human being. As
reflected in these papers, HRD continues to contribute to and influence thoughtful dialogue,
discovery of new knowledge, and improved practice in HRD, and in so doing, have increasing
impact in multiple contexts and domains of learning and performance.

Using the Proceedings

1. This year’s Proceedings are divided into two volumes, reflecting the Conference
Program. Volume One covers all symposia through Saturday morning, while Volume
Two covers the remainder of Saturday and whole of Sunday symposia.

2. The Table of Contents, provided at the beginning of each VVolume of the Proceedings,
covers the contents for both VVolumes. The comprehensive Author Index and Keyword
Index are included at the end of each VVolume.

3. A Program Overview is included in both Volumes of the Proceedings. The full version of
the Conference Program is printed as a separate document.

4. Papers are grouped by symposium number. Symposium numbers are used in the Author
and Keyword indices.

5. As in past years, we also have a CD-Rom version of the Proceeding. Instructions for use
of the CD-Rom are provided in digital text.

Our most sincere thanks to all of the authors featured in these Proceedings — without YOU this
celebration of HRD scholarship would not be possible.

Our very best wishes to each of you for an enjoyable, engaging, and energetic conference in
Austin! May you leave the Conference having had fun, made new friends, found new
opportunities for collaboration and enquiry, and reenergized to continue to demonstrate and
pursue our important professional mission of “Leading HRD through Research.” Yeeh-Hawh!!

Toby Marshall Egan, Editor Texas A & M University
Michael Lane Morris, Associate Editor University of Tennessee
Vinod Inbakumar, Managing Editor Texas A & M University
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Human Resource Development Scholarly and Professional Community
Dear HRD Professional:

The Academy of Human Resource Development strives toward a vision of “Leading Human Resource
Development Through Research.” A key component in achieving this vision is our annual research
conference, which convenes scholars, students, and reflective practitioners from business, government,
non-profits, the military, the academic sector, and any other setting to discuss research and forge
relationships that foster cooperation and collaboration. As the world grows increasingly smaller, we are
particularly interested in extending that cooperation and collaboration to the international community.
Accordingly, we extend a special invitation to international scholars, students, and reflective practitioners
to submit manuscripts and attend the conference.

We urge every HRD scholar and professional to give the call for papers the widest possible
dissemination. In addition to giving the hard copy of the call for papers to an interested associate, you
may refer those interested to the EVENTS AND CONFERENCES section of the AHRD website
http://www.ahrd.org or ask them to contact the AHRD office.

We are also interested in expanding the number and quality of innovative and poster sessions and,
towards that end, have provided additional information on various formats, submission requirements, and
acceptance criteria as part of this call for papers. Finally, in an effort to expand and refresh our
preconference offerings, we have gone to a proposal format for those sessions, also. We urge you to be
creative and innovative in putting together either half-day or full-day sessions that would attract the
interest of the HRD community.

We look forward to receiving a wide variety of submissions and proposals from the worldwide HRD
community and making this 11th annual research conference the best we have had. Thank you for sharing
our vision, and I look forward to seeing you in Estes Park, Colorado, Feb 24 — 27, 2005.

Best Regards,
Gene L. Roth

Gene L. Roth
President
Academy of Human Resource Development
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ACADEMY OF HUMAN RESOURCE DEVELOPMENT
International Research Conference 2005
Call for Papers

Conference Dates: Submission Address:

February 24 — 27, 2005 http://hrd.utk.edu/AHRDsubmit

Conference Hotel: Conference Hosted by:

Holiday Inn Rocky Mountain Park Colorado State University

P.O. Box 1468

Estes Park, Colorado 80517 Questions about Papers:

Telephone: 970-586-2332 Direct all questions regarding
800-803-7837 submissions to Lane Morris, Program

Fax: 970-586-2038 Chair: AHRDsubmit@utk.edu

www.rockymountainparkinn.com

Questions about the Conference:

Direct all questions regarding the Conference
to the AHRD Office: Office@ahrd.org

(419) 372-9155

The Academy of Human Resource Development, an international organization having the mission of
encouraging the systematic study of human resource development theories, processes, and practices,
encourages you to submit manuscripts for the 2005 International Research Conference.

All scholars interested in HRD are invited to submit manuscripts for consideration. The conference is
attended by researchers and students from the areas of HRD, business, psychology, education, economics,
sociology, technology, and communication. In addition, HRD researchers and reflective practitioners
from business, industry, and government participate fully in the conference.

Manuscripts may be submitted in five categories: Research and Theory Symposium, Poster, Research in
Progress, Innovative Session, and Pre-conference. Research and Theory, Poster, and Innovative Session
manuscripts will be blind reviewed and should be of new unpublished research. Research in Progress
manuscripts will be blind reviewed but will not be published in the proceedings. Pre-conference
proposals will not be blind reviewed but will be published in the proceedings. Manuscripts accepted for
the conference program will be published in the conference proceedings and may be published elsewhere
following the conference.

At least one author for each submission must register for the conference by January 10,
2005, in order for the submission to be included in the program and proceedings. The registration
form will be available at www.AHRD.org.

Submission Deadlines

Manuscripts Due: 5 PM (Eastern) Monday, September 20, 2004
Decision Notification: October 25 — November 1, 2004
Camera-ready Papers: Friday, December 3, 2004

Online Submission Address: http://hrd.utk.edu/AHRDsubmit
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AHRD International Research Conference 2005
Submission and Formatting Requirements

Manuscripts must not exceed 8 pages in length (10 point font), including everything except the cover
sheet (all figures, graphs, references, and tables must be included in the 8 pages). Submissions must
be made via the online submission site (http://hrd.utk.edu/AHRDsubmit). The online submission
form will not accept more text than what is stated in this document, so ensure your paper fits the
requirements before trying to submit the paper. The deadlines are firm. The submission site will
be disabled at 5:01 PM (Eastern) Monday, September 20, 2004. Exceptions to this deadline will
be made only for true emergencies or extraordinary circumstances, so please submit your paper
early. If you have problems or issues when submitting your paper, then immediately send an e-
mail to AHRDsubmit@utk.edu for assistance.

Upon successful submission and completion of the submission process, authors will receive a
confirmation message via email.

Manuscripts must be blind review ready upon submission. The cover sheet will be the only page with
any identifying information. This information will be required during completion of the online
submission form. The header, footer, and the body of the manuscript as well as the file properties
must not contain any author names or identifying information. The cover sheet must include the
following:

1. Each author’s full name, academic or business affiliation, complete address, work phone, fax, and
e-mail address. All communications with authors will be via e-mail, so addresses are required for
each author.

2. Abstract (no more than 75 words)

3. Category of the manuscript: Research and Theory Symposium, Poster, Research in Progress,
Innovative Session, and Pre-conference

4. Primary research methodology: Quantitative, Qualitative, Theory, Literature Review, etc.

5. Three keywords — choose from those made available on the submission site.

Manuscripts should be camera-ready upon submission. Formatting requirements for all manuscripts
include the following:

1. First page includes the abstract (75 words maximum), three descriptive keywords, and the

primary research methodology immediately below the manuscript title.

Margins of 1.0” (left, right, top, and bottom)

Times New Roman font, 10 point

Single line spacing

The first line of each paragraph should be indented 0.25” from the left, except for the first line

under a major heading.

Full justification throughout

7. Do not start references on a new page. Follow APA (5" edition) throughout except when
specified otherwise in this Call for Papers.

8. Embed tables and figures into the document.

arwn

Sk

You and/or your co-author(s) must be available to present at any time throughout the duration of the
conference. As soon as the conference program has been finalized, you will be notified about the
assigned date and time of your presentation.
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AHRD International Research Conference 2005
Category Requirements

Research and Theory

Full manuscripts of 8 pages are required for this category. Submissions must be new and
unpublished research and theory. Research papers, as appropriate to the methodology used,
should contain the following elements:

Title

Problem statement

Theoretical framework

Research questions or propositions

Methodology and/or research design with limitations
Results and findings

Conclusions and recommendations

How this research contributes to new knowledge in HRD

NG~ wWNE

Research and theory papers will be combined according to the three keywords submitted by the
authors and presented orally in symposium format with at least one other paper. AHRD also
welcomes manuscripts presenting methodologies including new scholarly theory, models,
conceptual analyses, literature reviews, and case studies. While these papers may not yet offer
results (#6 above), they must otherwise follow the above requirements.

Poster

Manuscripts with a maximum of 8 pages (including the poster miniatures) are required for
submission. Visual representations of the posters can enhance the clarity of the research and
help us view the field of HRD in new and different ways. Posters are not a substitute for a
scholarly paper. Posters will remain up throughout the conference, and a session will be
scheduled to allow interaction between the author(s) and conference participants.

The following criteria MUST be included in the manuscript:

Title

Theoretical Framework

Substantive contribution to HRD knowledge

Reduced copies of the posters

Accepted posters will have no more than two, professional appearing, 2’ x 3’ poster
boards that must be readable from a distance of six feet.

s E

Research in Progress

Research in progress manuscripts have the same requirements as Research and Theory papers.
While these papers may not yet offer results, they must otherwise follow the stated requirements.
Furthermore, by the conference date, it is anticipated that the presenters be able to share
preliminary results, conclusions, and recommendations.
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AHRD International Research Conference 2005
Category Requirements

Innovative Session

Proposals up to 8 pages in length may be submitted for this category. An innovative session is
designed to present new and innovative HRD work through creative, interactive presentation
formats that do not fit within the research and theory symposium process.

The formats described below are offered as suggestions only. The intent of these examples is to
be useful to those considering alternatives to the standard paper and symposium session formats.
Preference will be given to proposals with a research or theoretical basis.

Debate. The debate format can be an effective way to present two opposing views about a topic. One structure for a
debate is to have a moderator and two, two-person teams. The debate begins with the moderator stating a position.
One team then presents arguments that affirm the proposition and the other team presents arguments against the
proposition. Each team member has a fixed amount of time (e.g., 10 minutes) to present arguments. Time for
rebuttal can be incorporated into the session and/or a discussant can sum up the main points of the session. When
submitting a debate proposal, be sure to include a statement of the proposition to be debated and descriptions of the
major points likely to be argued by each side.

Panel Discussion. In a panel discussion, the chairperson plays a very active role, serving as a moderator who asks
questions of the panelists and ensures that all panelists (three to six people) have the opportunity to speak. Diversity
among panelists is important to the success of the session. Further, all panel discussion members must recognize the
need for advance preparation. Panelists and chair do not prepare papers. They make brief introductory remarks
before engaging in ad hoc give and take for which they may have prepared themselves but which cannot be
predicted or entirely controlled (a chair skilled in discussion management is essential). Panel discussions should
generate spontaneous interaction among participants and between participants and the audience. A panel discussion
proposal should describe the questions that will be addressed by the panel, the underlying issues or themes to be
discussed, and the structure or format of the session.

Practitioner Forum. A Practitioner Forum provides an opportunity for HRD professionals to discuss challenges in
the work environment and innovative solutions that are linked to HRD research issues. Each forum is devoted to a
single topic. A chair introduces the session, three or four presenters take approximately 10 minutes each to discuss
applied research and practice issues, and audience members spend the remaining time interacting with presenters
and each other, offering their own ideas about applied research and practice. Practitioner Forum topics are
welcome on any "cutting edge™ topic. Special effort should be made to link theory and practice.

The following criteria MUST be addressed in the proposal:

Title

Session Description

Presenters/Panelists (name, affiliation, and contact information for each person)

Purpose

Goals

Content of session with evidence that it is new, is innovative, addresses research or
scholarship, and makes a substantive contribution to HRD knowledge. The content
section should include a theoretical framework.

7. Description of format, style, and an agenda for the presentation that is to be innovative,
intellectually stimulating, generative of a high level of scholarly dialogue, and
participative by both presenters and audience.

S~ wh P
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AHRD International Research Conference 2005
Category Requirements

Pre-Conference

The AHRD Conference Planning Committee seeks dynamic learning experiences that would be
of significant interest to HRD researchers and reflective practitioners. Pre-conference sessions
may be problem oriented, professional-development oriented, focus on knowledge transmission,
address recent methodological and substantive developments in HRD research, or serve as
organizing sessions for special interest groups exploring an HRD related subtopic in depth.
AHRD welcomes sessions that extend beyond traditional research paradigms and methods and
especially encourages offerings that merge research and practice.

Full-day sessions and half-day seminars (4-hour) are available. Pre-conferences will run on
Wednesday and Thursday before the annual conference.

The following criteria must be addressed in the proposal:

1. Cover page with each author’s full identification and contact information as required for
all submissions

2. Title

3. Committee or Panel Members with affiliations and contact information

4. Purpose including a statement about how the session advances the mission and vision of
the Academy

5. Constituency or target audience

6. Specific goals

7. Draft agenda

Pre-conference proposals will not be blind reviewed but will be judged on their contribution
to advancing the vision of the Academy. The Conference CEO will make the final decisions
on pre-conference proposals. Pre-conference manuscripts will be included in the
proceedings.

An example proposal can be found on the AHRD website <www.ahrd.org> under EVENTS
AND CONFERENCES.

No budgets are allocated by AHRD for pre-conferences, except for refreshment breaks.

All pre-conference attendees are expected to pay the fee including invited speakers.

No pre-conference is guaranteed approval from one year to the next.

As with the other types of submissions, the pre-conference proposals must be submitted

online at http://hrd.utk.edu/AHRDsubmit. All deadlines are firm. Exceptions will be
made only for true emergencies or extraordinary circumstances.
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Call for Papers

Academy of Human Resource Development, International
Jointly with the

Korea Academy of Human Resource Development (KAHRD), Korea

Announces the

Third Asian Conference of the Academy of HRD

November 21 - November 23, 2004
(Pre-conference Workshops: November 20-21)

Venue:
Seoul Olympic Parktel, Seoul, Korea

Host Institution:
Korea Academy of Human Resource Development (KAHRD), Korea

Conference Theme:
Human Resource Development in Asia:

Harmony and Partnership
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The Asian Chapter of the Academy of HRD (the top global scholarly organization in the field of HRD), in
cooperation with the Korea Academy of Human Resource Development (KAHRD), invites scholarly papers
(empirical or conceptual) for its third Asian Regional conference. The conference will bring together
researchers and practitioners in the field of HRD coming from various disciplines and fields of study (HRD
and HRM, business management, education, IT, economics, psychology, sociology and others). It will also be
an effective forum for networking and professional interactions among leading HRD researchers and
practitioners from around the world who have interests in HRD in Asia. From throughout Asia, attendance is
expected from Japan to New Zealand, from Vietnam to Saudi Arabia, as well as participants from the USA and
Europe.

The Korea Academy of Human Resource Development (KAHRD), established in 2003, aims at a center for
scholars’ and practitioners’ community who have interests in the field of HRD. It holds forums, seminars and
other conferences designed to share and discuss HRD related ideas, research, practices, and programs in both
corporate and not-for-profit settings and national policy areas.

The Academy of HRD, headquartered in the USA, is supported by four international publications: Human
Resource Development Quarterly (HRDQ), Human Resource Development International (HRDI), Advances in
Developing Human Resources, and the new Human Resource Development Review. All of these journals are
published quarterly by reputed publishing houses in the USA and the UK. Papers from this conference may be
submitted for publication consideration in these journals.

Possible Topics or Issues to be Covered in the Conference (not an exhaustive list):

Harmony and Partnership in HRD
Labor-management cooperative HRD, partnership building of HRD, partnership and alignment between
government and business, and partnerships among academia, industries, and research institutes.

HRD in Policy Areas
HRD at the National/Strategic Level (national policy initiatives, national innovation system, various
strategies used, focus and interpretations of HRD in different countries, regional HRD, regional
innovation system)
Lifelong Education & Learning Policy and Practice (trends in research and practice, adult education &
learning, international comparison of lifelong education and learning, future of lifelong education &
learning)

Training and Development in Corporate Sector
HRD in the Business or Corporate Sector (recent trends, leadership development, competency mapping
research, roles and responsibilities of HRD staff, performance management systems, HRD Audit, career
planning, coaching and mentoring and their effectiveness.)

HRD in Non-Government Sector/Non-Profit Sector
HRD in the Not-for-Profit Sector (NGO, national & local development, social infrastructure, health,
education, services sectors, community development)

HRD Concept, Model, Tools, Technigues and Theory
HRD Theory, Concepts, Frameworks, Systems (relevance and application to Asian context)
HRD Tools, Techniques, and Innovations (instructional technology, performance technology,
performance management systems, adult learning & teaching methodology, assessment centers.)
HRD Professionals and HRD Roles (emerging roles of HRD professionals, new competencies, new
knowledge & skills, academics & consultants)
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Diagnosis and Evaluation in HRD
Measuring and Managing the Impact of HRD (HRD audit, HRD measurement & evaluation,
implementation research, assessment centers)
HRD and Information Technology Driven Change (role of IT in HRD, role of HRD in change
management, particularly in technological changes, such as SAP, ERP)

Organizational Development
Organization Development and Learning Organization (OD and change management, organizational
survey feedback, team-building & development, group dynamics, inter-departmental cooperation,
organizational learning & learning organization, action research case studies, appreciative inquiry, action
learning)

Career Development and Change
Career Assessment, Change, Development, and Planning (Career development theory and practices, CD
and HRM, Career change and transition, Career coaching & counseling, Assessment of career interests
and career seeking behaviors)

Global HRD

- International/global HRD (International flow of human resource: studying abroad, employment,
immigration & emigration and its impact, cultural influences on HRD practice, cross-cultural differences,
comparative analyses, culture change and change management)
HRD Interventions Based on Indigenous Culture and Values
Impact of Globalization on Human Resource Development in Asian Countries.
HRD Research in Asia (potentials, problems, strategies used, partnerships among academia and industry)

[In all cases, please keep in mind that the list above is suggestive only. Any paper that forwards our scholarly
understanding of the HRD field is eligible for review and consideration. While an Asian focus is desirable, it is
not essential for acceptance.]

Guidelines for Submission of Papers

= Please send a summary of less than 200 words as an e-mail attachment in MS Word file. All summary will
be accepted with no feedback. After you submit a full paper by August 15, 2004, you will receive
feedback on whether your paper is acceptable.

= Please e-mail summary and full paper to: kahrd@plaza.snu.ac.kr.

= For the full paper, follow the same guidelines as for the annual AHRD Conference submissions. The
guidelines are available from the web site, www.ahrd.org. All papers are to be in English and must be
complete at the time of submission. If English is not your native language, please have the paper edited
before submission.

= Deadline for sending 200 words summary : May 30, 2004

= Deadline for submission of full papers: August 10, 2004

= Information on the acceptance of papers: September 15, 2004
= Submission of final revised papers: September 30, 2004

Pre-conference Workshops and Skillshops

Interested professionals and institutions (research institutes, companies, consulting agencies, etc) are requested
to offer pre-conference workshops on any related themes.
The following research themes are being considered at present:

- Partnership in HRD - Ethical Dimensions in HRD
- Leadership Development - National HRD
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- Cultural Dimensions in HRD - Evaluation of HRD Programs
- Return on Investment of HRD - Evaluation of OD Interventions
- HRD for Managing Change - Knowledge Management & HRD

- Other proposals will be considered

Each theme will be for one half/full day duration. The pre-conference workshop will be led by one person or a
group of persons and should be designed for professional development. Those who desire to offer such
workshops may send details of the workshop to pre-conference coordinator Dr. Young-sik Ahn at Fax: 82-51-
890-1209, Tel: 82-51-890-2184, or e-mail: ays@deu.ac.kr.

The details should include the purpose and objectives of the workshop, coverage, time schedule, prerequisites,
if any, for participation, and the presenter’s qualifications. One conference registration will be waived for
offering a half-day workshop; if there are two presenters for a full-day workshop, both presenters will have
their conference registrations waived.

Registration

Conference registration fee (payments received by September 20, 2004): For members of AHRD International:
US $150 (covers opening cocktail dinner on November 21, conference materials, proceedings, and coffee
breaks on November 22 and 23, and the concluding dinner on November 23); For non-members, US $200.

After September 20, the fee will be $185 and $235, respectively. (Student discount of US$75 will be
provided upon recommendation from his/her advisor/supervisor).

Registration fee for each pre-conference workshop: US $30 per half-day and $55 for each one-day
workshop or two half-day workshops. Registrants for a full-day pre-conference workshop or two half-day
workshops on the same day will be provided with lunch as part of their workshop registration fees. Details of
the pre-conferences will be mailed to all registrants as soon as possible.

To register: please mail, fax, or e-mail completed Registration Form to a conference organizer:

Contact person: Ms. Mihwa Lee

Mailing Address: Department of Education, Seoul National University
San 56-1 Sillim-dong, Gwanak-gu, Seoul, 151-742 Korea
E-mail: polk0070@empal.com
Tel: 82-11-9838-3790 Fax: 82-2-880-7635

For credit card payment: Please fill up the credit card payment information on the Registration Form. Be
sure to include full name on credit card, type of credit card (acceptable cards are: Visa, MasterCard, Discover,
American Express), credit card account number, and expiration date.

For wire transfer payment, and for local Korea delegates: Please remit the appropriate registration fees
(including pre-conference) to bank account as follows. And please fax remittance slip to Fax: 82-2-880-7635.
Be sure to indicate your full name and university or company on the remittance slip, as well as the amount
submitted. Confirmation will be sent to you by e-mail upon receipt of payment.

Account Name: Mihwa Lee

Account No: Saving Account No. 079-12-665093 (same as Control Number)

Bank Name: National Agricultural Cooperative Federation (Swift Code: NACFKRSEXXX)

Bank Address: National Agricultural Cooperative Federation Seoul National University Branch .
San 56-1 Sillim-dong, Gwanak-gu, Seoul, 151-742 Korea

Conference Venue

Seoul is the capital of Korea with over 600 years of history. It is the heart of Korea’s culture and education as
well as politics and economy. Seoul is unique in that historical sites such as grand royal palaces and modern
cultural facilities coexist in harmony. Seoul is a world-class city with numerous amenities and shopping
districts such as Myeong-dong, Apgujeong-dong, and Itaewon Special Tourist Zone.
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Travel from Incheon International Airport to the conference venue at Seoul Olympic Parktel is easy. The best-
recommended way is by airport limousine bus #606 (bus stop 5B, 12A at airport, 5:40 AM- 10:50 PM). It
takes about 90 minutes to the conference venue. The best way to explore Seoul at a low cost is by subway. The
public bus is also available at a low cost but not recommended for first timers to Seoul. Seoul map will be
available in the conference package upon arrival.

Accommodation

For your convenience, hotel accommaodation is available at the conference venue, the Seoul Olympic Parktel,
located approximately one and half hours from Incheon International Airport. Seoul Olympic Parktel agreed to
offer great discount rates for AHRD participants.

Single or double rooms are available at 119,000 Korean won (inclusive of tax and service charge) per room
per night inclusive of morning buffet breakfast (which is about US $100 per room per night at current
exchange rate of Korean won 1,200 per US$).

Advance booking before November 1, 2004 is strongly recommended. For room reservation, please e-mail,
or fax to Ms. Jeong Eun Kim at Seoul Olympic Parktel . E-mail: parktel@sosfo.or.kr, or Fax: 82-2-410-2100.
Tel: 82-2-410-2514 or 82-17-290-1180.

Credit card information, your full name, and address are required for hotel room reservation. Please clearly
indicate period of stay, bedding preference (SGL or DBL), arrival & departure flight detail, in your e-mail or
fax for making reservations. Hotel confirmation will be sent to you by e-mail.

Sightseeing and Excursions

Delegates may plan for pre & post conference sightseeing excursions in Seoul and throughout Korea.

Half-day and full day excursions in Seoul and its vicinities are available at special discount rates for
conference delegates. Some are the must-visits: Royal Grand Palace(Gyeongbokgung Palace, Deoksugung
Palace) Insa-dong, Itaewon Special Tourist Zone, Dongdaemun and Namdeamun Market, and Korea House.
To explore more of Korea through full day excursions, recommendations are: Yongin Folk Village, City of
Gyeongju (designated as a World Heritage by UNESCO, capital of the Silla Kingdom for almost a thousand
years), or DMZ(Demilitarized Zone).

Advance reservation is recommended. A Tour Table will be set up at the venue for your convenience. For
more details, inquiries, questions, and concerns regarding accommodation, excursions, package tours, and
general information, please feel free to contact Ms. Yoonmi Choi. E-mail: ymchoi0O3@snu.ac.kr or Fax: 82-2-
880-7635. Tel; 82-11-9749-8409.

Conference Schedule (Details will be announced later)

= Seoul city tour in the afternoon of November 19. Please make reservations with Ms. Yoonmi Choi
(ymchoi03@snu.ac.kr ). (Also, the city tour is available everyday if there are more than six persons per
trip.)

= Pre-conference workshops will be held at the conference venue on November 20 and 21.

=  Get Acquainted icebreaker on November 21 starting at 5:30 PM.

= This will be followed by a plenary session at 6.00 PM with introduction of the Conference and first

Keynote speech.

Opening Dinner will follow the first plenary session at the conference venue on November 21.

AHRD conference parallel sessions will be on November 22 and 23 from 9:00 AM onwards.

Conference will close on November 23 at 4:30 PM after the final plenary session.

Cultural evening and Closing Dinner at Seoul Olympic Parktel on the evening of November 23 at 7:00

PM.
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Conference Chairs and Committee Members

Conference CEO and AHRD Asia Chapter Coordinator:
Dr. AAhad M. Osman-Gani

Professor of HRD and International Business

Nanyang Business School (S3-B3A-27)

Nanyang Technological University, Singapore 639798
Tel: (65) 6790-4982 Fax: (65) 6791-8377

E-mail: aahad@ntu.edu.sg

Conference Co-Chair and Site Coordinator:

Dr. Shinil Kim

President of Korean Academy of Human Resource Development
Professor at Department of Education, Seoul National University
San 56-1 Shillim-dong, Gwanak-gu, Seoul, Korea, 151-742.

Tel: 82-2-880-7643 Fax: 82-2-884-8542.

E-mail: kshinil@snu.ac.kr

Advisor:

Dr. Gene L. Roth, AHRD International Board Liaison and Past-President
Professor and Director of Office of HRD and Workforce Preparation,
Northern Illinois University, Dekalb, Illinois 60115-2854 USA

Tel: 1-815-753-1306 Fax: 1-815-753-9309

E-mail: groth@niu.edu

Conference Site Co-Chairs:

Dr. AAhad Osman-Gani and

Dr. Yonglin Moon

Professor at Department of Education, Seoul National University
San 56-1 Shillim-dong, Gwanak-gu, Seoul, Korea, 151-742.

Tel: 82-2-880-7648 Fax: 82-2-880-7635.

E-mail: moonyl@snu.ac.kr

Program Associate Chairs:

Dr. T.V. Rao, India: tvraoadl@sancharnet.in

Dr. Baiyin Yang, China: yinyang@umn.edu

Dr. Kiyoe Harada, Japan: HRDharada@aol.com

Dr. Jamilah Othman, Malaysia: jamilah@ace.upm.edu.my

Dr. Bella Ya-Hui Lien, Taiwan: bmayhl@ccunix.ccu.edu.tw

Dr. Ahmad A. Ajarimah, Middle-East & Gulf: ajarimaa@aramco.com.sa

Dr. David Ripley, NewZealand and Australia: d.ripley@mang.canterbury.ac,nz
Dr. Hunseok Oh, Korea: ohhs@snu.ac.kr

Financial Committee Chair
Dr. Jongcheol Yang: jcylife@kornet.net

Program Committee Chair:
Dr. Eunsang Cho: aquinascho@hanmail.net

Conference Proceedings Editors:

Dr. Yonglin Moon, Dr. AAhad M. Osman-Gani, Dr. Gene Roth,

Dr. Hunseok Oh, & Dr. Eunsang Cho

E-mail: kahrd@plaza.snu.ac.kr / Papers and Summaries to be sent at kahrd@plaza.snu.ac.kr
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Academy of Human Resource Development

VISION
MISSION

PUBLICATIONS

MEMBERSHIP
BENEFITS

ANNUAL
RESEARCH
CONFERENCE
AWARDS
PROGRAM

To Lead Human Resource Development through Research

The Academy was formed to encourage systematic study of human resource development theories,
processes, and practices, to disseminate information about HRD, to encourage the application of
HRD research findings, and to provide opportunities for social interaction among individuals with
scholarly and professional interests in HRD from multiple disciplines and from across the globe.
AHRD in cooperation with our publishing partners, provides a full range of scholarly and
professional publications:

Human Resource Development Quarterly, our research journal
Human Resource Development International, our new international journal
Advances in Developing Human Resources, a quarterly monograph series
Human Resource Development Review, a quarterly theory journal
AHRD Standards on Ethics and Integrity in Human Resource Development
Human Resource Development Research Handbook, a book for both researchers and
practitioners
4 Blind Refereed Annual Conference Proceedings published annually in conjunction with the
annual research conference
AHRD membership includes the following

I X R X X X4

1. Being a member of the only global organization dedicated to advancing the HRD
profession through research
2. Subscription to all four AHRD sponsored scholarly journals:
4 Human Resource Development Quarterly
4 Human Resource Development International
4 Advances in Developing Human Resources
4 Human Resource Development Review
3. Copy of AHRD Standards on Ethics and Integrity
4. Subscription to the Forum, the Academy newsletter
5. Subscription to the Academy Listserv, for timely professional and career information
annual
6. Discount on annual conference participation
7. Research conference with full proceedings of research papers (1200+) pages
8. Research partnering, funding, and publishing opportunities
AHRD holds an annual research conference in the early spring of each year. The 2005 conference
will be held in Estes Park, Colorado. The conference will be hosted by Colorado State University

AHRD recognizes professional excellence in the HRD profession through its awards program,
including:

HRD Scholar Hall of Fame

Outstanding HRD Scholar Award

Richard A. Swanson Research Excellence Award

Outstanding Human Resource Development International Article

Malcolm S. Knowles Dissertation Award

HRD Book of the Year Award

AHRD Outstanding Academic Program

“Cutting Edge” Top Ten Conference Proceedings Papers
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Editor-in-Chief: Jean Woodall, Kingston Business School, Kingston University, UK

Editors: Allan Hixson Church PhD, Director, Organization and Management Development, Pepsico,
USA

Rob Poell University of Nijmegen, The Netherlands

Reviews Editor: Darren Short, Office for National Statistics

Reviews Sub-Editor: Reid Bates, Louisiana State University, USA

Special note: Jean Woodall will be Editor-in-Chief for the journal from January 2003, and as of August 1,
2002 all new submissions should be sent to the new editorial office: Penny Macoustra, Editorial Assistant,
HRDI, Kingston Business School, Kingston University Kingston Hill, Kingston Upon Thames, Surrey,
KT2 7LB.

Monica Lee, in consultation with Jean Woodall, will continue to handle all manuscripts already under
consideration by HRDI. All files, regardless of decision status will be transferred to Jean Woodall at the
end of 2002.

Publication Details:
Volume 6, 2003, 4 issues per year
ISSN 1367-8868

*A preferential rate is available to accredited members of the Academy of Human Resource Development
(AHRD) and the Univeristy Forum for Human Resource Development (UFHRD)

i Ef Taylor & Francis is a member
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Advances in Developing Human Resources
['he essential tool for Human Resource Development specialists. ..

Advances in Developing Human Resources

Editor:
Scott Johnson University of Illinois at Urbana-Champaign
Wendy Ruona University of Georgia, Athens, GA

Submission Guidelines

Advances in Developing Human Resources provides a central focus for the reporting on sound theory
and practice within topical areas of interest to the profession. Members of the profession are encouraged to
submit issue proposals and should contact the editor-in-chief for current proposal guidelines.

The Advances editorial board utilizes a two-tier blind review process. The first tier is the review of
proposals for individual issues; the second tier is the review of completed manuscripts. Issue proposals are
reviewed for (1) relevance to the HRD profession, (2) potential in advancing the theory in HRD, and (3)
potential in advancing the practice in HRD. Complete manuscripts are reviewed for (1) completeness of the
ideas, (2) quality of the writing, (3) advancement of HRD theory, and (4) advancement of HRD practice.


http://www.sagepub.com/author.aspx?aid=519622
http://www.sagepub.com/author.aspx?aid=519627

XXXiii

Human Resource Development
Review

|
F

Elwood F. Holton 111, Editor
Louisiana State University
Richard J. Torraco, Associate Editor
University of Nebraska

\Sage Publications
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A guarterly refereed journal from the Academy of Human Resource Development
Published by Sage Publications

Human Resource Development Review is a theory journal for scholars of human resource development and
related disciplines. Human Resource Development Review publishes articles that make theoretical
contributions in papers devoted to theory development, foundations of HRD, theory building methods, and
integrative reviews of the literature.

The journal provides new theoretical insights that can advance our understanding of human resource
development, including:

Syntheses of existing bodies of theory

New substantive theories

Exploratory conceptual models

Taxonomies and typologies developed as foundations for theory
Treatises in formal theory construction

Send manuscripts to:

Dr. Elwood F. Holton, I11, Editor

Electronic submission (preferred) to eholton2@Isu.edu.

Human Resource Development Review

School of Human Resource Education and Workforce Development
Louisiana State University

142 Old Forestry Building

Baton Rouge, LA 70803, U.S.A.
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Sponsored by the
American Society for Training and Development and the
Academy of Human Resource Development.
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(%) A Wiley Company

Human Resource Development Quarterly - http://www.josseybass.com

Sponsored by the

American Society for Training and Development and the Academy of Human Resource
Development.

Darlene Russ-Eft, Editor

Editor Darlene Russ-Eft, Ph. D., is currently with the American Institutes for Research in Palo Alto, CA.
Human Resource Development Quarterly (HRDQ) is the first scholarly journal focused directly on the
evolving field of human resource development (HRD). HRDQ has become the national forum for
interdisciplinary exchange on the subject of HRD. Sponsored by the American Society for Training and
Development and the Academy of Human Resource Development.

INFORMATION FOR AUTHORS AND CONTRIBUTORS

Human Resource Development Quarterly is a publication sponsored by the Academy of Human Resource
Development and the Research Committee of the American Society for Training and Development
(ASTD). It provides a central focus for research on HRD issues, as well as the means for disseminating
such research. HRDQ recognizes the interdisciplinary nature of the HRD field and brings together relevant
research from related fields, such as economics, concerned solely with the practice of HRD are not within
the scope of this journal, but may be more appropriate for practitioner-oriented publications such as Human
Resource Development International or Training and Development Magazine.

Authors may contribute to HRDQ by submitting three types of manuscripts:

- Peer Review

- nonrefereed Forum Section

- nonrefereed Review Section

Submit forum manuscripts to Darlene Russ-Eft, Edition, HRDQ, 1791 Arastradero Road, Palo Alto, CA
94304



MORNING OVERVIEW
Wednesday Thursday Friday Saturday Sunday
Time March 3 March 4 March 5 March 6 March 7
=7:15-8:15 AM =7:15-8:15 AM =7:15-8:15 AM
Food-N-Thought Food-N-Thought *Food-N-Thought
*8 -9 AM AHRD
Board Meeting
6 AM *8 -9 AM SLDC
to Breakfast
8:30
AM
Keynote: Keynote: 9 AM -10:30 AM
Bill Gardner, Yvonna Lincoln, SYMPOSIA
Advanced Micro Texas A & M University | =Perceptions of
Devices Online Education
*Learning Transfer
and HRD
Effectiveness
8:30 *HRD Degree
AM Programs
to -gechncﬂogy
erceptions
10AM =Virtual Teams
=Ethics
= Assessing Online
Learning
=Innovative
8:30 AM Session
to
5PM
SYMPOSIA SYMPOSIA 11 AM-12PM
Registration =HRD with International | =Exploring International | SYMPOSIA
and Multinational HRD *Emotions at Work
and Groups *Change in International | =Competencies in
*Learning in HRD HRD
Conference Communities = Supervisory Social *HRD Faculty
Central *Learning Measurement Support =Professional
and International HRD =Organizational Development
=Gender in HRD Learning and Culture =Leadership
=Intellectual Capital and | =Education =Graduate Student
Human Capital Theory Customization Research Skills
10:30 - . . - :
AM -Connectn'lg Education *Executive Training and | =Quality
to and Practice Dfivelqpment Manage.ment
12 PM *Formal and Informal *Diversity Programs and | =Innovative
OJT Learning Initiatives Session

=Innovative Session
=Poster Session

=Innovative Session
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AFTERNOON AND EVENING OVERVIEW

Wednesday Thursday Friday Saturday Sunday
Time March 3 March 4 March 5 March 6 March 7
1PMto5 *12-3PM =12-1:30 PM =12 -2 PM HRDR 12 -5PM ASTD
PM IACE Hall of International Editorial Lunch Research to
12 PM Pre- Fame Committee Meeting *12-2PM Practice (and
to conferences *1 PM AHRD *12:15 - 1:15 Food-N- ASTD/AHRD Lunch Monday, 8 — 12
1:30 PM Foundation Thought =12 — 2 PM Advances PM)
: Wednesday, Board Editorial Board Lunch
373 =12:15—1:15 Food-N- 12 PM - 2004
through Thought AHRD
Thursday, 3/4 International
TOURS SYMPOSIA SYMPOSIA Research
=1-2:30 PM = International HRD *Learning Assessment Conference
Tour of Austin *HRD Methods and *Culture and .
C adjourned.
area and State Tools Organizational
Capitol on *Considerations for Socialization
“Austin Duck,” Distance Education =Theoretical iSne;)s’;) el; I;,Zti(year
Pick up at the *Gender and Mentoring Frameworks of Colorado! ’
1:30 PM Hyatt *Emotions in Performance and HRD
to Organizations *HRD in Law
3PM *3-5PM =Creativity and Enforcement
Tour and Aesthetics *Motivation
Presentation at *Collaboration *HRD Policy in Asia
Applied =Innovative Session *Diversity’s Impact on
Materials, Bus Change and Learning
Pick up at the =Innovative Session
Hyatt
MEETINGS SYMPOSIA SYMPOSIA
*3-5PM HRDI *Cross Cultural Training | =The Future of Career
Board of =Strategic HRD Development
Directors and *Learning *Organizations and
“Meet the *Mentoring Change
Editors” — Jean =Organizational *Theorizing HRD
3:30 PM Woodall Commitment = Adult Learning Theory
to *3-5PM *Knowledge and Defining Training
SPM Diversity Management and Development
Committee *Defining HRD *E-learning and Culture
*Innovative Session =Relating HRD and
=4 -5PM SLDC HRM Internationally
Meeting — Rob = Performance Appraisal
Poell =Innovative Session
*5PM-7 =5 PM HRDI *5-6 PM AHRD *5—6:30 PM Asian
PM Journal Editorial Team Business Meeting Chapter Meeting
Editors Meeting =6 — 7 PM Student =5 — 6 PM Meet the
Meeting =4.30-5.30PM Reception Editors
Conference *6 -9 PM HRDQ =6 - 10 PM President’s
Orientation Editorial Board Dinner Reception/Dinner and
=5.30-6.30 PM and Meeting Awards Banquet for all
Opening conference attendees
Evening Reception (included in
=6.45-8:30 PM registration fee)
Events
Town Forum:
“HRD Theory or
HRD Practice:
Advancing the
Profession”
*8:30 PM -9 PM
Symposium

Chair Meeting
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Pre - Conference Papers

Bridging HRD Research and Practice: Motivating, Collaborating, and Communicating through
Awards, Partnerships, and Translations

Chris Squillaci, Darren Short, Ghazala Ovaice, Marijke Kehrhahn, Martin Kormanik, Nancy
Berger, Philip Graham, and Jamie Callahan (PC-1 No Description)

International Adult and Continuing Education: Expanding the Horizons (in Conjunction with the
Induction of the 2004 Class of the IACE Hall of Fame)
Richard Swanson (PC-5 No Description)

Factor Analysis: Exploratory and Confirmatory - Advanced Faculty Professional Development
Seminar on Quantitative Research Methodology Tools
Bruce Thompson (PC-6 No Description)

PC

E-learning in Human Resource Development
Theo Bastiaens and Rob Martens

PC-2

OD Consulting Engagements Gone Wrong: A New Framework for Analyzing and Learning from
Our Mistakes

Joanne Provo, Monica M. Danielson, Gregory M. Henderson, Terrence Gray, Kshanika
Anthony

PC-3

Continuing Professional Education: Linking CPE and Workplace Learning
Tonette Rocco and Jasper van Loo
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E-learning in Human Resource Development

Theo J. Bastiaens
Rob L. Martens
Open University of the Netherlands

Panel Members
Theo Bastiaens, Rob Martens
Purpose

‘Web and internet technologies are transforming our educational world’ is an often-heard one-liner, which is true in
one way. We indeed have many new educational opportunities, which especially overcome time and distance
restraints. When it comes to Human Resource Development it is more difficult to answer the question ‘which are
specific gains of technology?’. Nowadays there is no shortage of virtual learning environments, technical fixes and
enthusiasts. There is no shortage of content available. However, where is the advice and assistance, based on models
and theories, research evidence and good practice? It is time to start a special work-group or committee to take
charge of this specific work area. The first initiative is this pre-conference workshop in which we want to share our
experiences.

Target Audience

Everyone who is involved in e-learning research in the field of HRD or anyone who is struggling with the
implementation of e-learning in an organisation or business.

Specific Goals

This one-day workshop wants to establish an state-of —the art overview of e-learning initiatives, problems, questions
etc. in the field of HRD in general and more specific in the AHRD. Wherever possible we want to give answers
based on our 14 years of experience with e-learning in HRD.

Draft Agenda

Morning

08.30- 10.30 What is e-learning? Why consider it? — experiences of

attendees, demonstration of different kind of e-learning software.

10.30- 11.30 E-learning and collaboration

11.30- 12.30 Instructional design and e-learning

Afternoon

01.30- 02.30 The implementation of e-learning, new roles and tasks

02.30- 03.30 Evaluation of e-learning

03.30- 05.00 Towards a research agenda for e-learning in HRD and

further activities to establish an e-learning committee within the AHRD.

This pre-conference session will be an active workshop in where we provide a framework to discuss experiences and
ideas. We will support the workshop with best practices, instruments and empirical results from research.

Copyright © 2004 Theo J. Bastiaens & Rob L. Martens

PC-2



OD Consulting Engagements Gone Wrong:
A New Framework for Analyzing & Learning from our Mistakes

Joanne Provo
Personnel Decisions International

Monica M. Danielson
Personnel Decisions International

Gregory M. Henderson
Henderson Consulting Inc.

Terrence Gray
Personnel Decisions International

Kshanika Anthony
Personnel Decisions International

As OD practitioners and scholars alike, we counsel client organizations to learn from mistakes and
failures, but how often do we turn that reflective assessment to our own mistakes and failures in OD
engagements? OD initiatives do fail. The purpose of this pre-conference is to consider the learning
opportunities that a systematic evaluation of unsuccessful OD initiatives that fail can provide, and to
provide a framework to do so.

Keywords: Systems, Consulting, Failure

“There is much to be said for failure. It is more interesting than success.”
Max Beerbohm, 1957

As OD practitioners and scholars alike, we counsel client organizations to learn from mistakes and failures, but how
often do we turn that reflective assessment to our own mistakes and failures in OD engagements? OD initiatives do
fail. Incomplete theories, inaccurate diagnoses, inappropriate change technologies, intractable organization
members, incapable change agents, and inflexible organizations are among the many reasons why an OD
intervention can go bad (Mirvis & Berg, 1977). The purpose of this pre-conference is to consider the learning
opportunities that a systematic evaluation of unsuccessful OD initiatives that fail can provide. Based in systems
thinking, a new framework for analyzing and capturing learning from OD engagements that have failed to meet their
objectives will be presented and applied to a case study and the participants’ own experiences in OD.

How this Session Furthers the Mission of AHRD

This pre-conference has elements that address three of the four components of the Academy’s mission. The

contributions to furthering the mission are as follows:

1. To encourage systematic study of the field of HRD — Through the use of small group work, individual reflection,
and large group discussion, this session will encourage the systematic study of approaches to OD consulting
engagements in organizations. More specifically, the systematic study of engagements that have not gone well.
Reflection is often done individually and not shared with the larger HRD community, not to mention rarely
published. Therefore, this new systems approach to analyzing “failed” engagements will prompt participants to
engage with their experiences in a new way around OD interventions.

2. To disseminate information about HRD through publications, projects, partnerships, professional contacts and
meetings — This session will begin with disseminating foundational as well as cutting edge thinking on the topic.

3. To provide fellowship for individuals with scholarly and professional interests in HRD — This pre-conference
seeks to engage both scholars and practitioners in meaningful dialogue and promote future research and practice
partnerships between those participants.

Copyright© 2004 Joanne Provo, Monica M. Danielson, Gregory M. Henderson, Terence Gray, &
Kshanika Anthony
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Session Audience

As the conference will be hosted by the Texas A&M staff and students, where there is a good proportion of adult
working students, we believe there will be a fairly adequate mix of practitioners and scholars. Beyond the traditional
academy members, these pre-conference committee members have connections with OD professionals practicing in
the state of Texas; it is our hope to draw these members into the pre-conference and AHRD conference as well.
Therefore, the agenda of the pre-conference will attempt to be broad enough to accommodate the interests and tap
the expertise of the variety of possible attendees from the academic and practitioner communities.

Session Goals

The goals of this pre-conference session are, (1) to present a new framework for analyzing and capturing learning
from OD interventions that failed to meet their objectives; (2) to apply this framework for analysis to real OD
interventions and assess its utility and effectiveness; (3) to create a space where dialogue occurs between the
academic and practitioner communities, including sharing of expertise and knowledge; and (4) to further weave the
web of connections between attendees from the fields of research and practice, through participation in the pre-
conference, next steps from action learning small groups, and a participant contact list.

Session Agenda

The pre-conference agenda is subject to change. Presently, the following agenda is offered. The pre-conference is a
four-hour session, running on Thursday, March 4™, 2004. The session will begin at 8:30 am and end at 12:30 pm.

Welcome and Introductions, including:

Presentation of Systems Framework for Learning from Failure

Small Group Work on Consulting Case Study / Using the Framework
Individual Reflection Time on Personal Experiences

Large-Group Discussion/ Debrief

Assessment of the Effectiveness of the Framework

oupwdRE

Proposal References
Fortune, J., & Peters, G. (1997). Learning from failure: The systems approach. John Wiley & Sons, New York.

Mirvis, P.H., & Berg, D.N. (1977). Failures in organization development and change: Cases and essays for
learning. John Wiley & Sons, NewYork.
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Continuing Professional Education: Linking CPE and Workplace Learning

Tonette Rocco
Florida International University, USA

Jasper Van Loo
Maastricht University, The Netherlands

Purpose Statement

Presently the field of continuing professional education (CPE) has no professional home. The majority of CPE
practitioners and researchers affiliate with organizations within their individual professions, thus dividing the field
of CPE into many diverse units. There remains a need for a national and international affiliation where CPE
providers and researchers can come together to share research and practice ideas. This pre-conference assists in
advancing the mission of AHRD by providing a professional affiliation for CPE providers and researchers by
linking research and practice in CPE. The purpose of this preconference is to explore local and global issues that
link CPE and workplace learning.

What are the foundations of structural and theoretical models for CPE?

e The relationship between CPE and workplace learning
CPE across different professions and in multiple contexts
The visible connections and subtle intersections between HRD and CPE
Institutions and frameworks of CPE from an international perspective
CPE and social justice

What is the significance of this research for CPE planning and evaluation?

o Different perspectives on the evaluation of CPE, ranging from economic cost-benefit analysis
to social justice considerations

¢ Planning methods in CPE that incorporate political, economic, and cultural dimensions

e  Connections/intersections of HRD and CPE

Planning Committee Members

Dave Branigan Laurel Jeris
Brenda Conley Vivian Mott
Mary Cooper Bert Toolsema
Barbara Daley Karl Umble
Lilian Hill Margot Weinstein

Target Audience

CPE providers and researchers are making connections between CPE and HRD around the issues of workplace
learning, competencies, and learning in context. The audience for this pre-conference will include CPE providers,
researchers, and graduate students within the professions, including (but not limited to) such professions as law,
engineering, medicine, nursing, social work, pharmacy, dentistry, accounting, and teaching. .

Preconference Agenda

Overview: Paper presentations will last 15-20 minutes. Reactions will last 10 to 15 minutes. An open discussion
will follow.

Copyright © 2004 Tonette Rocco & Jasper Van Loo
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Day 1 (1-5:30 p.m.)
(1-1:30 p.m.) Introductions and Overview Jasper van Loo and Tonette S. Rocco

(1:30 - 2:15) Work, Self and the Profession: CPE and the Inner Life,
John M. Dirkx, Michigan State University

For the most part, the practice of continuing professional education reflects a conception of lifelong learning
oriented towards the demands of an outer world. In such a view, as knowledge within one’s profession evolves,
practitioners seek to stay current to meet the needs of an every changing and demanding world. Focusing largely on
the changing nature of the knowledge base, this perspective of lifelong learning fails to represent the ways in which
learning and self-understanding are shaped by both the emotional and cultural contexts of our work, and the
movement of the soul’s journey. In this paper, | develop a view of lifelong learning that springs from a dialectical
and integrated understanding of the self, the socio-cultural context of one’s work, and the discipline in which one
works. The goal of this inquiry is to encourage an approach to CPE that nurtures a sense of vocational integration
and self-understanding within the work of the professional.

Invited Reaction: Work, Self and the Profession: CPE and the Inner Life
Suzanne Gallagher & Greg Salters, Florida International University

(2:15 - 3:00) Asking the Right Questions, Looking in All the Right Places: Complexifying Knowledge
Construction in Reflective Practice
Suzanne J. Gallagher, Florida International University

The paradigm shift in knowledge construction and the spiritual yearning in human resource development literature
illuminate transforming questions and multiple sources of information for reflective practice. The shift in knowledge
construction from a transmission model to a transformation model demands more complex models of reflective
practice. Theological reflection, a form of reflective practice, embodies the knowledge construction shift, asks the
praxis question, and incorporates social analysis and spirituality. The purpose of this of this paper is to review the
literature on theological reflection to connect its purposeful questions and multiple sources of inspiration to
reflective practice models.

Invited Reaction: Asking the Right Questions, Looking in All the Right Places: Complexifying Knowledge
Construction in Reflective Practice
John M. Dirkx, Michigan State University

(3:00 - 3:45) Participation in CPE: The European Union vs. the United States
Jasper van Loo, Maastricht University, The Netherlands

Professionals’ participation in CPE depends on many different factors. This paper attempts to explore the
differences in CPE participation across a number of European countries with the participation in CPE in the United
States. These differences might be explained through a preliminary exploration of the factors. These factors include
the professional national organizations, policies and legal standards set by states. In order to optimize comparability
between countries, the paper will focus on a limited number of ‘universal’ professionals, such as e.g. lawyers,
accountants, nurses, etc.

Invited Reaction: The practitioner’s perspective: Participation in CPE: The European Union vs. the United States
Lynn Atkinson-Tovar, Northern Illinois University

Invited Reaction: The researcher’s perspective: Participation in CPE: The European Union vs. the United States
Jean Woodall, Kingston University

(Break 3:45 - 4)
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(4:00 - 4:30) Keynote: Overview of Collaborative Directions for Continuing Professional Education
Alan B. Knox, University of Wisconsin

A preliminary plan for a Futures initiative on continuing professional education (CPE) includes two parts. The first
part is on public issues and is underway with ten local exemplary programs. The second part is on collaborative
future directions. The intent of each is to strengthen educational opportunities for adults for the benefit of adult
learners and of society. The collaborative process can also strengthen the field. The mission for those who plan and
implement this CPE initiative is to focus on forms of cooperation by people who coordinate CPE in various
professional fields for a mutually beneficial exchange. Such cooperation depends on recognition of their
enlightened self interest, so we will begin with people who value this connection.

(4:30 - 5:00) Discussion: How do we envision the CPE preconference connecting with the Futures project? What is
the future of the CPE preconference? (To be continued over dinner, all CPE Preconference
participants are welcome. To be arranged.)

Day 2 (8:30 a.m. to 1 p.m.)
(8:30 - 8:45) Greetings

(8:45-9:30) Using Teaching Perspectives Inventory and Critical Teaching Incident Questionnaire for
Faculty Development of CPE Providers
Steve Ratcliff, DDS, The Pankey Institute
Tonette S. Rocco, PhD, Florida International University

Dental educators plucked from the ranks of exceptional clinicians and researchers, are expected to be able to
facilitate the learning of others. They teach the way they were taught: turning out the lights, turning on the slides,
telling “learners” what they do expecting that the telling deposits knowledge in the learner that translates into skill.
This paper presents a critical reflection of an effort to foster the professional development of those that provide CPE.

Invited Reaction: Using Teaching Perspectives Inventory and Critical Teaching Incident Questionnaire for Faculty
Development of CPE Providers
Steve Sligar, The Center for Sight & Hearing

(9:30-10:15) Portraits of Persistence: Professional Development of Academic Coordinators/Directors of
Clinical Education in Physical Therapy
Alice Salzman, Northwestern University

The purpose of this study was to develop a model for the professional development of Academic
Coordinators/Directors of Clinical Education (ACCEs/DCEs) in physical therapy academic programs. Comparative,
qualitative case studies were used to examine similarities and differences in the professional development of six
ACCESs/DCEs. Cross-case analysis resulted in a model with six themes: 1) responding to unexpected events, 2)
match in interests and skills, 3) excitement for facilitating growth, 4) networking with colleagues, 5) supportive
environments, and 6) mindful practice. Professional development requires the ability to learn from one’s daily
practice and is enhanced by having a network of individuals as learning resources.

Invited Reaction: Portraits of Persistence: Professional Development of Academic Coordinators/Directors of
Clinical Education in Physical Therapy
Mary Cooper, University of Missouri/St. Louis

(10:15-11:00) Human Resources’ Role in Helping Professionals Meet Their Mandatory Continuing
Professional Education Requirements
Claire Kostopulos Nackoney, Florida International University

Each year organizations spend billions of dollars on both internal and externally facilitated HRD programs.
Through HRD programs, employees acquire the skills, knowledge, and behaviors needed to help the organization be
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successful and achieve its goals. Professionals, whether working within or outside of their professional contexts are
required to complete mandatory CPE. This paper examines the link between CPE and HRD by exploring issues of
benefits, resources, challenges, and organizational vs. professional needs.

Invited Reaction: Human Resources’ Role in Helping Professionals Meet Their Mandatory Continuing Professional
Education Requirements
Judy Bernier, Florida International University

(11:00 — 11:45) Continuing Professional Education: A Historical View of the professions to move forward in

the emerging professions.Continuing
Margot B. Weinstein, Kingston Group Inc.
William H. Young, Ed.D., University of South Florida

This paper uses the “Characteristics Model” explained by Gilley and Eggland (1989) as Model to define and
illustrate details of each field. Factors identifying and influencing professions are defined. Three categories emerge
to frame these factors: traditional, service, emerging fields.

Invited Reaction: Continuing Professional Education: A Historical View of the professions to move forward in the
emerging professions
Cynthia Sims, Northern Illinois University

(11:45 - 12:45) Orienteering for Boundary Spanning: Reflections on the Journey to Date and Suggestions
for Moving Forward
Laurel Jeris, Northern Illinois University
Barb Daley, University of Wisconsin/Milwaukee

This presentation is based on a chapter that will appear in the February 2004 issue of ADHR. Continuing
professional education and human resource development tend to have boundaries that are held strongly in place by
theoretical premises, philosophical foundations, language, the practice arena, and the codification of knowledge in
graduate programs. In this presentation, a grounded theory approach to boundary spanning is proposed using the
Dirkx and Austin (2002) model as a compass to navigate between and among types of learning and development,
focus of interest, and context. Future research directions for both continuing professional education and human
resource development will be proposed.

Invited Reaction: Orienteering for Boundary Spanning: Reflections on the Journey to Date and Suggestions for

Moving Forward
Alice Salzman, Northwestern University
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Corporate Universities v Traditional Universities: Comparison through Published
Organisation Documentation

John S. Walton
London Metropolitan University

Michele C. Martin
HSBC

This paper is a part of an ongoing empirical, multi-modal comparative investigation into corporate
universities in the US and the UK, the first stage of which was reported in Walton and Martin (2000). This
second stage consists of an in-depth comparative study of the aims and objectives of corporate universities
in the UK and US compared to traditional universities by means of mission statements/ guiding principles
and associated documentation obtained from organisational web sites. The research has been undertaken to
enable triangulation with data obtained from other sources.

Keywords: Corporate University, Mission Statements, Traditional University

Dasenbrock (2002) comments that: “references to the corporatization of the university are virtually ubiquitous in the
discussion in the humanities about vectors of change in higher education”, a process that is being resisted by
beleaguered humanists who are as decisively outnumbered as the Spartans were at Thermopylae. (p.1). From his
perspective the phrase “corporate university” is a way of expressing that traditional universities are far more
concerned with issues of profit and loss and competing in the marketplace than they were a generation ago. He
alleges that the University of Phoenix in the United States is the icon of this shift, and that it is literally a corporate
university. In reflecting on the core purpose of so-called traditional universities he goes on to differentiate between
“credentialising” universities - where the student is purchasing essentially a credential not an education - and
“research” universities.

This connotation is different to the dominant discourse in the HRD field on the subject of “corporate
universities”, where commentary has focused on their emergence and rapid growth in the corporate world in recent
years. Walton (1999) observed that “inspired by an original idea generated at the Walt Disney Corporation, the
notion of a corporate university is becoming increasingly fashionable as an overarching designation for formal
learning and knowledge-creating activities in an organization” (p.412). In 1990 there were held to be some 400
corporate universities of this type in existence, primarily in the United States. According to Corporate University
Exchange (CUX), a New York consultancy firm that specialises in supporting corporate university development, this
figure had risen to 2,000 by 2001. Heller (2001) forecasts that by the year 2010 the figure will have risen to 3,700.
There is also evidence of this becoming increasingly a global phenomenon, with, for example, eight corporate
universities reported in Germany. A number of definitions have been provided for a corporate university, of which
the following are typical:

The strategic umbrella for developing and educating employees, customers and suppliers in order to
meet an organisation”s business strategies. In a corporate university employees build individual and
organizational competencies, thereby improving the company”s overall performance. (Meister 1998)

A corporate university is a function or department that is strategically oriented toward integrating the
development of people as individuals with their performance as teams and ultimately as an entire
organization by linking with suppliers and customers, by conducting wide-range research, by
facilitating the delivery of content, and by leading the effort to build a superior leadership team.
(Wheeler 1998)

A CU is an educational entity that is a strategic tool designed to assist its parent organization in
achieving its mission by conducting activities that cultivate individual and organizational learning,
knowledge and wisdom. (Allen 2002)

Taken collectively, the emphasis is instrumental, a strategic tool for helping an organisation to achieve its
objectives and mission through learning processes. Learning, knowledge, research and wisdom are not perceived by
these writers to be ends in themselves.

Copyright © 2004 J. S. Walton & M.C. Martin
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Problem Statement

These different connotations on corporate universities provide a backdrop to this paper. There have been a number
of academic and other studies that have looked into the relationship between corporate and traditional universities.
Assertions have ranged from future-gazing statements to the effect that corporate universities may become a major
threat to traditional universities as they compete for students and faculty (Thompson 2000), to the view that it is
difficult to establish any relationship between two independent phenomena with different objectives and values
(Blass 2001). Hard comparative evidence has been difficult to find, and reported case examples have mostly been
small in number and based upon convenience sampling in one country. On the whole, the academic studies have
treated the corporate universities as an emergent phenomenon that have to justify their claim to be a “university” and
have treated the so-called traditional universities as relatively fixed in their aims and objectives. A number of
questions remain unresolved. Is there any evidence of convergence of outlook between entities coming from
different roots and traditions, yet drawing upon the same overarching designator for their activities? If there is
evidence that traditional universities are becoming more “corporatised” and instrumental in approach, is this
reflected in their expressed aims and objectives? If the corporate world is drawing upon terminology historically
reserved for the academic arena, is this reflected in the published purpose statements of their “universities”?

Theoretical Framework

The ethos behind traditional universities has been discussed over the centuries since their origins in the Middle Ages
when teaching was viewed as a commodity like any other and it was expected that new students would sample
lecture courses before making their academic purchases (Cobban 1999). Newman (1853) defines a university as “a
place of teaching universal knowledge”(p.1) and contends that “the very name of university is inconsistent with
restrictions of any kind” (p.25). This has led to the espoused views that, ideally, a university should provide a
sanctuary for democratic principles, uphold uncensored expression, and encourage the unfettered exchange of ideas
and the right to dissent under the name of academic freedom.

Virtually all of contemporary universities fulfill at least three missions or purposes, regardless of nationality or
prestige: teaching, research and public service (Perkins 1973) although the balance between these and their practical
expression vary considerably. American higher education in particular is held to have a bewildering variety of
institutional missions and objectives, a fact which Graham and Diamond (1997) commented on as being probably
one of its greatest strengths. In the UK at the time of writing there is a hot debate over whether there should be a
differentiation between teaching universities and research universities, with only the latter being entitled to public
funding for research.

A number of commentators has suggested that in the context of the corporate university, the term university is
used more for its aspirational and symbolic connotations to position of learning activities within an organisation than
for any attempt to replicate traditional university practices or values (Thomas 1999, Walton 1999). Walton (1999)
argued that virtually no corporate university would meet the requirements set out in dictionary definitions of the
word “university”, nor would they wish to. Walton and Martin (2000) pursued this in their UK empirical study that
evaluated the extent to which corporate universities meet the criteria conventionally associated with “university”.
Criteria used were “sponsorship of research”; “openness of access”; “focus on education” as opposed to “training”;
“provision of high level qualifications”; “evidence of scholarly activity and independence”. They concluded that:

Despite adopting the university label, and in some instances a faculty structure, the corporations
studied did not achieve the curriculum range, broad-ranging academic expertise and research
sponsorship of a conventional university; in many instances, developing partnerships with higher
education to overcome this deficiency. The study brought to the fore the inevitable difference between
the performance-driven learning imperative for corporations and the independence of thought required
of a true academic community (p.9).

Blass (2001) conducted an exploratory study into differences and similarities between CUs and traditional
universities. The criteria she adopted for her comparison were: origins from which universities took their title;
historical development; aims and outcomes; level of education aspired to; size and diversity of student bodies;
knowledge generation; issues surrounding ownership and control including notions of academic freedom; and
linkages with other public universities. She concluded that finding any similarities at all was difficult. She also
concluded that many of the corporate universities approached were often unable to answer her questions, as the
issues had never previously been considered. Her overall conclusion was that the corporate university and public
university are two very different configurations that will always remain separate entities. She also commented that
corporate universities are eroding the value of traditional universities by taking on the title of “University”. In the
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UK she had difficulty in identifying which organizations had a corporate university and only investigated two in
detail. Thompson (2000) identified a common focus on lifelong learning as the only point of similarity with
traditional universities. He also suggested that corporate universities should be perceived as a source of support to
their counterparts in that they provided more than “20% of the voluntary support for higher education in the United
States” (ibid. p.327).

Terminological confusions bedevil this field. Not all organisations that claim to have a corporate university use
the term “university”. In the UK there are some legal restrictions on its use. “Academy”, “Institute of Learning”,
“School of management”, “Learning network”, “College”, “Business learning” are all featured labels of
organisations operating as members of Corporate University Exchange (CUX.). There is also a propensity to changes
in nomenclature or even disappearance, especially within the CU arena. During the period covered by this study,
Deutsche Bank dispensed with its CU and the Arthur D Little CU was acquired by Kaplan Higher Education, a
division of Kaplan, Inc., which is a wholly owned subsidiary of The Washington Post Company. As a part of the
agreement, the name of the ADL School of Management was changed to the Concord School of Management

In recent years there has been greater clarity on what corporate universities value, with the New York based
Corporate University Exchange introducing in 1999 five criteria for excellence, listed by Murray (2002) as. 1.
Alignment: aligning corporate learning to business strategies. 2. Alliances: developing strategic learning alliances
with external providers. 3. E-learning: creating a learning environment through technology. 4. Marketing: developing
and implementing innovative marketing and branding techniques. 5. Measurement: measuring the value of an
organisation”s investment in learning. This would seem, at face value, to reinforce that corporate universities are
different beasts to traditional universities. In order to obtain stronger empirical data, this paper has reviewed
published statements such as mission statements, core values, guiding principles, aims and objectives from a sample
of traditional universities and corporate universities in both the United States and the UK.

Such published documents from organisational web sites could be termed “value oriented texts”, designed to
communicate with a range of internal and external audiences. They include core values and guiding principles; vision
and mission statements; aims and objects. Such public expressions of what the organisation holds dear have become
endemic in organizational life, although they can be perceived at one level to be no more than rhetorical declarations
of intent, examples of “espoused values”, as opposed to “theory in use” (Argyis & Schon 1978). It was not the
purpose of this research to establish whether what was written was replicated in practice, rather to establish a
tangible source of data that could legitimately be used for purposes of comparison. David (1989) and others refer to
mission statements as being distinctive to each organisation. However, the research looked for areas of similarity as
well as difference, recognising that “organisational mimetics” and “institutional isomorphism” (DiMaggio & Powell,
1983) could lead to common areas of focus.

King and Cleland (1979) list as the espoused reasons given for organisations having mission statements: 1. to
ensure unanimity of purpose within the organisation; 2. to provide a basis or standard for allocating organisational
resources; 3. to establish a general tone or organisational climate; 4. to serve as a focal point for individuals to
identify with the organisation”s purpose and direction; and to deter those who cannot, from participating further in
the organisation”s activities. 5. to facilitate the translation of objectives into a work structure involving the
assignment of tasks to responsible elements within the organisation.6. to specify organisation purposes and the
translation of those purposes into objectives in such a way that cost, time and performance parameters can be
assessed and controlled.

David (1989) identifies from a content and statistical analysis of seventy-five mission statements that were
obtained from chief executive officers of large companies the following nine areas of focus.l.Customers. 2.
Products or services. 3. Location. 4. Technology. 5. Concern for survival. 6. Philosophy. 7. Self-concept.
8. Concern for public image. 9. Concern for employees. He goes on to argue that mission statements should
1. Define what the organisation is and what the organisation aspires to be. 2. Be limited enough to exclude some
ventures and broad enough to allow for creative growth. 3. Distinguish a given organisation from all others. 4. Serve
as a framework for evaluating both current and prospective activities. 5. Be stated in terms sufficiently clear to be
widely understood throughout the organisation.

Johnson and Scholes (1999) respond to criticisms that such statements are bland and too wide-ranging by
commenting that it might be politically necessary to have published statements with which most if not all
stakeholders can identify (p.243).
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Methodology

For sampling purposes the population was first stratified, and then randomized. Thus, for traditional universities, the
first stratification was between the UK and the US, and then within each country further sub-divisions were
undertaken. In the UK 20 universities were initially sampled which was 15% of the total population. The 40
universities sampled from the US constituted just over 1% of the total population of 3,500 universities. This
difference between the two countries was discussed by the researchers at the outset, and reviewed at various stages of
the study, but it was always the intention to engage in non-probability sampling and not engage in a statistical
analysis. Issues that were considered were that the primary methodology of content analysis is notoriously time
consuming and that there was anxiety that the volume of data could become unmanageable. From the standpoint of
the overall research project, this was always seen as a relatively small part of the investigation confirming or
otherwise data obtained from fieldwork and the consistent conclusions being drawn in the literature that corporate
and traditional universities were different types of entities. Had the findings in any way presented unexpected or
interesting new data about the traditional universities then further sampling would have been undertaken. But by far
the most significant reason influencing judgment over whether to engage in probability versus non-probability
sampling concerned the corporate universities. Here appropriate web site data was patchy, subject to significant
change over the course of the investigation, and in some instances non-existent, and the number of reported CUs was
rapidly increasing over the course of the investigation. Web sites were randomly accessed until a sufficient number
was reached from which meaningful comparative data could be obtained.

Using the terminology of Carley (1990), the original intention was to subject the texts from each institution to a
conceptual content analysis in which both the existence and frequency of terms and associated constructs was
elicited, coded and compared. This was the approach followed by David (1989) who subjected to a simple content
and statistical analysis, seventy-five mission statements that were obtained from chief executive officers of large
companies. However it quickly became apparent that the existence or otherwise of terms was sufficient for the
purposes of coding and demonstrating similarities and differences between traditional and corporate universities.
This was then followed by a relational analysis, in which the context in which terms were used and their relationship
vis-a-vis each other was established and compared, where apparent areas of similarity emerged. The constructs
identified by Walton and Martin (op cit.) were used by the authors as the initial basis for coding, but were modified
and added to in accordance with the findings from the textual analysis. A variant of discourse analysis was used to
identify key concepts, isolate and establish frequency of categories and themes that emerged from both the traditional
and corporate university texts. Key themes and messages of each in turn were then compared and contrasted.

Findings

Each of the UK universities from the original sample had a web site that gave a clear indication of its value
orientation. There was less consistency in the US universities, perhaps reflecting the conflict between academics and
top management of what a university is about that emerged from the literature. The corporate university web sites
were very variable in the volume and quality of information provided. Figure 1 is a simple content analysis of key
terms that were identified, based on those universities from which appropriate data could be obtained.

Following the notion of institutional isomorphism, the higher level of congruence in traditional universities is
not unexpected. Collectively, they have been in existence over a far longer period of time than their corporate
university counterparts. But mere words in themselves can be deceptive — it is the context in which they are used
that adds significance, the words they are associated with, and the meanings attributed. It is this realisation that
underpins the relational approach to content analysis (Carley, op. cit.), and is essential to understand in comparative
studies. As discovered in the Walton and Basra (2002) comparative survey of continuous improvement initiatives,
the same word can denote very different things, both within and across organisational settings. Prior (2003)
reinforces the perspective that textual analysis needs to attend to the “full pattern of referencing between objects
cited” (p.122).
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Figure 1. Comparative Analysis of Key Terms used by Traditional and Corporate Universities

—{EICorporate University B Traditional University }7

n.1 = 60 Traditional Universities (40 from US and 20 from UK); n.2 = 40 Corporate Universities

Table 1. Terminology Usage

Corporate Universities Traditional Universities
1. Learning referred to by 78% of those sampled 1. University referred to by 90% of those sampled
2.Development referred to by 61% of those 2. Research referred to by 77% of those sampled
sampled 3. Knowledge referred to by 67% of those sampled
3. University referred to by 50% of those sampled 4. Education referred to by 60% of those sampled
4. Training referred to by 45% of those sampled 5. Teaching referred to by 58% of those sampled
5. Education referred to by 33% of those sampled 6. Scholar/scholarship referred to by 58% of those
6. Knowledge referred to by 28% of those sampled sampled
7. Research referred to by 17% of those sampled 7.Learning referred to by 56% of those sampled
8. Teaching referred to by 17% of those sampled 8. Community referred to by 54% of those sampled
9. Tradition referred to by 17% of those sampled 9. Society referred to by 46% of those sampled
10. Quality referred to by 44% of those sampled
No other term was used more than by more than 12% 11. Intellectual referred to by 40% of those
sampled
12. Development referred to by 39% of those
sampled

13. Freedom referred to by 27% of those sampled
14. Tradition referred to by 19% of those sampled

Below are some examples that are derived from the comparative analysis. By far the most common term used
by corporate universities was “learning”, referred to in 78% of the CUs sampled. By comparison, usage of “learning”
in traditional universities was about 56%. Below, in Table 2, are some typical examples of the context in which
these words are used.
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Table 2. “Learning” as Referred to in the Data Sample

Traditional - “seeks to establish a learning culture in which teaching and research of the highest quality are able to
flourish equally” (University of Kingston, UK). “To support scholarly learning is the central mission of the
University” (Syracuse University, US). “In the interest of learning and in recognition of the special role that society
assigns to universities, we make parallel and inseparable commitments to teaching and research” (Case Western
Reserve University, US)

Corporate - “Learning is a key part of our competitive advantage. To build that advantage and exploit it to enhance
our employer brand we have created the BT Academy” (BT Academy, UK). “Where Learning never ends - The
Tennessee Valley Authority, like most businesses today, operates in a constantly changing environment and must
constantly reinvent itself to survive and thrive. At TVA, we view employee training as a tool that helps us achieve
this. TVA University — our learning system is organised with that in mind” (TVA University US). “Oracle University
offers a full range of organisational learning services and training products. By bundling services and training
methods, we can give you maximum effectiveness and maximum value” (Oracle University US).

“Learning” within the traditional university is here associated with “scholarly” activity and a “teaching and
research” culture” giving a meaning oriented towards intellectual pursuits and a means unto itself. “Learning” within
the corporate university is here associated with “competitive advantage”, “survival”, “effectiveness” and “growth”
giving a meaning oriented towards the bottom line and a means to an end.

The words “develop”/ “development” represent the second highest word used within the corporate universities”
sample and were referred to 61% as opposed to 39% in traditional universities. Many different connotations

emerged, covering both institutional and personal aspects. See Table 3 for examples of usage.

Table 3. “Development” as Referred to in the Data Sample

Traditional - “To identify new areas of study and research for development and enhancement, responding to
contemporary developments in both the intellectual and national environment” (University of Oxford.UK). “Deliver
that mission by the continuing development of its distinctive academic style, based on a belief that teaching and
research are enhanced where the application of knowledge to useful ends, is seen as complementing the basic
processes of acquiring and disseminating knowledge” (University of Bath, UK). “The university will provide
personal development and social justice” (London Metropolitan University). “Develop responsible students capable
of critical reasoning and practical action” (University of Plymouth, UK). “Students are the focus of the University as
they seek intellectual, personal and cultural development” (Utah State University, US). In all areas, the goal is to
develop students’ communication and critical-thinking skills, ethical judgment, global awareness, and scientific and
technical knowledge. Students remain the primary focus of the University” (Clemson University US).

Corporate - “The main elements included the development of a corporate-learning database for sharing best practice
and publicising learning resources” (Rover Business Learning UK). “We believe that people starting their careers
will increasingly want to work in companies that make such a commitment to the long-term development of their
employees” (BT Academy, UK). “The Center is recognized as one of the world’s premier facilities for business
education and professional development” (Arthur Anderson, US). “Optimize your return on investment while saving
on employee development” (Oracle University, US).

In this case, our sample of traditional universities shows the word “development” referring to the development
of themes such as a “distinctive academic style”, “intellectual and national environments”, identifying new areas of
study, and personal growth. Our corporate university sample refers to “development” in the context of themes such
as a “corporate learning database” and “employee development”. We get a sense here that development in a
corporate university context is primarily conveying sustainability of the business and is unabashedly corporate-
centric in its usage. We did detect some overlap when talking about staff development. The University of Lancaster
in the UK was typical of a number of traditional universities in seeking to fulfill its mission by inter alia “recruiting,
retaining and developing high quality academic and support staff”.

The word “research” was the second most common term used by traditional universities (77%) as opposed to
only 17% by corporate universities. This supports earlier research reported in Walton and Martin (2000) that found
that only 3 generation corporate universities look toward “sponsorship of research” as a core value. They write that
a 3" generation CU “combines continuous learning with research and technology acquisition and strategic
development focused directly on the local and global needs of the business and employees”. Therefore, the findings
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support the expectation that only a small percentage of the sample held any evidence of corporate universities
utilizing the word “research”. These were most likely to be from CU’s of this 3rd generation classification.

Table 4. “Research” as Referred to in the Data Sample

Traditional - “We are committed to the advancement of knowledge through critical and independent scholarship and
research of international significance” (University of Southampton, UK). “Serve the national, regional and
international communities through: The conduct, dissemination and exploitation of internationally recognised
research and scholarship which increases knowledge, skills and understanding, both for their own sake and as a
means of contributing to economic, social and cultural development” (University of Durham, UK). Because research
is essential to the mission of a land-grant university, Auburn University will continue development of its research
programs. The primary focus of this research will be directed to the solutions of problems and the development of
knowledge and technology important to the state and the nation and to the quality of life of Alabama citizens
(Auburn University, US). “The University is committed to the advancement of knowledge and to the cultural
improvement of society through the production of research and scholarship and the presentation of creative works in
the arts” (Indiana State University, US).

Corporate — “Committed to build a self-sustaining culture of learning and continuous improvement right across the
company through education, training and research in partnership with academia” (BAE Systems, UK). “Learning and
research will be designed to contribute to improvements in healthcare standards” (National Health Services
University, UK). “Air University conducts research in air and space power, education, leadership and management”
(Air University, US).

Table 4 illustrates a different emphasis on the meaning of the word based ----on its context. “Research” in a
traditional university is here associated with knowledge generation and “cultural improvement of society”. Research
for a corporate university is much less aspirational in tone, very pragmatic and applied, and where appropriate to be
done “in partnership with academia”, perceived as a separate entity.

The word “knowledge” represents the third highest word used within the traditional universities” sample and
was referred to by 67% as opposed to 28% in corporate universities. See Table 5.

Table 5. “Knowledge™ as Referred to in the Data Sample

Traditional - “Freedom as a means of advancing knowledge and the continuous development of teaching, research
and scholarship”(London Metropolitan University, UK). “We will seek an environment in which faculty and students
are engaged in the search for knowledge” (Tufts University, US). “Engage in research, artistic and scholarly
activities that advance learning through the extension of the frontiers of knowledge and creative endeavor”
(University of Pittsburgh US)

Corporate - “The promotion of better acquisition and transfer of knowledge within the organization” (Rover
Business Learning UK). “We are a knowledge company working in a knowledge economy and we are deploying
state of the art technology to give our people the learning edge we need" (BT Academy UK). “At TVAU knowledge
isn’t locked behind ivy-covered walls. We believe in giving people training they can use on the job” (TVA
University US). “Building knowledge bridges worldwide to create synergies. The CU aims to promote the
participants” strategic orientation, competencies and capabilities to achieve the strategic goals” (Schering US).

LI T3

“Knowledge” in the traditional university is associated with words like “advancing”, “search” and “extension of
the frontiers” implying knowledge is a pursuit that adds to the stock of wisdom and entails profound understanding.
Whilst “knowledge” in the corporate university is associated with “transfer of”, “company”, “economy” and
“strategic goals” and indicates “knowledge” as a business tool aligned to furthering corporate objectives.

One last note of analysis, there was absolutely no evidence (0%) of the use of “intellectual” and/or “freedom” in
any of the corporate universities sampled. Whereas in the traditional universities sampled, “intellectual” and
“freedom” represent 40% and 27% respectively. As stated by Lou Henry Hoover House, President of Stanford
University in 1997, “The traditional university has values that it prizes above all others: freedom (not just academic
freedom), nondiscrimination and equality of opportunity to assure intellectual openness” (House 1997). Perhaps
issues of “freedom” and “intellectual openness” reflect the fundamental differences in espoused value orientations
between a traditional university and one coming that from the corporate world.
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Conclusion

This study gives broad support to other reported findings that corporate universities and traditional universities have
different aims, objectives and values. There is little evidence of convergence of outlook between entities coming
from different roots and traditions. It also reveals a common set of values for traditional universities across the two
countries as seen in the rhetoric, be it old or new universities in the United Kingdom or public or private in the
United States. It reinforces the instrumental orientation that CUs attach to their activities. There is less evidence of
expressed values reflecting the corporatisation of traditional universities. It also demonstrates the importance of
conducting a relational analysis when studying texts, and establishing the context in which words are used. There is
also evidence that CUs are still “feeling their way” in terms of projecting what they stand for. The question remains
as to why corporations feel the need to use academic terminology to justify their learning initiatives.
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This exploratory study examines the HRD role of executive coach and the theories, tools, techniques and
steps utilized by experienced executive coaches in their work with multinational corporations. Executive
coaches identified thirteen approaches to related theories, twelve commonly utilized tools and techniques,
and supported action research as a coaching process model. Additionally, these executive coaches
identified factors contributing to successes and challenges along with projections regarding the future of
this rapidly emerging HRD practice.
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Executive coaching is one of the fastest growing HRD interventions in organizations today (Bennet & Martin, 2001;
Bobkin, 2002; Deane, 2001; Filipczak, 1998; Fulmer, 1997; Hall, Otazo, & Hollenbeck, 1999; Maher, 2001; Morris,
B., 2000; Morris, T., 2000; Peterson & Hicks, 1999; Smither, London, Flaautt, Vargas, & Kucine, 2003).
Coaching’s position in HRD as a legitimate intervention has steadily grown over the past fifteen years (Berglas,
2002). Organizational leaders are looking for qualified HRD professionals to help them improve their ongoing
performance. One explanation for the increase in executive coaching practice are the limitations often presented by
other HRD interventions such as classroom training or interventions involving groups and departments (Peltier,
2001). Although group and large-scale HRD activities are important, they often fail to address specific executive
needs (Conger, 1993; Edelstein & Armstrong, 1993; Filipczak, 1998; Zenger, Ulrich, & Smallwood, 2000).

Much of the current academic coaching literature has explored executive coaching from the perspective of
counseling or clinical psychology (e.g., psychodynamic theory or psychotherapy or behavioral modification) (Foster
& Lendl, 1996; Kilburg, 1997; Laske, 1999; Levinson, 1996; Richard, 1999; Rotenberg, 2000, Sperry, 1993).
Despite a handful of articles examining core approaches associated with executive coaching, there appear to be a
very limited number of articles exploring common theories, techniques, and tools associated with executive
coaching interventions. This paper explores several dimensions regarding the practice of executive coaching
including factors that influence the outcomes of executive coaching and the projected future for this HRD practice.

Purpose of the Paper and Research Questions

The purpose of this paper is to explore the practice of executive coaching with particular emphasis on theoretical
influences, tools, and techniques influencing design, development, and implementation of executive coaching
interventions used by coaches in multinational corporation settings. The research questions include: 1) What theories
influence executive coaching applications?; 2) What tools and techniques are used by executive coaches?; 3) What
are the general steps or processes used by executive coaches?; 4) What factors contribute to the success of executive
coaching relationships?; 5) What factors have hindered executive coaching relationships?; and 6) What is the
projected future for executive coaching?

Overview of Executive Coaching: Review of Current Literature

The notion of coaching employees in an organization can be found in the management literature as far back as the
1950’s (Evered & Selman, 1989). The next two decades found business writers attempting to make connections to
sports coaching. However, several scholars and researchers find athletic coaching to be lacking specific
consideration of complex and unpredictable issues unique to coaching in an organizational setting (Evered &
Selman, 1989; McLean & Kuo, 2000). Currently, we find terms such as executive coaching, managerial coaching,
executive development, and several other derivations of the term to generally imply one of two types of
relationships; a one-on-one relationship with a high level executive, frequently involving an external coach, or a
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relationship involving a manager and his or her subordinate (Peltier, 2001). There are a number of other fields that
use the term coach including: psychology, management training, industrial/organizational psychology, counseling,
adult education and more (McLean & Kuo, 2000). The scope of this paper is limited to an examination of the one-
on-one relationship of an executive and a coach, and the manager-as-coach phenomenon.

Defining Executive Coaching and Executive Coach

Similar to the field of HRD, there is no uniform definition of executive coaching, neither are there universally
agreed upon practices, or aims (Morris, T., 2000). The International Coaching Federation (ICF) defines coaching as,
“...an ongoing relationship that focuses on clients taking action toward the realization of their visions, goals, or
desires,” (Bennet & Martin, 2001, p. 6). Executive coaches approach their work in different ways and are identified
by clients for different reasons. “Some executives use coaching to learn specific skills, others to improve
performance on the job or to prepare for advancement in business or professional life, and still others to support
broader purposes, such as an executive’s agenda for major organizational change,” (Smither, et.al., 2003, p. 24).
Overall, the literature identifies executive coaching to be a short-term, confidential, one-on-one development
strategy featuring a variety of desired outcomes that often depend on client needs and the abilities of the executive
coach. Approaches to coaching executives or managers include assisting them to overcome problems, increase
confidence, solidify new behaviors, increase motivation, and link individual performance with organizational goals
for the primary purpose of achieving better business results (Bobkin, 2002; Ellinger, Ellinger, & Keller, 2003; Hall,
Otazo, Hollenbeck, 1999; Judge & Cowell, 1997; Koonce, 1994; McLean & Kuo, 2000; Mellema, 2001; O’Brien,
1997; Witherspoon & White, 1996).

For the purposes of this paper, executive coaching will be defined as processes and interventions facilitated by
qualified consultants utilizing psychology and other HRD-related knowledge, skills, and techniques to assist
positional leaders in the improvement of individual effectiveness, learning, and performance. An executive coach is
defined as a trained HRD specialist who utilizes knowledge, skills, and techniques from psychology and HRD-
related fields in the design, development, and implementation of individually focused change efforts aimed at
improving executives’ effectiveness, learning, and performance. These definitions contrast from coaching literature
emphasizing feedback techniques by managers in day-to-day manager-employee contacts where the focus of interest
is exclusively on the behavior of the manager in relation to an employee(s). According to Witherspoon and White
(1996), executive coaching leads to: clearer goals and roles, better self-awareness, better support for performance
improvement, shared goals for success, better discovery of developmental needs, and better support for continuous
development.

Gaps in the Current Research

Although the popularity of coaching as an applied field is experiencing growth, research and scholarly writing
on the subject is sorely lacking (Ellinger & Bostrom, 2002; Ellinger, Ellinger, & Keller, 2003; Kilburg, 2000;
MccCall, 1988; McLean and Kuo, 2000; Smither, London, Flaautt, Vargas, & Kucine, 2003). In addition, a study
conducted in 1999 by Personnel Decisions International (PDI) showed that less than 10 percent of organizations
using executive coaches were actually calculating the return on investment (ROI), indicating a lack of informed
decision making (Peterson & Hicks, 1999). Finally, in 2001 Manchester, Inc. conducted what is believed to be the
first major study to evaluate the impact of executive coaching and found the ROI to be almost six times the amount
initially invested by corporations (Business Wire, 2001). While this study, and the popularity of coaching, speak the
perceived value of executive coaching, it is clear that more scholarly research is needed to inform human resource
development professionals regarding related theories, effective practices, and outcomes associated with the
phenomenon of coaching (Ellinger, Ellinger, & Keller, 2003; Kilburg, 2000; McCall, 1988; McLean & Kuo, 2000;
Smither, London, Flaautt, Vargas, & Kucine, 2003).

Role of Executive Coaches from the Perspective of Available Popular Literature

The following section reviews the role of the executive coach as informed from popular literature. Popular
literature is defined as information found in periodicals not typically refereed or perceived to be scholarly in nature.
However, popular literature can be an indicator of key issues that are the focus of HRD practitioners and the
organizations to whom they consult. Three broad roles were identified. They are divided into three broad categories,
(1) Change-Oriented roles; (2) Growth Oriented roles; and (3) Therapist — Change and Growth Oriented Role
Combination.

Change oriented roles. Change oriented roles are aimed at improving certain behaviors or skills (MacRae 2002;
Management Development Review 1997; The Economist 2002; McKee 2003). The executive coach may take the
role of the motivational speaker, performance improvement consultant, therapist, or personal confidant. In the role
of the motivational speaker, the executive coach helps the executive develop the stories that will inspire those they
lead. This role is heavily influenced from the sports psychology arena. From the perspective of change oriented
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roles, the executive coach serves as a content expert hired by the client system to help the executive (Development
and Learning in Organizations, 2003). In this role, the executive coach has a high amount of industry knowledge and
is seen as an expert. The coach has achieved a high level of success utilizing there given formula of success. The
executive coach then teaches/coaches the client to follow and mirror what has made the coach a success. The
reoccurring theme in this style of coaching is, “do what has been successful for me and you too will be successful”.

Growth-oriented roles. Growth oriented roles are designed to sharpen overall performance. In this role, the
executive coach may take on elements similar to the performance improvement consultant (Bergles 2002; Downs
2002; Fisher 2001; Hamilton 2000; Management Development Review 1997; O’Shaughnessy 2001Wozniak 2002).
When operating from this role, the executive coach’s task is to help the assigned executives increase the breadth as
well as rate in which information flows to and from the executive. The belief is that because executives are in high
impact positions, the company is better served if executives maximize their abilities to enable information flow. The
growth-oriented executive coach assists the executives improve their communication skills, improve relationships,
improve behavior, and increase effectiveness. The danger in operating from this role is executive coaches can easily
get trapped into using one methodology. As Bergels points out, “If all you have is a hammer, everything looks like a
nail”

Therapist — Change and growth oriented role combination. The third role is a combination of both change and
growth oriented roles. In this role, the executive coach serves as a personal therapist (Berglas 2002; Development
and Learning in Organizations 2003; Foxhall 2002; Management Development review 1997; McRae 2003; The
Economist, 2002). Elements found in the literature range from helping the executive adapt to change, empathetic
listener, and stress manager. Specifically the coach helps the executive clarify personal and professional goals,
identify the barriers to success, and assist them to remove the mental barriers preventing them from achieving the
identified ideal mental state. In this role the coach “leads” the client and creates an environment that promotes
reflection and encourages self-awareness. This is accomplished first by assisting the executive self-identify gaps
between current performance and future performance and then lead the executive through self-exploration. The
coach increases the executive’s self-sufficiency.

The coach’s primary role is to ask the “right questions” and provide the “right feedback” (MacRae, 2002).
Coaching is a behavioral approach that both the executive and the organization in which the work in benefit from. It
cannot be a one-time event, but rather a strategic process that adds value to the coach and the person being coached
as well as the organization (Goldsmith, Lyons, & Freas, 2000). The danger in most popular literature is that
coaching is positioned as a low cost and time efficient way to “fix” low performing executives. This creates a
dangerous dilemma for organizations whose executive are looking for quick fixes to problems that actually require a
more comprehensive and informed intervention approach. The need for the silver bullet and quick fix solutions has
drawn sports styled coaches to the forefront. If not remedied, the credibility of executive coaching will suffer.

Theoretical Frameworks and Approaches

Action Research as a Framing Process

Action Research (AR) has been identified as an underlying framework for executive coaching interventions.
Rothwell, Sullivan, and McLean (1995) indicated that AR may be used as a specific framework consultants
engaging in individually oriented change efforts. Pareek (1995) identified three action research approaches including
person-focused interventions, participant-active interventions, and consultant active interventions. AR is a
framework for diagnosis, implementation and evaluation of executive coaching efforts. “It allows for collaboration
between practitioner and client throughout the process in order to distribute knowledge and understanding within the
organization” (Cady & Caster, 2000, p. 80). Additionally, AR utilizes well defined data collection and feedback
systems. AR approaches varying from five to fourteen steps (Egan & Lancaster, in press). Most AR approaches
include the following: entry, start-up, assessment and feedback, action planning, intervention, evaluation, and
adoption (McLean & Sullivan, 1989; Egan & Lancaster, in press).
Specific Theoretical Frameworks Influencing Executive Coaching

AR appears to sufficiently describe a preferred course of action taken by an executive coach for a useful
developmental relationship with an executive. However, AR does not make explicit assumptions regarding with
individual development. Although clarification of appropriate steps in the coaching process is an important element
of effective coaching, the nature of the relationship implies that the coach will, in fact must, have underlying
assumptions regarding individual development. Ten applied theoretical frameworks associated with coaching were
identified including: psychodynamic; Adlerian; Jungian; Person-centered; existential; cognitive; behavioral;
systems; feminist; and athletic coaching approaches. Each framework is briefly reviewed below.
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Theories associated with coaching provide distinctive frameworks for the framing of both the client-coach
relationship and the underlying assumptions about the nature of human development. Some perspectives, such as the
psychodynamic, Adlerian, and Jungian approaches presume essential issues such as individual history, family of
origin, or psychological type account for present behavior. Utilizing these perspectives in coaching implies that there
is a need to support the client in developing a basic framework for understanding the interaction between personal
underlying orientations and workplace interactions. Unlike the therapeutic approach from which these frameworks
emerge, coaching applications involve much less emphasis on client self-disclosure and more on assessment
techniques that will support the client’s understanding of some of the underlying workplace and decision-making
issues.

Person-centered or existential view the present with much more emphasis than the three approaches identified
previously. Similarities between person-centered and existential approaches are the focus on personal perspectives
and individual responsibility for challenges being faced by the client. These two approaches often position the coach
as an active listener but more passive talker than other approaches to working with clients.

Cognitive and behavioral approaches overlap in their more directive focus on the part of the coach and their
focus on observable behavioral outcomes as a key indicator for goal setting and measured progress. Behavioral
approaches focus more on the actions of clients in the context of their consistency or inconsistency with desired
outcomes while the cognitive approach explores the manner in which the client has supported or inhibited belief
systems that are either desirable or undesirable. In recent years, cognitive and behavioral approaches have been
combined to cognitive-behaviorist approaches to coaching. These frameworks attempt to provide support and action
planning for behavioral modification or reinforcement while paying attention to self-image, learning, and client use
of the scientific method to solve problems.

Because of their focus on large scale impacts on individual functioning, systems and feminist perspectives
overlap. Both perspectives insert an assumption involving interconnectedness of the parts of an organization or
system and the potential for those parts to influence individual understanding, and outcomes. Both perspectives
believe in the need to take a nonlinear approach to engaging a specific problem or issue in an organizational context.
The departure between systems and feminist approach is at the point of causality, as feminist perspectives have a
more narrowly defined set of explanations for the manner in which a system operates and by which outcomes occur..

Finally, athletic coaching is likely what influenced the term “executive coaching” (Peltier, 2001). Of the
theories identified, athletic coaching is the least well formulated. However, in practice, athletic coaching is the most
frequently used approach of all the areas identified in this study. Some key themes identified by Peltier include: 1)
focus on individual drive; 2) focus on the development and use of fundamentals; 3) utilizing individualized
approaches involving flexibility and ingenuity; 4) setting goals relevant to individual progress versus “top status” or
“becoming the best.”; 5) using visualization; 6) accessing video feedback when possible; 7) learning from defeat;
and 8) focusing on communication, trust, and integrity. Until recently, insights regarding athletic coaching have
been communicated in popular literature and have lacked coherence and scholarly organization. However,
academics in Kinesiology, sports psychology, sports education, and sports management, and in business schools
have begun to assemble more coherent discussions and research associated with theoretical and applied dimensions
of athletic coaching. This literature may provide more specific conceptualizations of the influences of athletic
coaching approaches to theory and practice in other realms of human development.

Methodology

This study was descriptive and exploratory. Two major methods of data collection were used: semi-structured face-
to-face interviews and e-mail follow-up. The first stage of the study was in-depth, semi-structured face-to-face
interviews with executive coaches. For the purpose of this study, multinational corporations are defined as
businesses with an origin in one country, but subsidiaries in multiple countries. Twenty-two executive coaches with
current coaching relationships involving several executives from multinational firms participated in the study. The
data accessed through the interviews consisted of words in the form of rich verbal description (qualitative) as well as
numerical description (quantitative). The quantitative data provided specific detail regarding activities and
perspectives captured in the interviews, while the qualitative data provided specific description and context. Follow-
up questions were sent via e-mail to participants asked for clarification regarding one-on-one interviews as well as
reactions to data collected from all interviews. Both responses to clarifying questions as well as respondent reactions
to the data collected overall were incorporated in the analysis and reporting for this study.
Population and Sample

The respondents for this study working primarily with multinational corporations and who had over twelve
years of experience coaching managers and executives from a variety of cultural, ethnic, and national backgrounds
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were all members of the ICF, had home bases in the Midwestern US, traveled to other US regions and
internationally to provide coaching for executives. Participants were selected from a conference attendance list.
Twenty-six executive coaches were identified to have a geographical location convenient for the researcher. Of the
26 executive coaches contacted, 22 met the criteria for the study and agreed to participate. The identified criteria for
inclusion to the study were: (a) participants must have at least twelve years of executive coaching experience; (b)
participants must be working regularly with multinational corporations; and (c) participants must coach executives
with a variety of ethnic and national identities. Participants provided brief biographies as part of the interview
process. Of those participants interviewed, ten executive coaches had formal training in counseling or psychology,
twelve did not. Fourteen had experiences prior to becoming coaches in which they worked for-profit business and
industry (with six having worked with large multinational firms prior to becoming executive coaches). Twelve
participants were female, ten were male, fifteen were Caucasian, two were Hispanic, four were African-American,
two were Asian-American. Nineteen of the participants were born in the US and nine had lived in at least one other
country for a period of one year or more. All had done executive coaching work outside of the US.
Data Analysis

The data from the interviews were content-analyzed. Content analysis is an analysis technique used to
systematically examine the content of communications—in this case, interview data. Data obtained from interviews
were analyzed quantitatively and qualitatively. Qualitative data in the form of descriptions and examples were used
to provide basic research evidence, while quantitative data (frequencies and percentages) were used to support
qualitative data. Reliability was further explored by the inclusion of an outside person who was an experienced
executive coach and researcher. The interpretation and ratings of the frequencies and emergent themes were
reviewed for five randomly selected interviews and related correspondence. Interpretations and results similar to
those of the research team were produced.

Results

Participants in the study were asked to describe their domestic and international executive coaching experiences (the
previously identified definition of executive coaching was used for this study) for the purposes of answering the
research questions identified above.
Coaching Processes

Study participants were asked to identify those steps they typically took from the beginning to the end of a
coaching relationship. A content analysis from each face-to-face interview involved the identification and
categorization of the steps identified by each participant into an existing AR model. The steps identified from the
analysis were crosschecked with the interviewee to ensure accuracy. A tally of the steps identified is found below
(Table 1).

Table 1. Use of Action Research Steps (n=22)

Action Research Steps Formal No Formal Total %
(in order of AR model steps) Psychology Psychology
Training (n=10) Training (n=12)

1 Entry 10 12 22 100
2 Start-up 10 12 22 100
3 Assessment & Feedback 8 7 15 68
4 Action Planning 5 6 11 50
5 Intervention 6 7 13 59
6 Evaluation 6 6 12 55
7  Adoption 10 12 22 100
8  Separation 10 12 22 100

Theoretical Influences

The study participants were provided a list of ten theoretical perspectives associated with executive coaching
(Plunkett & Egan, 2003) and asked to identify those that had influenced their approaches to executive coaching.
They were also asked to add any additional frameworks or concepts (“eclectic,” “none” and “other formal
framework(s)” were added). Participants reported having a variety of exposures to theoretical frameworks associated
with psychology and executive coaching. As might be expected, those who had formal training in counseling and
psychology (n=10) identified theoretical frameworks to be more important in the shaping of their executive coaching
practices than did those without formal backgrounds in psychology (n=12).

1-2



23

Table 2. Theoretical Frameworks Influencing Coaching Practices

Theoretical Frameworks Formal No Formal Total %

Psychology Psychology

Training (n=10) Training (n=12)
1 Eclectic or Drawing from Several Frameworks 10 11 21 95
2 Behavioral 10 10 20 91
3 Cognitive 9 6 15 72
4 Other Formal Framework(s) 9 6 15 68
5  Person-Centered 7 6 13 59
6  Existential 5 4 9 41
7 Jungian 5 4 9 41
8  Systems 5 3 8 36
9  Feminist 3 3 6 27
10 Athletic Coaching 2 3 5 23
11 Psychodynamic 2 0 2 9
12 Adlerian 1 0 1 5
13 None 0 1 1 5

Tools and Techniques

Twelve tools and techniques utilized in executive coaching were identified by participants. Executive coaches
made connections between their approaches and their outlooks on how executive coaching should be approached.
With the exception of listening, questioning, paraphrasing, and goal setting, executive coaches identified the use of
tools and techniques to be circumstantial and dependent on the client’s identified interests and needs. Many coaches
indicated that they consider at least parts of their approaches to be unique to them or utilize proprietary information
either developed by them or copyrighted by an organization with which they have affiliation.

Table 3. Tools and Techniques Used in Coaching Practices

Tools/Techniques Formal No Formal Total %

Psychology Psychology

Training (n=10) Training (n=12)
1  Listening 10 12 22 100
2 Questioning 10 12 22 100
3 Paraphrasing 10 11 21 95
4 Goal Setting 10 11 21 95
5  Goal Related Measures 8 9 17 77
6  Surveys/Questionnaires or Inventories 7 7 14 64
7  Proprietary Tools/Techniques 7 7 14 64
8 360 Degree Measures/Performance Appraisals 5 4 9 41
9  Reflection 5 4 9 41
10 Reading 4 4 8 36
11 Journaling 4 3 7 32
12 Visualization 2 1 3 14

Pathways and Pitfalls: Conditions Enabling or Restraining Successes in Coaching

Eleven pairs of “pathways and pitfalls” identifying enablers and restrainers of the success of coaches were
identified. Many coaches indicated that the combination of environmental support and individual motivation to
change were essential for successful executive coaching relationships and performance outcomes.
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Table 4. Pathways and Pitfalls Associated with Coaching Relationships

Pathways

Pitfalls

Development of Rapport and Trust between Coach and Client

Mistrust and lack of rapport often associated with lack of
relationship focus or concerns regarding parameters of
confidentiality

Client Initiated or Supported Beginning a Relationship With a
Coach

Third Party Initiated the Coaching Relationship making Client
feel Obligated, but not necessarily motivated to engage in the
relationship

Clients Cultural Background and/or Values Supports the
Concept of Receiving Individualized Assistance from a Skilled
Helper/Coach

Client’s cultural Background and/Values Question whether
working with a Skilled Helper/Coach is Appropriate. Client
Views Coaching as Admission of Weakness or as a Sign of
Underperformance.

Client is Open to Constructive Feedback and Reflective
Support from a Coach

Client is Resistant to Facilitated Feedback and Reflection

Client is Active Participant in Self-Assessment Process leading
to the Identification of Tangible Goals the Client is Motivated
to Strive Toward

Client is Inactive or Finds Little Value in a Self-Assessment
Process which May Lead to Unclear Goal Development and
the Minimization of Client Focus Toward Goal Achievement

Client is Willing to Take Calculated Risks

Client is Resistant to Move Beyond a Familiar Comfort Zone

Client Works to Formulate Workable Goals and Objectives

Goal and Objective Development is Unclear, unrealistic or
poorly defined

Client Creates Coaching Schedule and Makes Regular Contact
with Coach

Client Manages Coaching Relationship Inconsistently and
Does not Meet Regularly with Coach

Client Seeks Confirmation and Support for Behavior Changes
Initiated During the Change process from Support Network

Client is Inactive Between Meetings with Coach or does not
seek to develop and effective support network

Client Adopts both new behaviors and an understanding
regarding the initiation of change independent of the coaching
relationship

Due to overdependence or lack of connection, client is unable
to adopt new behaviors or to engage in an independent change
process

Client Engages in Clear Closure with Coach Seeking Mutual
Understanding Regarding Separation

Client Engages Separation Abruptly with No Interpersonal
Engagement with Coach or Movement Toward Closure

Future Trends and Outlook of Executive Coaching

In general, executive coaches were optimistic about the future of executive coaching. Most felt that although

some approaches to executive coaching could be identified as “fads” or “trends,” the HRD practice of executive
coaching was perceived to be a long-term intervention approach that will be around for the foreseeable future. The
most frequently identified future trends were: 1) internet, phone, and web-based coaching; 2) more in-depth
coaching certification; 3) exploring return-on-investment; 4) cultural awareness training for coaches; 5) individual-
group coaching for executive teams; and 6) using appreciative inquiry in coaching.

Conclusion

This study reviewed available executive coaching literature, confirmed the use of an AR approach by participating
executive coaches, supported the use of several theoretical approaches utilized by coaches, identified twelve related
tools and techniques, clarified conditions typically enabling or restraining the successes of coaching relationships,
and identified six future trends associated with executive coaching. Although not generalizable, the findings from
this study contribute additional insight into this frequently utilized, but understudied HRD practice.
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Multinational student involvement has emerged as an important feature to United States (US) education providing
mutual benefit. Rudenstine (1997) noted, “There is simply no substitute for direct contact with talented people from
other countries and cultures. We benefit from international students; they drive research and teaching in new
directions that are very fruitful” (p. 3). The numbers of international students attending US universities has been
expanding continually with only a recent downturn due to post-September 11™ reactions by the US government.
From 1954 to 1997 international college and university student enrollment increased by 1,200 percent (Davis, 1997)
and the overall growth remains relatively stable into the new millennium.

Along with dramatic growth, the demands on colleges and universities to provide services and support to
international students from a myriad of backgrounds has increased. This numerical growth, and the commitment of
many higher education institutions to further increase their student populations, creates complex demands on college
and university service personnel in support of students from around the world. Additionally, by admitting increasing
numbers, colleges and universities have an obligation to welcome, serve, retain, and involve international students
while ensuring that they follow appropriate immigration related procedures (Peterson, Briggs, Dreasher, Horner, &
Nelson, 1999). As the numbers and variety of international students increases, many international student services
(1SS) offices find themselves in need of ways to assess both the status quo and future needs for serving a growing
international student body in an environment with increasing demands. Despite this identified need 1SS offices have
had difficulty integrating evaluation into practice (Tillman, 1990).

Authors of HRD-related research have been active in exploring a wide array of approaches and contexts
associated with evaluation as an important step in the performance improvement process (Nilson, 1999; Pedler,
2002). This study explores the growing arena of international student services (ISS) offices in college and university
contexts with particular focus on improvement-oriented evaluation implemented in an ISS office at a university in
the central US. A review of the literature and discussion of the evaluation of an ISS office conducted by the authors
precedes an exploration of more general need for comprehensive ISS evaluation approaches.

Problem Statement

Throughout the US, ISS offices are adjusting to the increased workload caused by changing immigration regulations
that involve tedious monitoring, increased reporting, and greater demand in the advising of international clientele.
As with most university offices that serve students, international student services offices strive to provide quality
service; however, the new demands to meet federal regulations, coupled with limited resources, have caused great
strain. Like other organizations, university international student services offices are struggling to survive amidst
ongoing change. The use of assessment and evaluation is thought to assist organizations to increase their overall
effectiveness (Rothwell, Sullivan, & McLean, 1995). However, training of 1SS employees often does not include
education in evaluation or related areas.

Copyright © 2004 Laura Hammons, Yi-Hsuan Lee, Ralitsa Akins, Usha V. Somasundaram, & Toby Marshall Egan
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Purpose and Research Questions

This study explores the use of an evaluation approach by researchers of an international student services office
housed within a public university in the central US to explore international student satisfaction of an ISS office. We
explore what was learned through the evaluation process, actions taken by stakeholders in response to evaluation
and feedback, and suggestions for general approaches to ISS evaluation. The research questions forwarded in this
study include: (1) What are the critical elements or framework(s) identified in the literature for the evaluation of
student satisfaction within a college or university international student services office?; (2) What is the applicability
of evaluation findings in the current case study to performance improvement? (3) What are some of the unique
challenges and opportunities in conducting evaluations in ISS contexts and what considerations should be made?

Review of Literature

The following section provides a review of related literature associated with this study, including literature on
Student Services, Student Affairs, and HRD Assessment and Evaluation.
Student Services

Although there have been several HRD publications exploring student related issues, we found only one student
services related article in the HRD literature. Brewer and Clippard (2002) explored burnout, and job satisfaction of a
population of general student service workers at a large US university. Findings from this study indicated a
significant inverse relationship between emotional exhaustion and job satisfaction, a significant positive relationship
between personal accomplishment and job satisfaction, and an overall significant relationship between three
identified components of burnout and job satisfaction among student support personnel.

A review of student services literature revealed few studies applicable to assessing the adequacy of services to
international students by ISS offices. One relevant study by Selvadurai (1991) assessed the adequacy of academic
and personal services to international students attending the New York City Technical College (NYCTC), City
University of New York. Survey results showed that students were not satisfied with academic services provided in
any of the areas surveyed (English language proficiency, academic advisement, instructional practices, format of
examinations, and grading practices). In the area of personal services (finances, cultural adjustment, and personal
problems) satisfactory levels of services were found only in the areas of financial aid, immigration, and tax
counseling. Selvadurai noted that the study based its conclusions on the perceptions of international students on the
selected variables and that different samples studied at a different time might reveal different results. Selvadurai also
concluded that, because international students’ needs change, dependent on a number of factors, ongoing assessment
of student satisfaction is necessary.

Tillman (1990) argued that, in many cases, higher education institutions that enroll international students do not
provide the necessary support services to meet the needs of this unique group and that “[t]he development of
effective support services for international students is tied to the commitment of the college to an overall strategy
and set of clear goals in support of international education activities” (p. 97). The need for the designation of a
specific unit to be responsible for coordinating the services provided to international students was identified as one
of the determinants in gauging the effectiveness of services to international students along with provision of services
to encompass international students’ experiences—from arrival to the US and arrival on campus through students’
pursuits of studies and their preparation for return home (Tillman, 1990). According to Tillman (1990) the ideal
array of services should include: 1) administration of the foreign-student advising office; 2) consultation and
advisement with faculty and staff; 3) development of programs; 4) participation in academic-guidance programs; 5)
coordination of financial aid; 6) fulfillment of immigration requirements; 7) advising and counseling, 8)
coordination of community relations; 9) development and support of student activities; 10) maintenance of liaison
with non-university agencies; 11) coordination of response to emergencies; and 12) provision for personal services.

The Student Services Program Review Project (SSPRP) (1986) was a unique, voluntary effort on the part of
many California community colleges. Its purpose was to develop evaluation models to measure the efficacy of the
various student services programs provided by the colleges. The SSPRP included the development of evaluation
models, data collection, data analysis, and information-reporting procedures that could be widely disseminated for
use in community colleges. The SSPRP study notes that there are certain criteria, which are essential to any
evaluation. These include: 1) the evaluation should produce information which is useful to the program participants,
administrators, and other intended users; 2) the program evaluation should be developed so that it can be done
within the resources of the institution; 3) the evaluation being conducted should be appropriate to the institution and
to its purposes; the college should be asking questions to obtain the appropriate information; and 4) the evaluation
should be conducted with concern for attention to validity and reliability of the data being collected (p. 99)
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The ISS office at a large US university was the target of this study. Samaha (1997) recognized that ISS is a
service provider to a unique population with special needs. Samaha identified four key issues that need to be
addressed by international student services offices: academic, legal, economic, and social. Major differences
addressed by international student services offices are related to institutional foreign academic credentialing systems
(study requirements, course equivalents, grading systems, etc.), student language proficiency, and perceptions about
relationships with faculty. Additionally, international students face legal problems related to immigration restrictions
and economic limitations related to visa status. Samaha (1997) considered intercultural and cross-cultural
differences, such as moral values, social life, customs, involvement in group activities, and expectations related to
“friendship,” as the most pervasive and overwhelming challenges for foreign students. Thus, international students
have special needs for counseling and help in making adjustments to the change in their academic and social
environment.

Grieger (1996) argued that, in contemporary pluralistic society, educating an increasingly diverse group of
students in multicultural competencies is central to the educational mission of US colleges and universities. Schuh
and Upcraft (2001) presented successful models for the assessment of student services and critically questioned the
rationale, importance, and results of such evaluations. For the purposes of our study we defined assessment as “any
effort to gather, analyze, and interpret evidence which describes institutional, divisional, or agency effectiveness”
and evaluation as “any effort to use assessment evidence to improve institutional, departmental, divisional, or
institutional effectiveness” (Upcraft & Schuh, 1996, pp. 18-19). Upcraft and Schuh (2001) referred to designing an
evaluative investigation in academic settings as an art, where the translation of logic into procedure depends upon
context, purpose, and the expected payoff. Thus, meticulously following the scientific study design and
methodology may be inadequate in guiding the evaluation process; for any evaluation study many good designs can
be proposed and both, qualitative and quantitative research methods would provide useful information (Upcraft &
Schuh, 2001).

Student Affairs

The role of student affairs in supporting international students through campus programs has been identified by
Peterson et al. (1999) to: recruit, provide a welcoming environment, develop exchange relationships between US
and international students, support intercultural development of US services personnel, and to create co-curricular
experiences focusing in multicultural awareness and exchange. Although international student services offices face a
number of unique challenges, they also bear a number of similarities to other student oriented university functions.
Evaluation studies conducted in this realm may provide insight into assessment within an international student
services office. Mines, Gressard, and Daniels (1982), presented a “metamodel framework for selecting evaluation
models in student affairs and student services in order to assist practitioners in determining the merits, limitations,
and utility of the various models and to guide decision-making of which model to choose in evaluating a particular
program or organization” (p.195). This model provides specific questions regarding the intent, involvement in and
formation of the evaluation purpose and procedures.

Pope (1993) proposed Multicultural Organizational Development (MOD) as a planned, proactive,
comprehensive, systematic, and long-range model for introducing change for student affairs offices committed to
transformation into multiculturalism. Pope (1993) developed a checklist, consisting of 58 items organized in 11
categories, based on MOD theoretical model to serve as a guide in the transformational process. The development of
the checklist followed qualitative rather than quantitative procedures, where each category reflected an issue that has
been repeatedly discussed in academic journal articles. Major categories in the MOD checklist are: mission,
leadership and advocacy, policies, recruitment and retention, expectations for multicultural competency,
multicultural competency training, scholarly activities, student activities and services, internship and field
placement, physical environment, and assessment.

Evaluation

Evaluation has been identified in the HRD literature as a strategic process important to researchers and
practitioners (Holton, 1996; Phillips, 1994; Swanson, 1994). Systematic evaluation and needs assessment have been
identified as critical to performance improvement efforts, which can be utilized in support of an organization’s
strategy and objectives (Brinkerhoff & Gill, 1994; Robinson & Robinson, 1995). “Evaluation” can be defined as the
process of specifying or identifying goals, objectives, or standards of performance; identifying or developing tools to
measure performance (Gardner, 1977). Evaluation is identification and judgment of actual outcomes irrespective of
goals, standards, etc. and/or the “concerns of constituents”, where the principle focus of evaluation is professional
judgment or an expert opinion of qualified professionals (Gardner, 1977).

According to Philip (1981), the purpose of the evaluation system is intended to aid in improving service (assure
excellence), identifying weak services (those which lack viability), and providing an informed rationale for
administrative decisions regarding expansion, deletion or modification of services The primary use of evaluation is
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to obtain information that will aid the improvement of existing programs and the design of new services and
programs. This information can help administrators, managers, trainers, and designers to make decision about the
future (Pfeiffer, 1988). Stake (1974) proposed a guiding framework for conducting an evaluation. Stake proposed
the “prominent event cycle” to guide any evaluation process: 1) talk with clients, staff and audience; 2) identify
program scope; 3) overview program activities; 4) discover purposes and concerns; 5) conceptualize issues and
problems; 6) identify data needs according to identified issues; 7) select, observe, and analyze data using appropriate
instruments; and 8) prepare and deliver presentations and formal reports. Because the researchers for this study had
limited access, the approach used was implemented with the intent of educating the client as to the importance of
larger systematic considerations in both continued evaluation as well as in the utilization of the findings from the
evaluation. The recommended long-term approach is similar to that suggested by McLean and Sullivan (1989), and
Swanson (1994).

Methodology

The approach to evaluating student satisfaction used for this study was a practical approach for ISS assessment. The
research team had representatives from four different countries. This approach explored the perceptions of the
international students, administrators, and support staff of ISS using surveys of ISS stakeholders. The choice of
using a survey was a result of the access and time limitations for this initial evaluation. Given limitations provided to
the evaluation team, surveying was thought to be an important first step helped to collect and document information
about the services rendered to international students at the ISS, and to provide opportunities for clarification of
direction, reasoning, and justification for the activity under scrutiny.

In examining the international student services office under study, we used the steps outlined by Upcraft and
Schuh (1996): 1) define the problem; 2) determine the purpose of the study; 3) determine the appropriate assessment
approach; 4) determine the outcomes; 5) identify control variables; 6) identify environmental variables; 7) select
measurement instruments; 8) determine study population and sample; 9) determine modes of statistical analysis; 10)
develop and implement plan for data collection; 11) record the data in usable form; 12) conduct appropriate
analyses; 13) evaluate the analysis for practical implementations; and 14) develop strategies for utilization of the
results. The outlined model was followed in conducting the evaluation. Some of the steps were modified by the
research team to better fit the office activities that we studied.

Design of Questionnaires

Limited time and the difficulty of in-person access to a large population of international students determined the
web-based survey method as the best option. The survey instrument was developed by the researchers based on the
literature review. The survey was designed and administered to the international student population at a public
university. The survey assessed the 17 closed-ended questionnaire items on a 5-point Likert-type scale, where “1”
represented “very dissatisfied” and “5”represented “very satisfied.” A “non-applicable” answer also was a valid
option. The three open-ended items in the survey instrument were used to request the respondents’ comments and
suggestions. Five experts in the field of human resources and student services were asked to evaluate the content
validity of the survey questionnaires. Ten international students at the university were asked to evaluate the
readability and terminology used in the survey. The final survey questionnaire contained 19 items. Six items were
used to measure the participants’ general perceptions toward the international student services office’s services, and
11 items were used to measure the participants’ satisfaction regarding the programs.

Population and Sample

The international student services office at the university under study approximately 3,500 international
students from over 100 countries. The international student services office staff consisted of ten full-time staff
members: one administrative position, seven advising positions, and three support staff positions. A randomly
selected sample of two hundred and fifty international students was surveyed using an on-line instrument. The
response-rate was 80% with a total of 199 respondents. In order to eliminate any gender or
racial/ethnicity/nationality bias, no information regarding the ethnicity or gender of the participants was requested.
Data Analysis

In order to establish the reliability of the instrument, Cronbach’s coefficient alpha was used to assess the
reliability of the scale and was determined to be .90. The data were analyzed using both quantitative and qualitative
research methods. The quantitative data were analyzed using inferential descriptive statistics (mean, mode, and
frequencies).

Limitations

The results of this study may have been limited by two factors: the disadvantages of using a web-based survey

and the influence of self-report measures. Through the on-line survey, sampling bias may occur since some students
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may be uncomfortable using the Internet. In addition, delivering the items by using an interactive homepage on the
Internet may add bias to student answers (Hanson, 1997). Furthermore, the study is limited to the willingness of the
international students to participate in the study, as it may reflect their perception toward the services of the
international student services office. The finding may also be influenced by the bias present in self-reported
measures (Dooley & Linder, 2003).

Evaluation Findings

The quantitative results indicated that students were most satisfied with the information/news provided and most
dissatisfied with the response time by staff. Responses revealed that students were mostly satisfied with the services;
however, there were a substantial number of neutral and negative responses in each of the areas. Clear satisfaction
was shown in the area of provision of special programs for clientele, degree level changes, and support letters for
international students. Tables 1 and 2 (below) report the results of the questionnaire descriptive statistics analysis.
Throughout the survey, even when the results revealed many “satisfied” responses, a high number of “dissatisfied”
and “neutral” responses could be found. Student responses in the qualitative portion of the survey lent insight to why
this may have occurred.

Table 1. Descriptive Statistics: Student General Perceptions of ISS Service

Items Mean Median SD

Satisfaction with response time by the ISS staff when you requested assistance 2.96 3 1.26
Courtesy and friendliness of the 1SS staff who helped you 3.08 3 1.38
The ISS staff’s overall knowledge in assisting you to identify and resolve your problems 3.24 3 121
Satisfaction with the information, news, and polices that keep you up to date 3.71 4 121
The practices and policies of ISS were consistently applied to all students 3.23 3 121
Your overall satisfaction with the service you received from the ISS 3.04 3 1.26

Note: 1= Very dissatisfied, 2= Dissatisfied, 3= Neutral, 4= Satisfied, and 5= Very Satisfied

Table 2. Descriptive Statistics: Overall Satisfaction with ISS services

ISS services Mean SD Not Applicable (N)
Immigration services 3.14 120 143
Changes of status and degree level changes 3.31 137 147
Transfer to and from TAMU 3.04 121 171
Concurrent enrollment and full course of study waivers 3.14 126 164
Lost document replacements 3.64 126 152
Letters of invitation, certification and expense statements 3.36 122 160
Review and endorsement of immigration documents for travel aboard 3.34 130 146
Personal advising services 3.28 1.16 62
International students liaison services 3.12 1.24 64
Community and campus outreach activities 3.16 111 90
Special programs for international students. 3.52 1.17 63

Note: 1= Very dissatisfied, 2= Dissatisfied, 3= Neutral, 4= Satisfied, and 5= Very Satisfied.

The open-ended responses (N=228) revealed a number of themes: 1) perceived insensitivity of staff to language
and cultural issues (6.9%); 2) long waiting times for appointments/advisors (9.2%); 3) perceived staff knowledge
(20.7%); 4) perceptions of staff being rude and not helpful (20.7%); and 5) low service/dissatisfaction with service
(10.3%). Analysis of historical data kept by the international student services office revealed that there was great
demand placed on the office and very limited resources with which to meet these demands. The international student
services office, in general, faces a number of unique challenges. The ISS must strive to provide quality service to a
large, diverse group, must be able to assist students with a variety of language and cultural barriers, and must serve
students with diverse educational purposes, pursuing a number of different majors and degrees (requiring knowledge
of the various policies and requirement of the different departments and degree levels). In addition, the office was,
during the time of this study, in a time of transition, as new immigration regulations (that required a number of
fundamental changes in the way that the office operated) had recently become effective. Since the office was funded
almost entirely by fees paid only by international students, financial resource limitation was the primary hindrance
in meeting these challenges

Applicability of Findings toward Performance Improvement

The results of the assessment showed that there were a number of issues that warranted further review. First, the
study revealed a need for better communication. The office needed to build staff communication skills in order to be
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able to effectively communicate with students from a variety of backgrounds, cultures, and languages. The study
results emphasized the need for greater cultural sensitivity and better understanding of the cultural needs of the
international student population. Next, clientele perceived that there was a need for improved staff knowledge of
immigration regulations in order to be able to assist with special immigration regulations and requirements. Finally,
access and response time were concerns for international students. The office needed an improved approach to
dealing with student issues (many of which may be time sensitive) by providing greater access to advisors. Based
on the results of the study, the following recommendations were made to the international student services office: 1)
change in workflow; 2) redesign of the office structure; 3) address students’ negative perceptions of the international
student services office; 4) establish consistency in office policies and procedures; 5) increase the capabilities of the
reception desk to meet students’ needs; and 6) increase interaction of international student and staff in informal
settings.

At the conclusion of the study, a presentation was made to the lead administrator of the office. Although her
first response was guarded, the lead office administrator found that the assessment was accurate and would be useful
to the office. The overall response by university administration was very positive and the response by office staff
was mixed. Following the presentation, several changes were made in response to the report. To increase the
capabilities of the reception desk, the office established a drop-off procedure for applications and placed an advisor
at the reception desk. Communication was improved by requiring the use of name-tags, and staffing the reception
desk with advisors on an as-needed basis for enhancing student access to advising resources. The researchers
recommended that a follow-up study be conducted to determine if these changes in the ISS operations have
increased student satisfaction.

The researchers also recommended that further organization development changes be implemented in the ISS.
This study serves as a potential first step in the refinement of assessment tools and processes that could further
benefit the ISS office under study, as well as other university offices. Future work in the development and
improvement of the process reported here is currently underway.

Lessons Learned and Considerations for Future 1SS Evaluation: Unique Challenges and Opportunities

There are three major insights that the researchers believe are important for HRD practitioners in conducting 1SS
evaluations: 1) it is beneficial to take a systems-oriented approach in evaluating ISS offices; 2) evaluation capacity
building is an important long term goal for ISS offices; and 3) continuous improvement in the integration of
multicultural understanding in evaluation and services is essential.
Systems-Oriented Evaluation

As previously mentioned, the researchers in this study approached the initial evaluation with some significant
limitations in terms of access to stakeholders and resources. Despite these shortcomings, the evaluation was framed
as an early stage of a systematic approach to service evaluation (Holton, 1996; McLean & Sullivan, 1989). As
authors featured in our literature review have identified, it is important to recognize that evaluation will have little
impact without being integrated into the larger system. This means that work performance and results must be tied to
areas needing improvement and overall work processes.
Evaluation Capacity Building for Long-term Success

According to Trevisan (2002), the concept of evaluation capacity has just begun to emerge. Milstein and Cotton
(2000) defined evaluation capacity as “the ability to conduct an effective evaluation; i.e., one that meets accepted
standards of discipline” (p. 1). Evaluation capacity building refers to the integration of evaluation into practice in a
manner that includes elements from the following framework recommended by Milstein and Cotton (2000):

e Forces: Policies, tacit expectations, and incentives that drive an organization toward evaluation;

e Organizational environment: Properties of the agency in which evaluation is conducted;

o  Workforce and professional development: The knowledge and skills of those who conduce evaluation;

e Resources and supports: Funding, models, and methods for example, that an evaluator uses to ensure

evaluations are effective and efficient; and
e Learning from experience: Lessons learned during and after evaluation activities that can positively impact
future evaluation work.

By utilizing the above framework as an inventory to identify and assess factors impacting evaluation capacity in
ISS, focused plans to strengthen both future evaluations and the integration of evaluation findings into a
performance improvement system can be accomplished. Without such considerations, evaluations of ISS efforts will
be haphazard and disconnected from meaningful practice activities.
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Extending Multicultural Awareness

As a study team consisting of individuals from four different countries, we would like to highlight the
importance of continuous pursuit of multicultural perspectives in ISS evaluations. Because of the study limitations,
we were unable to utilize demographic information and did not undertake cross-national or cross-ethnic
comparisons. In addition to pragmatic assessment problems such as the manner in which individuals may interpret
survey items intercultural considerations such as those forwarded by Kluckhohn and Strodtbeck (1961) are
important elements to consider during evaluation, analysis, and in taking action to address issues associated with
student questioning and feedback. Kluckholm and Stodtbeck emphasize that individuals vary in the manner in which
they order the complex principles and considerations “which give order and direction to the ever flowing stream of
human acts and thoughts as these relate to the solution of human problems” (p. 4). How respondents organize their
perceptions regarding their primary relationships, community, and authority may influence the way in which they
interpret evaluation questions and processes in which they are involved.

Contributions to HRD

This research filled a gap in HRD research (in regard to evaluation in international student service offices) and
helped the organization to identify the areas, which needed to improve their efficiency. The study helped construct a
framework for assessment through evaluation in international student services office. Evaluation was based on
determining the effectiveness and efficiency of the service provided by international student services offices and
student perceptions about the services rendered by those offices. Scherer (1984) argued that effective HRD
practitioners use their familiarity with the content and the learners (including the context in which assumptions seem
warranted in a particular instance) to explore the importance of any assessment. It was evident from the study that
formal assessment procedures can help in identifying important discrepancies between participants’ current and
desired proficiencies, as perceived by themselves and others. Assessment and evaluation help HRD practitioners to
bridge the gap between the current and desired proficiencies and identify both implicit and explicit needs in
strengthening the organization.

Conclusion

The study revealed that the framework identified by Upcraft and Schuh (1996) for assessment in student affairs is
applicable to the evaluation of student satisfaction within a college or university international student services office.
Evaluation findings did prove applicable, in the current case study for performance improvement within the
organization. The research team was able to use the study findings to identify a number of potential issues. Based
on the study results, recommendations were made for the improvement of the organization. The study identified a
number of unique challenges and opportunities in conducting evaluations in an ISS context. The primary challenge
related to finding a means to assess such a diverse group of students and retrieve accurate results. In addition,
developing realistic recommendations that could be implemented by the ISS office also proved challenging, given
the limited resources of the ISS office. When developing and conducting an evaluation study within an ISS office
both aforementioned issues should be taken into consideration. Furthermore, using a systems-orientation, building
evaluation capacity for long-term success and extending multicultural awareness need to be considered.
Researchers need multi-faceted knowledge and experience, as well as a diversity of practical and theoretical
knowledge. Finally, the high response rate by respondents reveals a great opportunity in conducting future
evaluation studies. Students appear to show great concern and desire for involvement in assisting ISS offices toward
performance improvement.
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Adult and Community Learning in England: A New Era for HRD in the Community?
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Increased policy emphasis on lifelong learning at the European level has been reflected in a drive to
increase participation in learning in the UK, especially through Adult and Community Learning initiatives
that take HRD beyond the workplace. Such an approach is important for promoting social inclusion since
the unemployed are usually excluded from learning opportunities provided by employers. In 2001 a new
framework was established for delivering Adult and Community Learning in England and this paper
reports on the first evaluation of the perceived effectiveness of the new arrangements.

Keywords: Adult and Community Learning, Learning and Skills Council, Local Education Authorities

The research on which this paper is based (Winterton & Winterton 2003) was contracted by the UK Department for
Education and Skills (DfES) to provide a baseline study of Adult and Community Learning (ACL) and explore the
early impact of the new arrangements with the Learning and Skills Council (LSC), which assumed responsibility for
all post-compulsory learning in England in April 2001. The UK Government sees ACL as facilitating wider
participation of hard-to-reach learners, promoting social inclusion and community renewal, and developing the basic
skills that individuals need to be active citizens and to engage in further development to enhance employability and
quality of life. This is the first comprehensive study of ACL in England and was undertaken at an important
juncture as the LSC took responsibility for ACL in conjunction with the Local Education Authorities (LEAS).

Theoretical Framework

The Secretary of State’s remit letter to the Learning and Skills Council (DfEE 2000) describes ACL as a ‘great
heritage ... which developed in the 19" Century, when the pioneering efforts of the community movements helped
many men and women to improve their lives through the power of learning.” The letter states the task of the LSC as
being to build on this tradition to restore a culture of commitment to learning through working in partnership with
others.

ACL is a narrower category than “‘adult learning’ in general. A succinct definition is elusive, but ACL takes
place in a very wide range of settings; local authorities are major players; a strand of social action or regeneration is
often present; much of the learning is non-vocational and non-accredited, though by no means unconcerned with the
skills and employability of individuals; and this mode of learning is particularly suitable for outreach to
disadvantaged people. ACL at its best takes the community aspect as central, and explicitly aims to play a central
role in the efforts of communities to take control of their own destinies, as the report of the Policy Action Team on
Skills, Skills for Neighbourhood Renewal (DfEE, 1999b) argued: ‘Where learning really engages people’s interests,
it can have a pivotal role in helping communities to cohere, to identify what they have in common in terms of both
needs and opportunities and to work together.’

Participation in ACL has significant benefits to individuals, communities and the economy. One survey of ACL
participants revealed that despite largely social, recreational and self-developmental reasons for enrolment, a
significant proportion also had practical and economic purposes in mind. Work on family learning showed that
many of the adults moved into employment from these courses, and those in work progressed to more demanding
jobs. Social and personal benefits are well documented, including health (Aldridge and Lavender 2000) and active
ageing, self-esteem, communication skills, and improvements in family relationships. One of the most important
benefits of ACL is that it provides a route back into more formal learning for individuals who would not otherwise
participate. A further benefit is to cultural infrastructure involving imaginative approaches to learning in museums
and arts centres, which enrich the learning experience for participants and raise interest in the arts within deprived
communities.

Sources of information on adult participation in learning differ by reference period and by the defined scope of
‘learning’. Surveys may take a snapshot of current participation or investigate all learning over an extended period
such as three years. ‘Learning’ may be defined as formal taught provision only, but can also include self-directed
and informal learning. Even broader conceptions of learning are current (Tight 1998a) according to which no adults
are ‘non-learners’ since experiential learning is a daily phenomenon. However, a broadly consistent story of
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polarisation is evident. As the House of Commons Education and Employment Committee (1999) points out, ‘a
side-effect of the substantial improvement in participation during the last two decades has been to widen the gap
between the educational “haves” and the “have-nots”.” This polarisation is confirmed by the National Adult
Learning Survey (NALS), National Institute of Adult Continuing Education (NIACE) surveys (Sargant et al 1997;
Sargant 2000) and a wide range of analyses and independent studies (Field 1999; Gorard et al 1998; La Valle &
Finch 1999; McGivney 2000; Yang 1998).

The first report of the National Advisory Group for Continuing Education and Lifelong Learning, NAGCELL
(Fryer, 1997) identified a number of changes that made lifelong learning (and by implication ACL as one of its
major components) an urgent priority:

Economic globalisation, bringing about a shift in skill needs in the workplace;

Demographic change, particularly in the age and sex profile of the workforce;

New working practices such as team working and flatter management structures;

A decline in unskilled employment;

Greater need for key skills, at all levels;

A need to recognise diversity and a range of cultures, with their associated needs for learning; and

Shifts in traditional employment structures, which have often weakened communities and created a need for
regeneration.

In recent writing on lifelong learning there is a predominant concern with ‘globalisation’, often addressed from
a ‘human capital’ perspective focusing on economic competitiveness, possibly at the cost of curricular breadth
according to critics (Bhola 1998; Ecclestone 1999; Forrester 1998; Giere 1994; Tight 1998b; Uden 1996). The two
core purposes of adult learning — social learning and economic competitiveness — are rooted in the nineteenth
century autodidactic working-class education tradition of organisations like the Plebs League. As W. E. Forster said
in introducing the 1870 Education Bill in the Commons,: ‘Uneducated labourers — and many of our labourers are
utterly uneducated — are, for the most part, unskilled labourers, and if we leave our work-folk any longer
unskilled...they will become over-matched in the competition of the world.” (Fieldhouse 1996). Community
cohesion also features prominently in the literature. Schuller (1998) argues that the postponement of working life
has been mirrored by a de facto reduction in the retirement age. From a societal perspective, not only is human
capital lost when older people are ejected from the labour force, but social capital is eroded as networks and
connections are broken. A learning society requires different patterns of working, which would allow a better mix
of work and education.

Such is the rationale for increased policy emphasis on ACL, and this paper seeks to explore the extent to which
the new policy arrangements in England are perceived as appropriate to achieving these diverse ends, while at the
same time undertaking a mapping exercise and exploring explanations for the patterns of participation in the
provision offered by LEAs.

* S 6 6 o oo

Research Questions

The following research questions were formulated in discussion with representatives of the DfES, the LSC and
LEAs:

¢ What are the main features of the emerging ACL sector?

What is the role of partnerships in developing and delivering ACL?

What are the views on LEA provision from those most closely involved?

What are the views of those most directly involved concerning the role of the LSC?
What are the patterns of participation in ACL and how can they be explained?
What is the rationale for ACL policy in the LEAS?

How is quality of provision assured given the multi-player character of ACL?

How is access and choice of provision guaranteed?

How is coherence of provision assured given the multi-player nature of ACL?
What is the perceived impact of Formula Funding on ACL provision?
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Methodology

The research comprised a questionnaire, administered as a mail survey (with telephone prompts and option of email)
of all 150 LEAs in January 2002, in-depth case studies in 15 LEAs undertaken between March and July 2002 and a
consultation exercise with stakeholders and experts to validate the findings.
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Completed questionnaires were obtained from all but three LEAs (Havering, Isles of Scilly and Torbay), a
response rate of 98 per cent. The survey was designed as a baseline study to establish the mode of delivery of ACL,
especially where there is a mixture of direct and contracted out provision, and to capture LEA perceptions as the
new arrangements with the LSC came into effect. In combination with published statistics and information from
Adult Learning Plans submitted by LEAS to the UK Government, the survey was also designed to identify a range of
LEAs for in-depth study.

Fifteen in-depth case studies were conducted between March and July 2002 in LEAs selected to capture the
diversity of ACL provision in terms of the following characteristics:
¢ Predominant form of contractual arrangement for delivery of ACL (5 LEAs from each of the 3 different groups

of contractual arrangements: direct, contacted out and mixed).
¢ Socio-demographic environment as measured by LEA multiple deprivation index quintile (MDI derived at
LEA level from the official MDI at ward level).
¢ Level of ACL activity (2 LEAs in each of the bands of ACL participation rates identified in the published
statistics (i.e. < 1 per cent, 1-1.99 per cent, etc. up to 6 per cent and above), with three cases drawn from the
modal participation band (2-2.99 per cent).
& Trajectory of ACL provision (capturing increasing, decreasing and constant level of provision).
The characteristics of the final list of LEAs selected for detailed study are shown in Table 1 and are identified
by a code made up of the delivery mode and MDI quintile to preserve anonymity and confidentiality.

Table 1. Characteristics of LEAs Selected for Detailed Study

LEA reference delivery mode MDI quintile participation (per trajectory
cent)

D1 direct 1 2-2.99 constant
D2 direct 2 3-3.99 decreasing
D3 direct 3 4-4.99 increasing
D4 direct 4 1-1.99 constant
D5 direct 5 5-5.99 fluctuating
M1 mixed 1 2-2.99 constant
M2 mixed 2 2-2.99 constant
M3 mixed 3 2-2.99 small increase
M4 mixed 4 0-0.99 constant
M5 mixed 5 0-0.99 -
01 out 1 6 and above constant
02 out 2 0-0.99 constant
03 out 3 2-2.99 constant
04 out 4 0-0.99 decreasing
05 out 5 1-1.99 constant

Sources: Survey of LEAs (2002); Multiple Deprivation Index 2000; SFR (AE1 data) for 1998, 1999, 2000.
Results and Findings

Findings from the research are summarised below under the ten areas relating to the research questions established
above:

The emerging ACL sector
Views on LEA provision
Views on LSC role
Participation in ACL
Rationale

Quality

Access

Coherence

Impact of Formula Funding

L ZER R R R R R R R 4

2-1



37

The Emerging ACL Sector

The study provides a comprehensive picture of the emerging ACL sector in England. The survey confirmed
that ACL is delivered in three different ways: direct delivery; contracted out; and a mixture of the two. For the 143
LEAs where such information was provided and unambiguous, 50 per cent reported that they secure ACL services
entirely through direct provision, 27 per cent entirely through contracted out provision and 23 per cent through a
combination of direct delivery and contracted out (‘mixed’, defined as less than 85 per cent provided through one of
these routes). Taking a more liberal definition of ‘mixed’ (where there is any combination of direct and contracted
out delivery) this category increases to 47 per cent.

Among the direct delivery authorities, the main advantages are control, coherence and QA. The main
disadvantage is the weakness of community and voluntary delivery. The main attractions of the mixed delivery
mode are ability to respond to local needs, flexibility and value for money, while the disadvantages are inadequate
control, insufficient consistency and lack of coherence. In the outsourcing authorities, the main advantages are
enabling the LEA to have a more strategic role, avoiding competition with providers and cost effectiveness, while
the disadvantages are lack of control, inadequate information from providers, insufficient targeting of community
needs and (in contradiction to the above) higher cost of cost of provision.

Partnerships

Irrespective of the mode of delivery or extent of local deprivation, all the authorities studied were involved in
extensive partnerships, with both external and internal partners, for the delivery of ACL. Most LEAs work with
other authority departments in delivering ACL, such as schools, community colleges, youth offending and youth and
community teams, community development and neighbourhood renewal departments, local economic development
and regeneration departments, Libraries, Museums and Music Services.

The quality of the relationships established with partners inevitably varies both between authorities and between
partners within the same authority. The case studies suggest the quality of partnerships is unrelated to delivery
mode, extent of local deprivation or participation rates, but is rather a function of the relationships established with
individuals. However, the range of partners was less impressive in the outsourcing authorities, which tended to
devolve the bulk of activity to relatively few providers.

Views on LEA Provision

In the survey, those responsible for ACL were mostly optimistic about the extent to which their LEAs are
committed to developing appropriate provision and providing the necessary support. Over two-thirds of respondents
felt their LEA monitors participation in learning of target groups; provides HRD to equip LEA staff with the
competence to secure ACL; and demonstrates understanding of the roles of the LSC and DfES regarding ACL
provision. Only a minority of respondents were positive about their LEA’s Information Advice and Guidance,
although there has been significant investment in this area since the survey.

In the case study authorities, perceptions of LEA support for ACL were more varied with a high degree of
concordance between respondents in each case. Where authorities were showing real commitment to ACL and
matching this commitment with financial support, all respondents recognised this. A number of authorities appeared
to have increased their commitment to, and support for, ACL with the advent of the new arrangements for ACL.
Those LEAs that have traditionally shown a major commitment to ACL were continuing to do so and others
demonstrated enthusiasm to put in place new structures and processes to expand ACL, especially in the direct
delivery and mixed delivery authorities. Notwithstanding these encouraging signs of improvement, in half of the
cases, those involved believed there to be little real commitment to ACL, which was viewed as under-resourced and
a poor relation to schools.

Views on LSC Role

In the survey, LEA respondents were more uncertain about LSC activity in relation to ACL since the new
arrangements for ACL were only just in place. Nevertheless, positive views on the LSC role heavily outweighed
negative ones: 74 per cent thought that communication between the LSC and LEA was effective; 68 per cent that the
LSC was promoting partnership working; 61 per cent that the LSC had a clear view of priority target groups; 58 per
cent that the LSC had provided adequate support in preparing their ALP for 2002/2003; and 53 per cent that the LSC
was having a positive influence on strategic planning of ACL.

In the case studies, views on LSC capacity and relations were less clear cut; those interviewed acknowledged
LSC effectiveness and enthusiasm in some areas and lack of understanding in others. The main criticisms were lack
of understanding of ACL by LSC staff and the bureaucracy associated with LSC activity. Most authorities reported
similar concerns over capital funding: purpose-built premises were needed to take ACL into the community and
existing premises needed funding to be made compliant with the Disability Discrimination Act. Since the study
there has been major investment to meet the latter need.
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Participation in ACL

Gauging penetration of ACL services in the local adult population from official statistics is notoriously difficult,
with official statistics expressing enrolments for each LEA as a percentage of the total adult population for the 19-59
age group, rather than headcount per head of population, and some learners may be enrolled on several courses.
Participation rates for November 2001 varied across LEAs: most were in the range 1-4.99 per cent, but twelve LEAs
had participation rates of 5 per cent and over.

ACL participation falls with increasing deprivation (MDI): among the 30 LEAs in the lowest deprivation
quintile, six have participation rates under 1 per cent. However, of the seven LEAS in the top participation band (6
per cent and above), one is in the second to highest deprivation quintile. In the participation band 5-5.99 per cent,
one of the five LEASs is in the second to highest deprivation quintile. Similarly, relative affluence is not universally
associated with high levels of participation in ACL. Most respondents challenged the official statistics and offered
different perceptions of actual participation rates.

Rationale

The rationale for ACL is a function of wider agendas of LEAs and councils, such as promoting neighbourhood
renewal and improving the local economy. All LEAs gave details of activities conducted to analyse needs, such as
postcode analysis and community profiling using census data, but many acknowledged the difficulties and the lack
of systematic plans to meet the needs of target groups.

Notwithstanding local priorities, the case studies show a broad consensus concerning target groups, but exhibit
significant differences in the degree of sophistication and detail, with the outsourcing authorities having much less
well developed mechanisms. No significant differences were apparent in terms of extent of local deprivation or
level of participation in ACL. Specific curricula have been developed to attract certain target groups, mostly
relating to basic skills in combination with other subjects.

Quality

LEAs employ a wide range of processes to achieve improvements in the quality of ACL provision and some are
developing coherent Quality Assurance systems for all Adult Education.

Direct deliverers were perceived as having the strongest QA systems, although LSC respondents felt that there
was room for improvement. LSC respondents working with mixed delivery LEAs had contrasting views about their
QA standards, while LSC respondents for outsourcing authorities thought QA was significantly underdeveloped.
However, many LEAs sub-contracting their ACL work had procedures for monitoring and assessing quality. There
was wide variation in the proportion of staff with ACL qualifications in the LEAs studied and some authorities were
unable to supply details of staff qualifications. Many LEAs had chosen to develop staff expertise as a way of
improving quality standards but even where financial support is offered to tutors, take-up of development is not
guaranteed.

Access

Social inclusion is central to the UK Government’s agenda for ACL and forms the rationale for widening, as
opposed deepening, participation in learning. Two target groups for WP are people with additional learning
difficulties or disabilities and men in different age bands. Half of all LEAs have an enrolment rate of 20-25 per cent
for men aged between 19 and 55 and less than one LEA in fifteen has an enrolment rate of over 30 per cent for this
group. In addition to these required groupings, many LEAs target other groups with particular needs, such as older
adults, those in need of basic skills, black and ethnic minority groups.

In the case studies, respondents described learner support provided, which included general financial support,
concessionary fees, travel costs and child care. Some LEAs were unable to supply details of retention rates and
three simply referred to attendance rates. Several authorities reported difficulties in facilitating progression and in
the majority there was no systematic and coherent tracking of ACL learners.

Coherence

Respondents were divided between and within case authorities as to whether information was shared between
providers in their LEA and whether there were gaps in existing provision, but the majority reported overlap and
duplication. The achievement of coherence in ACL delivery is an area where there are still significant problems to
be addressed since competition between providers is rife. Some respondents believed the LSC should be developing
coherence, and all emphasised the role of partnership working.

Apart from two of the outsourcing authorities all those studied were members of formal Local Learning
Partnerships (LLPs), enabling them to develop a coherent approach with providers. Direct delivery authorities
appear to be more implicated in LLPs than outsourcing authorities, suggesting that those authorities more directly
engaged with ACL recognise the need to work in partnership to meet community needs. The limitation of
partnership, especially when established to secure funding, was a common theme. Mixed delivery authorities
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reported more problems with partnerships, which may be the result of the complexity of this delivery mode and
competition between the LEA and external providers.
Impact of Formula Funding

Respondents in the case study LEASs reported a number of perceived challenges to ACL provision in the move
to Formula Funding (FF). In general, there were reservations concerning the impact of FF on resources and costs, as
well as the difficulties and costs of data collection. In most authorities, respondents were pessimistic about ACL
under FF expressing concern over reduced funding and increased costs.

Respondents feared the direct impact of FF on WP, attracting hard-to-reach learners and learning for personal
interest, especially given the higher costs of WP and outreach work and moves to charge full costs for ‘recreational
courses’. There was concern over retention and achievement targets with WP, Basic Skills and learning for personal
interest, and the difficulty of maintaining small classes under FF. The move to FF was almost universally seen as
forcing choices in the targeting of resources, with a risk of reducing flexibility and damaging high cost provision.
Discussions over the impact of FF revealed tensions between the economic and social objectives of Lifelong
Learning (LLL), reflected also in differences between vocational learning and learning for personal interest.

Conclusions and Recommendations

The complexity of the ACL sector and the different approaches adopted by LEAs to secure ACL provision reflect
differences in local socio-economic environments as well as LEA traditions. The fact that different approaches have
been adopted by those closest to ACL should be respected and the temptation to prescribe ‘one size fits all’ solutions
resisted. The development of national frameworks has brought ACL to centre stage and while this should help
maximise the impact of resources, it is important to retain the richness and diversity of provision.

There are advantages and disadvantages with each contracting approach; direct delivery offering better data
collection and QA, but outsourcing offering more opportunity to engage with groups closest to the communities of
learners being targeted. A mixed approach has the potential to combine the advantages of both but requires good
LEA coordination and partnership working. Therefore, direct delivery LEAs should be encouraged to diversify
delivery and engage with CVOs, while mixed and outsourcing LEAs should seek to undertake more systematic
needs analysis, secure adequate provision and develop more coherence in delivery.

Many LEAs have made enormous progress with ACL. However, to deliver the necessary volume and quality of
ACL all LEAs should give this higher priority and secure and commit resources, including SD and capital funding
to raise internal competence and establish appropriate venues to offer better provision. The local arms of the LSC
have established good communication channels and demonstrated commitment to supporting LEAS in preparing
ALPs, introducing Individual Learner Records and moving towards FF. However, the LSC needs to develop more
internal competence with ACL and, notwithstanding the need for better information on ACL activity, should seek to
streamline procedures.

Patterns of participation in ACL reveal significant variations in the level of provision and uptake of learning
opportunities. While geography is an important factor in targeting groups for WP, it is important to focus below
LEA level and develop effective mechanisms to support a learner-centred approach. A general lack of accurate data
is a problem for the LSC, DfES and the LEAs. This needs to be addressed to provide a picture of the pattern of
provision and establish performance parameters. The level of ACL activity recorded in some areas raises questions
of the validity of the statistics. In these circumstances it is difficult for the LSC to establish a base figure from
which to calculate future performance. The LSC needs more information, and more accurate information,
particularly on retention and achievement rates. To this end, LEAs should introduce MIS that are fit for purpose in
collaboration with the LSC.

There are variations in the quality of ACL provision both within and between authorities. While many LEAs
have made progress towards effective QA systems, more needs to be done, especially in relation to provision that is
outsourced. All LEAs need to put in place comprehensive QA systems and develop SD for tutors and others
involved in ACL, ideally in collaboration with the LSC. Similarly, the coherence of ACL varies between LEAs and
needs to be given higher priority. In the cases studied, where effective LLPs were established there were signs of
improvement and these should play an increased role in ACL development to avoid duplication and identify gaps in
provision. The work of LLPs would be greatly enhanced by improving the quality of statistical information on ACL
and by increasing transparency between providers.

The very groups that are targeted in the WP and social inclusion agenda are those for whom provision is most
expensive as a result of outreach and small class sizes. Equally, retention and progression are most problematic with
such target groups. If the social inclusion objectives are to be met, it is important that the application of formula
funding is sufficiently flexible to promote this vital work. ACL contributes substantial wider benefits of learning,
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such as health and social impacts, including active ageing and citizenship. These benefits should be acknowledged
irrespective of the extent to which ACL may lead to vocational learning and promote employability.

Contribution to New Knowledge in HRD

The research was designed to meet the immediate needs of the DfES, the LSC and the LEAs in England, providing
them with early feedback on the effectiveness of the new arrangements for ACL. In so doing, the research
contributed to new knowledge in HRD in relation to methodology and, especially, substantive empirical knowledge
of relevance to practitioners.

In methodological terms, the research developed a new index of deprivation at LEA level, making it possible to
explore the effect of relative prosperity and mode of delivery of ACL on the nature of provision. By combining a
comprehensive survey with in-depth case studies, it was possible to obtain an aggregate overview as well as detailed
explanations of the perspectives of those closest to ACL.

In empirical terms, this study provides the first comprehensive picture of the emerging ACL sector in England
and demonstrates the role of the wider community in developing human resources as well as the nature of the
challenge of creating coherence in provision.

Given the importance of social inclusion in the European lifelong learning agenda, and the particular basic skills
deficit in the UK, the evidence suggests that HRD practice needs to move beyond the workplace to address the
needs of those with low skills, especially when they are currently out of the labour market. To the extent that HRD
practitioners engage with this debate and contribute their expertise to provide better ACL, the possibilities for a
‘joined up’ approach to learning and development are immense. The benefits to the unemployed are self evident,
since labour market participation is the most important single factor combating poverty and social exclusion.
Equally for employers and HRD professionals, developing basic skills among would-be employees offers the benefit
of concentrating HRD initiatives in the workplace on intermediate and higher-level skills. Beyond these economic
objectives, the benefits of ACL in terms of health of the elderly, for example, also demonstrates the social
importance of HRD in the widest possible sense and offers a vision of lifelong learning to develop human potential
and foster societal cohesion.
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It is no longer realistic or viable for HRD to be isolated from the broader context of workforce
development. Organizations, where HRD has been traditionally situated, have begun to realize the ominous
workforce challenge that lies ahead—especially related to ensuring literate and skilled adults in the future.
It is very important for HRD professionals to*“tune into”” these emerging trends because they will affect our
roles and responsibilities.
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HRD has been defined as “a process of developing and/or unleashing human expertise through organizational
development and personnel training and development for the purpose of improving performance” (Swanson, 1995,
p. 207). While this may characterize our past, it does not necessarily characterize our future. There are developments
afoot in the United States that are beginning to demand a more integrated, coherent system of workforce
development. It is no longer realistic or viable for HRD to be so isolated from the larger context of workforce
development of which it is an integral part.

Organizations, where HRD has been traditionally situated, have begun to realize the ominous workforce
challenge that lies ahead. Despite the recession that dominates our economy currently, the Office for Technical and
Adult Education predicts that

a net total of 23 million new jobs will be created in the next 10 years if the trends of the last decade continue.

New job growth and retiree replacement together will produce a need for 18 million new baccalaureate degree

holders by 2012. At current college and university graduation rates, the available new college degree holders

will fall 33% short of demand. (D’Amico, 2002, pg. 2)

If these predictions are realized, it is nearly a guarantee that organizations will have to adopt a more proactive and
involved role in ensuring an educated workforce. Like a domino chain, this will also likely affect the roles and
responsibilities of HRD professionals as we are asked to respond to the need for qualified workers in areas of high
demand.

Furthermore, adult literacy continues to emerge as a major challenge for organizations.

Adult literacy is defined in the Workforce Investment Act of 1998 as “an individual’s ability to read, write, speak in
English, compute, and solve problems at levels of proficiency necessary to function on the job, in the family...and in
society” (Meeder, 2002). The findings of the most recent national survey of adult literacy were published in the
early 1990s. That survey found:

40 million American adults (ages 16 and older) functioning at the lowest level of literacy, and 90

million functioning at the two lowest levels. These individuals are not equipped with the skills they

need to work effectively in the high-skill jobs that increasingly characterize our economy. (U.S.

Department of Education, 2003, pg. 3)

Recent studies have shown that low literacy skills cost business and taxpayers $20 billion in lost wages, profits and
productivity annually (Meeder, 2002). Furthermore, companies surveyed in the AMA’s “Corporate Concerns” study
ranked developing and improving workforce skills as the 8th most important corporate concern out of a possible 25
issues in 2001 (American Management Association, p.1). Also, 65% of the small business owners surveyed in the
"Voices from Main Street: Assessing the State of Small Business Workforce Skills" study said that improving the
quality of workforce skills and education was very important (American Express, Small Business Services, p.2).

Thirty eight percent of these small businesses reported that they already participated in local workforce skills
improvement programs.

Copyright ©2004 W. E. A. Ruona, S. A. Lynham, T. J. Chermack, & D. F. Seaman
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It is very important for HRD professionals to “tune into” these trends that are emerging and that will undoubtedly
affect organizations in the coming decade(s). One important part of this effort will be to better understand the issues
and challenges facing adult literacy professionals since adults are the primary focus of HRD’s work.

Purpose

The purpose of this manuscript is twofold: 1) it presents a review of the relevant literature regarding the issues and
future trends prevalent in the field of Adult Literacy and 2) it presents the results of a survey conducted during
Summer, 2001 which sought to elicit what 14 experts in the field of Adult Literacy thought would and will be the
most significant challenges as the field moves forward in the 21% century.

Research Question

Thus, the research problem can be summarized in the following research question: what do experts in the field
of Adult Literacy presume will be the most significant challenges as the field moves forward?

This paper begins with a literature review of relevant sources concerning general trends in Adult Literacy. This
literature review is intended to provide a backdrop given that many HRD professionals may be unfamiliar with the
current ideas and debates in the diverse field of Adult Literacy. It is from this backdrop that we, the researchers
began to inquire in an exploratory nature what several Literacy experts may suggest are the core challenges on the
horizon for the field and its professionals.

Part One: A Review of the Relevant Literature in Adult Literacy

Recent literature around Adult Literacy has included a focus on “information literacy” (Miller & Slater, 2000).
Further, technological innovations have made information access the most fluid it’s ever been, although the
expertise for making sense of this information and applying it in a useful way are quite another story. It seems that
technology will likely be the most obvious driver for change in the realm of Adult Literacy, and for that matter,
education in general. While technology will likely have a profound impact on the administration and evaluation of
Adult Literacy, it is not the only factor in considering the future of the field. Other driving forces such as changing
demographics, cultural issues, accessibility, and economic conditions will all have a direct impact on the ways in
which people become literate.

Defining literacy is another sensitive topic. There appear to be two distinct views with regard to the definition
of literacy; those pushing for a specific, crisp definition, and those who prefer the lines to remain a little bit blurry
around how far the notion of literacy extends. There is one point on which both sides agree: literacy is big —
encompassing a wide and increasing variety of contexts (see Barton, 2001 for a discussion of these definitional
views).

Changes Since 1990

In earlier years, adult literacy programs focused upon basic reading, writing, and numeric skills, including
English-as-a-Second Language (ESL) and preparing for the General Educational Development (GED) test. The
decade of the 1990’s began the report from Secretary’s Commission for Achieving Necessary Skills (SCANS, 1991)
that stimulated concern about skills that adult literacy programs needed to develop in their students. The report
argued that several new basic competencies needed to be included in adult literacy programs, including the ability to
process information, understand basic systems found in everyday life, and solve simple problems which adult
constantly face. This stimulated changes in adult literacy teaching practices (Murname and Levy, 1996). However,
we are still trying to determine how adults with limited ability to read and write lead their lives in this print-based
society, especially when many are not enrolled in literacy programs (Merrifield, Bingman, Hemphill, & deMarrais,
1997).

As the 21% century begins, the residents of the U.S. find themselves living and working in a new, more
complicated economy - one built on a foundation of information and communications technology. This new
economy provides advantages to people who possess both educational credentials and strong basic skills, where a
high school diploma, without further education, no longer leads to a career with a good future (Kasworm, 1990;
Sum, Fogg, & Mangum, 2001). The influence of technology cannot be overstated, especially in the adult learning
classroom where computer-assisted instruction is believed by some educators to surpass all other forms of
instructional methodology (Fletcher-Flinn & Gravatt, 1995).

Everyday living is becoming more complicated. Changes require adults to use their literary and math skills to
acquire information for decisions about health care, finances and retirement, to name a few. For example, a recent
review of the research literature suggests that a positive correlation exists between literacy skills and good health
(Rudd, 1999). More than ever, citizens need strong skills to understand school issues, laws and codes, zoning
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regulations, proposed legislation, and the platforms and qualifications of political candidates. They need to know
how to gain access to administrators, policy makers and police, to unite and advocate for change, to inform one
another, to negotiate among themselves and with those in power, to use their power of votes, and to seek and hold
positions of power themselves (Kaplan & Venezky, 1994)

Contemporary Issues

Literature around Adult Literacy suggests five contemporary issues of specific importance, namely, 1)
immigration, 2) corrections, 3) special learning needs, 4) volunteers, and 5) learning across cultures. This section
examines each of these issues in brief and explores implications for Adult Literacy as a field.

Immigration. Immigrants represent 45 percent of the estimated net increase in the nation’s population in the
last decade and immigration has become a determinate factor in population growth (Camorata, 2001). In fact, the
U.S. may now be dependant on these immigrants for future increases in the size of its workforce. The rise in the
numbers of adults seeking English skills who have enrolled in literacy classes in some states has almost
overwhelmed the system and those enrollees dominate program enrollments as well as the lists of those waiting to
enroll (Revuelto, 1999). These adults face the task of learning English, while acquiring both educational credentials
and high levels of skills to reach income levels adequate for viable family support (Loollock, 2001). There is no
reason to believe this trend will decrease anytime in the near future.

Corrections. The need for adult literacy education in the correctional setting has also increased in recent years
as the numbers of state prison and county jail populations continue to grow. “It is the problem that most educators
do no know about, most politicians do not acknowledge, most corrections officials are unprepared to deal with, and
most tax-payers resent having to pay for” (Newman, Lewis, & Beverstock, 1993 [need page number here]). There
are efforts to determine what kinds of learning experiences will enable inmates to achieve the learning necessary to
be successful outside the incarcerated setting (Batchelder & Rachel, 2000), but data to document achievements are
lacking. However, for future planning purposes, one on the greatest issues is the inability of correctional facilities to
accurately report the on the number of inmates participating in adult literacy and their progress, especially county
jails (Sherman and O’Leary, 1994).

Adults with special learning needs. “The Americans with Disabilities ACT” (ADA) mandates that educational
institutions provide academic accommodations, including appropriate educational programs, to persons with
disabilities. Although the numbers of adults with special learning needs has begun to increase in recent years, there
is some speculation they have always been there, but adequate screening instruments have been sadly lacking
(Polson & White, 2000). Some efforts have been made to correct this situation, but more are needed in the future
(Mellard, 1998; NIFL, 1998). How to meet the needs of this population should be an important future concern for
adult literacy educators.

Volunteers. With tighter budgets and a large population to serve, there has been an increasing emphasis for
adult educators to use more volunteers. Even in the 1980’s, volunteers were used extensively in adult literacy
programs, especially in school-based and community-based programs (Wu & Carter, 1986). Many tutoring
programs in community-based agencies provide excellent services to adults who want to improve their reading and
writing proficiencies. It is clear from the literature and from the large number of literacy programs in this country
that experts believe basic reading and writing skills are important for survival and success in today’s world.
(Ginsburg, 1997). But can volunteers be counted upon to provide the comprehensive services needed in adult
literacy education?

Learning across cultures. This concept, the theme of a recent issue of Adult Learning, has become a focus for
adult educators. Adult educators have fostered learning in various cultures within the U.S. for many years (Mullins,
1999), but there is now an emphasis to extend even more beyond the borders of this country (Bélanger, 1998). This
need was reinforced by the Hamburg Declaration on Adult Learning that advocated developing alliances among
nations to share knowledge and other resources in an international effort to promote adult learning at all levels.
However, in the future, how will this be done, and by whom?

The Future: How Will Adult Literacy be Perceived?

Planning for the future is always a formidable task. Through the planning process, educational programs are
developed, modified and refined, essentially defining the nature of adult education practice (Mills, Cervero, Langore
& Wilson, 1995). However, planning should be based upon the reasonable thinking of leaders who have some
history and professional experience in the field, and the breadth of knowledge and skills to develop a logical
approach to the probability of events occurring that will further shape adult literacy education. This will be difficult
when most of those in need of services are not being reached. Some research shows that at present, the adult
education and literacy system is serving less than 20 percent of the potential student population (Comings, Sum &
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Uvin, 2001). However, attempts must be made to develop a future scenario to guide those who will be planning and
implementing adult literacy education programs.

The United States and its many communities need the help and commitment of all their citizens. A lack of
basic skills that narrows the range of an individual’s opportunities for social participation and reduces the likelihood
of a good income can lead to frustration and anger. People with high level of basic skills are more likely to develop
future oriented perspectives that help them invest in constructive activities that can support improvements in the
social and political system (Behrman & Stacey, 1997).

Given this brief overview of what is happening in the literature of Adult Literacy, an important additional
question involves what is happening in the practice of Adult Literacy. And more specifically, what do some expert
practitioners think about the future of Adult Literacy? Considering the amount of uncertainty that has presented
itself in the field, a collection of the thoughts and views of prominent Adult Literacy experts presents the
opportunity to learn a great deal about the profession and illuminate the areas that are not receiving attention.

Part Two: The Results of a Research Project on the Future of Adult Literacy

The following section of this paper presents the findings from a qualitative research project designed to elicit what
14 experts in the field of Adult Literacy thought would be the most significant challenges as the field of Adult
Literacy moves forward in the 21% century. The theoretical framework, methodology, and findings are presented.
Then, the paper concludes with a discussion of the findings and some implications for HRD.

Theoretical Framework for this Research

The study was situated in the context of scenario planning. Scenario planning has been defined as “a process of
positing several informed, plausible and imagined alternative future environments in which decisions about the
future may be played out, for the purpose of changing current thinking, improving decision making, enhancing
human and organization learning and improving performance” (Chermack & Lynham, 2002, p. 372).

There are many methods for conducting scenario planning, however, The Centre for Innovative Leadership
(1995) identified six steps, which mirror most of the methodologies available publicly today. These are: 1)
identification of a strategic organizational agenda, including assumptions and concerns about strategic thinking and
vision, 2) challenging of existing assumptions of organizational decision makers by questioning current mental
models about the external environment, 3) systematically examining the organizations external environment to
improve understanding of the structure of key forces driving change, 4) synthesis of information about possible
future events into three or four alternative plots or story lines about possible futures, 5) development of narratives
about the story lines to make the stories relevant and compelling to decision makers, and 6) use of stories to help
decision makers “re-view” their strategic thinking.

The first step of the scenario planning method is to elicit the strategic insights of leaders in the field. These
include tacit and explicit ideas of what is strategically important, what drives (or should drive) the success of the
organization, and concerns and anxieties about the future (van der Heijden, 1997). In an effort to surface the
strategic agenda, assumptions and vision of those in leadership positions in the field of Adult Literacy, this research
elicits the views of people who are actively creating and shaping the profession, thus completing the first step
described in the scenario planning process.

Methodology

Fourteen participants were surveyed. These participants were selected purposively as experts in the field of
Adult Literacy (Patton, 1990). The participant pool included members of the National Institute for Literacy, the
National Center for the Study of Adult Learning and Literacy, the National Center on Adult Literacy, among other
important institutions involved in the study and practice of Adult Literacy. This was intended to be a participant
pool consisting of people in leadership positions representing the most active groups in Adult Literacy in the United
States as measured by prominence in the literature, funding, and program activity.

A verbal agreement and verification of participant e-mail addresses was completed during face-to-face
meetings, telephone conversations, or written correspondence prior to the administration of the surveys. Each
participant was sent the same survey electronically as an e-mail attachment, and asked to respond within an eight
week time period. Participants were asked to answer 10 open-ended questions regarding the nature of the field,
factors that may be influencing the field, and their opinions on the potential issues affecting the future directions of
the field.

The initial response rate included seven participants out of fourteen. Follow up was conducted with the non-
respondents by a reminder e-mail message. The final response rate included all targeted participants. This study
reports themes that emerged from the participant responses.

Data Analysis
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Data from the surveys was combined and the authors of this chapter inductively analyzed the data to identify
emerging themes using a constant-comparative method of data analysis (Guba, 1978). This method included (a)
coding the data to identify the large array of potentially important concepts and ideas and then (b) comparing each
piece of data with others to generate meaningful themes supported by the data. We enacted Guba’s (1978) method
via a rigorous method for analyzing data in Microsoft Word developed by Ruona (in-review).

Guba (1978) suggested noting recurring regularities in the data and sorting them into categories. “Categories
should then be judged by two criteria: internal homogeneity and external heterogeneity” (1978, p. 53). Internal
homogeneity refers to the extent to which the data that belongs in a certain category hold together, while external
homogeneity concerns the extent to which differences among categories are clear (Patton, 1990). The researcher
then works back and forth between the data and the categories, verifying the meaningfulness and differentiation of
the categories (Guba, 1978).

From this first stage of analysis, common themes began to emerge in participant responses. The themes were
captured on 3x5 cards. The project team established internal and external homogeneity (Guba, 1978; Patton, 1990)
through an iterative process encompassing data analysis, category creation and lively debate. Originally, an
unmanageable number of themes emerged with some themes appearing in more than one category to reflect
different perspectives on the same idea. Through an iterative process of cycling between the data and the categories,
the researchers refined the meaningfulness of the themes that emerged and made adjustments (collapsed or expanded
categories) as was directed by the data (Guba, 1978).

Emerging Themes

Several overarching themes appeared through the data analysis that led to the formulation of four major
categories. The four categories included: 1) funding, 2) technology, 3) access and 4) fragmentation of the field.
Each of these themes will be summarized and supported by comments taken directly from the survey responses, as it
was the overall aim of this study to give voice to what several Adult Literacy experts think and feel about the future
of the field. It would not be feasible to provide all participant responses related to these four themes. Therefore, the
intent of this portion of the paper is to provide some illustrative examples of expert opinions that constitute the
themes that have emerged in this study.

Funding. Funding was perhaps the most prominent issue revealed in the survey responses and this should not
come as any surprise. The issue of funding was closely tied with the first question on the survey. We asked experts
what things they would want to know about Adult Literacy over the next 10-15 years.

1) “Is there policy backed up by legislation and funding that supports the lifelong learning approach for
adults in this country similar to some European countries who pay for adult to go to training, higher ed
with a sabbatical to do it?”

2) ““Level of support — not only financial but that, too — for adult literacy from national and state leaders as
well as general public and traditional levels of education (i.e., K-12 and higher education).”

3) Several respondents also discussed an overall lack of government funding. In response to the second
question on the survey -- what things may lead to the collapse of Adult Literacy as a field of practice, some
experts responded:

4) *“Lack of adequate funding to provide high quality instruction to adults who, in many cases, have failed in
the K-12 system to gain adequate basic skills or who had adequate skills on graduation from high school
but have been left behind due to changes in work and community environments”

5) ““Too many states fail to provide adequate support to their literacy programs while expecting every higher
levels of accomplishment. We then collect performance data that is unsupportable and distribute it as if it
was valid and reliable to policy leaders. This is a “house of cards” that is in imminent danger of
collapse.”

Funding is not decreasing in its importance to the field of Adult Literacy. With ever-increasing budget cuts in
nearly all forms of educational systems, it appears as though Adult Educators of all sorts are not likely to find their
funding shortages solved anytime soon. What is clear is that Adult educators are finding more and more ways to
stretch their current funding (Ginsburg, 1997), although the time frame through which they will be able to sustain
such careful considerations of expenses is unclear.

Technology. Technology is re-shaping lives in innumerable ways. Adult Literacy is no exception. While
funding shortages provide ever-increasing challenges to the field, technology may be one approach to lessening the
burden. We asked experts what things would help the field of Adult Literacy grow and thrive over the next 10-15
years. Some responses included:

1) “Wonderful facilities, accessible to those learners who want to be there in a variety of ways: traditional

classrooms, technology, TV, palm pilot, etc.”
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2) “We will have built service delivery systems in which all components essential to student and program
success are present and well supported by federal, state and local funding sources.”

3) “Sites that are open year round — basically 24/7”

4) “‘Learning centers in every community.”

Technology may very well be one major contributor in the event that Adult Literacy thrives over the next several
years. By providing the ability to reach more of those in need of Adult Literacy services than ever before,
technology allows an increasingly inexpensive outlet and tool for Adult Literacy experts.

Access. Access was frequently mentioned as a core concern about Adult Literacy in participant responses.
Particularly relevant to low-income segments of the population, and sections of the United States, access is
broadened really only by technology. Therefore, many experts have considered universal access the high standard
and goal for the field of Adult Literacy.

1) *“‘Have we succeeded in providing every interested and motivated under-educated and limited English
proficient adult with a successful educational experience that equips them for the next round of challenges
in their lives — and thereby greatly reduced the number of eligible adults who are not benefiting from our
services?”

2) “I think it would be an acceptable option to other equivalent forms of education and integrated into the
established system of secondary and postsecondary education. It would also be integrated into workplace
education. Therefore, individuals would be able to access literacy skills education in the workplace,
community, postsecondary institutions and secondary institutions without feeling stigmatized for being a
low-literate learner.”

While technology may aid in providing more access than ever before, it will not solve the access issue in its entirety.
Further means for providing access in low-income, or remote locations must be developed and examined.

Fragmentation of the field. Several experts expressed concern about the make-up of the field of Adult Literacy
itself. Some urged for some form of professional certification, and others discussed merging with workforce
education efforts. The point expressed may also relate to varying ways of defining Adult Literacy. With such a
large and inclusive customer base, not only is it difficult to define Adult Literacy, but ambiguity can be confirmed
among its practitioners (Barton, 2001). Comments related to the fragmentation of the field seem to indicate a
general concern that a lack of cohesiveness and a joint sense of purpose could contribute to increasing difficulties in
the pursuit of a fully literate society:

1) “Itis difficult to determine an advantage and a competitive position for a field that tries to be all things to

all people (for example: religious ed, military ed, adult basic ed, ESL, and workforce training).”

2) “*Adult literacy instructors have to understand and be able to apply adult education theory to practice with
specific adult populations and from different cultural perspectives.”

3) “Idon’t like to think of them as “competitors™ since the ultimate goal of providing education is the same,
but in a sense the other facets of the education system — especially k-12, which sometimes seems threatened
by the adult literacy system’s existence. (If all kids got what they needed in school, our system would not
be needed, or so the argument goes...)”

4) “There is a great danger that other education and training systems will develop their own literacy-like
systems to meet their particular needs. In fact this is already happening. Perhaps it is the right way to go. If
so, the only competency that will distinguish literacy is a specially trained workforce — which it does not
really have now. That is, literacy will consist of a body of expertise and a cadre of people produced by
colleges and other training centers and applicable to various needs, rather than a distinct service system.”

The reality seems to be that Adult Literacy has a very diverse customer base that changes according to the context in
which it is operating. Additionally, the field is inextricably intertwined with other forms of education systems, that a
different times, perform some of the same work. Workforce training and education, k-12 education, and adult
education in general are all other fields that share some of the same goals as Adult Literacy.

Discussion

This study has attempted to provide some expert views on the future of Adult Literacy. In hopes of prompting
further debate and dialogue about the field, these expert views have been presented in the form of four general
themes concerning the future of Adult Literacy, namely, 1) funding, 2) technology, 3) access, and 4) fragmentation
of the field. These issues are clearly motivated and influenced by social, technological, economical, environmental,
and political forces that are far beyond the control of any organization.

Survey participant results suggest five contemporary issues of specific importance, namely, 1) immigration, 2)
corrections, 3) special learning needs, 4) volunteers, and 5) learning across cultures. While the expert opinions do
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not mirror the prominent issues in the literature, considerable overlap is evident. For example, increased
immigration into the United States is clearly affecting technology and access situations. Further, funding affects
learning for special needs populations and also those with cultural and linguistic barriers.

While there can be no clear single direction for the future of Adult Literacy, this study has hopefully brought
some prevalent issues from the minds of several Adult Literacy experts. A clear, single direction for the future of
Adult Literacy is perhaps not a desirable outcome even if it were possible. What is possible is that the field of Adult
Literacy and its practitioners and scholars will learn much about themselves through thoughtful reflection and
dialogue about the future.

Implications for HRD

Clearly the issue of adult literacy is an issue of concern for and challenge to any profession focused on developing
human skills and knowledge for the purpose of improving learning and performance, a focus that most definitely
includes the HRD profession. In the age in which we live, where access to knowledge and skills are fundamental to
social, community, and workplace performance, HRD has no choice but to integrate the issue of adult literacy into
its frame of practice and inquiry. Adult literacy may in the past have been labelled as a societal issue beyond the
realm of most organizations and therefore that of HRD. Today, however, there is just too much evidence, as
suggested in this paper, to support that the issue of adult literacy is an issue of workforce and workplace
development.

Horwitz (1999), in an article on the emergence of strategic training and development, highlights the significance
of the “transfer of learning, new knowledge and the notion of intellectual capital...” (p. 180) as critical to the
competitive success of organizations in the emerging age of a global economy. He further points out, and also
highlighted in this paper, that labor markets are becoming increasingly open with the ability to transport skills across
country borders, placing even higher demands on competency requirements of the new labor force. Whether a
developed or underdeveloped nation, a prerequisite for the development of human capital, and the leveraging of that
capital for competitive and societal success, must be a growing level of adult literacy. With the fast pace of change
in job knowledge and skill requirements on the rise, the emergence of previously unimagined industries and their
demands for completely new labor competencies, the increasing transportability of labor skills across national and
international boundaries, the ability of adult workers to re-skill and multi-skill quickly and effectively has become a
critical workforce requirement to organizations seeking to remain competitive in a global economy. This increasing
gap between demand and supply for skilled and competent workers is clearly being impacted by increasing levels of
adult illiteracy and is indeed demanding a more integrated, coherent system of workforce development.

HRD can no longer ignore the challenge of adult literacy to organizations. Nor can it ignore its role in being
more proactive in the development of and contribution to the ‘supply’ of an educated workforce to the broader
workforce system. Indeed, HRD can expect to be increasingly challenged to extend it theory, research and practice
to the address of adult literacy, of adult education and development, in both specific and broader workforce contexts.
To do so, though, HRD will need to expand its roles and responsibilities beyond that of the single organization or
network of organizations.
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Giving Voice to the Factors that Promote and Inhibit Learning in a Community-Based
Multicultural Immersion Program: Adult Learner Perspectives — Implications for
Research and Practice in HRD

Chaunda L. Scott
Oakland University

This paper presents two elements of a broader set of findings resulting from a qualitative doctoral
dissertation. This research gives voice to the learning experiences of 21 diverse adult learners who
participated in a community-based multicultural immersion program. Key perspectives of their learning
experiences were drawn from two main themes: 1) factors that promoted multicultural immersion learning
and 2) factors that inhibited multicultural immersion learning.

Keywords: Multicultural Immersion Program, Community-Based Education, Diversity

Research on the changing demographics in the United States (Johnson & Packer, 1998), along with the rise in racial
and sexual discrimination and harassment cases and complaints (Cox, 1993; DeSimone & Harris, 1998; Thomas,
1992), have alerted American communities and organizations to the importance of creating suitable social and work
environments for all their members. In responding to this concern, many educational and community organizations
have embraced the benefits of human diversity by creating multicultural education programs, which help individuals
develop competencies for understanding and respecting human differences in dissimilar cultural settings (Banks,
1981). Moreover, many organizations have responded to this concern by developing diversity training programs,
which help individuals become more knowledgeable about and responsive to human diversity in today’s workplace,
in an attempt to address environmental inequities such as racism and sexism (DeSimone & Harris, 1998).

Despite these efforts, research as confirmed that numerous problems still confront many minorities and women
seeking to fully integrate into today’s communities, organizations, and society (Johnson & Packard, 1987). For
example, stories of discrimination, racial harassment, gender discrimination, gender harassment, discomfort,
alienation, frustration, and overall lack of success in fully integrating into communities as well as organizations and
society still abound (Banks, 1981; Cox, 1993; DeSimone & Harris, 1998; Kanter, 1993; Schraeder, 1999; Thomas,
1992; West, 1993). What is missing from this body of research is the learners’ perspectives on the factors that have
promoted and inhibited multicultural education learning and diversity training learning in such programs. In an
attempt to build research and improve this practice in the areas of community-based multicultural education
programs and similar programs with this focus, | conducted a focused case study of learners’ experiences in a
multicultural immersion program (MIP) that will shed light on the aforementioned factors.

Problem Statement and Purpose

Prior to presenting the research problem, | provide definitions for a number of terms and concepts (i.e.,
multiculturalism, multicultural education, multicultural immersion program (MIP) the research site, community-
based education, diversity and diversity training) that are used throughout this study. Recognizing the myriad of
ways these terms can be conceptualized, for clarity, this study will adhere to the following working definitions.
Multiculturalism — A philosophical position that stresses that the human diversity of a pluralistic society should be
represented in all institutions (especially educational institutions), in such a way that encourages people to retain
their individual cultural identities, as well as having equal access to power (Banks & Banks, 1993; Herbst, 1997).
Multicultural Education — A concept with supporting processes intended to help individuals in educational settings
develop competencies needed to understanding and respect human differences. Recognizing that equal access does
not guarantee fairness for all, multicultural education strives to prepare individuals to work actively towards
achieving structural equality in organizations (Banks, 1981; Grant, 1992).
Multicultural Immersion Program — A community-based multicultural education centered program in a
Midwestern urban city where seventy-five people spend seven days experiencing food and the culture of five
communities of color which include the following cultural groups; European American, African American, Hispanic
American, Arab American and Native American discussing issues of concern to those communities (MIP Official
Records, 1996).

Copyright © 2004 Chaunda L. Scott
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Community-based Education — Education focused on the facilitation of responsive systems designed to take
collective action where agencies work collaboratively within the community to address issues such as substance
abuse, housing, violence, crime, teen pregnancy, ill literacy, and various kinds of discrimination using a broad range
of resources (http://www.ncea.com/ 2002).

Diversity — A term that captures the many ways in which human beings differ, for example people differ with
regard to race, gender, age, class, language, disability, sexual orientation, military experience, personality and so on
(Wentling and Palma-Rivas, 1998, p. 241).

Diversity Training — A concept practiced in the form of workshops and seminars designed to help individuals in
organizational settings become more knowledgeable about, personally value, manage and generally become more
responsive to human diversity in an attempt to address environmental and systemic inequalities such as racism and
sexism (Herbst, 1997, p. 70; DeSimone and Harris, 1998).

The problem addressed in this study is that little is known about what factors promote and inhibit learning in
community-based multicultural immersion programs in the U.S. from the perspective of adult learners. This lack of
knowledge limits the ability of community-based multicultural educators and adult educators working in similar
fields in determining what adults have learned in these kinds of programs along with what kinds of skills they take
away. Moreover, it limits adult educators’ ability to determine whether they are designing and facilitating
multicultural programs that produce multicultural leaders and educators. Without a clear understanding of what has
promoted or inhibited past and present learning in community-based multicultural programs from the perspective of
adult learners, our current multicultural education practices may be failing to introduce the kind of information adult
learners need in order to understand the complex nature of race and ethnicity in America, democratic values, and
multicultural awareness, knowledge, understanding, and sensitivity. Therefore, a main purpose of this study was to
help community-based multicultural program designers, facilitators, and adult educators working in the areas related
to community-based multicultural education proceed from a more informed perspective when developing such
programs

Theoretical Framework

To assist me in understanding and analyzing the learners’ perspective of their learning experiences in the MIP
through a theoretical lens, | drew on the work of four distinguished adult education authors, who focused on
(@) learning from experience through reflective processes and attending to feelings (Boud & Walker, 1993), (b)
leaning from experience related to polyrhythmic realities, the intersection of one’s race, gender, class, language, and
other cultural factors in the learning environment (Sheared, 1999), (c) learning from experience related to Schon’s
(1993) work on reflection in action offers five learning strategies known as framing, reframing, integrating
perspectives, experimenting and crossing boundaries that describe learning as the interaction of action and reflection
From these theoretical underpinnings, a conceptual framework for the study emerged and (d) learning form
experience related to Kasl, Dechant and Marsick’s (1993) work on group learning in the context of adult progression
and growth in learning which describes their experience of learning together as a research team and how this
experience enhanced their understanding of their research. The four theories are discussed in more detail in the
following paragraphs.
1. Learning From Experience Through Reflective Processes and Attending to Feelings

Boud and Walker (1993) offered a means of analyzing an experience that is relevant to any type of learning
experience, including that of adults participating in a community-based MIP. As part of their research, Boud and
Walker analyzed a specific shared experience to understand how action and reflection interact; they then created a
model of reflection processes in learning from experience (Figure 1).
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Figure 1. Boud and Walker’s Model of Reflection Processes in Learning from Experience

Milieu
Noticing Return to Experience
Focus on Intervening Reflection in .
] ) Attend to Feelings
-Learner —»| Action Personal Foundation |€¢—»
-Milieu ; Reevaluate the
. . of Experience
-Skills/Strategies P Experience
Intent
. i Reflective Process
Preparation Experience

Source: Author’s adaptation of concepts in D. Boud & D. Walker, “Barriers to Reflection on Learning” Using Experience for
Learning Buckingham, UK: Open University Press, 1993, pp. 77

In this model, Boud and Walker illustrate how learning from experience occurs in nonlinear stages of
preparation (the use of strategies and skills focused on promoting learning in the learning environment), experience
(using experience as a foundation to stimulate reflection in action), and reevaluation (reflection, integration of
experiences, validation of experiences, and appropriation or, in other words, owning experiences). A key
component that distinguishes their model from similar work by Kolb (1984) and Cell (1984) is the inclusion of
attending to feelings, which enhances or limits one’s opportunity for learning.

2. Learning From Polyrhythmic Realities

Sheared’s (1999) polyrhythmic realities model of learning from experience (see Figure 2) highlights the
intersection of the learner’s race, gender, class, language, and other cultural factors (i.e., history, sexual orientation,
and religion) in the learning environment as they relate to the learner’s lived cultural experiences. The concept of
polyrhythmic realities is relevant to the process of giving voice to cultural factors in a multicultural learning
environment. It is “an alternative way to address the effects of race, class, gender, language, and other cultural
factors in a classroom environment” (p. 40).

The “YOU” in the center of the model represents the adult learner or the teacher. It is placed in the center to
show that race, gender, class, language, and other cultural polyrhythmic realities affect how one may see oneself and
how one may be perceived in the learning environment. The polyrhythmic-realities framework acknowledges a
different way of knowing that is not grounded in the Western linear tradition.

Figure 2. Sheared’s Polyrhythmic-Realities Model of Learning from Experience

Source: Author’s adaptation of concepts in V. Sheared, “Giving Voice: Inclusion of African American Students’ Polyrhythmic
Realities in Adult Basic Education,” New Directions for Adult and Continuing Education, Summer 1999, No. 82, pp. 33-48.
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Sheared’s viewpoint was used in this study to connect the concepts of giving voice to polyrhythmic realities as
they related to adult learners’ lived cultural experiences and learning from reflection. A relationship was established
between Boud and Walker’s (1993) three-stage model and Sheared’s (1999) concept of polyrhythmic realities.
Sheared focused mainly on giving voice to learners’ lived experiences in the learning environment as they intersect
with race, gender, class, language, and other cultural factors. These concepts were inserted into Boud and Walker’s
model (depicted in Figure 1) and were used to translate the process of giving voice to polyrhythmic realities in the
learning environment into a process that draws upon reflection in terms of thinking and action. The resulting new
model is shown in Figure 3.

Figure 3. Boud and Walker’s Model of Reflection Processes in Learning from Experience Related to Sheared’s
Model of Polyrhythmic Realities

The Learning Environment
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Intervening Reflection in < perience

-Learner i i .

Milieu action Personal Foundation of Attend to Feelings

-Skills/Strategies Experience
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Giving voice to learners Reflective Process
in the learning environ-
ment through use of Experience Acknowledges different
dialogue to uncover ways of knowing not
their polyrhythmic Connecting to learners’ grounded in Western linear
realities, i.e., the lived cultural experiences traditions
intersection of learn-
ers’ race, gender, class, Acknowledges the
language, and other relevance of different ways
cultural factors as they of knowing
relate to their lived
experiences Acknowledges the value of

different ways of knowing
by taking ownership of
this knowledge

Source: Author’s adaptation of concepts in D. Boud & D. Walker, “Barriers to Reflection on Learning” Using Experience for
Learning,” Buckingham, UK: Open University Press, 1993, pp. 77; and V. Sheared, “Giving Voice: Inclusion of African
American Students’ Polyrhythmic Realities in Adult Basic Education,” New Directions for Adult and Continuing Education,
Summer 1999, No. 82, pp. 33-48.

3. Learning from Reflection in Action
Schon’s (1993) work on reflection in action offers five learning strategies known as framing, reframing,
integrating perspectives, experimenting and crossing boundaries that describe learning as the interaction of action
and reflection. Schon (1983) defines his learning strategies that call for integration of thinking, action and reflection
as follows:
e Framing — Framing is an initial perception of an issue, situation, person, or object based on past understanding
and present input.
o Reframing — Reframing is a process of transforming that perception into a new understanding or frame.

2-3



54

Integrating Perspectives — Integrating Perspectives are divergent views are synthesized and apparent conflicts

resolved, though not through compromise or majority rule.

e Experimenting — Experimenting is action undertaken to test a hypothesis or a move or to discover something
new.

e Crossing Boundaries — Crossing Boundaries is when two or more individuals and/or teams communicate, they
cross boundaries.

4. Learning from Group Learning in the Context of Adult Progression and Growth in Learning
Kasl, Dechant and Marsick’s (1993) work on group learning in the context of adult progression and growth in

learning describes their experience of learning together as a research team and how this experience enhanced their

understanding of their research. Below, Kasal, Dechant and Marsick (1993, p. 144) define the four developmental
phases of their group learning model as follows:

e Phase one: Contained learning — a group exists, but learning, if any is contained within individual members.

e Phase two: Collected Learning — individuals begin to share information and meaning perspectives. Group
knowledge is an aggregate of individual knowledge; there is not yet an experience of having knowledge that is
uniquely the group’s own.

e Phase three: Constructed learning — the group creates knowledge of its own. Individuals’ knowledge and
meaning perspectives are integrated, not aggregated.

e Phase four: Continuous learning — the group habituates processes of transforming its experience into
knowledge.

Schon’s (1987) viewpoint of reflection in action and Kasl, Dechant and Marsick’s (1993) viewpoint of
reflection in action and on group learning in the context of adult progression and growth in learning were used in
this study to analyze and interpret the findings. The work of Boud and Walker (1993), Sheared (1999), Schon (1987)
and Kasl, Dechant and Marsick’s (1993) provided the framework for this study in the context of giving voice to
multicultural ways of knowing and being. The framework was useful to this study because it provided a perception
of how learning takes place through reflection when giving voice to lived cultural experiences in the learning
environment.

Research Question
The study sought to highlight not only what adult learners identified as the factors that promoted and inhibited

learning in the MIP, but also how and why they perceived them as such. The following research question was posed

to guide the collection of data: (1) What factors were perceived by adult learners to promote and inhibit their
learning in the community-based MIP?

Methods and Limitations of the Study

A qualitative interpretive case study research design was employed to explore the factors that promoted and
inhibited learning in a Midwestern community-based MIP from the perspective of 21 diverse adult learners. The
primary rationale for employing a qualitative, interpretive case study design was linked directly to the core research
listed earlier. Denzin and Lincoln (1998) stated that “qualitative research is multi-method in focus, involving an
interpretive naturalistic approach to its subject matter” (p. 3). This means that qualitative researchers study
phenomena in their natural settings, attempting to make sense of or interpret phenomena in terms of the meanings
people bring to them.

| selected a unique community-based, social-action-focused MIP in a Midwestern city for the research site
because | have an interest in these type of programs and | thought it was an ideal dissertation site to examine
community-based education, multicultural immersion education, adult learning and uses of this learning in
communities, workplaces and society simultaneously. The MIP was developed in 1996 by a member of the New
City Coalition to address the racial tension this Midwestern city often experiences The goal of this community-based
MIP is to develop a network of multicultural leaders and educators who will be prepared to facilitate on-going
dialogue and cross-cultural collaborations aimed at closing the racial divide in their communities, workplaces, and
society in general (MIP Official Records, 1996).

People who apply and are accepted to participate in this free 7-month program represent various racial, ethic,
and cultural communities throughout the Midwest and a cross-section of nonprofit organizations, businesses,
government agencies, educational institutions, civic groups, and health services. The MIP uses guest lecturers,
books, role-play, art, games, music, and food, along with personal sharing, which both the program instructors and
learners use to teach the program’s content. The program’s content consists of a multicultural ideology, the history
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of racism and ethnicity in America, democratic values in America, and concepts of multicultural awareness,
knowledge, understanding, and sensitivity (MIP Official Records, 1996).

The population sample comprised of 455 people who had participated in the MIP over a 7-year period, 1996
through 2002. Out of the population sample, | selected the 21 individuals who participated in this program from the
MIP’s master list who had taken part in the program from 1996 through 2002. To gain an understanding of what
these 21 adults had learned from the MIP, | then selected three participants from each of those years based on their
race and ethnicity, type of work setting (i.e., corporate, nonprofit, educational, government, or other), and
availability to take part in the study to make up the sample of 21 participants.

Data were gathered through a demographic questionnaire, in-depth interviews, and official records from the
MIP. Member checks and follow-up telephone interviews were also used to increase trustworthiness of this inquiry
(Merrriam, 1998). The analysis of data consisted of five parts: “organizing the data; generating categories, themes,
and patterns; testing the emergent hypothesis against the data; searching for alternative explanations of the data; and
writing the report” ( Marshall and Rossman 1995 p. 113). The literature review helped in the initial phase of
analysis. Using concepts from the readings, | constructed a matrix that helped me organize the data. The data-
collection materials for each participant were assigned the same numerical code. This procedure helped to keep the
data organized, while ensuring participants’ anonymity. By using more than one source of data, | was able to look
for consistencies and inconsistencies in participants’ responses. Triangulation of the data also helped to ensure the
validity and reliability of the data (Marshall & Rossman, 1995).

To begin the analysis process, | tabulated and compiled the questionnaire responses. This information allowed
for a view of interview responses by participants’ race/ethnicity, gender, age, educational level, occupation, work
setting, and years of work experience. Next, | coded the interview transcripts for common themes and patterns,
connections, and any discrepancies between interview and questionnaire responses. The responses initially were
placed into six categories derived from Boud and Walker’s (1993) work on reflective processes and Sheared’s
(1999) work on polyrhythmic realities. This helped me organize and make sense of the data that had been collected.
Boud and Walker’s framework helped me understand how action, attending to feelings, and reflection interact with
regard to learning experiences. Sheared’s framework on polyrhythmic realities, which focuses on the significance of
giving voice to cultural intersecting realities such as race, gender, class, language, and other cultural factors in the
learning environment, helped me identify and highlight learners’ perspectives on giving voice to their polyrhythmic
intersecting realities in the learning environment within varying sociocultural, educational, political, and historical
contexts. Data also were placed in additional categories derived from Schon’s (1993) work on reflection in action
and Kasal, Dechant and Marsick’s (1993) work on group learning in the context of adult progression and growth in
learning as well as common themes and patterns | discovered during the coding and analysis process.

To establish inter-rater reliability (Merriam, 1998) after preliminary coding and categorizing of the data, |
presented my findings to two advanced doctoral students and my advisor, who are experienced in analyzing
qualitative data. The data then were placed in categories and matched to all others to determine whether there were
any correlations between and among categories. Next, | discussed these categories with my advisor, peers, and
colleagues in the field of multicultural education and human resource development, and then compared them to the
concepts found in the literature. Last, | examined the various emergent categories and themes in order to synthesize
the data and make meaning of it.

Limitations

There were also certain limitations due to the scope of the study and the use of qualitative research

methodology. For example, these limitations included the following:

e  The study sample was drawn from a volunteer population

e The study lacked a longitudinal perspective

e The constraints of using qualitative instruments such as questionnaires, interviews and follow-up interviews to
achieve objectivity and subjective interpretations

e The researcher’s bias as it related to her being committed to promoting racial and cultural awareness for 12
years in her community, workplace and society

e The sample size was small and limited in terms of representing different geographic areas and the many diverse
cultures and ethnicities in today’s society and

e The findings were not generalizable to the universe of diverse adult learners participating in similar MIPs in the
U.S.
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In recognizing these limitations and biases, | made every effort to ensure that | represented the ideas and
perceptions of the participants accurately by remaining aware of the above limitations and biases when | analyzed
interpreted and reported the findings.

Results and Findings

The study’s findings revealed that the MIP content increased participants’ understanding of multiculturalism, racism
and oppression.  The content on democracy however, only confirmed what participants already knew about
democracy. In the MIP learning environment participants’ learned from rules to guide learning and from reflecting
on and giving voice to their lived experiences with cultural diversity and intersecting polyrhythmic realities
(Sheared, 1999), their race, gender, class, language and other cultural factors. They also learned from meeting and
talking with diverse people, visiting cultural sites, eating and making cultural foods, doing cultural dances, and
making cultural crafts. Barriers identified by the participants’ that inhibited learning in the MIP included:
inexperienced instructors who lacked knowledge of and experience with multiculturalism, too much Information
presented in a short amount of time, lack of time to continue discussions, socialize and network and lack of follow
up programs to continue learning about multiculturalism.

Conclusions and Recommendations

The following conclusions emerged from this study.

Conclusion 1. Having ground rule to guide learning in the MIP allowed the participants’ to tell their story
without critique. It also kept them safe from verbal attacks, which made the MIP a safe environment in which to
learn in.

Conclusion 2. Allowing participants’ to giving voice to their past and present experiences with cultural
diversity and their polyrhythmic realities, the intersection of race, gender, class and language and other cultural
factors in the learning environment introduced them personally to real world multicultural ways of understanding,
knowing and being. Participants’ also had an opportunity to experience aspects of multiculturalism using a hands-
on approach (i.e., by doing cultural dances, eating and making cultural food and making cultural crafts).

Conclusion 3. In selecting multicultural instructors, personnel managers should check applicants’ references
and access their expertise in the subject matter by observing them in practice, if possible and their competence in
making presentations before hiring them.

Conclusion 4. Multicultural immersion education program developers should create a series of follow-up
program to continue educating people on multiculturalism. Therefore it should be noted that one multicultural
education class, session or workshop does not allow enough time to explore in-depth the many diverse aspects of
multiculturalism.

Implication for Research and Practice in Human Resource Development (HRD)

The researcher hopes that this study’s design and findings can make a positive contribution to HRD practitioner’s
and adult educators working in the areas of diversity training and multicultural education who wish to integrate
concepts as rules to guide learning, hands on experience with multiculturalism and giving voice to polyrhythmic
realties (Sheared, 1999) into their current practices. Moreover, the researcher hopes that the results of this study can
be used to assist HRD practitioners and adult educators in selecting competent and experienced instructors to
facilitate diversity and multicultural learning. Lastly, the researcher believes that this study adds to the literature in
HRD and adult education, by expanding our understanding of reflective processes (Boud and Walker, 1993),
polyrhythmic realities (Sheared, 1999), reflection-in action (Schon, 1993), and group learning in the context of adult
progression and growth in learning (Kasal, Dechant and Marsick, 1993) in that these theoretical frameworks were
used as multicultural lenses to examine and make meaning of the learning experiences of 21 diverse adult learners
who had participated in a community-based multicultural immersion program. This is significant in this study of
giving voice to the factors that promoted and inhibited learning in a community-based multicultural immersion
program from the perspective of adults learners because it breaks new diversity training ground and multicultural
education ground in all four of these adult education theoretical frameworks.

2-3



57

References

Banks, J. A. (1981b). Multiethnic education: Theory and practice. Boston, MA: Allyn & Bacon.

Banks, J.A., & Banks, C.A.M . (1993). Multicultural education and prospectives. (2™ ed.) Boston: Allyn & Bacon

Boud, D., & Walker, D. (1993). Barriers to reflection on experience. In D. Boud, R. Cohen, & D. Walker (Eds.),
Using experience for learning (pp. 73-86). Bristol, PA: Society for Research Into Higher Education and the
Open University Press.

Cell, E. (1984). Learning to learn from experience. Albany: State University of New York.

Cox, T., Jr. (1993). Cultural diversity in organizations: Theory, research and practice. San Francisco: Berrett-
Koehler Publishers.

DeSimone, R. L., & Harris, D. M. (1998). Human resource development. Orlando, FL: Dryden Press.

Grant, C. A. (1992). Research and multicultural education: From the margins to the mainstrean. Washington, DC:
Falmer Press

Herbst, P. H. (1997). The color of words: An encyclopaedia dictionary of ethnic bias in the United States.
Intercultural Press, Inc.

Johnson, W. B., & Packer, A.H. (1997). Workforce 2000. Indianapolis, IN: Hudson Institute.

Kanter, R. M. (1993). The tale of O: On being different (Video recording). Cambridge MA: Goodmeasure.

Kasl, E., Dechant, K., & Marsick V. (1993) Living the learning: Internalizing our model of group learning. In D.
Boud, R. Cohen, & D. Walker (Eds.), Using experience for learning (pp. 143-156). Bristol, PA: Society for
Research Into Higher Education and the Open University Press.

Marshall, C., & Rossman, G. B., (1995). Designing qualitative research (2™ ed). Thousand Oaks, CA: Sage

Merriam, S. B. (1998). Qualitative research and case study application in education. San Francisco, CA: Jossey-

Bass.Multicultural Immersion Program Official Records (1996)

Multicultural Immersion Program Offical Records. (1996).

National community education association website. (2002). http//:www.ncea.com/

Schraeder, T. (1999). Are your employees ready for the next millennium? PIMA’s Papermaker, 81(4), 26.

Schon, D. A. (1987) Educating the reflective practitioner: Towards a new design for teaching and learning in the
professions. San Francisco: Jossey-Bass

Sheared, V. (1999). Giving voice: Inclusion of African American students’ polyrhythmic realities in adult basic
education. In T. Guy (Ed.), Providing culturally relevant adult education: A challenge for the twenty-first
century (New Directions for Adult Education, No. 82, pp. 33-48). San Francisco: Jossey-Bass.

Thomas, R. R., Jr. (1992). Managing diversity: A conceptual framework. In S. E. Jackson & Associates (Eds.),
Diversity in the workplace (pp. 306-317). New York: Guilford Press.

Watkins, K., & Marsick, V (1993) Sculpting the learning organization: Lessons in the art and science of systemic
change (pp.96-117). San Francisco. Jossey-Bass Publishers.

Wentling, R. M., & Palma-Rivas, N. (1998). Diversity in the workforce literature review (Diversity in the
Workforce Series Report No. 1). Berkeley, CA: National Center for Research in Vocational Education.

West, C. (1993). Race matters. New York: Vintage Books.

2-3



58

Neural Network Analysis in Cross-Cultural & Comparative Management Research:
Implications for International HRD

AAhad M. Osman-Gani
Nanyang Technological University, Singapore

This paper discusses the application of the neural network analysis in comparative & cross-cultural
management research through simulating the information processing in the brain, to identify country
clusters based on the perceptions of managers from various countries. Findings from such cluster studies
would be useful in developing more effective cross-cultural training programs that might have significant
implications for international HRD research.

Keywords: Neural Networks, Cluster Studies, International HRD Research.

The globalization of business has led to an increasing awareness of the cross-cultural environment and its importance
for making significant strategic decisions. In the past, the study of differences and similarities among nations and
cultures has been the exclusive concern of cultural anthropologists. As a result, corporations paid only limited
attention to cultural research. Today comparative management studies have similar goals as anthropology: to
understand culture and international management behavior, however, focusing on cultural differences from a business
viewpoint rather than from a pure anthropological one. The goal of comparative management is to use the
cultural knowledge to design the most effective organizational strategy and structure possible and to make the most
effective use of human resources in different cultures.

There are three approaches to comparative management research: the universalist approach, the economic cluster
approach, and the cultural cluster approach (Robinson, 1978). The universalist approach contends that few major
differences exist among managers across cultures, and that management theories and practices transfer easily from
one culture to another. The economic cluster approach emphasizes that the economic similarities and differences
among nations, or among groups of nations, will determine management's task. The cultural cluster approach focuses
on how behavioral and attitudinal differences among managers and employees from different cultures determine these
tasks. All three approaches contribute to the understanding of the management process from a comparative
viewpoint.

In the cultural cluster approach, countries were clustered together using different statistical techniques such as
cluster analysis and Q-factor analysis. In this paper we introduce a new clustering technique based on the neural
network analysis. Neural network architectures have invited a lot of interest from many diverse fields because of their
capability in dealing with structurally complex problems. Neural networks, or more appropriately, artificial neural
networks (ANNSs) are massively connected assemblies of relatively simple processing units modeled after the
nervous cells or neurons of the biological nervous system. Neural networks can acquire knowledge about a problem
through a learning process and store this knowledge in the connections between neurons. The knowledge is thus stored
in a distributed fashionas opposed to the more common localized storage (e.g. in digital computers).
These characteristics, massive connectivity, learning and distributed storage, distinguish the neural processing
paradigm from that of the digital computer, and enable neural networks to solve complex problems that are otherwise
difficult to solve. Neural networks with sufficiently large number of free parameters (e.g. connection weights) can,
in principle, solve any nonlinear classification problem (Hinton, 1987).

In the past decade or so, neural network applications have mushroomed in such diverse fields as pattern
recognition, identification and control of dynamical systems (Narendra and Parthasarathy, 1990), data and image
compression (Daugmann, 1988), speech recognition (Boulard and Morgan, 1994), automatic target recognition
(Babri and Farhat, 1992), time series modeling and prediction (Moody and Darken, 1989), improving business
effectiveness (Udo, 1992), prediction of bankruptcy (Tarn, 1991), and clustering (Kohonen, 1984; Kamgar-Parsi,
Gualtieri, Devaney, and Kamgar-Parsi, 1990), among others. Neural networks have been demonstrated to be
exceptionally effective in modeling mappings which contain both regularities and exceptions as illustrated by their
application to stock performance modeling (Schoenenburg, 1990; Refenes, Zapranis, and Francis, 1994). In this
regard Haykin (1994) provided an excellent comprehensive treatment of the state-of-art technique in artificial
neural networks. Apart from non-business (e.g. engineering) applications, neural network has also been used in
various business areas, such as: Finance, Marketing, E-commerce, and Travel industries (Lisboa, Edisbury & Vellido,
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2000), but no research could be found that used ANN in human resource or international HRD areas.

This paper is based on the first attempt to introduce the application of neural networks in identifying country
clusters based on managers' perceptions/responses to certain organizational management issues in large global
organizations such as a multinational enterprise (MNE) (Osman-Gani & Babri, 1995). MNEs and other forms of
international organizations employ managers and employees from various different cultural backgrounds.
Identification of patterns in their response behavior through cluster studies would provide significant inputs for
making important decisions in an effective and efficient manner.

Review of Literature

The theoretical framework for such studies could be drawn from an extensive review of literature focusing mainly on
three relevant areas: country cluster studies, international management, cross-cultural & comparative management
studies. The emerging field of international HRD is being built based on research from these areas.

Cluster Studies and International Management/HRD Research

International management research has attempted to establish clusters of countries based on their relative
similarity according to relevant organizational variables. These variables are used to group countries or nations (as
opposed to cultures), as the unit of analysis. By defining country as the unit of analysis, the clustering of
these countries has important implications for managers and academicians. Managers in MNEs can better understand
the basis for similarities and differences between countries. With this knowledge, they can more effectively
place internal assignees, establish compatible regional units, and predict the results of policies and practices across
national boundaries (Ronen and Kraut, 1977). Clusters can also help academicians by defining the extent to which
results should be generalized to other countries. Clusters also aid the researchers in identifying variables that explain
the variance in work goals and managerial attitudes and perceptions (Ronen and Shenkar, 1985). The cluster studies
may also provide significant inputs for effective international HRD decisions in developing and implementing
appropriate training & development programs for overseas managers in a MNE (Osman-Gani & Jacobs, 1996).

In specifying the significance of cluster studies, Hartigan (1975) contended that clustering allows for a more
thorough understanding of macro-environmental factors that are associated with differences in actions and values.
According to Hartigan, the principle functions of clustering are to: (a) name, (b) display, (c) summarize, (d) predict,
and (e) provide explanation. These functions illustrate the implications of clustering countries according to their work
values.

By giving a name to all countries (e.g., Anglo) in the same cluster, the characteristic work values and perceptions
of the group are identified. The display of clusters may assist in grouping of business units or country organizations
into international combinations (Kraut, 1975; Ronen and Kraut, 1977). The information may also help in deciding
overseas assignments and in training personnel for such assignments. Data are summarized by referring to properties
of clusters rather than to properties of individual countries. The summary of data helps in enhancing understanding
of the interactions among various work values.

Predictive potential, among other reasons is one of the primary benefits of clustering (Ronen and Shenkar, 1985).
Hartigan (1975) hypothesized that prediction might take place in two ways. (1) If a group (country) is classified into a
given cluster, then information about behaviors of other members of that cluster would serve as predictors of expected
behaviors of the classified group (country), and (2) new measures already shown to have cluster affinity would be
predictive of the measures that would be expected of other members of a given group (Townsend, Scott, and
Markham, 1990). Clustering also may enable better forecasting of problems associated with introduction of
organizational policies and practices. Clear-cut clusters require an explanation of their existence and thus promote the
development of theories. Of special importance are those clusters that differ from geographic, linguistic, and
religious classifications.

So far, nine cross-national (cultural) cluster studies were identified through a literature search on empirical
studies in international manageemnt area. They are: Haire, Ghiselli, and Porter (1966); Sirota and Greenwood (1971);
Ronen and Kraut (1977); Hofstede (1976); Redding (1976); Badawy (1979); Griffeth, Horn, Denisi, and Kirchner
(1980); Hofstede (1976); and Osman-Gani (1991). Two of the nine studies examined one world region each. Redding
(1976) studied eight countries in Southeast Asia, and Badawy (1979) studied six countries in the middle east. Two
other studies (Haire et al, 1966; Hofstede, 1984) were published in the form of books rather than papers. One study
was done as a part of a doctoral dissertation (Osman-Gani, 1991). Some studies used in-house data collected by an
MNE; others collected data designed specifically for the study (Haire et al, 1966).

Ronen and Shenkar (1985) provided an exhaustive review and synthesis of the eight cluster studies. These studies
dealt with various variables that can be grouped into four categories: work-goal importance; need deficiency
fulfilment, and job satisfaction; managerial and organizational variables; and, work role and interpersonal orientation.
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Work-goal importance was surveyed by Haire et al. (1966) through an 11-item scale, later utilized by Redding (1976).
Need deficiency fulfilment, and job satisfaction were examined by Haire et at., through the 11-items depicting a
modified Maslow need categories. Badawy (1979) used a 13-item instrument based on Porter's (1961) derivation of
Maslow's categories. Hofstede (1984) used more than one survey and therefore a different number of items. Griffeth et
al. (1980) used an attitude survey to measure satisfaction with nine job facets. Four of the eight studies
examined managerial or organizational variables. Haire et al. (1966) and Badawy (1979) used eight items depicting
classical versus democratic managerial styles. Griffeth et al. (1980) examined organizational variables; role overload,
organizational commitment, organizational climate, and organizational structure. Three studies surveyed work role
and interpersonal orientation. Haire et al. (1966) researched cognitive descriptions of the managerial role using a
semantic differential technique. Redding (1976) studied relations with subordinates. Hofstede (1976) used the survey
of personal values (Gordon, 1967, 1976) to measure practical mindedness, achievement, decisiveness, orderliness,
and goal orientation. Osman-Gani (1991) studied managers’ perceptions on transferring and using management
technology across countries using ten variables relating to management and human resource development (HRD)
issues.

Cross-Cultural Research Methodologies

Although methodological issues in cross-cultural areas have been widely discussed by researchers operating in
the domains of political science (Ross and Homer, 1976), sociology (Bendix, 1969), anthropology (Naroll, 1968),
and social psychology (Berry, 1979), theoretical and methodological reviews of comparative management research up
to early 1970s have been somewhat pessimistic in their conclusions (Roberts, 1970; Roberts and Snow, 1973;
Triandis, 1972). Some developments, however, made management researchers more sanguine in this regard. Bhagat
and McQuaid (1982) and Sekaran and Martin (1982) have pointed out that the cross-cultural literature of the 1970s
gave reason for optimism concerning the future of research into organizational behavior. Child (1981) concluded that
while macro-level variables (organizational structure and technology) are tending to become more and more similar
across various cultures, micro-level variables are tending to maintain their cultural distinctiveness. Negandhi (1973)
reached the same conclusion; he suggested that similarities may be explained in terms of industrialization, whereas
differences may be explained in terms of cultural variables. Cross-cultural methodology is particularly important in
terms of conceptualization, measurement, and interpretation of behavioral context. Sorge (1982) and Jamieson (1980)
have argued that there is no culture-free content of organizations; even if the various organizational solutions are
similar, they are constructed in a cultural context and may be interpreted as a reaction to a given constraint.

In an attempt to develop a classification scheme for the basic framework of cross-cultural studies, Murdock
(1945) started the process by organizing 70 cultural universals which can be used to establish the variables of culture.
Negandhi (1983) identified five approaches in this regard: (1) the historical approach looks at the past to determine
what standards have been set; (2) the economic approach deals with transfers of technology from developed to
underdeveloped countries; (3) the environmental approach looks at external facts to determine operating principles;
(4) the behavioral research examines people and organizational structures; and (5) the organizational studies examines
cross-cultural transfer effects on formal and informal groups. Barrette and Bass (1973) summarized many surveys in
cultural research. They categorized the results around managerial functions such as motivation, organization, and
decision making. England (1978) tested cultural research on 2500 managers. The research, supported strong cultural
aspects of management principles. Also, young managers were found to have different goals and were less culturally
bound than older managers. Hall (1959) developed practical techniques for increasing sensitivity to cultural
differences in his message systems and cultural maps. These two dimensional matrices can give direction to
communication and management decision making across cultural boundaries.

Adler (1982; 1997) has been instrumental in building methodology for the study of cross-cultural comparative
management research. She outlined differences in approach such as parochial, ethnocentric, polycentric, comparative,
geocentric, and synergistic. Adler developed the cultural synergy model. This model however did not assume that
either part of the cultural integration was the better management principle. It suggested a new synergistic culture
different from each of the parts and generally better in its ability to handle and cope with management functions.
Given a certain set of environmental variables and cultural backgrounds, a system can be developed to maximize
effectiveness and efficiency.

All the previous studies used various types of traditional statistical analysis techniques in the process of clustering
countries. The studies that performed worldwide clustering all employed some type of multivariate statistical
procedures in their analysis. Haire et al. (1966) used factor analysis to study cognitive descriptions of managerial
role through a semantic differential technique. To create country clusters, the authors obtained a correlation matrix on
the basis of all three parts of their study. A Q-Factor (inverted) analysis was used by Sirota and Greenwood (1971),
Hofstede (1980), and Osman-Gani (1991). They found it as the most robust analysis procedure compared to others
considering the nature of their data sets. Some authors found very close similarities among the results of Cluster

3-1



61

analysis and Q-Factor analysis. In his 1976 study Hofstede performed factor analysis within and between groups. He
acknowledged trying smallest space analysis with very similar results to factor analysis. Griffeth et al. (1980) used
generalized pythagorean distance measure D" to measure profile similarity. Cluster analysis was then applied to the
D" scores to create country clusters. The only use of nonmetric multivariate analysis was by Ronen and Kraut (1977),
who also employed the technique for reanalysis of two other studies (Haire et al. 1966; Sirota and Greenwood, 1971).
So far, no study was found to have used Neural Network analysis as a technique for clustering countries. This paper
attempts to discuss the neurocomputational perspective of grouping countries in general, and then discuss the
applications in a hypothetical research setting dealing with cross-national data collected from different countries.

Brief Technical Overview of Neural Networks

An artificial neural network (ANN) is an abstraction of a real nervous system which consists of nerve cells or neurons
communicating with each other via synaptic connections.

Figure 1. Schematic Diagram of an Artificial Neuron
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The artificial neuron is a simple processing unit whose output is determined by a nonlinear function of the
weighted sum of its inputs. Information is stored in the network in the connection strengths between the neurons.
These connections can be modified by a learning rule to store new information. The geometry of these
neural connections and the learning rule determine the capability of a neural network to solve a given problem. In the
following we describe a simple model of a neuron and how it functions in a network of neurons.

Figure 1 shows a schematic diagram of a simple model of the neuron. A neuron i ’s output Y; is a non-linear
function g(.) of the weighted sum of the inputs it receives from other neurons and it's internal threshold &, .
Mathematically, this function is described by:

N
Yi=49 zWinj -0, )
-1

where N neurons with outputs X; ; j =1,2,...,N are connected to the neuron i through synapses or connection weights
W;; . The logistic function is defined by:
1
gu)=——— )
1+exp(-Au;)
This is extensively used to model the neuron's response to net input activation U; = Z Wi X — 6. . Generally,

neurons are arranged in layers or levels; the input layer, the output layer and possibly one or more intermediate layers.
The geometry of interconnections between neurons allows one to classify neural networks into two broad categories.
A network is of strictly feed forward type if all connections are unidirectional, going from the input to the output. A
recurrent or feedback network contains at least one connection in the backward and/or lateral direction.
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Learning in Neural Networks

Neural networks learn about a problem by gradually encoding information about the problem (e.g. through
examples or instances of that problem) in the connections between neurons in the network. Depending on the available
information about a problem, neural networks can learn in a supervised or unsupervised manner. In supervised
learning, desired classification information on examples of the problem (training data) is available. A learning rule is
used to modify the connection weights of the network based on the disparity between the desired classification and the
actual classification obtained by the network at a given time instant. The error backpropagation (EBP) rule is the most
widely used supervised learning rule (Rumelhart, Hinton, and Williams, 1986).

When desired classifications of training data are not available (e.g. in clustering of multinational data), the
network has to learn in an unsupervised manner. In this case learning occurs under some measure of the quality of the
representation that the network is required to learn. Connection weights are modified to optimize this measure.
Kohonen’s self-organizing feature maps (SOFM) (Kohonen, 1984) and Grossberg’s adaptive resonance theory (ART)
(Carpenter & Grossberg, 1988) are well known representatives of unsupervised learning.

Implications for Using ANN in Management/HRD Research

One example of the application of artificial neural networks (ANN) could be illustrated by developing a data matrix of
numbers (values) with ‘m’ rows (each row representing a country) and ‘n’ columns (each column representing a
management/HRD variable). The numbers (values) in the matrix may represent the mean response scores of managers
from ‘m’ countries for each of the ‘n’ management/HRD research variable of interest (representing certain
international/cross-cultural management issue). Kohonen’s self-organizing feature map (SOFM) procedure for
training ANN could then be performed on the data matrix.

A SOFM network with ‘n” input neurons and ‘m’ output neurons could be used to observe the topological
ordering of “‘m’ country scores based on the similarity contrast measure implemented by the network. An input pattern
would be obtained by normalizing the average response scores of managers of a country to values between 0 and 1.
Using the procedure described earlier the topological orderings of ‘m’ countries developed by ‘m’ and ‘n’ output
neuron networks, after many (e.g. 10000) cycles. During the initial phase (1000 cycles) the learning rate parameter
will decrease linearly (e.g. from initial value of 0.91 to 0.01), while the neighborhood radius of a maximally active
neuron might be reduced to 0 starting from an initial value. The stability of the topological ordering could then be
measured by calculating the average number of shifts in maximally active neurons responding to various countries. A
stable map could be developed after about 2000-3000 cycles. As the number of output neurons is reduced below
n-number, bigger clusters tend to form and become most consistent in the range of optimum output neurons. Over this
range few distinct clusters with consistent topological ordering would emerge. Reducing the number of output neurons
below might disturb this ordering. This is an indication that for this m-country set, these clusters represent a
near-optimum grouping.

The SOFM neurocomputational approach to forming country clusters results in a hierarchical emergence of
clusters as the number of output neurons is reduced. Starting with a relatively large array of output neurons, the
countries are topologically ordered on the basis of a similarity-contrast measure implemented by the SOFM through
its cooperative-competitive processing mechanism. As the number of output neurons is reduced to a certain number, a
consistent ordering and clustering of the countries is observed. Beyond this number, the clusters become softer
resulting in movement of some countries of different groupings. Since the developed clusters are also topologically
ordered, the similarity (vs. contrast) between clusters that are closer to one another is more (vs. less) than those which
are further away.

As far as clustering is concerned, the use of neural processing technique proposed in this paper offers an
alternative tool for clustering countries. The emergent country clusters are topologically ordered on a
similarity-contrast metric and can offer good insight into important factors that group countries or set them apart.

The SOFM performs topological ordering under symmetric constraints close to the center of the array. However,
the probability of distortion in topological ordering increases as one approaches the edges of the open-ended array of
output neurons. This can be rectified if the output-array could be closed by making it circular. Further studies should
be conducted in this area to confirm the findings of such studies as well as to respond to new issues to be raised in this
regard.

Managers' perceptions on certain phenomena are formed through a complex process involving interplay of a
range of factors, which cannot be easily quantified. The neural processing paradigm is ideally suited to processing of
information, which results from a rich and complex phenomenon because the structure and knowledge about the
problem is obtained by learning from examples representing that phenomenon. In the traditional approaches, certain
assumptions (e.g. about the underlying probability distribution of the data samples) provide support for the data
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processing algorithm. The algorithmic approach is powerful when the assumptions meaningfully approximate the
underlying data structure. However when this is not the case (e.g. data representing managers' perception), the neural
processing approach holds greater promise. As indicated earlier, we may conclude that the neural network analysis
can be considered as a potential tool in clustering countries for making significant cross-cultural management
decisions, such as in the area of international HRD.

One of the potential use of such cluster studies could be in the design of more effective international/expatriate
training programs. It may not be cost effective for large MNEs having thousands of employees in several countries to
design and deliver different training and development programs for employees in each of their overseas subsidiaries
located in different countries. On the other hand, previous research have established that it will not be effective to offer
T&D programs to all the overseas managers/employees at the corporate headquarters (or at one location), which may
not contribute to the performance improvement of the expatriate/international employees (Trompenaars, 1998;
Osman-Gani, 2000). Therefore, if relevant and robust country/cultural clusters could be identified through the use of
ANN paradigms, and appropriate cluster-based HRD programs could be designed and delivered accordingly, then
performance of international employees at several overseas locations could be improved significantly. This process
may also be more efficient and cost-effective than the traditional systems. Future research may confirm this with
empirical evidence from cross-cultural studies.

It is observed that, data in cross-cultural research are hard to acquire. It is an expensive operation and requires the
collaboration of researchers in different locations, and is long term in nature. So far, only few cross-national studies
could be identified through an extensive literature search, and also, they do not provide even a near comprehensive
coverage of the nations of the world. All the cross-national studies conducted so far included much of the free market
economies of the western world. Many countries from Africa and Asia have not been studied at all; other countries
from the middle-east and the far east, have not been studied sufficiently. These gaps in the research make it difficult to
draw conclusions about cluster memberships in these parts of the world. Major studies need to be undertaken in which
countries from all areas of the world will be included.

As multinational companies increase their foreign direct investment overseas, especially in newly emerging
economies as well as in developing and consequently in less studied areas, they will require more in-depth information
concerning their local employees in order to implement effective types of interactions between the organization and
the host country. The knowledge acquired thus far can help one to understand better work values and attitudes of
employees throughout the world. Traditional management theories developed in the USA and other western European
countries may work well for those nations. But they are not equally applicable to non-western countries (Ronen and
Shenkar, 1985; Hofstede, 1997; Trompenaars, 1998). Therefore, more cross-national cluster research is called for by
including more countries from all parts of the globe, and also to cope with the constant changes occurring in the
geo-political environment of the contemporary world. Currently, the authors are in the process of conducting
comparative analysis among the results of other clustering techniques to identify specific strengths and weaknesses of
neural clustering methods over others. This would provide further insights into the nature and type of cluster
composition emerging from various techniques. Hopefully, propositions from this paper will trigger more research
interests in the use/application of novel and non-traditional research techniques, such as Neural Networks Analysis in
the fields of international HRD, comparative, and cross-cultural management in future.
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Construct Validation of an Arabic Version of the Learning Transfer System Inventory
(LTSI) for use in Jordan

Samer Khasawneh

Reid A. Bates

Elwood F. Holton 1l
Louisiana State University

The purpose of this study was to translate and validate an Arabic version of the Learning Transfer System
Inventory (LTSI) for use in Jordan. The LTSI was administered to 450 employees employed by public and
private sector organizations operating in Jordan. Principle axis factoring with oblique rotation was used
to uncover the underlying structure of the Arabic version of the LTSI (ALTSI). Results showed a latent
factor structure highly consistent with the original LTSI..

Keywords: Learning Transfer, Construct Validation, Jordan

The world has become a globalized economic system, where countries with high levels of technology, finance, and
information have more advantages in controlling the sources of human capital, raw materials, and product
development and distribution. Jordan, a small but strategic country, plugged into the world economic system by
privatizing its economy to attract foreign investments and is pursuing further steps in developing human capital in
both private and public sectors (Central Bank of Jordan, 1994). Human Resource Development (HRD) in Jordan
leads to the economic development of the whole nation and plays an essential role in the development of the
countries surrounding Jordan (Central Bank of Jordan, 1994).

Jordanian organizations, like organizations throughout the Middle East, have invested heavily in the training
and development of their employees. For example, organizations in the Middle East spend more than twice on
training per employee ($783) than do organizations in Latin America ($311). This level of investment per employee
is also substantially higher than the overall world average ($630) (ASTD, 2002). In short, Jordanian organizations -
as with US organizations - see investment in training activities as critical for continuously improving individual job
performance and overall organizational success.

The challenge of such investments, however, is assuring that the training that occurs can be transferred into on-
the-job performance. Although virtually no research has been done on learning transfer in organizations operating
Jordan or other Middle Eastern countries, it is likely that these organizations face similar transfer challenges as their
Western counterparts. For example, in organizations operating in the US the transfer problem — or the inability of
individuals to take what is learned in training and transfer it to improved job performance — is so pervasive that there
is rarely a learning-to-performance situation in which such a problem does not exist (Broad & Newstrom, 1992).
Although the precise amount of transfer that occurs across training programs has not been empirically determined,
the most cited estimate is that only 10 to 15% of learning is ultimately applied on the job.

The transfer problem has generated a good deal of research interest in HRD. Since Baldwin & Ford’s (1988)
landmark review of transfer research over a decade ago a good deal of progress has been made in understanding the
complex of factors that can influence learning transfer in the workplace. For example, a range of research has been
focused on understanding the various dimensions of training design that can influence transfer (e.g., Kraiger, Salas,
& Cannon-Bowers, 1995; Goldstein & Musicante, 1986). Other research has examined a range of individual
difference variables that can affect transfer including readiness for training (Tannenbaum & Yukl, 1992), efficacy
beliefs (Eden & Kinnar, 1991) and even workplace literacy (Bates & Holton, in press). Another stream of research
has examined the influence of work environments focusing on factors such as interpersonal support, (Bates, Holton,
Seyler, & Carvalho, 2000), opportunity to transfer (Ford, Quinones, Sego, & Sorra, 1992), and culture (Tracey,
Tannenbaum & Kavanagh, 1995). More recently, researchers have concluded that a systems perspective of training
transfer is a more useful approach because of the importance of examining a variety of factors that interact together
to influence training transfer (Kozlowski & Salas, 1997; Mathieu, Martineau, & Tannenbaum, 1993). For example,
Holton, Bates, & Ruona, (2000) conceptualized a model of training transfer, which included a whole set of transfer
factors. The conceptual transfer model recognizes that transfer is influenced by a system of factors (the learning
transfer system). This system includes factors such as interpersonal support for transfer, reward systems, personal
characteristics, motivational influences, and training design elements. Coincident with this has been the recognition
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that a fundamental and critical shortcoming of transfer research has been the inability to assess, measure, and
diagnose the complex or system of factors that can influence transfer. To this end, efforts have been made to
develop valid and comprehensive measurement tools for assessing transfer and critical antecedent factors. One such
instrument is the Learning Transfer Systems Inventory (LTSI) (Holton et al., 2000). The LTSI has been widely used
across different organizations and training types to diagnose barriers and catalysts to transfer, and several studies
have provided evidence of the instrument’s construct (Holton et. al., 2000; Bookter, 1999) and criterion-related
validity (Bates, 2001; Bates, Holton, Seyler, & Carvalho, 2000). More recent research suggests the LTSI may also
have cross-cultural applicability (e.g., Chen, 2003; Yamnill, 2001). The goal of the present study is to extend to
cross-cultural applicability of the LTSI to organizations operating in Arabic cultures with a specific focus on Jordan.

The Learning Transfer Systems Inventory (LTSI)

The LTSI is currently the only validated instrument available that measures a comprehensive set of learning transfer
system factors. It is based on the theoretical framework of the HRD Research and Evaluation Model (Holton, 1996).
The macro-structure of the model (see Figure 1) views training outcomes as a function of ability, motivation, and
environmental factors (Noe & Schmitt, 1986) at three outcome levels: learning, individual performance, and
organizational performance. Secondary influences such as efficacy beliefs are included and are believed to
influence transfer primarily through their influence on motivation. The LTSI assesses 16 factors that are group to
represent the four factor in the macro structure of the Research and Evaluation Model. These include motivation
elements (motivation to transfer, transfer-effort expectations, and effort-performance expectations), environmental
elements (supervisor support, supervisor sanctions, peer support, personal-outcomes positive, personal-outcomes
negative, and openness to change), ability/enabling elements (content validity, transfer design, opportunity to apply
training, and personal capacity for transfer), and secondary elements (self-efficacy and learner readiness). The first
three categories can directly influence learning transfer whereas secondary influences have indirect influence on
learning transfer through their influences on motivation.

Figure 1.Conceptual Model of the LTSI

Secondary Performance Self-Efficacy
Influences Learner Readiness

!

Motivation to Transfer

Environment Transfer Effort > Performance

Performance > Outcomes Feedback Personal Outcomes Positive
Peer Support Personal Outcomes Negative
Supervisor Support Supervisor Sanctions

Openness to Change

!

Outcomes Learning |, Individual | _, | Organizational
Performance Performance

T

Content Validity
Transfer Design
Personal Capacity to Transfer
Opportunity to Use
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The LTSI can be used in multiple ways to improve training effectiveness and transfer in organizations. It can
be used before training as a diagnostic tool to discover unknown and potential transfer problems and identify
leverage points for change. It can be used as an additional evaluative tool following training to obtain additional
information about why a training program did or did not work. The LTSI is also valuable as a diagnostic tool for
investigating known transfer of training problems; as a means for targeting interventions designed to enhance
transfer; as a mechanism for incorporating evaluation of transfer into regular employee assessments; and as an
assessment tool to identify knowledge and skills needed by supervisors and trainers to support learning transfer
(Holton, 2003).

Research Question

For Jordanian organizations, access to instruments such as the LTSI is critical. The capacity to assess transfer and
transfer-related factors would not only help provide more complete understanding of training effectiveness in
Jordanian organizations, but accurate assessment is a critical first step if organizations are to realize the full benefit
from training investments. This research reports on efforts to translate and establish construct validity of an Arabic
version of the LTSI for use in Jordanian organizations. The following research question was addressed: Will
construct validation of an Arabic version of the LTSI (the ALTSI) using exploratory factor analysis result in an
interpretable factor structure consistent with the original LTSI?

Methodology and Research Design
Population and Sample

The population for this study included public and private sector organizations operating in Jordan. The sample
was chosen as heterogeneous as possible to ensure organizational mixture. Initial access to the organizations was
gained through personal contacts. Because of limited access to subjects in Jordan, both purposive sampling and
convenient sampling (Ary, Jacob, & Razavieh, 1996) were used. Specifically, organizations were included in the
study if they had provided some type of employee training within six months prior to our initial contact and were
willing to participate in the study. Twenty-eight organizations participated and provided an initial sample of 500
employees. Data were collected from 450 subjects for a response rate of 90%.

Instrumentation

The LTSI is an 89-item instrument with two sections. The first section of contains items measuring 11
constructs representing factors affecting the specific training program that respondents have completed.
Respondents are directed ““to think about this specific training program” when responding to these items. The
constructs in this section are program specific in that they are expected to vary depending on the training program.
The second section of the LTSI contains 26 items measuring five constructs that reference factors that reflect
respondents’ general experience with training in the organization. Respondents are directed to “think about training
in general in your organization” when responding to these items. Since transfer of learning refers to individual
behaviors, items in the LTSI were designed to measure individual perceptions of constructs. Respondents are asked
to rate the items on a Likert-type scale ranging from 1 = strongly disagree to 5 = strongly agree.

The LTSI was translated into Arabic. To ensure equivalence of meaning of the items and constructs between
the Arabic and English versions of the LTSI, a rigorous translation process was used that included forward and
backward translation and subjective, objective, and pilot evaluations. The goal of the translation and various
evaluation procedures was to produce an Arabic version of the LTSI with items that were equivalent in meaning to
the original English version. This last point is important because the goal was an equivalent translation not an
identical word-by-word translation. Equivalent translations emphasize functional equivalence or the equivalence of
meaning of items across the original and translated instruments. Functional equivalence helps to ensure that the
instrument works in the new target culture as well as it does in the original culture because the item-by-item
translation is based on achieving equivalence in meaning rather than just the form of the sentence or word-by-word
translations. The translation process is summarized below.

Forward and backward translation. Two translators bilingual in English and Arabic separately translated the
English version of the LTSI into Arabic (forward translation). These translators were instructed to retain both the
form (language) and the meaning of the items as close to the original as possible but to give priority to meaning
equivalence and they agreed to use common language in the translation. The two translations were then compared
to assess the item-by-item consistency. In the case of discrepancies or disagreements, the items were discussed and
revised until consensus was reached. When the Arabic translation was finalized, the instrument was then back-
translated (from Arabic to English) by two other people bilingual in English and Arabic.
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Subjective evaluation. The items in the back-translated English version were then evaluated by one of the
original LTSI authors to ensure that the meanings of the LTSI items were equivalent in both the original English
versions and the back-translated version. If substantial differences in meaning were found between items, those
items were put through the forward and back-translation process again until the author was satisfied there was
meaning equivalence.

Obijective evaluation. Following the subjective evaluation, a more ‘objective’ approach was used to further
establish meaning equivalence. In this evaluation, a group of 19 native English speakers (HRD graduate students
and other HRD professionals) rated the equivalence of meaning between the original LTSI items and the back-
translated (English) items. A 7-point Likert-type rating scale was used with anchors ranging from 1 (Not at all
similar in meaning) to 7 (Very similar in meaning). Items with mean ratings below four were put through the
forward and back-translation process until adequate meaning equivalence was established. No items fell below this
threshold and therefore no further revisions were made to the translated instrument.

Pilot test. The Arabic version of the LTSI was pilot tested with a group of 12 employees in Jordan to collect
feedback on instructions and language in the instrument. This feedback did not lead to any substantive changes.
Data Collection

The ALTSI was administered in Jordan to employees at varying time lengths following an episode of
organizational training. Time of administration varied from directly after training to six months after training.
When distributed immediately after a training program, either the researchers or the administrator of the training
distributed and collected the instruments. In the other cases, the instruments were distributed to trainees through the
human resources personnel and then returned to the researchers. Responses were anonymous.

Data Analysis

Exploratory (common) factor analysis was used to identify the latent construct structure of the ALTSI and to
provide some evidence of construct validity. Common factor analysis is considered more appropriate than principal
component analysis when the objective is identification of latent structures (Nunnally & Bernstein 1994) and more
accurate than principal components analysis when the data correspond to the assumptions of the common factor
model (Fabrigar, Wegener, MacCallum, & Strahan, 1999). Oblique rotation was employed because of its suitability
for latent variable investigation when latent variables may or may not be orthogonal (Hair, Anderson, Tatham, &
Black, 1998). The initial criterion used to determine the number of factors to retain was an eigenvalue greater than
or equal to one.

Results
Demographic Profile

The 450 respondents were almost equally divided between males and females. The participants in this sample
were predominantly age 30 and older (71.4%) and that the majority of the respondents held a bachelor’s degree
(69.1%). Forty-two percent of the respondents had work experiences that ranged between four to ten years. Finally,
most of the respondents (61.8%) worked in private organizations.
Factor Analysis

The data were screened in several ways to ensure their normality and appropriateness for factor analysis. With
respect to normality, visual inspection of the histogram, mean, median, mode, skewness, and kurtosis for each item
shows that the data are normally distributed. With regard to the appropriateness of the data for factor analysis, two
statistical tests (overall Measure of Sampling Adequacy (MSA) and the Bartlett Test of Sphericity) were conducted.
Both of these measures quantify the intercorrelations among variables and provide evidence of the factorability of
the data. The results of the MSA (.87) and the Bartlett Test of Sphericity (p < .05) indicated that the data were
suitable for factor analysis. The two sections of items in the instrument (training-specific and training-in-general)
were factor analyzed separately since each represents a different domain of constructs.

Training-specific domain (63 items). The item-to-respondent ratios for the training-specific section was
approximately 7:1, well within the recommended ratio for factor analysis. The MSA for individual items was
examined first in order to exclude any that did not meet the minimum recommended value of .60 or higher (Hair et

al., 1998). None fell below this value. The overall MSA for the training-specific items was then examined
and at .87 it indicated this set of items was appropriate for factor analysis. Exploratory factor analysis procedures
were completed for the purpose of identifying the latent constructs underlying the data. The criteria for determining
how many factors to extract included eigenvalue greater than one rule, and a visual inspection of both the scree plot
(Ary et al., 1996) and several trial solutions. The initial analysis was run without specifying how many factors to
retain. This procedure resulted in 16 factors explaining 64.40% of the common variance. However, this factor
structure did not appear to be the best representation of the data because of multiple cross-loadings and latent factors
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that were difficult to interpret. The scree plot indicated the extraction of 9 to 13 factors. The final determination of
how many factors to retain was made after comparing solutions extracting 13, 12, 11, 10, and 9 factors respectively.

The 12-factor solution for the training-specific items explained 57.23% of the common variance and produced
the latent structure that was the best representation of the data. Of those 12 factors, 11 closely matched that the
constructs in the original LTSI. However, the 12" factor was dropped because it contained two items that did not
have a strong conceptual connection to one another and that cross-loaded (>.20) across multiple factors. The residual
correlation matrix was also examined and no meaningful residuals were found, further suggesting that the 12-factor
structure was the appropriate and that the extraction of more or fewer factors would not improve the structures
representation of the data. Items were retained on factors if they had a minimum loading of .30 and were deleted if
they had a cross loading above .20. Using these criteria, 44 items of the original 63 items were retained on the
ALTSI and accounted for 55.16% of the total variance. Nineteen items were dropped because of low factor loadings
and/or cross-loadings. All but one item loaded on the factor it was associated with in the original LTSI. Factor
loadings for items retained in this solution ranged from .34 to .77 with an average loading of .61 on major factor and
.05 on the rest of the factors. In short, the 12 factor solution extracted 11 interpretable factors including highly
consistent with the following constructs from the original LTSI: learner readiness, motivation to transfer learning,
personal outcomes-positive, personal outcomes-negative, personal capacity for transfer, peer support,
supervisor/manager support, supervisor/manager sanctions, perceived content validity, transfer design, and
opportunity to use training.

Table 1. Factor Loadings, Eigenvalues, and Variance Explained for the ALTSI Training-Specific Factors

Training-Specific Factors

1 2 3 4 5 6
Transfer Design  Sup Sanctions Lrnr Readiness P O Positive Sup Support Mot to Transfer
Items Loading Items Loading Items Loading Items Loading Items Loading Items Loading
52 74 36 62 13 72 8 -87 39 72 4 .62
54 .70 35 63 10 68 7 -86 33 70 3 .60
51 .63 45 62 9 60 6 -83 40 69 2 57
53 62 34 60 1 51 15 -34 43 65 5 .52
55 58 44 44 37 .58

41 43 32 57
Eigenvalues/percentage of variance explained
11.71 5.28 3.05 2.75 2.07 1.87
18.59 8.39 4.85 4.37 3.28 2.97
Table 1 (con’t)
Training-Specific Factors
7 8 9 10 11
P O Negative Personal Capacity Peer Support Content Validity Opp to Use
Items Loading Items Loading Items Loading Items Loading Items Loading
21 74 11 74 29 77 47 -.59 61 -.69
14 51 20 .59 30 74 48 -.58 63 -.67
24 45 12 48 28 61 58 -.45

31 .58

Eigenvalues/percentage of variance explained
1.77 1.74 1.60 1.53 1.37
2.81 2.77 2.53 2.43 2.18

In sum, loading of items was characterized by interpretable simple structure, meaning that it has high loadings
on one factor and minimum cross-loadings on the rest of the factors. Finally, all factors had an acceptable reliability
ranging from .62-.87, with an average alpha of .76, suggesting that this factor structure should be retained. Eight of
the 11 scales exceeded Nunnally and Bernstein’s (1994) suggested minimum reliability of at least .70 for
instruments in early stages of development.

Training-in-general domain (26 items). The item to variables ratio was approximately 21:1, again well within
the recommended ratio for factor analysis.. All individual items in the training-in-general domain had an acceptable
MSA value above .60 (Hair et al., 1998), and the MSA for the this section as a whole was .85, indicating it was
appropriate for factor analysis. The initial examination of the eigenvalues greater than one suggested the presence
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of seven factors, explaining 60.78% of the total variance. However, this factor structure contained multiple cross-
loading greater than .20 and at least one scale that was difficult to interpret. In addition, the scree plot indicated the
extraction of anywhere from 5 to 7 factors might be appropriate. In an effort to respond to these issues, the final
decision of how many factors to extract was made after comparing solutions extracting 7, 6, and 5 factors
respectively.

The five-factor solution explained 52.51% of the common variance, it represented the most meaningful solution
in terms of interpretable latent factors, and it was highly consistent with the original LTSI (Holton et al., 2000). The
residual matrix was also examined for the five-factor solution and very low correlations existed, suggesting that the
extraction of additional factors may not be appropriate. After using a cut off value of .30, along with deleting cross-
loadings above .20, 22 items of the original 26 items were retained. These factors included transfer of effort-
performance expectations, performance-outcomes expectations, resistance/openness to change, performance self-
efficacy and feedback/performance coaching. The average loading on major factor was .61 with an average loading
of .05 on the rest of the factors. Overall reliabilities were above the minimum level (.70) except for the
resistance/openness to change factor which yielded an alpha of .53. Reliabilities ranged from .79 to .86, with an
average alpha of .76, indicating that true factors did exist.

Table 2. Factor Loadings, Eigenvalues, and Variance Explained for the ALTSI Training-in-General Factors.

Training-in-General Factors

1 2 3 4 5

Feedback Perf Self-Efficacy Perf > Outcomes Open to Change Transfer Effort > Perf
Items Loading Items Loading Items Loading Items Loading Items Loading
80 .78 83 -73 67 -84 76 57 66 .78

86 .75 84 -59 68 -.80 74 .53 65 .65

81 73 82 -59 72 -.67 77 44 69 .56

89 .59 85 -52 73 .33 71 52

88 .50 78 .30

79 .37

Eigenvalues/percentage of variance explained

6.62 2.26 1.94 1.56 1.28

25.45 8.71 7.45 6.00 4.90

Summary of Factor Analysis Results

For both the training-specific and training-in-general analyses (a) factor loadings reflected interpretable simple
structures; (b) only items with loading .40 or higher were included in the scales; and (c) average item loading values
were greater than .50 on major factors and less than .15 on other factors for all scales. Except for the Openness to
Change construct, all the ALTSI constructs showed acceptable levels of internal consistency as measured by
Cronbach’s alpha for scales in the early stages of development (.79-.86). For the training-specific domain, 11
factors emerged, explaining 55.16% of the total variance. All items (except for one item) loaded on their respective
factors as hypothesized by the original LTSI. Finally, using a cut off for factor loadings of .30, and deleting cross-
loading above .20, 44 items were retained for the calculation of scale scores. For the training-in-general domain,
five factors were extracted, explaining 52.51% of the variance. Twenty-two items were retained and were highly
consistent with that of the original LTSI items.

Discussion

The original LTSI is well-grounded in previous research and theory and has exhibited fairly robust psychometric
qualities.  Previous research in the U.S. has established the construct validity (Holton et al., 2000),
convergent/divergent validity (Bookter, 1999), and criterion-related validity of the instrument (Bates, 2001; Bates et
al., 2000; Seyler, Holton, Bates, Burnett, & Carvalho, 1998). In addition, the LTSI has shown evidence of cross-
cultural construct validity in both Thailand (Yamnill, 2001) and Taiwan (Chen, 2003). The results of the present
factor analysis indicated that 16 latent factors (with 66 items) emerged from the Jordanian data collected with the
ALTSI. These factors closely matched the factors found in the original LTSI. Results suggest that the Arabic
version of the LTSI can provide reliable and internally consistent measurement for learning transfer system
constructs in Jordan. These results are consistent with other cross-cultural instrument validation research done with
the LTSI and suggest the constructs assessed by the LTSI may be robust across cultures.
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This study proposes new areas for future research. First, the psychometric properties of several ALTSI scales
could be improved. For example, there is a need to increase the number of items on several factors. Factors such as
performance outcomes-negative, capacity for transfer, content validity, and performance outcomes-expectations had
only three items while opportunity to use training had two items. Increasing the number of items on these scales to
four or five would enhance their reliability. In addition, the reliability estimate for the openness to change scale was
lower than desirable (.53). Several items on this scale may require revision in order to enhance scale reliability.

The second recommendation would be to add more factors to the ALTSI that may specifically pertain to the
Jordanian culture. A qualitative effort that includes interviews and focus groups would be helpful in uncovering
those factors. For instance, Jordanians are characterized as being a collectivistic society, then organizational
commitment and job involvement might play a role in facilitating or hindering learning transfer. Therefore, factors
specifically related to theses constructs could be developed.

At the third stage a confirmatory factor analysis (CFA) of the ALTSI would further establish the construct
validity of the scales. CFA methodology is necessary to confirm that those items found to belong to a certain factor
in the initial exploratory factor analysis actually exist. Once confirmed, the ALTSI can be explored with a different
sample to ensure that the factor structure exists in the Jordanian culture. Path modeling and structural equation
modeling are other techniques that could be used to demonstrate the predictive relationship and its direction among
the ALTSI constructs in the Jordanian culture. These techniques could be used as a first step toward theory
development. The fourth stage would be to establish the criterion validity of the ALTSI by establishing its ability to
predict other important domains in the field of HRD such as organizational learning (Kaiser, 2000) and training
participation (Bates, 2001).

The final stage would involve comparing the responses from the Jordanian culture with those from the
American culture after employing invariance testing techniques. Invariance testing allows comparison of results
across different sampling parameters to determine how similar or different the results are. This is an important
technique in establishing the replicability of results for future research.

Implications for the Field of HRD

This research is important because it represents an important effort to disseminate and share HRD tools and
expertise across geographic and cultural boundaries. This is critically important given the global nature of business
today and the internationalization of the field of HRD. For example, creating an Arabic version of the LTSI will
enable HRD practitioners in Jordan to investigate the factors that influence transfer and to more fully evaluate the
effectiveness of training. It also has the potential to enable the comparison of transfer systems across geographic
and cultural boundaries and to help us learn more about how learning and performance are linked and facilitated.
Understanding this linkage may be even more critical in developing economies where effective learning-
performance linkages are perhaps not as well understood or pursued but nevertheless have the potential to
dramatically improve individual performance and organizational competitiveness. Certainly the study of learning
transfer can draw attention to the importance of transfer in the viability of organizations and the economy as a whole
in Jordan and spur greater intent and effort in understanding training effectiveness. Moreover, knowing that many
international and multinational organizations are expanding overseas, the local and international HRD functions,
will gain deeper understanding of the transfer systems that exists in Arabic cultures, develop interventions to
enhance learning transfer, and ultimately improve organizational performance.

On the other hand, HRD in the U. S. will have further proofs to the validity and reliability of the LTSI
psychometric properties. The LTSI can be used to guide the efforts of the HRD function in enhancing training
effectiveness and diagnose early problems with learning transfer. Such effort will have a great benefit to the
organization as a whole by contributing to the bottom line results and further may provide further evidence to the
credibility of the HRD function.
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Learning Transfer System Inventory (LTSI) is the only research-based instrument of transfer learning in
the U.S.A. to be used in diagnosing strengths and weaknesses of organizational transfer systems. This
study validated the LTSI for use in Taiwan. The sample contained 583 responses collected from 20
different organizations. The results of exploratory common factor analyses showed that 15 factors were
validated for use in Taiwan. Of the 15, fourteen were identical to the original LTSI.

Keywords: Learning Transfer, Instrument Development, Translation Issue

HRD is a relatively new profession but not a new concept in Taiwan. A review of the history of human resource
development in Taiwan vividly illustrates that HRD has been embedded in the government’s human resource policy
and linked to economic growth since 1953. The Taiwanese government has long perceived that developing highly
competent human resources will lead to the nation’s economic growth (Kuo & McLean, 1999).

HRD has been instrumental in Taiwan’s economic miracle in Asia since the 1960s. Taiwan has been perceived
as one of the four “little dragons” (i.e., the most rapidly industrialized countries) in East Asia, along with Hong
Kong, Singapore, and Korea. Yuen (1994) asserted that Taiwan’s government has created technical training and
vocational schools that have dramatically enhanced workers’ skills, knowledge and abilities. This factor has led
Taiwan to be one of the most powerful economies in the world. According to the global competitiveness report of
the World Economic Forum, published by the Center for International Development at Harvard University, Taiwan
was ranked 3 in economic growth, trailing only the U.S.A. and Finland (Cornelius, 2003). Although other factors
such as government financial policies or market forces may influence Taiwan’s economic growth, the government
policies that highly value human capital point out the contribution of HRD to Taiwan’s economic growth. Indeed, in
a country with limited natural resources such as Taiwan, human capital is a more vital concept than in countries with
fruitful natural resources such as the United Sates or China.

Due to the new era of globalization, organizations in Taiwan have been facing more rigorous competition than
ever in recent years. As a result, HRD has received additional attention in both the public and private sectors. In the
public sector, Taiwan’s government has embedded the concept of HRD into the government transformation process.
Several recent government policies have reflected the intensive need for human development. One of the most
dramatic government policies putting the human resource development concept into action has been the legislation
called “Civil Servant Life-Long Learning Passport” (CSLLLP), which is approved by the Central Personnel
Administration Department, Executive Yuan (CPA 200264 Act, 2001). The vision of the CSLLLP legislation is to
build an integrated human resource system by promoting innovation, continual learning, and employee learning
initiatives to effectively and efficiently increase civil service to citizens with an ultimate goal of creating a learning
government.

In private sectors, training has been a prevalent concern for organization decision makers. A major industrial
and business magazine, Common Wealth, conducted a nation-wide study to the top 1000 companies in Taiwan. The
top two priorities of those companies were training and development and research and development. As many as
47.8% of the top 1000 organizations perceived that training and development was the highest priority they needed to
address (Chuang, 1998).

Problem Statement and Research Question

The priority on training and increasing expenditures on training have warranted that organizations will, sooner or
later, want to know if training has led to higher performance and has created better organizational results. However,
a study conducted by Lin and Chiu (1997) found that training evaluation practices in Taiwan focus more on levels of
reaction and learning than on those of transfer and organizational results. In addition, training is one way to develop
human resources, while transfer is an approach to unleash human expertise. It seems clear that both
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should be equally important to HRD in Taiwan. Nevertheless, the current HRD practices in Taiwan seem not to pay
enough attention to transfer. In order to focus on transfer issues and to get greater results, researchers and
practitioners in Taiwan need to assess work environment factors as well as training factors. Although some transfer
research has been conducted in Taiwan, none of them focused on developing a generalizable, valid instrument of
transfer for use in organizations. Measuring effectiveness of transfer interventions would not be warranted unless a
valid instrument could be deployed. Therefore, developing a valid instrument of learning transfer is important
because it will help organizations effectively and efficiently manage transfer interventions by diagnosing the
strengths and weaknesses of their transfer systems. Without such an instrument, transfer interventions are difficult to
compare and the results may vary from one study to another.

The LTSI is a theoretically-based, generalizable instrument to be used in diagnosing an organization’s strengths
and weaknesses for learning transfer (Bookter, 1999). It was developed by Holton, Bates, and Ruona (2000) and is
the only research-based transfer instrument available in the U.S.A. Therefore, the purpose of this study is to validate,
through translation with qualitative, quantitative evaluations and feedback loops, the LTSI for use in Taiwan. The
specific research question was “Are the LTSI’s 16 factors valid for use in Taiwan’s organizations?”

Literature Review

Transfer of Learning Overview

The review on transfer of learning in this study was not intended to be comprehensive. Rather, it is to offer
fundamental concepts of transfer of learning for later discussions. The term transfer varies from one discipline to
another. From the human resource development perspective, the terms “transfer,” “transfer of training,” “training
transfer,” “learning transfer,” and “transfer of learning” are generally perceived as interchangeable terms. In general,
transfer of training is defined as the extent to which trainees apply what they learned in training, such as knowledge,
skills, behaviors, and attitudes, to their jobs.

Transfer of training generally consists of some common elements. These common elements are people,
outcomes, applications, and contexts. People involved in transfer of training may include trainees, trainers,
supervisors, peers, and subordinates (Broad & Newstrom, 1992; Facteau, Dobbins, Russell, Tadd, & Kudisch, 1995).
The outcomes of transfer of training include cognitive, skill-based, and affective outcomes (Kraiger, Ford, & Salas,
1993). The application refers to the degree to which trainees are able to maintain or generalize learned skills to their
jobs (Baldwin & Ford, 1988). Finally, the context relates to work environment, such as opportunity to transfer and
resource availability (Ford et al., 1992).

Factors affecting transfer of training. Baldwin and Ford (1988) suggested that trainee characteristic, work
environment, and transfer design factors could influence transfer. Other research investigating personality traits such
as self-efficacy (Tracey et al., 2001) and job attitudes (Noe & Schmitt, 1986) are related to training motivation and
transfer. Research focusing on investigating the effect of training design factors to transfer finds that transfer
strategies such as relapse prevention (Wexley & Nemeroff, 1975) or matching training content to job utility (Bates
et al., 1997) will influence transfer. And, research on work environment factors affecting transfer suggests that
transfer climate (Rouiller & Goldstein, 1993) and opportunity to perform (Ford et al., 1992) influence transfer.

Managing transfer interventions. Based on a timeframe that transfer interventions could affect transfer of
training, Broad and Newstrom (1992) suggested that transfer interventions or strategies could be applied before,
during, and after training. The concepts of the before- and after-training interventions are similar to Tannabaum and
Yukl’s (1992) pre-training and post-training interventions. Several studies have tried to establish the relationship of
pre-training interventions to training outcomes (e.g., Facteau et al., 1995). Other studies focusing on the relationship
between post-training interventions and transfer of training (e.g., Richman-Hirsch, 2001) investigated the
relationships among post-training interventions, work environment, and transfer of training. The results indicated
that the goal-setting post-training interventions could affect transfer outcomes. Still, some research examined a
combination of pre-training and post-training interventions (Werner, O’Leary-Kelly, Baldwin, & Wexley, 1994).
Finally, Holton and Baldwin (2000) provided a broader conceptual framework for managing learning transfer
systems. The LTSI can be administered to incorporate this framework and help manage transfer interventions.

LTSI Development

A number of studies have been utilizing the LTSI in different settings. Because the focus of this study was to
validate the LTSI in Taiwan, only literature that related to the LTSI development was reviewed. The LTSI
development was based on Holton’s evaluation model (Holton, 1996; Holton et al., 2000). A summary of the LTSI
development can be found in Table 1.
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Construct Validity

Version 1 (LTQ)-Holton, Bates, Seyler, & Carvalho (1997)

Major purpose: Factorize an interpretable factor structure for

transfer climate.

Instrument: Derived from Rouiller and Goldstein’s study (1993)

with some item modifications.

Sample: 189 operating technicians at a petrochemical

manufacturing facility.

Methodology: Exploratory factor analysis.

Results:

o  People perceive transfer climate by organizational referents
(e.g., supervisor, peer/task, or self) rather than the
psychological cues suggested by Rouiller and Goldstein
(e.g., goal cues or social cues).

0 A nine-construct structure was identified.

Version 2 (LTSI)- Holton et al. (2000)

Major purpose: Develop a generalizable instrument that

provides a factor structure for transfer systems.

Instrument: LTQ items and some additional items suggested by

research.

Methodology:

o  Fitconstructs into Holton’s evaluation research and
measurement model.

o  Exploratory factor analysis.

Sample: 1,616 respondents received various training programs

from diverse organizations.

Results: A 16-construct structure was identified with two

domain areas: Training in Specific (11 constructs included) and

Training in General (five constructs defined).

Divergent and Convergent Validity

Cross-cultural construct validation of the LTSI

Bookter (1999)

Major purpose: Examine the convergent and divergent validity of

the LTSI.

Instrument: The LTSI and 17 other instruments.

Methodology: Partial Person’s Product Moment correlation

coefficient was used to determine the degrees of convergent

validity, divergent validity, and nomological network of the

LTSI. Sixty-eight validated LTSI items were used for the

analysis.

Sample: 204 training participants from the United States Postal

Service completed three surveys with 352 items in total.

Results:

0  The LTSI was an instrument that contained unique
constructs.

o0  The LTSI was divergent in nature.

0  Two constructs revealed strong convergent validity.

Yamnill (2001)

Major purpose: Validate the LTSI constructs in Thailand.
Instrument: Thai version of the LTSI created through a series of
forward-backward translations.

Methodology: Proportionate sampling, exploratory factor
analysis.

Sample: 1,029 participants from various organizations in
Thailand.

Result: 16 identical LTSI constructs were determined.

Criterion Validity

Study 1-Ruona, Leimback, Holton, & Bates (2002)

Study 2- Seyler, Holton, Bates, Burnett, and Carvalho (1998)

Major purpose:

o  Relationships between Utility Reaction and the LTSI
factors.

o  Degree to which Motivation to Transfer is explained by
Utility Reaction.

Instrument: The LTSI.

Methodology: Correlation and multiple regression analyses.

Sample: 1,616 participants from various organizations.

Results:

o  Utility Reaction has higher associations with ability-related
and motivation-related constructs in contrast to
environment-related constructs.

o0 Reaction Utility is a significant predictor to predict
Motivation to Transfer (AR2=.038).

o Reaction Utility may be indirectly related to performance
but directly related to Motivation to Transfer.

Major purpose: Degree to which Motivation to Transfer is

explained by 5 sets of the factors.

Instrument: Some LTSI scales and other instruments.

Methodology: Correlation and multiple regression analyses.

Sample: 88 participants in a computer-based training program

from two units of a petrochemical organization.

Results:

0  The full regression model with all factors included
explained 60.5% of variance of Motivation to Transfer.

o  Environmental factors, which were derived from the LTSI,
contributed to a large amount of variance when other
factors were taken into account (AR2=.264).

Study 3 Bates, Holton, & Seyler (1997)

Study 4 Bates, Holton, Seyler, & Carvalho (2000)

Major purpose: Degree to which individual performance is

explained by 11 factors.

Instrument: Some LTSI items and other instruments.

Methodology: Correlation and multiple regression analyses.

Sample: 73 operation operators from two continuous production

units in a petrochemical organization.

Results:

o The full regression with all factors included explained 36
percent of variance in performance rating.

o Interpersonal climate constructs were the most powerful
predictors in the model.

Major purpose: Examine the predictive relationship of

interpersonal factors to individual performance.

Instrument: Some LTSI items and other instruments.

Methodology: Correlation and multiple regressions.

Sample: 73 operation operators from two continuous production

units in a petrochemical organization.

Results:

o0 Interpersonal support factors, which explained 38 percent
of variance in performance ratings, were significant
predictors for individual performance.

Summary of the LTSI Development

Theoretically based (Holton's Evaluation Model) and empirically tested.

Psychometrically sound (Construct validity, statistical analysis, criterion validity, cross-cultural construct validity) with acceptable scale
reliabilities (Alpha ranges from .63 to .91 with only three of them below .70).
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Methodology

Instrument

The LTSI was the instrument used in this study. This version of the LTSI has 89 items, which measure 16
constructs representing two construct domains: Training in Specific (63 items) and Training in General (23 items).
Of the eight-nine items, sixty-eight was previously validated (Holton et al., 2000) while 23 were research items that
designed to improve relatively low but acceptable liabilities of five constructs. All of the items used a Likert-type
scale ranging from 1 (strongly disagree) to 5 (strongly agree). The LTSI was translated into Mandarin language.
Because the quality of translation will ensure the functional equivalence between the two versions of the LTSI, a
forward-backward translation with subjective, objective, and pilot evaluations was used to create the Taiwan version
of the LTSI (Chen, 2003).

Forward and backward translations. Two bilingual translators (one of whom was the first author) first
separately translated the English version of the LTSI to Mandarin. Both translators received HRD graduate degrees.
These two translators were attempting to retain the form and the meaning of the items as close to the original as
possible, and they agreed to use common language in the translation. Upon completion of the translation, the two
forward translators compared their translated instrument item by item to assess the consistency of the translation.
Items with disagreement or errors were further discussed and revised until both translators reached a consensus. A
first draft version of Taiwan’s LTSI (TLTSI) was then finalized, and this version of LTSI was labeled as the TLTSI-
draft. A bilingual backward translator, who has never seen the LTSI before and had strong skills in both languages,
then translated the TLTSI-draft back to English.

Subjective evaluation. The backward translation was then evaluated by one of the original LTSI authors by
comparing the English version to the English back-translation of the TLTSI. The primary focus in this step was to
make sure that the meanings of the LTSI items were equivalent in both English versions. Problematic items were
sent back through the entire process: that is, they were re-translated and re-back-translated, and reviewed by the
LTSI author. This process continued until no items exhibiting substantial differences could be found by the LTSI
author.

Objective evaluation. According to Sperber et al. (1994), in most of the cross-cultural studies, the success of
translation is based on the “translator’s satisfaction,” and relatively few have been done through an objective
evaluation. As a check on the possible individual bias of the LTSI author, a quantitative approach of evaluation
through an objective lens was also conducted in this study. The purpose of this evaluation was to test the quality of
the transition by evaluating the two English versions, the original LTSI and the TLTSI-back.

Two measures, comparability of language and similarity of interpretability, were assessed. The former assesses
the similarity of words, phrases, and sentences while the later assesses the similarity of an item’s meaning. An
instrument using a 7-point Likert-type scales ranging from 1 (extremely comparable/similar) to 7 (Not at all
comparable/similar) was developed for this step. The instrument was distributed to a group of HRD graduate
students and experts. All of them were English monolingual raters. A total of eighteen individuals received the
instrument and fifteen of responses were returned, thirteen of which were useable. A 3.0 criteria was set to
determine the effect of the two measures (scores above 3.0 indicated potential problematic items.)

In terms of the comparability of language measure, the results showed that 15 items had mean values greater
than 3.0, indicating that the wording was not comparable. However, on the similarity of interpretability measure, the
results showed that only eight items had mean values greater than 3.0. The similarity of interpretability measure
became the primary focus of the translation because it tackles equivalence of meaning and the Mandarin language
forces some sentence forms that appear awkward to English readers when back translated. The eight items with
mean values of similarity of interpretability measure greater than 3.0 was further examined. None of them has mean
value grater than 4.0. A closer examination of these items suggested that problems with these items were due to
differences between the two different languages and no further revision was made (see Discussion section for more
information on language differences).

Pilot test. The TLTSI was sent to nine HRD practitioners in Taiwan to collect feedback on whether or not the
instrument and its instruction were understandable, and the technical terms in the instrument were interpretable in
Taiwan. The comments provided by these HRD practitioners indicated that the instrument seemed appropriate for
use in Taiwan except for some concerns about the length and possible repetitive items in the instrument. However,
the repetitive items were the research items intended to improve the reliability of some lower reliability scales.
Therefore, all of the items were retained and the TLTSI was finalized.

Research Design, Population, Sample, and Implementation

This study was a non-experimental survey design. The target population was employees who attended training

programs, either within or outside their organization, provided by trainers in Taiwan. Due to geographical, time, and
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resource limitations, a combination of purposive and accidental sampling techniques was used. The sample was
collected to be as heterogeneous as possible. The primary author attended international HRD conferences to solicit
Taiwan’s HRD practitioners to participate this study. Thirteen HRD practitioners agreed to serve as instrument
administrators and help distribute the instrument in their organizations. Each practitioner received an administration
guide and 30 to 100 instruments. The number of instrument to be disseminated in an organization depended on the
firm size, trainee accessibility, variety of training programs conducted and organizational type. Some instrument
administrators who served in public training institutes were able to distribute instruments to participants from more
than one organization. The data, through instrument administrators, were collected from trainees either immediately
after the training or not later than two weeks after training. There were 712 instruments distributed and 583
responses collected from 20 different organizations for an 82%response rate. The organizations represented public
sector (N=77, P=13.3%) and private sectors (N=267, P=46.3%), education institutes (N=59, P=10.2%), public-for-
profit (N=63, P=10.9%), and non-profit (N=100, P=17.3%) organizations. These organizations included airline,
army, civil service, computer technology, electronic, petroleum, restaurant, retail, shipbuilding, social work, stock
investment, telecommunication, transportation, two insurance and five educational organizations.

Results and Findings

Exploratory factor analysis (EFA) was used in this study. Before the EFA was conducted, data was screened in
various ways including tests for extreme values, response pattern, visual normality, and factorability. No serious
violation was found. The overall Kaiser’s measure of sampling adequacy (MSA) was .932, which means the data
was very appropriate for an exploratory factor analysis (EFA). Item to respondent ratios for all of the EFAS
described later in this section ranged from 9.2:1 to 22.1:1, supporting factorability of this dataset. An EFA was first
conducted using the 68 validated items (Holton, et al., 2000). Following the English language validation procedure,
two separate exploratory analyses were run for the two construct domains. In each analysis, common factor analysis
with an oblique rotation (Oblimin) was used. A criterion of eigenvalue greater than one was used to determine
number of factors to extract. The result showed that 10 out of the 16 LTSI factors were validated, and six were in
need of further investigation (five for Training in Specific and one for Training in General). The six factors included
two that did not emerge at all (Personal Capacity for Transfer and Performance Coaching), two that merged to a new
factor (Perceived Content Validity and Transfer Design), one that had low reliability (Opportunity to Use Learning),
and one that contained only two items (Supervisor Sanction).

Extended Analyses

Cross-cultural instrument validation such as was done in this study is not only involved in cultural issues, but
also translation, implementation, and reliability issues. Each issue should be carefully examined before decisions are
made about construct validity. Before concluding that the six factors were not valid in Taiwan, the authors decided
to conduct additional analyses using the 23 research items (89 items in total) for two reasons. First, the TLTSI
conducted in Taiwan included 68 validated items and 23 research items. The 23 research items were being tested to
improve the scales with lower reliability in the original LTSI. These factors included: Personal Outcomes-Positive
(.69), Personal Capacity for Transfer (.68), Supervisor Sanction (.63), Opportunity to Use Learning (.70), and
Performance Coaching (.70). Interestingly, four of the six factors, which have not been validated in Taiwan in the
68-item analysis, matched these low reliability factors in the English LTSI. That raised suspicions that something
other than cultural issues might be affecting the results. Second, this study was intended not only to validate the
current LTSI in Taiwan, but also to develop the most valid LTSI for use in Taiwan. Because this study was
exploratory in nature, to make an instrument useful, it seemed dangerous to conclude that factors such as Personal
Capacity for Transfer and Performance Coaching do not exist without careful further examination. Also, it made
more sense to develop the best possible instrument for use in Taiwan, which meant examining the research items to
see if the troublesome factors could be strengthened. If the troublesome factors remained problematic, then the
conclusion that certain constructs do not exist in Taiwan could be made more confidently. On the other hand, if
problem factors were strengthened or re-emerged when the research items were included, then it seems likely that
the problems may have occurred due to other artifacts and not true cultural differences. This is especially true when
one considers that five of the six problem factors had been identified as having some weakness in English also.

The procedures for the extended analysis were the same as ones conducted in the previous section except for
having research item included. In the Training in Specific domain, sixty-three items were used. These items included
45 validated items and 18 research items. Although the ratio of respondents to items in this analysis dropped to 9.2:1,
it was still an acceptable ratio for factor analysis (Hair et al., 1998). Kaiser’s measure of sampling adequacy in this
analysis was .938. Using a .40 cutoff, quite interestingly, the result initially showed an 11-factor structure that was
the same as the English version. These 11 factors explained 65 percent of total variance. However, one of the factors
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had only two items with loading greater than .40 that was too weak to be considered as a factor, so it was dropped. A
new factor emerged which merged items associated with the Transfer Design and Opportunity to Use Learning
constructs in the original LTSI. The new factor was labeled Transferability and defined as the extent to which
trainees perceive that training is designed to facilitate opportunity to apply what they learn to the job. In the
Training in General domain, twenty-six items were used. These items included 23 validated items and three research
items. The ratio of respondents to items in this analysis was 22.2: 1. Kaiser’s measure of sampling adequacy in this
analysis was .933. The results showed a five-factor structure and were consistent with the original LTSI factors. The
five factors explained 61.4 percent of the total variance. Overall, reliabilities of the six problematic factors in the 68-
item factor analysis all dramatically improved with exception of Opportunity to Use Learning and Transfer Design,
which were blended as Transferability in Taiwan’s settings. This result can be found in Table 2.

Table 2. Factors, Reliabilities, and Items Comparisons of the extended Analyses between the LTSI and the TLTSI

Training in Specific LTSI (11 factors) TLTSI (10 factors) Result
Validated items Research items Items

Learner Readiness 1,9.10, 13 (.73) 9, 10, 13 (.65) Validated

Motivation to Transfer 2,3,4,5(.83) 2,3,4,5(.83) Validated

Personal Outcome Positive 6, 16, 17 (.69) 7,8, 15,18, 22 6, 7,8, 15, 16, 18, 22 (.91) Validated

Personal Outcome Negative 14, 21, 23, 24 (.76) 14, 21, 23, 24 (.79) Validated

Personal Capacity for Transfer 19, 25, 26, 27 (.68) 11, 12,20 11, 12, 19, 20, 26 (.78) Validated

Peer Support 28, 29, 30, 31 (.83) 28, 29, 30, 31 (.89) Validated

Supervisor Support 32, 33,37, 39, 40, 43 (.91) 32, 33,37, 39, 40, 43 (.92) Validated

Supervisor Sanction 38, 44, 45 (.63) 34, 35, 36, 41, 34,35, 36, 38, 41, 42, 45, 46 Validated

42,46 (.92)

Perceived Content Validity 47, 48, 49, 58, 59 (.84) 47,48, 49 (.84) Validated

Transfer Design 52, 53, 54, 55 (.85) 53, 54, 55, 56, 57, 58, 59 (.92)-  Future investigation

Opportunity to Use Learning 56, 60, 61, 63 (.7) 50, 51, 57, 62 labeled as Transferability

Training in General LTSI (5 factors) TLTSI (5 factors)

Transfer Effort-Performance 65, 66, 69, 71 (.81) 65, 66, 69, 71 (.85) Validated

Expectation

Performance-Outcome 64, 67, 68, 70, 72 (.83) 67, 68, 70, 72, 79 (.80) Validated

Expectation

Openness to Change 73,74,75, 76,77, 78 (.85) 73,74,75, 76,77, 78 (.80) Validated

Performance Self-Efficacy 82, 83, 84, 85 (.76) 82, 83, 84, 85 (.86) Validated

Performance Coaching 79, 86, 87, 89 (.7) 80, 81, 88 80, 81, 86, 87, 88, 89 (.88) Validated

Note. (*)=Reliability. A .40 cutoff criterion was used. Bold numbers represent reverse items.
Discussions

As the result showed, fifteen TLTSI factors are validated for use in Taiwan. The differences in the factor structures
between Taiwan and the U.S.A. can be looked at from four perspectives: cultural, translation, instrument design, and
implementation. From the cultural standpoint, the merger of the two factors could be due to cultural differences in
that trainees in Taiwan perceive Transfer Design and Opportunity to Use Learning as one concept. The predominant
training method in Taiwan is more lecture-oriented. Relatively few training courses are designed in ways to
encourage participation and involvement. In this sense, the concept of Transfer Design in the U.S.A., which
encourages participation and involvement, might not be perceived as a unique factor in Taiwan’s culture. Instead,
trainees in Taiwan may perceive Transfer Design and Opportunity to Use Learning as a single construct of
Transferability. Specifically, trainees in Taiwan may perceive training that they will have an opportunity to use as
constituting a good transfer design.

Looking at the translation and instrument design perspectives together, the differences in the factor structures
could also be due to either translation errors or the items associated with the lower reliability factors in the original
LTSI. However, it is reasonable to think that both of the issues had been reduced somewhat in this study due to the
fact subjective and objective evaluations of the translation were conducted. The pilot test with a group of Taiwanese
individuals also helped ensure that the translation used common language in Taiwan so the instrument was more
understandable. All of these efforts led to a reduction of translation errors and increased the functional equivalence
between the instruments in two languages. With regard to instrument design, since the LTSI has strong
psychometric qualities and had been validated in the U.S.A, the instrument design was believed to be strong.
However, five of the factors that demonstrated problems had a reliability of .70 or lower in the English LTSI.
Fortunately, this study was able to use the additional research items to help improve the reliability of the scales. The
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results of the 89-item factor analysis show that reliability improved in all of the 5 factors except the Opportunity to
Use Learning, which was not present in Taiwan.

From the implementation perspective, the data were collected either immediately after training or two weeks
after training in this study. On the other hand, the data for the original LTSI was collected immediately after training
only (Holton et al., 2000). The differences in implementation between these two studies could have influenced the
factor structures. For example, respondents who returned the instruments immediately after training may have
perceived Opportunity to Use Learning differently from those who returned the instrument two weeks after training.
The first group of respondents would have reflected on the concept of Opportunity to Use Learning based on their
perceptions of what they believed would happen in their work settings, while the latter respondents would have
actually experienced whether or not they could apply the training to their jobs. Thus, it is possible that the concepts
of Transfer Design and Opportunity to Use Learning may be indistinguishable to participants two weeks after
training. In addition, their recall of course activities would be biased by their experience on the job. The author
attempted to separate these two groups and to examine the factor structure for each group. Unfortunately, records
were not kept of which surveys were returned after training so the analysis could not be completed. However, it is
believed that enough were returned after training to possibly have altered the factor structure.

Like any research, this study is not without some limitations. This study began with an assumption that
language would be fully translatable. Indeed, this assumption highlights the limitation of the forward-backward
translation process. Since the two languages are so different, some translation dilemmas occurred. For example,
there is no “tense” in Mandarin. People identify the time a task occurs either by the context of conversations or the
modifier (e.g., time adverb) in a sentence. One alternative to eliminate these language limitations is to use the
simultaneous instrument development approach. That is, researchers can first generate constructs of interests from
both cultures. Once the constructs are identified and determined, researchers can then develop instruments for each
language so that language limitations are eliminated. However, this approach also raises issues of cross-cultural
comparability of results. In addition, the sampling techniques used limited its generaliability to the greatest extent.

This research also points to some possible revisions in the original LTSI. This study found that the five low
reliability factors in the original LTSI are somewhat associated with the factors that did not emerge or continued to
have reliability problems in the original LTSI. The same evidence can be found in Yamnill (2001). This implied that
the 23 research items are well-developed items that would improve the reliability of the instrument, and further
investigation of the 23 research items needs to be done in English to test this assumption. In addition, it is suggested
that both the validated and research items be used for future validation of the LTSI in other language and settings so
the factors that may exist would not be inappropriately eliminated.

Conclusions

Most of the cross-cultural research that translates instruments from one language to another has been based on direct
translation methods (Kinzie & Manson, 1987) and many of the translation processes are completed based solely on a
researcher’s satisfaction (Sperber et al., 1994). This study took a more rigorous translation process by using the
forward-backward translation approach with subjective, objective, and pilot evaluations of the translation that goes
beyond what many cross-cultural studies do and what most of the cross-cultural research in HRD has done (e.g.,
Lien et al., 2002). The rigorous translation process has enhanced the quality of this research endeavor and reduced
the biases that likely would have occurred in the translation process.

The LTSI is basically validated in Taiwan because 14 out of 15 validated TLTSI factors are identical to the
original LTSI. The 15 validated factors of the TLTSI are ready for use in Taiwan. In addition, the sample included in
this study has increased the generalizability of the LTSI. The results of this study combined with previous results in
Thailand (Yamnill, 2001) provide encouragement that the LTSI’s constructs will validate across cultures.

This study has provided an initial attempt to develop a valid, generalizable transfer instrument in Taiwan by
validating the LTSI. Future research should focus on investigating additional factors, particularly in Taiwan’s
literature and practice, which have not been included in the LTSI. Other directions include, for instance, attempting
to confirm the factor structure by using confirmatory factor analysis with different samples or aiming at reducing the
size of the instrument to keep it parsimonious while remaining factor structure.
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Jacobs (2000) and McLean (2000) affirm the need to expand boundaries of HRD to include multiple topics
in a variety of contexts. Non-governmental organizations (NGOs) provide possibilities and limitations for
the socio-economic development of women in India. The roles of NGOs in serving the socio-economic
needs of women provide a broader, non-traditional context for exploring HRD processes and services at a
national level.
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Mainstream HRD literature fails to critically explore how NGOs function within the complex nature of women’s
socio-economic development in India. These entities seemingly have the potential to transform the poorest regions
of India through economic, educational, and agricultural strategies (Jha & Kumar, 2000). This research explores the
strengths, limitations, and possibilities of NGOs to serve the socio-economic needs of poor women in the complex
cultural context of India.

India’s present socio-economic situation does not favor poor women. Socio-economic forces (patriarchy, labor,
education, and government initiatives) greatly influence NGOs’ priorities for women’s development in India. Each
variable affects the complex nature of human development. This paper examines the extent to which these four
themes influence the priorities of NGOs, and their effectiveness towards women’s development in India.

A critique of NGOs illuminates their strengths, limitations, and possibilities for women’s development issues. A
brief description of the origins of NGOs introduces a discussion of their strengths and challenges to determine the
extent to which they support poor women’s socio-economic needs in India. Conflicting views about NGOs present
an opportunity for discourse, reflection, and research. Finally, an exploration of recommendations for improvement
of NGOs is presented to promote dialogue and action concerning social and economic empowerment of poor women
in India.

Conceptual Framework

This study incorporates a literature review to explore the role of Indian NGOs in serving socio-economical needs of
poor women. Utilizing a feminist framework, Bierema and Cseh (2003) conducted an analysis of 600 AHRD papers
published between 1996-2000 and discovered a minimal six percent of topics that focused on diversity. Such a wide
gap in inclusion of multiple frameworks indicates a need to explore non-traditional topics that can inform HRD.
This article utilizes a conceptual framework of voluntarism, Gandhian philosophy of non-violent resistance, feminist
theory, and HRD to investigate the role of NGOs in India. These disparate pluralities of theoretical and conceptual
orientations can serve to expand the parameters of HRD scholars (Roth, 2003). Competing research perspectives and
paradigms are healthy for the realm of HRD — they provide scholars access to fresh questions about HRD. The lead
author of this article is a female of Indian decent with a strong interest in diversity, feminism, and international
human development issues.
The boundaries of HRD scholarship become fuzzier as scholars around the globe search for common

ground. Many Western authors focus on processes, systems, and people within organizations. Some Eastern scholars
not only consider HRD within organizations, but they broaden HRD to include the political economy. A few authors
go beyond workforce issues and encourage HRD scholars to consider the health and well-being of a nation’s people.
For example, Pavlish (2002) noted the disparities between the poor countries of the Southern Hemisphere compared
to those of the Northern Hemisphere as outlined by the World Health Organization. She urged HRD scholars and
practitioners to connect the role of HRD to the disparities of health, education, and knowledge that afflict residents
of impoverished communities. With a focus on improving the overall health of the world’s people, Pavlish
suggested a human resource model for creating, crafting, collaborating, connecting and contributing knowledge to
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construct humane and sustainable social communities. It is within this broad focus on knowledge capital and caring
leadership that this research was inspired — an inquiry into the socio-economic conditions of women in poor sectors
of India and how these factors influence NGO responses. This perspective is aligned with authors who stress
strategies for workforce development that can serve a nation, and note the importance of aligning public and private
systems for the betterment of people and organizations within social contexts (Jacobs & Hawley, 2003; Naquin,
2002; Holton & Naquin, 2002; Bates & Redmann, 2002).

Amartya Sen (1999) studied economic reforms in India and found that income enables other capacities, and
argues that economic discrimination is a much “broader concept” and includes additional factors (p.108). Factors
such as patriarchy, labor, education, and government initiatives emerged as the main underlying factors affecting the
socio-economic status of poor women in India.

Culture permeates all aspects of life in India, so this research can contribute to the understanding of the complex
nature of economic development. Each micro issue fits into a larger pattern of socio-economic relationships in the
complex web of Indian society. Women in poor sectors of India suffer from gender and social discriminations that
restrict their access to labor and education, while government initiatives struggle to provide sustainable socio-
economic improvements for such marginalized populations. The notion of international HRD infers a world of inter-
connectedness. This study can inform HRD scholars and practitioners by extending existing literature and providing
an understanding of an international perspective from a complex contextual location that should provide insights
about leadership in Indian non-profit organizations.

Method

Multiple business and social studies databases were searched to explore the socio-economic status of marginalized
women in India such as ABI Inform, ERIC, Wilson SelectPlus, Article First, Psycinfo, Social Sciences Abstracts,
Social Services Abstracts, Sociological Abstracts, WorldCat, and Dissertation Abstracts. In addition, Journals and
World Wide Web were utilized using a multiple search engine called Dogpile.com. Library books from national and
international libraries were recalled on loan and scanned for recurring themes of Indian NGOs, women’s socio-
economic status, and women’s development issues. Key descriptors and key words used were: NGOs, women,
India, poverty, women’s development, research, social impact, economics, human resource, Asia, self-employment,
women’s studies, culture, leadership, gender, and income. Searches were limited to India and women’s economic
issues.

Origins of NGOs and Socio-economic Focus in India

The role of NGOs enables a broader exploration of a non-traditional context for exploring HRD processes and
services at a national level. Although evidence of voluntarism in India dates back to 1500 BC, M.K. Gandhi is most
noted for initiating a national effort of “institutionalized and individual or group voluntary actions, for the alleviation
of suffering and social and economic development of the poor” (Rai & Tandon, 2000, p.4).

Many early voluntary organizations in India chose to follow either the Gandhian or religious ideology. The
famine in Bihar during 1966 and the refugee problem in Bangaldesh during 1971 influenced an increase of NGOs
resulting in a new professional arena of opportunities for HRD (Rai & Tandon, 2000). Rai & Tandon argue that
because human capital investment was not a major goal of many NGOs, economic development has not been
adequate. Recently, many organizations in India have attempted to facilitate economic empowerment by providing
access to micro-finance. Some organizations focus on policy issues at national levels by intervening on behalf of
marginalized populations (Rai & Tandon).

Common NGO characteristics include: Private ownership and control, non-profit (or perhaps not-for-profit)
status, legal status; principal function as people-centered development, and not financially self-reliant (Bhat, 2000).
Initial conceptual frameworks for voluntary organizations in India were based on ideas of self-help and community
service (S. Sen, 1999). In a collective society such as India, voluntary community service dates back to Vedic times.
The absence of formal welfare programs prompted families and communities to work collaboratively during times
of crisis. One famous voluntary organizer, Mahatma Gandhi, founded a national consciousness movement in India
initiating a radical non-violent peace movement called satyagraha. Satyagraha originated from two Sanskrit words,
sat (truth), and agraha (firmness) (M. K. Gandhi, 1983). Many Indian NGOs continue to be greatly influenced by
this Gandhian philosophy (Mathiot, 1998).

The Gandhian ideology explains why many Indians dislike the Western term “NGQO” preferring to use the
original term “voluntary agencies” (p. 332). Eventually, community organizations became formalized. Choudhary
(2000) defined voluntary organizations as “a group of persons who organise themselves on the basis of voluntary
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membership with external and State Control, for the furtherance of some common interests of members” (p. 37). In
the Indian context, the government became involved in voluntary groups during the 20™ century.

During the 1950s and 1960s India’s government became conspicuously assertive in an attempt to assume the
primary role of economic growth. Due to its inability to effectively implement this goal, the government requested
NGO assistance with poverty eradication programs (Choudhary, 2000). Gradually as time and experience presented
lessons learned, necessary changes became evident. During the 1980s the government focus shifted to socio-
economic empowerment although minimal guidelines were provided (Choudhary). The Indian government had lofty
economic goals, but did not possess the knowledge or expertise to implement this new ideology. NGOs were sought
out as mechanisms to reach these economic goals. Debates continue regarding whether this was an effective tactical
strategy.

Socio-economic needs of the Indian population influenced a change in conceptualization for NGOs. In the
1990s women were “discovered” as major participants in the economic arena and influenced NGO priorities
(Mathiot, 1998, p. 97). A major sector of the Indian people suffers from dire economic conditions — thirty-six
percent (320 million) of India’s population lives in poverty (M. Sen, 2000). Large-scale government programs failed
to provide relief for small-scale needs. A recent response to this troubling situation has been the micro-economic
strategies of NGOs (Bhat, 2000). A commonly held tenet of NGOs is that micro-finance can make tangible, positive
steps toward alleviating poverty (M. Sen, 2000). The supporting logic of this tenet is that low-income women cannot
afford to wait for macro developments to take effect — they need micro strategies for their basic survival needs and
their pursuit of economic self-reliance. Initial foci of new NGOs appear to support this claim. Many new NGOs
initiate their efforts with small relief projects that allow women to gain experience, knowledge, status, and adequate
funding. These small successes empower women and serve as a precursor to larger initiatives.

Successful Strategies of NGOs

Improvements of the economic status of women through the actions of NGOs have been well documented: Direct
financing became available through banks, financial organizations, donors, private corporations, government
programs, and as a result of NGO training programs (Jain, 2000). However, provision of these examples of services
are not without contextual barriers. Jha and Kumar (2000) conducted a study of an NGO in a rural region of Bihar.
They noted that government officials were reluctant to assist, rely on, or otherwise cooperate with NGOs. NGOs
commonly overcome these barriers because locality, diversity, flexibility, and autonomy are their main strengths
(Ebrahim, 2001; Kumar, 2000; Madon & Sahay, 2002; Sooryamoorthy & Gangrade, 2001).

NGOs are diverse in their nature, size, missions, goals, and purposes resulting in manifold descriptions and
definitions. Viswanath (1991) defines NGOs as “non-governmental, organized collectives with a purpose” (p. 4).
Descriptions of NGOs include a number of themes, including indigenous, intermediaries, voluntary organizations,
reformist, visionary, transformist, pragmatic, idealistic, participatory, change agent, alternatives, flexible, creative,
democratic, and advocacy (Appell, 1996; Das, 2001; Ebrahim, 2001; Madon & Sahay, 2002; A.K. Sen, 1999;
Sooryamoorthy & Gangrade, 2001; Viswanath, 1991). This diverse list of descriptions implies that NGOs can
function within multiple organizational cultures and sustain autonomy. Whereas slow turning wheels of government
bureaucracy can create gaps between policy formulation and implementation, NGOs can find ways to fill these
niches (Das, 2001; Madon & Sahay, 2002; Sooryamoorthy & Gangrade, 2001; Viswanath, 1991). NGOs seek to
respond quickly with context specific programs whilst government agencies falter, enabling most NGOs to work
directly and closely with poor women. As such they possess a greater ability to understand women’s situational
needs. Although these needs have always been prevalent in India, funding deficits have historically inhibited NGOs.
Several contemporary funding organizations now favor gender equity which has greatly influenced NGO priorities
(Mathiot, 1998). Handy, Kassam, & Ranade (2002) noted that most NGOs share a feminist perspective because
many work towards women’s empowerment rather than short-term gains that do not transform society. Most NGOs
understand and work to eliminate poverty by providing relevant programs and services. Some adopt higher-level
missions and aim to raise awareness and empower women but this strategy is not common. Missions, visions, goals,
organizational size, staffing, knowledge, expertise, and funding determine the choice of strategies.

One successful Indian NGO is the Self-employed Women’s Association (SEWA). SEWA is both an acronym
and an Indian word meaning service (SEWA, 2001). SEWA'’s innovative alternative ideas aim to empower women.
Because larger Indian banks refused to service poor women with their minimal incomes, SEWA Bank was formed
in response to poor women’s demands (Rose, 1992). In its 2001 annual report, SEWA listed two major goals: (1) To
organize women for full employment at the household level, and (2) to help them achieve self-reliance. SEWA’s
“integrated approach” provides a range of benefits such as banking, credit, savings, and social security services (p.
8). SEWA has received both national and international recognition because of its efforts to assist socio-economic
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development of poor women in India. Poor women with access to credit and savings programs now possess the
capacity to increase their income through micro loans that expand their businesses and profits.

Gram-Vikas is a mixed NGO working with both genders. Viswanath (1991) conducted a study of Gram Vikas
and another NGO called India Development Service (IDS) to determine their effectiveness in serving the needs of
women. Viswanath’s study compared the extent to which each NGO provided sustainable economic gains. Gram
Vikas’ strategies were more focused on short-term gains whilst IDS’ strategies were long-term. Although Viswanath
recommended that NGOs should adopt the Gram Vikas model, it must be realized that ignorance of long-term needs
hinders sustainability and empowerment, and encourages dependency. Education is one approach for sustainability.

Lack of education hinders poor women from realizing their rights, and inhibits access to available resources.
Some NGOs offer basic literacy education and formal training programs while others provide knowledge and
expertise responding to client needs. Whether acting as relief workers, intermediaries, advocates, or change agents,
many NGOs offer some form of formal or informal education to their clients. Improved efforts could increase access
to education for poor sectors. However, NGOs work within governmental restrictions — some NGOs may be hesitant
to delve into national responsibilities such as the provision of education.

NGO conflicts with the Indian government may have resulted from unfamiliarity regarding the different models
used by these different parties. The government has adopted western models of development, whilst most NGOs
operate within Indian concepts of self-sufficiency, community, and spiritual growth (Mathiot, 1998). NGOs
understand that women’s status is a function of socio-cultural discriminations and inept governmental agencies
(Mathiot). Working within these two different paradigms can frustrate NGOs, governments, and their clients. NGOs
have been known to empathize with client frustrations of government bureaucracy and gain women’s trust by
working within the cultural contexts while simultaneously pressuring for legal change when opportunities arise.
Because NGOs often criticize the state, the government sometimes retaliates with control over NGOs (S. Sen, 1999).
Such a love-hate relationship with the government is an interesting aspect of government-NGO relationships. As
most NGOs are locally based within their clients’ contexts, they possess the capacity to maneuver between local
needs and government restrictions. NGOs understand the roots of oppression and how local contexts marginalize
and exploit women. For example, NGO workers do not criticize religions but become frustrated with “their
distortions and abuse” (Mathiot, p. 32).

Most NGOs function with an understanding that social discrimination creates economic instability of poor
women. Unlike governmental departments, most NGO workers within the women’s development field are females
and reside close to their clients’ geographical locations. These workers speak local languages and understand
regional differences. This expertise provides NGOs with an important leverage over governmental programs that are
more generic. Workers of NGOs observe, hear, and respond to first hand evidence of the women’s status. Likewise,
poor women reach out to NGOs as a source of hope and support knowing they will be heard with respect. Because
most poor women request economic assistance, this also influences NGO responses. NGOs can choose to focus on
micro, macro or a combination of issues, all of which are essential for women’s socio-economic development.
Immediate needs can be satisfied as well as planning for long-term sustainability via training and development while
lobbying for change at macro levels of government.

A main disadvantage of Indian governmental agencies is that they are staffed by males; many of whom with
patriarchal attitudes. Males are the major decision makers of policies and programs and the main gatekeepers of
women’s development in India. Governmental efforts of poverty alleviation are frequently unsuccessful, and a major
reason might be the lack of understanding of needs of poor women by bureaucratic men.

A collective look at the factors that influence the success of NGOs in serving the needs of poor women in India
would include: Alternative approaches, innovative methods, a focus on women’s issues, committed leadership,
motivated staff and volunteers, faster response rates than government, flexibility, access to national and international
funds, context specific programs and services, local offices, and innovative strategies.

The Challenges Confronting NGOs

The very factors that allow NGOs to attain success in serving the needs of poor women — diversity and autonomy —
may also be their weaknesses. Sooryamoorthy & Gangrade (2001) observed that although NGOs are initially
“highly democratic”, as they expand and develop they often drift away from democratic practices (p.152).
Sooryamoorthy & Gangrade also noted that institutionalization commonly has detrimental influences on democracy
and a spiritual outlook within NGOs. Formal layers of organizational structure can prevent field workers from
accessing top leadership (Sooryamoorthy & Gangrade). The proliferation of NGOs in India is no guarantee that they
can effectively advocate women’s issues or serve the needs of poor women. Not all NGOs succeed regardless of
their size or mission. Inexperienced staff, insufficient funds, lack of committed leadership, government bureaucracy,
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competition, cultural barriers, and inability to forge linkages outside their area are some causes for failures
(Choudhary, 2000; Jha & Mishra, 2000; Madon & Sahay, 2002; Mathiot, 1998; Prasad & Madaan, 2000). For
example, Appell (1996) critically questioned whether SEWA is “more ideological than practical” (p. 225). Appell
noted several gaps in SEWA'’s ideology: SEWA cannot create jobs, it does not assist members in formal sectors, it is
not participatory, and middle class workers are in most of the high-level positions in the organization (p. 224).

The effectiveness and growth of NGOs are hotly debated issues. Should they remain small and as a result risk
lack of broader impact or sacrifice local connections and opt for organizational growth?

Future Directions for NGOs

Recommendations for future priorities of NGOs vary among authors. Some scholars note the need for motivated
leadership (Appell, 1996; Mohan, 1973; Viswanath, 1991). Often, strong leadership of NGOs is not sustained when
founding leaders retire, or leave the organization without succession plans and strategies sorely needed to enable
smooth leadership transitions. Some organizations grow too large, lose sight of their democratic goals, and traditions
dissipate through growth and affects of time, resulting in a loss of touch with client needs. Rapid growth within an
NGO can alter advantages of faster response rates, flexibility, and innovation.

Collaboration among NGOs is a common practice in India. (Manzo, 2000; S. Sen, 1999; Yadama, 1997).
Yadama described several advantages of collaboration among NGOs: Increasing the effectiveness of smaller NGOs,
helping local NGOs to implement regional level programs, building credibility and trust, facilitating effective
sharing of technology and information, increasing the power to deal with government bureaucrats, accessing
markets for women, and enhancing effective evaluation by local and national funding organizations. However,
contrasting views can be found in the literature regarding the benefits of collaborative work among NGOs.

Consensus differs regarding partnerships and growth of NGOs. Brinkerhoff (2003) noted that some partnerships
could be counterproductive. Differing ideologies and missions along with conflicts of power and leadership may
cripple joint ventures. Das (2001) suggested that NGOs could initiate pilot projects for new schemes. The smaller
NGO can take advantage of its flexibility and rapid reaction time to implement such new ideas. To retain this
advantage, Das recommended that NGOs could network and share data of valuable expertise. This may be a good
solution for those NGOs that prefer to remain small and autonomous. Regardless of which method is used, it is
imperative that NGOs remain focused on client needs. NGOs can achieve better success ratios by involving all
stakeholders in decision-making and leadership — not just the privileged few at the higher levels of the organization.
Micro-strategies are crucial for improvement of the immediate well-being of poor women and must be continued.
Macro-strategies are critical for long-term sustainability in the absence of NGOs or other intermediaries.
Elimination of one strategy may result in severe neglect of poor women who are often voiceless in the power
structures of India. A balanced approach that utilizes both micro and macro-strategies should be considered.
Leadership must continually focus on sustainable development that will release poor women from addiction to
NGOs to achieve empowerment. (Ebrahim, 2001; P. J. Gandhi, 2000).

Critics argue that patriarchal attitudes infiltrate NGOs and they cite examples of women workers perpetuating
the status quo (Carr, Chen, & Jhabvala, 1996; Mathiot, 1998). Many women centered NGOs do not question gender
biases in the home. Although India has deep Vedic roots of equity, many Indians have lost sight of this important
piece of their history. Additional research on the processes, strategies, and organizational dynamics of NGOs could
serve to embellish the practices of NGOs (Manimekalai, 2000; Manzo, 2000; Prasad & Madaan, 2000).

Despite optimistic possibilities for the future of NGOs, they are not immune to the effects of bureaucratic
ineptitude. NGOs and the Indian government each play important roles in initiating and enhancing women’s
empowerment in India. In due course, most NGOs retreat from each area leaving poor women to fend for
themselves until the next aid program comes along. Sustainable development can help women avoid this cycle of
dependency and empower them to make their own decisions plus secure their own resources. Therefore, the most
important role of NGOs is to act as important links to available resources by bridging the gap between government
officials, institutions, aid agencies, and women. NGOs should incorporate empowerment training and development
that can assist women in determining strategies to solve their own problems of patriarchy, labor, education, and
government access.

Conclusions and Implications for HRD
Diverse cultural and geographical influences produce complex economic participation of women at work (United

Nations, 1997). Sentiments regarding women’s economic status vary because of differing conceptual frameworks
and insufficient empirical evidence. Understanding how complex factors affect the global workforce and how
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leadership works in various contexts can provide important insights to HRD theorists and practitioners.
Multinational corporations and business expatriates conducting business in India need to understand regional work
practices in various contexts within India (Templer, 2002). India is a vast continent with many states so it is not
within the scope of this study to cover all states. The state of Gujarat has been chosen as the focus of this research
because the lead author is an Indian female familiar with the Gujarati culture and language.

NGOs must incorporate women-centered strategies in India to benefit disenfranchised poor sectors. Although
the Indian government has recognized the effectiveness of women-centered NGOs, Mathiot cautioned practitioners
about the “dangers of cooptation” (p.100). Viswanath (1991) recommended that newer NGOs should plan a gradual
and cautious approach of development commencing with small local programs leading to a focus on larger issues
and extended geographical regions.

The need for contextual common understandings is a frequent refrain in management literature. Viewing
organizations through various cultural lenses has been popular since the 1980s (Hofstede, 1991). Hofstede described
itas “the psychological assets of an organization” (p.18). Schein (1992) declared that “ultimately, all organizations’
are sociotechnical systems in which the manner of external adaptation and the solution of internal integration
problems are interdependent” (p. 68). An NGO’s capacity to focus beyond “reductionist psychological theories of
poverty and development” is its primary asset (Mathiot, 1998, p.96). In practice, however, many NGOs may be
undermining their potential impacts by perpetuating patriarchal attitudes.

The proliferation of NGOs in India is no guarantee that they advocate women’s issues or succeed in their
efforts. Over 95% of the female Indian workforce still labor in unstable informal sectors without benefits or
employment security (Mishra, 1998). The Indian government has made slow progress between 1947-1990s by
focusing its five-year plans from early issues of welfare and development to current issues of empowerment
(Mishra).

One remedial possibility is motivated leadership (Appell, 1996; Mohan, 1973; Viswanath, 1991) vital for NGO
success because it reflects the culture and ideologies of the organization. Viswanath (1991) noted the importance of
fostering leadership capacity within clients in addition to organizational staff. Fostering “a collective spirit” involves
sacrificing personal benefits (p. 165) and deliberately initiating and implementing this goal. Other authors
(Manimekalai, 2000; Manzo, 2000; Prasad & Madaan, 2000) recommended research to aid deeper understanding of
NGO functions and impacts. Critics disagree about the ideal missions and roles of NGOs. Despite recommendations,
NGOs cannot be substitutes for ineffective governmental efforts. Each party is dependent upon the other to initiate
and enhance women’s empowerment in India. Interfaces between the public and private organizations are poor
(Mishra, 1998). NGOs can aid socio-economic and human capital development by acting as intermediaries on
behalf of poor women in India.
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There is a major concern about the drop of young women entering Computer Science degree programs and
a drop in the participation of women in these information technology occupations. In all levels of
educational institutions across the nation, girls and women remain under-represented in computer and
information science studies and subsequently, the technological workforce. Serious consequences occur not
only to women’s overall potential, which is not fully realized, but also to the world’s economy. This
literature review focuses on women in information technology by addressing the shortage of women in
information technology (IT), the theoretical perspectives of women in IT, barriers to women in IT, and
strategies for recruiting and retaining women in the IT workforce.
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The U.S. Department of Commerce projects that by 2006, not only will 50 percent of all U.S. workers be women,
but also 44 percent of the U.S. workforce will be employed by industries that are engaged in producing or using
information technology products and services (Newton, 2001). Information technology accounted for more than a
third of the nation’s real economic growth from 1995 to 1997 (U.S. Department of Commerce, 1999). The U.S.
Bureau of Labor Statistics reports that approximately 137,800 new jobs in information technology (IT) occupations
have been and will be produced each year from 1996 to 2006 (U.S. Department of Commerce, 1999). In addition,
these occupations are experiencing a significant labor market shortage, while at the same time not attracting female
participants at the same rate as in earlier decades (Camp, 1997). Female participation in the IT occupations has
varied up to a high of approximately 35% in the early 1990s. From 1990 to 1999 the number of people in IT
occupations have more than doubled and the female participation has dropped to approximately 27% (Information
Technology Forum, 1999). This decline in female participation has caused concern, not only because of the low
participation of women in IT occupations, but because there is a significant labor shortage in those occupations and
the drop in participation of women further exacerbates the labor shortage (Freeman & Aspray, 1999; Information
Technology Forum, 1999).

Information technology-related occupations include many different types of jobs — from data entry and
computer operators to systems analysts to computer scientists. There is no generic IT job or IT worker. In the
broadest sense, one could dispute that as the economy becomes more digitized, most of our jobs will involve the
manufacture, operation, or use of equipment containing a computer chip; hence, all jobs will be IT jobs (Cooke,
2000). However, according to the U.S. Bureau of Labor Statistics (2003) the “core” IT occupations include:
computer scientists, computer engineers, systems analysts and computer programmers. Workers in IT occupations
design, manufacture, operate, repair, and maintain the IT infrastructure. The job options in the information
technology field can be numerous and can lead to different levels of career growth.

Although women currently represent 47% of the total workforce, they comprise only 20% of the technology
sector workforce (Catalyst, 2000; U.S Bureau of Labor Statistics, 2003). At present women make up 30% of
computer scientists, 32 % of computer analysts, 25% of computer programmers, 10% of IT directors, and 18 % of IT
project leaders (U.S. Bureau of Labor Statistics, 2003). Women have entered the labor market in increasing
numbers during the last few decades. Despite impressive gains in employment, women are still under-represented in
the IT field. The world of IT is still dominated by men, and the imbalance becomes more striking at the higher
rungs of the corporate ladder (Catalyst, 2000). Obstacles and gender differences have created a gender gap that is
responsible for the narrowing pipeline of women in IT careers. The shortage of women in IT fields has made it
more difficult for them to obtain management positions (Leever, Dunigan, & Turner, 2002). Women hold only
8.1% of executive positions (VP and higher) at major technology companies. One of the reasons for the scarcity of
women executives at technology firms is simply that there are fewer women in the technology-management pipeline
(Catalyst, 2000).

Recently there has emerged a concern about the drop of young women entering Computer Science degree
programs and a drop in the participation of women in these occupations (Camp, 1997). In all levels of educational
institutions across the nation, girls and women remain under-represented in computer and information science
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studies and subsequently, the technological workforce (Balcita, Carver, Soffa, 2002). There are serious problems in
attracting girls to engineering and computer-related fields and keeping them in the IT employment pipeline (Farmer,
1997). A limited number of studies and observations have been done to determine the cause of why women are
deterred from continuing in the computer science pipeline (Farmer, 1997; Margolis & Fisher, 2002; Roberts,
Kassianidou, & Irani, 2002). The American Association of University Women (1992) reported that even girls with
high aptitude for math and science are less likely to pursue studies in science and technology than their male
counterparts. Most women drop out of the engineering/computing pipeline when choosing an undergraduate degree.
A 1995 report from the Office of Technology Assessment showed that out of a group of 2,000 students, 280 males
and 220 females would have completed the necessary math and science courses to pursue a degree in computer
science after high school. However, only 16% of the qualified females chose a degree in computer science, while
50% of the qualified males selected a career in computer science (Levenson & Klawe, 1995). Since the number of
women at the bachelor’s level affects the number of women at levels higher in the pipeline and in the job market,
these facts are of great concern (Camp, 1997).

This literature review brings about a better understanding of women in information technology by focusing on
the shortage of women in information technology (IT), the theoretical perspectives of women in IT, barriers to
women in IT, and strategies for recruiting and retaining women in the IT workforce.

The Shortage of Women in Information Technology

The sweep of digital technologies and the transformation to a knowledge-based economy have created robust
demand for workers highly skilled in the use of information technology. In the past ten years alone, employment in
the U.S. computer and software industries has almost tripled. The demand for workers who can create, apply and
use information technology goes beyond these industries, cutting across manufacturing and services, transportation,
health care, education and government (Office of Technology Policy, 1997). Having led the world into the
Information Age, there is substantial evidence that the United States is having trouble keeping up with the demand
for new information technology workers (Office of Technology Policy, 1997). A recent survey of mid- and large-
size U.S. companies by the Information Technology Association of America (ITAA) (2003) concluded that there are
about 190,000 unfilled IT jobs in the United States today due to a shortage of qualified workers. In another study
conducted by Coopers and Lybrand (1996), nearly half the CEOs of America’s fastest growing companies reported
that they had inadequate numbers of information technology workers to staff their operations.

Evidence suggests that job growth in IT fields now exceeds the production of talent. Between 1994 and 2005,
more than a million new computer scientists and engineers, systems analysts, and computer programmers will be
required in the United States-an average of 95,000 per year (Office of Technology Policy, 1997). Serious
consequences occur not only to women’s overall potential, which is not fully realized, but also to the world’s
economy that might have been shaped differently with more involvement from women in the area of technology.
The consequences for the U.S. economy are significant (Halweg, 2002). The shortage of technology workers may
cost as much as four billion dollars per year in lost production for the United States (Valuing Diversity, 2002). “If
we continue to utilize the talents of American women — virtually half the population — at the level we are now, we
will not have the workers we need in this country “(n.p.), says Arthur Bienenstock, associate director of science in
the White House Office of Science and Technology Policy (Gaudin, 1999).

Unprecedented opportunity exists for IT professionals around the world; the field is experiencing a skills crisis
that stems from the shortage of qualified IT professionals. This skills crisis is due, in part, to the fact that certain
segments of the population are under-represented in IT. Among those under-represented are women. Despite
significant growth in the IT profession in recent years, there remains a gender imbalance. The pipeline shrinkage
problem for women in computer science is a well known and documented phenomenon where the ratio of women to
men involved in computing shrinks dramatically from early student years to working years (Bryant & Irwin, 2001;
Camp, Miller, & Davies, 1999; Camp, 2001; Camp; 2002; Davies & Camp, 2000; Freeman & Aspray, 1999;
National Science Foundation, 2001; Thom; 2001). According to the Department of Commerce, only 1.1 percent of
undergraduate women choose IT-related disciplines as compared to 3.3 percent of male undergraduates (Freeman &
Aspray, 1999).

One of the most obvious patterns is that the percentage of women entering the computer science pipeline and
earning the bachelor’s degree in these IT fields has been dropping steadily since 1984. While the number of
computer and information science degrees awarded decreased every year between 1986 and 1994, the decrease is
occurring at a faster rate proportionately for women (Freeman & Aspray, 1999). This is in contrast to general trends
in the graduation figures of U.S. colleges and universities during these same years, when the percentage of
bachelor’s degree recipients who were women increased from 50.8 percent to 54.6 percent. It is also in contrast to
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the trends in scientific and engineering disciplines generally. The decrease in bachelor’s degrees awarded to women
has also affected the number of women in the graduate degree pipeline, contributing to the decrease in women
completing a master’s degree in the computer and information sciences area. The percentages at the doctoral level
have stayed somewhat flat, with a reduction in the number of U.S. women apparently offset by an increase in the
number of female foreign students entering the system at the graduate level (Freeman & Aspray, 1999).

Research on the career development of women managers in general has referred to the existence of a “glass
ceiling” or invisible barrier, which restricts advancement of women to top executive positions (Igbaria & Wormley,
1992). According to the federal government Glass Ceiling Commission (1995), whose mission is to identify barriers
to the employment and advancement of women and minorities and encourage companies to build a diverse
workforce, fewer than 5% of women are in senior-level management positions. The literature indicates that such a
barrier also exists in the IT field (Camp, 1997; Laberis, 1992). If women do decide to pursue management positions
in the IT workforce, a glass ceiling exists and they do not have an equal chance to reach these management positions
(Leever, Dunigan, & Turner, 2002). Several authors have suggested that proportional presence of women in higher
ranks where decision-making takes place will go a long way toward making the workplace conducive to women’s
needs, however, women in IT fields are concentrated at the lower and middle levels and are under-represented at the
higher levels (Camp, 1997). As of 1997, only 2% of women in IT reached the executive status (Igbaria, 1997).

In one of very few research studies that have focused on women in IT careers, Truman and Baroudi (1994)
concluded that the IT field may not be immune to the problems of gender discrimination. They found that women
received lower salaries than men even when job level, age, education, and work experience were controlled. They
also observed that there were a disproportionately high number of men in the managerial ranks. Furthermore,
Igbaria and Baroudi (1995) investigated the impact of gender on job performance evaluations, job performance
attributions and career advancement prospects. Although they did not find any significant differences in job
performance ratings, they did find that women are perceived to have less favorable chances for promotion than men.
Igbaria and Baroudi (1995) request for further research in this area and stated: “future research should explore the
potential barriers to promotability among women who have aspirations to IT upper management and executive
careers. We need to look at the reasons for the existence of the barriers and possible ways to overcome them” (p.
117).

The increased shortage of women in IT is not confined within the borders of the United States. Other studies,
including work by the Stanford Computer Industry Project, document that there is a worldwide shortage of IT
workers (Office of Technology Policy, 1997). Recent international studies indicate that in the next four years,
women will continue to be massively under-represented in the networking field, despite a major shortage of skilled
engineers in Europe that threatens to hamper the industry (Freeman & Aspray, 1999; Mayfield, 2002). At the end of
2001, only 5.6 percent of engineers in Western Europe were female and that number is projected to increase to 7.3
percent by 2004, reaching almost 94,000, and that is only a fraction of the number of people working in the industry,
according to a report by International Data Corporation (IDC) for Cisco Systems (CSCQ). By the end of 2002, there
was a shortfall of approximately 80,000 skilled IT staff, according to IDC. Industries in other countries are facing
similar problems, exacerbating the U.S. problem, since the geographic location of such workers is of decreasing
importance to the conduct of the work (Office of Technology Policy, 1997). U.S. employers will face tough
competition from employers around the world in a tight global IT labor pool. Thus, the United States cannot expect
to meet its long-term needs through increased immigration or foreign outsourcing. Instead, the U.S. must rely on
retaining and updating the skills of today’s IT workers as well as educating and training new ones. More than ever
before, women have a critical place in replenishing the shortage of IT workers.

Theoretical Perspectives of Women in Information Technology

According to the National Science Foundation, there is agreement among researchers and scientists that systematic
research efforts are needed to address the gender imbalance and under representation of women in IT (National
Science Foundation, 2001). There is a documented need to study the gender imbalance in this field, this topic is
both under-studied and under-theorized (Trauth, 2002). It is under-studied in so far as there have been minimal
published papers in top IT journals on this topic. It is under-theorized in two ways. First, gender is seldom
considered a relevant factor in socio-technical studies of IT in context (Wajcman, 2000). Second, gender and IT is
under-theorized in so far as most of the published work focuses on data analysis rather than theoretical implications
that relate to the existing body of gender, and gender and IT literature (Adam, Howcroft, & Richardson, 2001).
There are two dominant theoretical perspectives that are used to explain the engagement of women in
information technology — essentialism and social construction. They offer insights on the issue of the under
representation of women in the IT profession. Two dominant viewpoints are reflected in recent literature about
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gender and IT. From these perspectives we can develop explanations regarding the participation of women in the IT
profession. The essentialist perspective focuses on the presumption of inherent differences between women and
men to explain the perception of IT as a male domain. The social construction perspective focuses on the social
construction of IT as a male domain, which is interpreted as problematic with respect to the social construction of
female identity.

The Essentialist Perspective

Essentialism is the assertion of fixed, unified and opposed female and male natures (Wajcman, 2000). When
applied to the IT realm, this viewpoint focuses on inherent differences between men and women to explain the
differences in their relationships to IT (and, by inference, the participation of women in the IT profession). In doing
so, it reflects an essentialist perspective that observed differences in men and women’s behavior are attributable to
inherent, group-level differences that are based upon bio-psychological characteristics (Trauth, 2002). The
essentialist perspective has spawned research that views gender as a fixed variable that can be manipulated within a
positivist epistemology. An example from the recent IT literature is the work of Venkatesh and Morris (2000) and
Venkatesh, Morris, and Ackerman (2000). This research includes gender as a variable in the application of the
technology acceptance model (TAM) to understand differences in individual adoption and sustained usage of
technology in the workplace. Their findings lead them to suggest that men, as a group, make decisions about using
technology based upon different criteria than women, as a group. They conclude that men are influenced by the
usefulness of the IT whereas women are influenced by social factors.

Several researchers have employed the psychological literature on gender to guide their interpretations of the
empirical data on the adoption and use of IT by the women in their studies (Adam et al., 2001; Tashakkori, 1993;
Venkatesh & Morris, 2000; Williams & Best, 1990). Venkatesh and Morris (2000) drew upon a statewide
attitudinal survey of California high school students conducted in 1982-1983, to support their conclusion that
“women typically display lower computer aptitude...than men” (p. 119). Adam et al. (2001) provided an analysis of
this perspective in their critique of research on gender and IT. They noted the perils of ignoring existing gender and
technology literature, particularly recent literature in this area. They went on to argue that, “focusing on a
background literature of psychology places too much emphasis on individual gender characteristics where a form of
‘essentialism’ may creep in.” They believe that it looks only to psychological explanations of observations without
giving attention to the influence of context. They point out that this perspective adopts a determinist stance with
respect to gender.

The Social Construction Perspective

An alternative explanation for women’s relationship to information technology (and, by inference, their
participation in the IT profession) can be found in societal rather than biological forces. The literatures of gender
and technology in general (for example, Cockburn, 1983; Cockburn & Ormrod, 1993; Wajcman, 2000), and that of
gender and information technology, in particular (for example, Adam et al., 2001; Balka & Smith, 2000; Spender,
1995; Star, 1995; Webster, 1996) look to social construction theory (Berger & Luckmann, 1966) rather than
biological and psychological theories. According to this view, the social shaping of information technology as
masculine interacts with the social construction of femininity in such a way as to place IT outside the domain of
women. The inference that can be drawn from this perspective about addressing the level of female participation in
the IT profession is that the explanation lies in the social construction of the IT profession as “men’s work” (Trauth,
2002, p. 101).

Von Hellens et al. (2001) focused on women who address their “odd girl out” status by developing coping
strategies in their attempt to fit into this male domain. However, another school of thought within the social
constructivist perspective focuses on the need to reconstruct the world of computing to become more of a “female
domain.” Webster (1996) is representative of this approach. Her focus is on the social shaping of female gender
identity and the implication for women’s relationship to workplace technologies. At the heart of the issue, she
believes, exist structural inequalities between men and women in work and in their relationships to technology.
Spender (1995) analyzed the role of women as a social group in cyberspace with the goal of increasing the number
of women who employ the Internet. Her argument was that what will follow from increased female presence will be
the influx of female values into this new virtual world. She concluded that the same would happen as more women
enter the IT profession.

While the timing for increasing women’s participation in information technology fields appears propitious,
current literature indicates that the supply of women in IT is alarmingly low. Although there are theories as to why
women are under-represented in IT, there are no definitive answers to the problem. Women have made significant
strides in several fields—notably in the natural science, however, their participation in engineering, mathematics,
and information technology remains persistently low (Fountain, 2000). Based on the unanticipated and strong
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societal impact women have had on other disciplines, it seems reasonable to hypothesize that stronger representation
of women in IT will have deep influence on technology outcomes and processes (Fountain, 2000).

Barriers to Women in Information Technology

Under-representation of women in the IT workforce cannot be isolated to a single factor or barrier. Factors such as
gender bias, lack of role models and mentors, perceptions, stereotyping, difficulty with work/life balance, and lack
of corporate commitment all contribute to the under-representation of women in IT (Carver, 2000). These barriers
are briefly described below.

Gender bias exists in the workplace for many women who are pursuing careers in IT. A male is more likely to
be chosen for a position in a company when competing against an equally qualified female (Panteli, Stack, &
Ramsay, 1999). Once in the workforce, many qualified women are assigned to menial tasks such as checking
monitors and information retrieval, while men are left to perform the more choice and challenging assignments.
Many women in IT also report that they have supervisors assigned to check their work, but men performing similar
tasks are left alone to their own discretion. Harassment is also prevalent as women are still often viewed as inferior
to men. In 1996, there were more than 15,000 gender bias or harassment suits throughout workplaces across the
United States (Leever, Dunigan, & Turner, 2002).

Under-representation of women in IT leads to the inevitable “vicious cycle” or fewer professional role models
and mentors for those who wish to enter the IT profession. Therefore, women may tend to view the IT profession as
lonely and isolated or may find assimilation into mainstream networks of companies difficult due, in part, to a lack
of common interests or a sense of just not belonging (ITAA, 2003). Frequently when women in IT look for support
and mentoring through role models and social networks, they come up empty handed. Without the encouragement
and guidance of role models and mentors, women in IT are left searching for support and are at a disadvantage
(Balcita, Carver, & Soffa, 2002).

Much of the research on recruiting women into IT suggests that perception of the field of IT as unappealing
(American Association of University Women (AAUW), 2000; Camp, 2001; Margolis & Fisher, 2002; Halweg,
2002). In a study conducted by the AAUW (2000), girls and young women reported technology-related careers
unappealing because they were associated with jobs that were solitary, passive, and sedentary. The unattractive
perception of information technology professionals in our culture continues to foster an image of a solitary and
antisocial profession, dominated primarily by white males (Camp, 2001). The image of IT as a masculine industry
may be causing women to reject IT as a viable career choice (AAUW, 2000)

In addition, to the image challenges that face the IT field, there are also limiting stereotypes that may affect the
hiring and promotion of women. Among the negative stereotypes is the belief that women are not proficient in
math, technology, and science, consequently this impedes the career progress of women in the IT field (Margolis &
Fisher, 2002). Society regards males and females differently and has stereotyped associated traits such as
assertiveness, confidence and achievement with men and not women. Employers seeking to fill positions in IT have
placed value on masculine traits when seeking to fill positions in IT (Leever, Dunigan, & Turner, 2002).

The IT environment consists of long, irregular work hours as well as fair amounts of volatility. Women with
spouses and/or children struggle to keep up with the fast-paced work environment as studies have shown that,
unlike, men, they remain primarily responsible for family and home care (Powell, 1999). Long hours and heavy
workload are not ideal conditions for women interested in combining work and family. Women constrained by their
roles as working mothers may be disadvantaged in the IT work environment and unable to perform to expected time
commitments.

Lack of corporate commitment remains a concern in the IT field. Companies lack consistent and proactive
approaches to attracting, retaining, and promoting qualified women in IT (ITAA, 2003). Unfortunately, if women do
decide to pursue positions in the IT workforce, a glass ceiling still exists (Camp, 1997; Laberis, 1992). Not only do
women’s salaries trail those of their male counterparts, most of them do not reach management positions. As of
1997, women in IT only made 83 cents for every dollar that men earned and only 2 percent of women reached
executive level positions (Igbaria & Wormley, 1992).

Strategies for Recruiting and Retaining Women in the Information Technology Workforce
Changes in workplace culture are needed to remove the barriers that hinder women in information technology
occupations. Bringing about organizational change effectively may be one of the most critical challenges facing

organizations today (Kossek & Lobel, 1996; Norton & Fox, 1997). The under-representation of women in IT and
those who manage to enter IT, but who are persistently excluded from the top level positions does little to change
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the image of the IT culture. Due to the current skill shortage that the IT industry is facing along with the
diversification of the IT occupations, there are excellent opportunities for women to enter the IT sector. However, if
organizations want to attract and retain talented women into their IT workforce, they must do their part to develop
and implement initiatives that will help women overcome the barriers to success that they encounter.

Mentors and role models are of vital importance to women’s advancement in IT. However, women in IT may
find it difficult to find mentors through the same informal mechanisms used by men, especially since individuals
tend to mentor people who are very much like them and the IT field is predominantly male (Camp, 2001). A study
conducted by (Catalyst, 1993) revealed that involvement in a mentor relationship alleviate the stress felt by many
professional women by increasing their self-confidence and reducing their sense of isolation and powerlessness in a
male-dominated company. Because having a mentor is critical to advancing in IT, especially to management
positions, organizational leaders need to create formal mentoring programs that provide structure and help maximize
opportunities for all employees, especially women who may otherwise have trouble obtaining a mentor (Ensher &
Murphy, 1997).

Women in IT who progress in their careers may be impeded by their having to prove their technical credibility
again and again. This may be the result of stereotyping of women’s abilities as well as the perception that
promoting women is riskier than promoting men. The perception that the competencies and traits associated with
success in IT are male attributes is also prevalent (Mendoza & Johnson, 2000). Changing these perceptions requires
long-term vision and is a challenging task, which needs to be implemented gradually with joint efforts from
individuals from all levels of the organization (Catalyst, 2001). It necessitates a social and ethical responsibility for
these individuals to work together to address these issues that have contributed to forming a male-dominated IT
work environment. The change must come from well-established organizational policies and initiatives that
encourage and support the recruiting, hiring, retention, and advancement of women in IT (Leever, Dunigan, &
Turner, 2002).

Issues of work and family balance are also of paramount concern to women in the workforce. Therefore,
organizational policies and benefits such as extended parental leaves, part-time work options, on-site child care
facilities, and greater scheduling flexibility are needed. Access to quality, reliable, affordable child care is key to the
retention of working women with children (Mendoza & Johnson, 2000). Policies and practices that help women
overcome the difficult obstacles to success have a positive impact on the career development of women in IT over
the long term (Catalyst, 2001).

Furthermore, rapid changes in technology demand new skills and render existing skills obsolete. Continuous
training and development are vital in the IT industry. One way that human resource development (HRD)
professional’s can help women in IT achieve is to ensure that training and career development programs are more
accessible to them and more adaptable to their needs. For example, training and development programs should be
comprehensive enough to incorporate the needs of women employees with family responsibilities. Therefore, they
should provide training opportunities for women returning from maternity leave, as well as women who work on a
part-time or flexi-time schedule or telecommute (Panteli, Stack, Ramsay, 1999). Technological advancements open
up new opportunities to HRD professionals for innovation in their training programs. For example, HRD
professionals could provide online training to women who work remotely or from home. As IT is becoming one of
the growing job markets, organizations needs to accommodate more effectively women in the workforce by
rethinking career development and training programs, and thus building a healthier and more supportive work
environment for women (Panteli, Stack, Ramsay, 1999).

Women must overcome the stereotypes presented by society as well as the conceptual role of women as a result
of socialization. These obstacles and gender differences have created a gender gap that is responsible for the
narrowing pipeline of women in IT careers. The shortage of women in IT fields has made it more difficult for them
to obtain management positions. In order to reverse the diminishing number of women in the IT fields, a
combination of organizational strategies and changes in perception are required. If these barriers are removed, it is
likely that more women will consider careers in the fast-growing and lucrative field of information technology.
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In this paper, continuing professional education (CPE) is linked to human capital theory. Since human
capital theory does not explicitly focus on CPE but does provide important insights on training
evaluation, we discuss the differences between CPE and training. We review the main insights on training
evaluation and discuss the implications for the evaluation of CPE using human capital theory.
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Continuing Professional Education (CPE) may be defined as “the process of engaging in education pursuits with the
goal of becoming up-to-date in the knowledge and skills of one’s profession” (Weingand 1999). Both theory and
practice surrounding continuing professional education have been fragmented with providers of CPE identifying
with their individual professions and not with the field of adult education (Mott & Daley, 2000) or human resource
development (HRD). Yet, CPE has been recognized by adult educators as an important area of study and practice
since the 1960s (Houle, 1980; Cervero, 1988; Queeney, 2000). For instance, adult education graduate programs
teach students effective practice in CPE as facilitators, program planners, and administrators (Cervero, 1989).

CPE is a growing concern for both adult education and HRD because of four trends: the amount of CPE offered
in workplaces is surpassing CPE offered by other providers, CPE is increasingly being offered by universities
through distance education, collaborations between universities and workplaces are expanding, and using CPE to
regulate professionals’ practice is increasing (Cervero, 2000). In 1988, Cervero estimated that 25 % of the workforce
claimed membership in a profession; this estimate could only have increased over the years (Cervero, 2000). As
more professionals become corporate employees, CPE has become an important phenomenon in many workplaces
making it the responsibility of HRD practitioners to manage and facilitate. As a result, during the last decades, the
amount of CPE offered at the workplace has grown more than any other type of education (Cervero, 2001).
Consequently, CPE at work takes resources away from training other classes of workers, the CPE-providers require
more education and expertise increasing the costs of securing and retaining trainers, and since CPE is mandated by
professional associations the content, timing, and costs to provide it are less controllable by the employer.

Cost benefit analysis and return on investment are terms that are increasingly being used by HRD to support
training as a sound investment in human capital (Cascio, 1987; Fitz-enz & Davison, 2002; Swanson, 2001). Human
capital has caught the attention of scholars and practitioners outside the economics domain since it is increasingly
seen as the “profit lever of a knowledge economy” (Fitz-Enz 2000). Without a workforce that is constantly
increasing its knowledge and skills, organizations cannot remain competitive (Fitz-Enz and Davison 2002). Most
theoretical and empirical research has implicitly been concerned with cost-benefit analysis for training at the
individual or societal level (Burke 1995). Cost-benefit analysis for CPE for individual organizations or for their
customers has been rather scarce in the economic literature.

The field of human capital theory has contributed to research on training while paying little attention to the
distinct characteristics of continuing professional education or the differences between training and CPE. This is due
to the fact that the estimation of costs and benefits of CPE is not as straightforward as it would seem at first sight.
Training and CPE are different in ways that make a simple application of training models to understanding the cost-
benefit analysis of CPE, impossible. While standard principles from cost-benefit analysis can be used to determine
why, how and how much an organization invests in training, these same principles do not directly apply to CPE.

Problem Statement and Research Questions

The main problem we are addressing in this paper is: how can continuing professional education be evaluated using
insights from human capital theory? The purpose of this paper is to explore the factors that make CPE different from
training and then to examine the issues that make a human capital theory evaluation of CPE different from the
economic evaluation of training. Three research questions are addressed:

Copyright © 2004 Jasper B. van Loo & Tonette S. Rocco
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1.  What are the main insights from human capital theory?
2. What are the factors that differentiate continuing professional education from training?
3. What issues play a role when continuing professional education is analyzed using human capital theory?

Human Capital Theory

Human capital theory is an economic approach to the evaluation of the costs and benefits of the investment in skills
and knowledge. While Theodore Schultz coined the term human capital, the foundations of the theory were laid by
Gary Becker and Jacob Mincer (Becker, 1962, 1980; Mincer, 1962, 1974). The development of human capital
theory began with the recognition that the investment in humans can be analyzed in a similar manner as the
investment in physical capital. This implies that the impact of human capital investment (education or training) can
be analyzed using economic models on the costs and benefits of investment. Benefits include higher wages,
increases in productivity, and a stimulus of research & development and economic growth. Examples of costs are
trainees’ time investments, tuition fees, and the cost of the educational system.

In early human capital literature, educational background was considered one of the most important
determinants of human capital. As a result, the classic empirical human capital studies focus on the value of
additional years of education. One of the assumptions underlying classical human capital theory is that labor markets
are competitive and that the wage is an unbiased estimator of individual productivity. Therefore, the empirical work
relates human capital to wages using so-called ‘mincerian’ earnings functions.

The notion that various developments render parts of human capital obsolete, attracted attention from human
capital theorists later. First, the focus was on “vintage-models”, which take into account the differences in education
in various periods and the implications for the variation in human capital and wages with age (Rosen, 1975; Ben-
Porath, 1967). When the value of certain vintages of human capital decreases, training as a means of human capital
investment becomes essential to keep skills up-to-date. The impact of technological, organizational and competitive
developments has resulted in increased attention for training as a determinant for human capital (Baldwin &
Johnson, 1995; Barrett & O'Connell, 1998; Bartel, 1991; Blundell, Dearden, & Meghir, 1996).

The analysis of training is full of economic considerations. Firstly, the training need can be related to the
demand for and the supply of skills on the labor market. If the demand for a skill increases, for instance due to the
introduction of a new technology in the workplace, it may be profitable for organizations and individuals to invest in
training. Secondly, training options can be compared on the basis of costs, benefits or both. Cost comparisons are a
relatively simple way of comparing different types of training. Organizations may also look at the long term benefits
from training when they develop training programs that serve the strategic needs of the organization. Organizations
may also compare different types of training by looking at both costs and benefits.

Human capital theory is known for its ability to address training issues in an abstract and quantitative manner. It
predicts that rational agents (individuals, organizations, governments) will invest the amount of resources at which
the marginal cost of an investment in training equals the marginal benefit. The decisions of whether and how much
to invest in training can be analyzed using standard principles from cost-benefit analysis. Cost-benefit analysis is a
technique that compares different choices by estimating the associated costs and benefits for each available option.
Estimates for training cost and benefits at the individual level have been an area of research which human capital
theory has become famous for. At the organizational level, cost-benefit analysis may be applied as well, but it is
important to recognize that individual benefits and costs from training may not coincide with organizational benefits
and costs. This may cause diverging interests between organizations and their employees. When an organization is
unable to reap sufficient benefits from a training program while the trained employees benefit in terms of increased
wages, this may lead to an under investment in training from an efficiency point of view.

In the classical human capital literature, the under investment in training has usually been linked to the
provision of general training. General training leads to the acquisition of human capital that is applicable in many
different contexts. Since organizations run a ‘poaching’ risk of loosing the training investment when trained
employees are recruited by other organizations that benefit from the training investment without bearing the cost, the
incentive to provide general training is reduced. Although the reduced investment in general human capital may be
rational from the organizations’ perspective, from society’s point of view, under investment occurs: investments that
are potentially profitable are not undertaken since the benefits cannot be secured for those who incur the costs.

Factors that Differentiate CPE from Training

A systems view (Senge, 1990) is presented of the factors that influence the cost and benefits of CPE and that make
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CPE different than training. This system includes public and private organizations employing professionals who
have leadership roles with in the organization and in society and who deliver services that can impact the quality of
clients’ lives (Scheneman, 1993). Factors include scope, stakeholders, control, and skill transfer.

First, The Scope of Training is Different from the Scope of CPE

According to Swanson (1995), HRD is a “process of developing and unleashing human expertise through
organization development and personnel training and development for the purpose of improving performance” (p.
208). Personnel training is organization- and job-specific, occurs through formal, structured sessions designed to
facilitate knowledge acquisition and skill development determined useful by the employer, and whether an internal
or external service provider conducts the training the employer decides who should attend and what should be
offered. Contrast this to CPE where knowledge and attendance are frequently regulated by an entity external to the
organization such as a government or professional association.

Continuing professional education is directed towards the knowledge and skills in the professions. Commonly
viewed characteristics of a profession are that preparation is through a distinct pre-professional college curriculum,
that formal and informal learning is required throughout the working life, and that the profession is regulated
through a set of professional standards or codes, accreditation, and/or licensure. These characteristics are predicated
upon the belief that the profession’s knowledge base is continually advancing and to stay current professionals must
continue their education (Queeney, 2000). The need for CPE is often based on the desire to protect clients or society
from ill informed or poorly prepared professionals. The training received is specific to the profession and not to the
firm.

Second, Training has Different Stakeholders than CPE

Stakeholder theory defines stakeholder as “any group or individual who can affect or is affected by the
achievement of an organization’s purpose” (Freeman, 1984, p. 53). Taking this a step further a primary task for
management is “to influence, or manage, or balance the set of relationships that can affect the achievement of an
organization’s purpose” (Freeman & Phillips, 2002). The balancing of competing stakeholder interests is a
fundamental concern when considering the growing trend of corporations hiring professionals whose mandated
continuing education requirements must be monitored or facilitated by HRD professionals.

Human capital models differentiate between specific training and general training. Specific training is felt to
increase productivity in one specific firm while general training more readily goes with the individual (Veum,
1999). In specific training the key stakeholders are the employee and the organization since the benefit of this
training is the organization as long as the employee remains. This simplistic model ignores the traditions behind
lifelong learning that learning has the potential to enhance intellectual, cognitive, and social growth (Tennant &
Pogson, 1995) which would mean the worker’s knowledge, skills, and abilities are enhanced through specific and
general training. While in some organizations training is moving away from the banking approach of depositing
knowledge and into conceptions of learning organizations and lifelong learning, CPE does not seem to have moved
beyond instrumental rationality (Battersby, 1999).

Training of professionals occurs prior to joining the firm and continues beyond any one firm being specific to
the profession. For CPE the key stakeholders are society or the state, the professional organization, the professional,
and the client. Since we are concerned with CPE when the professional is employed by an organization and not self
employed or autonomous the employing organization is also a stakeholder. These five stakeholders-- the state, the
professional organization, the firm, the professional, and the client—have overlapping interests and concerns. From
an economic perspective, each stakeholder makes the decision whether to invest in CPE and the investment intensity
is guided by cost-benefit considerations. Most theoretical and empirical research has implicitly been concerned with
cost-benefit analysis for CPE at the individual or societal level (Burke 1995). Cost-benefit analysis for CPE for
individual organizations or for their customers has been rather scarce in the economic literature. A reason for this is
that the estimation of costs and benefits of CPE is not as straightforward as it would seem at first sight.

The state and professional association. The public and the professional association have an interest in
professional services being regulated for consistency, to maintain quality, and to ensure the integrity of the
professional and the service (Queeney, 2000). Both the professional organization and the state accomplish this
through mandating and providing pre-professional education and continuing education content or amount of
education measured in units of time often known as continuing education units. In some cases the state requirements
and the association’s requirements are coordinated and in other cases what the profession deems competent practice
may not coincide with what the state feels is competent practice. In the United States, each state system regulates
access to pre-professional education by determining the number and location of subsidized institutions of higher
education offering pre-professional education in fields such as nursing, medicine, dentistry, accounting, and law.
The location and number of state institutions determines who has access to preprofessional educational
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opportunities, limits the number of professionals, increasing the cost of their services, and limiting the access of
clients.

The state and or the professional association regulate entrance into the profession after the preprofessional
education is completed through exams. The more specialized the pre-professional training and difficult the exams
the more expensive the continuing education will be, because it will require well trained professionals from the same
field to facilitate CPE.

Professional organizations are accountable to the public (Queeney, 2000) and to members. Public accountability
is maintained through credentialing and establishing standards or codes of conduct. The development of standards or
codes of conduct become ingrained in the professional culture and in the requirements for membership. This creates
another barrier to entrance and can act to increase the prestige of a profession. In order to maintain membership in
the professional association CPE is required in terms of content and hours. The professional association also
determines content, number of hours, and acceptable CPE delivery systems. The prestige a profession enjoys is often
illustrated by the glamorous locations selected for CPE programs.

For these two stakeholders costs are incurred a) by subsidizing CPE, b) during the deliberations that end with
decisions about what CPE is needed, and c) in delivering CPE. Benefits are having a skilled professional workforce
and when CPE programs offered by the state institutions and professional associations earn a profit.

The employing organization and the professional. Organizations that intentionally employ professionals do so
because the organization needs these professionals for instance when an insurance company hires medical personnel
or in the retailing of professional services (i.e. Sears Dental Clinics). Organizations also hire professionals because
the professional training acts as an indicator of the level of skills and knowledge the worker possesses not because
they need for instance someone trained in the law. In either case to maintain membership in the professional
association or maintain licensure or certification the organization must allow time off for CPE, to pay for CPE, or to
provide CPE. If the organization hired medical personnel specifically for the credential then it makes sense that the
organization assumes the cost for the CPE and for the release time and replacement cost of the employee while
engaged in CPE.

However, if the organization hired a lawyer because of knowledge and problem solving skills to manage a
division and not to practice law the assumption of cost becomes a matter for negotiation and consideration within
the organization’s tradition and culture. The professional has a vested interest in maintaining membership in the
association because the pre-professional training loses value when the professional is no longer a certified member
of the profession. The professional working for an organization in a capacity other than what he or she was trained
for has to decide on the value of maintaining the certification as in the example of the lawyer managing a division.

Costs incurred by the employing organization are release time, replacement time, and the cost of the CPE. The
benefit is a professional employee in good standing in the field. This might fulfill a legal requirement for the
employing organization or the professional’s services might be the product sold by the organization as in the case of
law or accounting firms. The professional might have to take vacation time and pay for the CPE.

CPE at the client/customer level. Internal and external clients want and expect competent professionals. Yet
“CPE is neither a guarantee of competence nor the sole answer to competence assurance” (Queeney, 2000, p. 375).
To ensure competence, evaluation procedures need to be developed that adequately measure the effects of CPE on
performance and CPE should be delivered in ways that are practice oriented and context relevant which will increase
the costs of CPE. Costs of CPE are passed down to clients through increased fees for service. A good example of
this is what an accountant charges versus a certified public accountant.

Third, Training is Controlled by the Organization; CPE is Not

Training is largely controlled by the organization. Organizations determine who is trained, when and how much
training the employee receives, and what the content of the training will be. The training content is determined by
the upper hierarchy or training department of the firm. In contrast, most organizations only have a limited influence
over CPE. CPE is largely controlled by a professional association and often guided if not legislated at the local,
state, and federal levels. The association and government regulations dictate the amount and content of education the
professional needs to maintain currency in the knowledge base of the field on a time sensitive basis. CPE is treated
as a commodity that someone else designs and delivers and that through this process the professional’s worth is
increased (Battershy, 1999). The entities that have an impact on the content, the amount and the timing of CPE are
summarized in figure 1.

Fourth, There are Differences in the Transferability of Training and CPE

Corporate training is industry and organization specific. Poaching of well-trained employees is a possibility if
the prospect can demonstrate that skills are transferable to another organization. Non-professional employees are
more mobile than professional employees because they can change industries and career tracks. Corporations run the
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risk of training employees whose skills are valued by other firms in the industry and leave or who change careers
and leave wasting resources spent training the employee.

Figure 1. Entities Controlling CPE Content, Delivery and Timing

Professional State Ernploving
Oirganization Oirganization
CFE

(content, deltversy,
arnount, training)

CPE on the other hand is viewed as maintaining the professionals’ currency or advanced knowledge of
scientific and practice-specific knowledge and skills, which makes the professional desirable by all organizations
that need the expertise of specific professionals. Or that value professional training as a proxy for advanced ability.
Professional employees are viewed as knowledge workers with higher order cognitive abilities demonstrated by
their professional credentials whose knowledge can go with them across industries. Organizations that require
professional workers have no choice but to facilitate CPE for these workers. Even though the knowledge and
credentials maintained belong to the professional and not to the organization. It is less likely that professionals will
change careers because of the investment already incurred in the pre-professional education, certification and
licensure, and competency maintenance.

A Summary of the Factors

These four factors: narrower scope, more stakeholders, less organizational control, and decreased transferability
of professional training increase the costs to an organization to provide or facilitate CPE of professional workers.
The more specialized the pre-professional training the more costly to hire the specialists to provide CPE.

Issues in an Analysis of CPE using Human Capital Theory

The four identified differences between training and CPE have implications for the way human capital theory should
be applied to evaluate investments in CPE. Two aspects that make an analysis of CPE different from an analysis of
training investments are discussed in turn.

The Cost-benefit Structure is Different

Training can be seen as the outcome of joint optimization decisions of individuals and organizations regarding
the investment in human capital. Although individual professionals and organizations do play a role in who
participates in CPE and what is learned, the state has a greater impact by setting professional standards and by
regulating the profession. In terms of human capital theory, the assertion that the scope of training is different from
the scope of CPE implies that both costs and benefit structures are different. The differences between training and
CPE in terms of costs and benefits are laid out in table 1.

The provision of training has costs and benefits at three levels: the individual level, the organizational level and
the level of the economy as a whole. Costs at the individual level include direct costs such as tuition and training
materials and indirect costs such as time investment and effort. The indirect individual costs are usually opportunity
costs, which imply that these costs do not necessarily lead to money outlays but rather represent the value of lost
time or income. The individual benefits of training include increases in productivity, wage increases and improved
career prospects. At the organizational level, examples of direct costs of training provision are tuition, the cost of
materials, trainers’salaries and classroom space required for training activities. Indirect costs include the loss in
production when training activities take place. Training requires that some effort or time of employees cannot be
used in the production process, which implies that productivity will suffer in the short run. The long term benefit of
training could be an increase in productivity. When workers are better trained, it is likely that their productivity will
increase following the training period. Another possible benefit of training at the organizational level is that
personnel will be more flexible, e.g. in a situation where tasks that are not part of the regular job need to be carried
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out. At the level of the economy as a whole, the provision of training implies that resources that could have been
used for other purposes have been spent on training. The benefits at the level of society include societies’ economic
success factors, such as economic growth, competitiveness and innovation.

The final column in Table 1 displays the additional societal costs and benefits for continuing professional
education (CPE). Examples of the additional costs of CPE are the costs of having a preprofessional curriculum,
professional organizations, the costs associated with regulating the professions and the enforcement costs. The
benefits of CPE are an improved level of product and service quality and a reduction of risks associated with quality
variations for clients of products and services. An example of the latter benefit is the guarantee that patients have
that a certain level of quality of medical procedures is provided when a system for mandatory CPE for surgeons is in
place.

Table 1. Training and CPE: Examples of Cost and Benefits at Various Levels

Continuing Professional Education (CPE)
Training
Individual Organizational Economy Society
Costs o Direct costs: e Direct costs: tuition, o Resources spent |e Costs of preprofessional
tuition, training provision of on training curriculum
materials materials, trainers, e Costs of professional
e Indirect costs: time space organizations
investment, effort e Indirect costs: e Cost of regulation
production losses due e Enforcement costs
to time investments
Benefits | e Increase in e Increase in e Economic e Improved level of
productivity productivity growth product and service
e Possible wage e Added flexibility e Competitive- quality
increase ness ¢ Risk-reduction for
e Improved career ¢ Innovation clients of products and
prospects services

To determine the optimal level of investment in human capital from a society’s perspective, cost-benefit
analysis applies the equimarginal principle, which simply means that the level of human capital investment is
optimal when the marginal costs of an extra unit of investment (e.g. a training course) equal the marginal benefits.
The implication of the additional costs and benefits of CPE is that a cost-benefit analysis for CPE is different from a
similar cost-benefit analysis for training.

CPE Evaluation is Normative

The discussion has already focused on the different stakeholders involved in CPE. The fact that CPE has more
stakeholders than training implies that the determination of the optimal level of investment in human capital needs to
take account of many more aspects. If there are conflicting interests between stakeholders, the analysis necessarily
becomes normative instead of positive. If e.g. a mandatory CPE system acts as a deterrent to individuals that
consider entering the profession, the earnings and other benefits of the certified professionals (the “insiders’) need to
be weighed against the losses of those denied entry into the profession (the ‘outsiders’). It is important to realize that
human capital theory is only capable of judging different CPE options in terms of efficiency. The question of what
stakeholders should lose or gain from CPE arrangements is a normative issue, which is left for political systems to
decide upon. Human capital theory can however play an important role into providing decision makers with options
that make sense from an economic point of view.

Conclusions and Recommendations

At first sight, an economic analysis of continuing professional education (CPE) has a lot to gain from the existing
work on the evaluation of training, which plays a major role in the field of human capital theory. However, this
paper has shown that CPE differs in four important aspects from training: The scope is different for training and
CPE, CPE typically has more stakeholders, CPE is less controllable by organizations, and decreased transferability
of professional training increase the costs to an organization to provide or facilitate CPE of professional workers.
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The implications of these differences for a human capital analysis of CPE is that the cost-benefit structures are
different for CPE evaluation and that the evaluation is normative since there typically are diverging interests
between different CPE stakeholders.

The implications of the analysis in this contribution are both theoretical and practical. From a theoretical
viewpoint, including elements from human capital theory, while keeping in mind that ideas and concepts from
human capital theory need to be adjusted to reflect the distinct characteristics of CPE, has two advantages. First, it
enables us to better explain the patterns and characteristics of the CPE programs that are currently in place. Second,
it allows for the design of those CPE systems that benefit society most.

On a practical level, using human capital theory in the evaluations of CPE are important for three reasons. First,
it allows CPE professionals to demonstrate the potential benefits of their efforts. Secondly, the professionals and
their associations may use the new insights to optimize professional performance. Finally, at the level of
governments or states, economic evaluations of CPE may guide the design and implementation of preprofessional
curricula and CPE regulation that make sense from an economic point of view.

Future research has an important role to play in putting the ideas brought forward in this paper into practice. A
first step could be the development of a cost-benefit analysis methodology, which incorporates the distinct
characteristics of CPE. This methodology may subsequently be used in applied research that discusses the value and
efficiency of current or future CPE systems.

Contribution to HRD

This study has shown that the combination of insights from human capital theory and human resource development
adds to our understanding of the field of continuing professional education. This does not imply that a theoretically
sound evaluation of continuing professional education using human capital theory can be achieved by merely
applying existing concepts and methodologies. Rather, we have shown that the distinct characteristics of CPE
require adjustment of the evaluation methodologies available in human capital theory. Such an approach is useful in
expanding and reenforcing the multidisciplinary nature of HRD.
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Intellectual Capital: Opportunities and Challenges

Madeleine S. Doran
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Natural and physical resources are wasted when used; human and intellectual resources are wasted when
they are not used. Therein lies the significance of intellectual capital, an underreported and underutilized
intangible corporate resource. Intellectual capital is the competitive edge in the twenty-first century, and it
offers a plethora of research and career opportunities for HRD scholars and practitioners to unleash its
potential, manage its collection and dissemination and explore ways to accurately measure its corporate
value.

Keywords: Intellectual Capital, Knowledge Management, Intangible Assets

In the last decade there has been a rapid growth of companies serving industry. These companies rely heavily on the
skill and competence of their workforce who depends on a specialized group of suppliers and a loyal following of
customers. These service organizations rely on the professional expertise of their employees for their profitability
and their greatest asset is knowledge. The term intellectual capital (IC) became a hot topic in the 90’s although the
term itself originated in the 1980’s and its origins can be traced back to the 1950’s. It appears, however, that it is
not a passing fad. 1C is manifested in a myriad of disciplines and is becoming increasingly more important and
elusive as the number of knowledge intensive corporations continues not only to flourish but to expand. In this
paper, | will review the historical perspectives of IC, describe IC’s conceptual issues and significance to the
economy and finally discuss the challenges and implications it presents for practitioners and scholars in the
marketplace and in the classroom.

Historical Perspective of Intellectual Capital

The term Intellectual Capital, popularized in the 1990’s, can be traced to the considerable study and emphasis on
knowledge in the second half of the twentieth century. In 1962 Frantz Machlup published The Production and
Distribution of Knowledge in the United States presenting his premise that knowledge was a major item of
production in the United States (Cortada, 1998). While Peter Drucker may have received credit for popularizing the
term “knowledge” during the same time period, Machlup was a distinguished economist who studied knowledge
creation, distribution and economic significance from 1950 until his death in 1983. (Cortada, 1998). Thomas
Stewart’s article, “Brainpower,” in Fortune magazine in 1991, however, was the first time that an article on
intellectual capital was published in a national magazine (Sullivan, 2000). Also in 1991, Skandia AFS implemented
the first corporate intellectual capital department and named Leif Edvinsson as the world’s first Director of
Intellectual Capital, followed in 1993 by Dow Chemical Company who named Gordon Petrash as Director of
Intellectual Assets (Sullivan, 2000). Since that time significant press has been devoted to the subject, particularly
among practitioners in management.

There continues to be a dearth of research in the area of IC. Academicians shy away from topics that are
frequently found in trade journals and perceived to be just another fad, i.e., emotional intelligence, total quality and
quality circles. As a result most of the interest in intellectual capital to date has come from practitioners in the field
or scholars who have a management background. The opportunities are limitless to expand IC research as it
permeates the disciplines of economics, sociology, communication, accounting, finance and human resource
development.

Conceptual Issues of Intellectual Capital

An “asset” is defined by Webster’s Dictionary as (1) “a useful thing or quality” and (2) “a single item of property”
(Winter, 1998). Assets are good and positive. Assets can be converted into cash, used to pay debts and used for
borrowing money. Assets minus liabilities determine an individual and organization’s net worth. These assets are
tangible and typically found in land, buildings and equipment. They are easily quantified. Difficulties arise when
an organization’s most valuable assets are not tangible and do not appear in the balance sheet. They are intangible
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and, therefore, invisible. What is this invisible asset that created a difference of $63 per share between the book
value and market value of the sale of Microsoft stock in 1995. Microsoft’s balance sheet reflected a value of $7 per
share while the stock changed hands at $70 per share (Sveiby,1997). It appears that the invisible assets in today’s
knowledge intensive organizations—knowledge, ideas, creativity and innovation-- are more valuable than the
tangible assets that appear on the company’s financial records. Other companies with high levels of professional
expertise reflect a marked difference between their net book value and the stock market value. When approximately
80 percent of today’s corporate business assets consist of intellectual capital and when financial reports reflect only
the 20 percent of tangible assets, “one starts to wonder about the accuracy and efficacy of these reports in reflecting
the value of the enterprise and its future performance potential” (Al-Ali, 2003, p.53). Hamel and Prahalad (1994)
cite ratios of market value to asset value from 2:1, 4:1 and even 10:1 and attribute this not to goodwill, but to core
competence—people skills. The numerator in the ratio reflects investors’ beliefs about the firm’s competencies and
the potential value gained by exploiting these unique competencies in the marketplace.

When a company changes hands for a value higher than its book value, traditional accounting practices require
that the difference be recorded as “goodwill,” which can be depreciated over up to a forty-year period (Sveiby,
1997). A unique difference between the tangible and intellectual assets is that tangible assets depreciate; they are
worth less the more they are used. On the other hand, knowledge assets appreciate. The more they are shared and
used, the higher the value.

Theoretical Framework

Bontis (2002) cites special challenges facing the field of intellectual capital. “It has no legacy, few world-renowned
researchers, and a modest literature” (p.622). Because it overlaps many disciplines, there are a variety of
perspectives. “. .. accountants are interested in how to measure it on the balance sheet; information technologists
want to codify it in systems; sociologists want to balance power with it; psychologists want to develop minds
because of it; human resource managers want to calculate a return on it ; and training and development officers want
to make sure that they can build on it” (p. 622).

Clarifying and managing the composition of intellectual capital provides another challenge. Stewart (1997)
defines intellectual capital as “the sum of everything everybody in a company knows that gives it a competitive
edge. . . . Intellectual capital is intellectual material—knowledge, information, intellectual property, experience—
that can be put to use to create wealth. It is collective brainpower” (p. v). Al-Ali presents one of the clearest
distinctions between the two types of knowledge, tacit (information/knowledge) and explicit
(individual/organizational knowledge). “ . .. explicit knowledge includes all that can be codified or expressed in
documents, manuals and databases. Tacit knowledge, on the other hand, encompasses all that cannot be clearly
articulated but is the real source of knowledge and the basis of decision making. In addition to experience, skills
and competence, tacit knowledge includes intuition and things that the employee ‘just knows.”” (Al-Ali, 2003, p.
84). Since organizations use only 20 percent of the knowledge available to them (Brinker, 2002), extracting and
managing the explicit knowledge accumulated in an organization’s databases, routines, cutlture and practices and
the tacit knowledge contained in the heads of the employees to create value is a formidable task.

The sharing of intellectual assets is critical to an organization’s competitive edge.  “A basic tenet of
communication theory states that a network’s potential benefits grow exponentially as the nodes it can successfully
interconnect expand numerically (Quinn, 1998, p. 93). If two employees exchange knowledge, give and receive
feedback and then share this knowledge with others, repeating the same process, exponential growth occurs. This
growth is enhanced when the process is replicated with customers, specialists and suppliers. However, this mindset
appears to be counter competitive; “it explicitly emphasizes cooperation, sharing and egalitarianism, principles that
are often considered antithetical to the very idea of competition” (Ozaki, 1991, p. 3). The difficulty arises because
many professionals are reluctant to share their knowledge for fear of losing their own competitive edge. This
competition inhibits knowledge sharing for fear of not receiving “credit” for ideas. Furthermore, many
professionals have little respect for other professionals with different responsibilities in the organization and are
reluctant to share ideas even when working toward
mutual goals. “The overall organizational climate is also a powerful influence on information politics” (Quinn,
1998, p. 103). Radical changes in the organization’s structure and accountability will be necessary to release
employees’ inhibitions and encourage a free flow of information. Modifying the existing employee assessment
system to value the employees’ sharing of information and ability to work together, providing peer reviews and
other alternative assessments can facilitate an environment that places a premium on information sharing.

Quinn, et. al (1998) describe the successful experiences of some companies who have “inverted” (p. 94) their
organizations. They have abandoned the traditional hierarchies and have organized around the professional intellect
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that brings value to the company. Novacare, the largest rehabilitation health care provider in the United States,
employing over 5,000 specialists, has leveraged its intellectual capital by organizing the work around its therapists.
Through sophisticated data systems, the collection and analysis of data is collected in ten-minute blocks and is
available to all stakeholders allowing their professionals to have up-to-date, timely information that enables them to
be autonomous and provide maximum effective care to their patients. The professionals have authority over line
personnel, in effect “inverting” the traditional hierarchy (Quinn, et. al, 1998, p. 95).

Even as the need to share knowledge internally and externally is promoted, there is also a strategic advantage in
knowing what not to share. Timing is everything as the race to increase market share intensifies. As intellectual
capital was recognized as the key to wealth in the 1980’s, Joel Barker (1992) cautioned that in order for U.S. firms
to benefit, the United States must take a strong stand on protecting its intellectual capital. When a product takes
years to develop in the United States and a knockoff can be produced overseas and imported back into the United
States without penalty or profit to the designer, it is counter productive (Barker, 1992).

There is agreement among many that the greatest challenge of intellectual capital is how to measure it (Al-Ali,
2003; Bonfour, 2003; Bontis, 2002; Chun & Bontis, 2002; Hamel & Prahalad, 1997; Stewart, 1997; von Krogh, et.
al, 2000). In a survey of 431 organizations in the United States and Europe that ranked corporate issues by relative
importance, “measuring the value and performance of knowledge assets” ranked second after “changing people’s
behavior” (Skyrme & Amidon, 1997). Financial accounting practices in the United States are wed to the past and
these practices are becoming increasingly more illogical and inaccurate. If investments are made to upgrade the
skills and competencies of employees or increase the dollars allocated for research and development, traditional
accounting methods reflect this as a cost, but is it a cost or an investment in the future profitability of the firm. What
is needed is a system to reflect the true value of an organization, not based on tangible assets, but the value of its
marketability, which includes intangibles (Bonfour, 2003). Bonfour (2003) draws an analogy between the current
state of financial reporting and the longitude problem in navigation 300 years ago. The British Navy could only
navigate with precision in a north-south direction—not east and west. Today’s balance sheet perspectives are
vertical, reflecting cost accounting and tangible assets. What is needed is a representation of the value of
intangibles—*"key persons, networks and relationships, alliances, culture and knowledge”—that reside in the lateral
perspective (p.xiv).

If we believe that intangible assets must be accounted for in financial records to reflect an accurate value of an
organization’s worth, there are those that believe intellectual capital liabilities should be reflected as well. Double
entry accounting principles reflect a negative for every positive and similar consideration should be given to
intangible assets. “Microsoft Corporation and its loss in the famous antitrust case in 1999 is a perfect example”
(Chun & Bontis, 2002, p. 15). The Exxon Valdez disaster in 1989 is another example of intellectual liability
(Caddy, 2000).

After the debacle of Enron and others, public trust in the financial records of organizations and the accounting
firms who prepare them is at an all-time low. It is time to overhaul the outmoded accounting principles of the past
and include in assets to accurately reflect the true market value of a company’s worth.

Significance to HRD

Swanson and Holton (2001) define Human Resource Development as “a process for developing and unleashing
human expertise through organization development and personnel training and development for the purpose of
improving performance” (Swanson & Holton, 2002, p. 6). If we are to unleash already existing intellectual capital
in the organization, it will require “minimizing mindless tasks, meaningless paperwork, unproductive infighting”
(Stewart, 1997, p. 87). It requires that “we have the foresight and courage to let go of the Newtonian clockwork or
machine metaphor on which most of our organizations are still founded and embrace . . . the principles of self-
organization or unmanagement” (Ehin, 2000, p. 2). It will require visionary leaders who are willing to give up
control and provide an environment of self sufficiency to employees, sophisticated data systems that collect and
disseminate timely information to professionals and a corporate culture that rewards employees for sharing and
collaborating to add value to the organization. HRD professionals have the expertise to develop and unleash human
expertise, including classifying, analyzing and managing knowledge, and developing the processes and relationships
to create a climate and culture that invites sharing and collaboration

As researchers in the disciplines of finance and accounting provide a means to measure intellectual assets, funds
spent in research and training and development will be viewed as an investment in the future profitability of the
organization instead of an expense. When the skills, competencies and creativity of the workforce are officially
acknowledged in the financial records and standards are created and enforced that provide all publicly traded
companies to disclose the value of intellectual assets, human resource development as a discipline will finally
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achieve the recognition it deserves. Human resource development (HRD) professionals’ career opportunities will
be enhanced as attention continues to focus on the value of intellectual capital and accurate reporting to substantiate
an organization’s worth.

Research is needed to determine how HRD professionals can develop the organization to provide for the
exponential growth of existing knowledge and restructure the organization so that the focus is on the professional
expertise that adds value. Research is also needed on alternatives to the competitive climate that inhibits
information sharing. Only when researchers have results will HRD academicians be able to enhance classroom
instruction to create a repertoire of theory and best practices to embrace the opportunity of the wide acceptance and
public validation of its most valuable asset, intellectual capital.
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Human Capital Theory: A Reflection on Retention of Employees in the Hospitality
Industry
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This paper examines human capital theory as a strategically implemented human resource development
function with reference to retention in the hospitality industry. As noted in this paper, human capital theory
demonstrates a need for the inclusion of human resource development within organizations in order to
improve organizations’ financial growth via the retention of employees.

Keywords: Human Capital Theory, Retention, Hospitality Industry

According to Navatorov (1997), management and organizational philosophy have begun to shift their focus from
financial capital to a focus on human capital. Employers have recognized the need for human resource development
and as Paxson (1994) explains, the value of employee commitment can reduce job turnover and increase
productivity, which in turn, increases the competitiveness of an organization. As found in a recent study by Lam,
Baum and Pine (2003), the average turnover rate in the hotel sector ranged from 27 percent to 41 percent between
1994 and 2000. In an effort to improve their bottom line, as well as their workforces, organizations must understand
and implement Human Capital Theory into their organizations’ human resource development framework.

Retention in the hospitality industry is difficult because employee experiences are often negative. “The lack of
training is often cited as a main cause of turnover” (Breiter, 1991, p. 44). An increasing trend in human resource
development has begun in most hospitality and service organizations. Allen, Shore and Griffeth (2003) suggest that
a reason why this trend has begun is due to the fact that supportive human resources practices contribute to the
development of perceived organizational support, which in turn, contributes to organizational commitment, thus
increasing employee retention.

In today’s high-turnover environment, sales and marketing directors like Tory Parks admit that, “It’s far less
expensive to invest in good employees than to continually retrain new hires” (2003, 3). Being able to measure and
understand the complicated system of organizational development allows hospitality practitioners and professionals
to develop more exhaustive human resource training programs, which in effect should lead to employee retention.
Thus, there is real pressure on organizations in the hospitality industry to re-examine the role of human capital, as
the economic benefit from retention of employees helps to assure both the survival of the company and
improvement in the financial bottom line (Pittaway, Carmouche & Chell, 1998). How better to reflect the economic
benefit of retention than with the foundational human resource development economic guiding concept of human
capital theory.

The pressures that HRD faces in today’s business scenario demands for the inclusion of economics as one of the
foundational disciplines. Human capital theory is the economic theory most relevant for HRD. According to
Swanson (2001), human capital theory provides a bottom-line orientation to HRD. With the emergence of the
knowledge based economy, it is becoming clear that knowledge, skills and attitudes are key factors in for
organizations to become economically productive. Therefore human capital theory is foundational to the field of
HRD, as it draws its concepts from core theoretical foundations of economics.

Purpose of the Study

The purpose of this paper was to examine the ways in which human capital theory reflects upon retention in the
hospitality industry. The researchers’ goal was not to determine the effectiveness of human capital theory on
retention; rather, the researchers wanted to uncover the impact that human capital theory has upon organizations’
retention of employees. The central problem statement is: Does the “knowledge, expertise, and skill one
accumulates through education and training” (Swanson & Holton, 2001, p. 109) in the hospitality industry lead to
return to work intentions? It is the researchers’ intention to add to the relationship model of human capital theory
presented by Torraco (2001).

Copyright © 2004 Hanna B. Hayes, Meera Alagaraja, & Larry M. Dooley
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Method

The design of this research effort was a conceptual analysis of literature on human capital theory in relation to the
field of human resource development and the hospitality industry. This analysis focuses on the impact that education
and training have on the retention of employees in the hospitality industry. Sources were located using computer
searches using EBSCO, ERIC, and Academic Search Premier. The criteria for searches integrated keywords
including: human capital, human capital theory, human resource development, employee, satisfaction, turnover,
retention, and hospitality industry. To provide a richer literature source, a manual search for published and
unpublished research on employee retention included the Academy of Human Resource Development proceedings,
human resource development journals, human resource management journals, hospitality and tourism journals, and
economic journals.

Theoretical Framework

Human capital theory, created by Shultz (1961) and Becker (1963) and modeled by Torraco (2001), provided the
theoretical framework for this study. Schultz (1961) explains that economists have shied away from including
human beings as capital due to conflicting positions regarding slavery and indentured servitude. “To treat human
beings as wealth that can be augmented by investment runs counter to deeply held values. It seems to reduce man
once again to a mere material component, to something akin to property” (Schultz, 1961, p. 2). Becker (1963)
developed his human capital theory model based on the direct and indirect costs of education, especially benefits;
moreover, Becker distinguishes between general and specific training. In 1962, Becker prophetically stated that
human capital theory was “a development of great and lasting importance”

According to Toracco (2001) economics is a central element to HRD’s theoretical foundation. Several concepts
from economics and the human capital theory have relevant applications for HRD. Some of these concepts have
values and principles which add to HRD’s core theory base. The macroeconomic theory concerns itself with fiscal
and monetary policy at the systemic level in contrast with microeconomics, which focuses on individual consumers,
family or the organization. The supply and demand concepts have application for increasing organizational
competitiveness by enhancing the value of the organizational human resources. Concepts of elasticity of demand,
opportunity costs, production functions and agency theory are core concepts that help HRD professionals express
their work in quantitative terms. Economic or financial measures serve as important indicators of organizational
efficiency.

In this paper, the researchers suggest that human capital theory, as applied to the hospitality industry, is missing
a foundational source of economic magnitude—employee retention. The main proposition of human capital theory is
that human capital is considered a form of capital (Aliaga, 2001). Human capital theory is one of the only economic
theories that seemingly explain the return on investment of education and training. Nafuko, Hairston, and Brooks
(2003) believe that human capital theory is an economic theory that addresses the macro-economics of production
and economic development; however this study focuses more in depth on the micro-economic effects of employee
training on employee retention, which thereby lead to augmented earnings for both the employee and the
organization.

Literature Review

“Employee turnover has long been a concern of the hospitality industry, and therefore of researchers who examine
industry human-resources concerns” (Hinkin & Tracey, 2000, p.14). Most hospitality organizations underestimate
the costs associated with turnover. The costs are substantial even in entry-level positions for relatively simple jobs
(Hinkin & Tracey, 2000). Hsu, Jiang and Tang suggest, “HR managers have tried humerous approaches to reduce
the turnover rate. They generally focus on methods related to pay structure, including higher than average salaries
and staying bonuses” (2002, p.361). Simmons and Hinkin (2001) believe that companies may systematically survey
employee attitudes and reward managers for the extent to which they can foster a satisfied and committed
workforce. Yet rewarding management does not solve the increasing rate of employee turnover within the
hospitality industry.

Wayne, Shore and Liden (1993) suggest that a pattern of reciprocity develops over time between an employee
and their employing organization. Those employees who perceive low support may be more prone to leave the
organization. “Employee turnover is strongly associated with decreased hotel profits” (Simons & Hinkin, 2001,
p.67). In fact, Lam, Zhang and Baum advocate that, “most of the literature on employee turnover suggests that labor
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turnover is a “hidden” cost for most organizations. Additional recruitment and training costs must be incurred as
well as a resulting decrease in productivity” (2001, p.157).

Hinkin and Tracey (2000) discovered that turnover is more likely to be associated with current job
dissatisfaction rather than from an attraction to other job opportunities. In fact, employee commitment and job
satisfaction are found to be negatively related to intentions to quit (Allen, et at., 2000). “Turnover is a symptom of
underlying problems... caused primarily by poor supervision, a poor work environment, and inadequate
compensation” (Hinkin & Tracey, 2000, p.21), not to mention, lack of training and organization dedication (Bowen,
Kyriakidou & Warr, 2003). Bigne, Sanchez and Sanchez (2001) suggest, “in order to retain customers,
organizations must seek to satisfy them, but a further objective must be to establish a lasting relationship” (p.608;
Bigne, 1997).

Bayraktaroglu and Kutanis (2003) believe that the improvement of employees should be supported by the
organization, and, as such, a suitable learning atmosphere should be created. This allows employees the opportunity
to “contribute effectively to the performance of the organization” (p. 153). “During the past decade, [the workplace]
has witnessed an increasing emphasis on learning at work and on the need to integrate learning and work for the
good of both individual and organizations” (Ellstrom, 2001, p.421). In fact, according to Rowden, “developing the
human resources of a company would seem to be key to increasing production and closing the gap between the level
of worker skill and present and future needs” (2002, p.409-410). Allen, et al. (2003) proposes that certain human
resource development programs should enhance retention.

Unbeknownst to the hospitality organization, management is utilizing the economic principle known as human
capital theory as their guiding principle by incorporating education and training into their workforce. In fact, Parks
(2003) suggests that “successful properties have realized that by keeping their employee’s skill level up and
knowledge level sharp, they’ll benefit on several fronts” (2003, { 1). Partlow (1996) proposes that quality training
provides employees with the tools needed to recognize and solve problems.

However, investing in human beings to educate an organizations’ workforce is not a new process. In fact, the
examination of training and development as an investment in human capital was pioneered in the early 1960s
through works of important economic scholars like Schultz (1961), Mincer (1962), and Becker (1964) (Nafuko,
Hairston, & Brooks, 2003). There are three key relationships in human capital theory. First, an investment in
training leads to increased learning. Second, as learning increases, so does production. And third, as productivity
increases, both individuals and the organization realize an increase in earnings. The model (figure 1.1) presented by
Torraco (2001) incorporates these three ideas.

Figure 1. A Model of Human Capital Theory

Resources/ R Education and R
Inputs > Training »  Outcomes

‘--‘-"“ - EamlngS/

PRt Production - Output
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Resources/ R
In i i, )
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As stated above and assumed from Torraco’s (2003) model, when the employees’ skills, productivity and
quality of work improve, the organization realizes the benefits of education and training. According to Wang, Dou
and Li (2002) “the effect of training on productivity growth is approximately five times as much as would be
generated by compensation incentives” (Barron, Berger, & Black, 1993; Bishop, 1991 as cited by Wang, Dou & Li,
2002, pg. 205). Moreover, the return on investment (ROI) of training and education can be realized as “any
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economic returns, monetary [those that can be measured and expressed in terms of dollar amounts] or nonmonetary
[those that have economic impact on the organization, but can not be expressed in dollar values, such as employee
job satisfaction]” (Wang, Dou & Li, 2002, pg. 212).

In understanding the ROI of human resource development practices, perhaps the organization is realizing an
increase in earnings due to the retention of employees as well as increased output. In fact, according to a study
conducted by Cox (2001) the “direct cost of turnover is estimated to be $813 million. The opportunity cost of
turnover is estimated to be between $4.94 billion and $5.8 billion” (slide 5). Cox (2001) assumes every $1 direct
costs equal to $5 of opportunity costs. Cox suggests that turnover exceeds the entire industry’s profit by 41 percent.
These research findings propose that the increase an organization realizes by incorporating education and training
into their workforce is due to retention rather than increased production.

In the hospitality industry, turnover is one of the leading causes of decreasing profits. In order to slow down
decreasing profits, corporations have implemented rewards strategies rather than training strategies. In fact,
hospitality organizations do not view training as a benefit, but merely as a cost. When budgets are strained, the
training resources is the one of the first strategies of the firm to be put on hold, sometimes for a few weeks, in other
instances, forever. Hospitality firms have been focusing on the short term benefits rather than the long term
investment. Pollock & Ritchie (1990) posit that although firms seek to augment the skills of industry employees
over lasting period of time, they develop a strategy to meet the short term training needs of the industry. According
to Pollock & Ritchie (1990), firms implementing job training “have benefited from a useful preparation [of an
employee] for an immediate position... [and] often do not perceive [training as] a long term career opportunity”
(p.570).

As stated before, “lack of training is often cited as a main cause of turnover” (Breiter, 1991, p. 44). Bowen,
Kyriakidou, and Warr (2003) believe that “training demonstrates a commitment to the employee and signals a desire
to retain and deploy the individuals and their skills over time” (p.51). Previous research published in tourism
management and hospitality journals have dictated that organizational dedication is linked to employee retention.
Griffeth, Hom, and Gaertner (2000, p.480) discovered work satisfaction has the highest relationship to turnover;
however, their findings also conclude that “organizational commitment predict turnover better than does overall
satisfaction.” Moreover, Wright and Davis (2003) believe that job satisfaction has important implications on
efficiency. “It is assumed that the benefits [job satisfaction] that employees receive from their organization
influence the effort, skill, and creativity that employees are willing to provide their employer” (Wright & David,
2003, p.70).

Theory Building

Theory building has often not been recognized as having an important role in human resource development (HRD).
Toracco (1997) states that a theory that is well constructed helps understand complex phenomenon. A simple and
elegant theory provides a system for comprehending core ideas and inter-relationships among variables. Theories
provide the basis for sound support of practice by helping us anticipate and address issues relevant for organizational
performance. Theory building is therefore an invaluable tool for guiding practice in prescribing retention as
important issue for increasing investments in human resource development. Incorporating retention to the human
capital theory model can be recognized as a method of problem solving relevant to the hospitality industry. The
statistics presented by Cox (2001) states that turnover exceeds the entire industry’s profit by 41 percent. This is a
clear indication of the significance of retention in adding economic value to the hospitality industry. By addressing
retention as the missing link that may dramatically improve overall organizational performance in the hospitality
industry, theory building in this case has direct applications for improving the scope of practice.

Incorporating retention into the human capital theory model seems to be a reasonable and well-documented
addition. The researchers propose the following revision to Torraco’s (2003) model (figure 1.2). The proposed
model utilizes five key relationships that seem to be evident in human capital theory. First, an investment in training
leads to increased learning. Second, as learning increases, so does production. Third, as productivity increases, both
individuals and the organization realize an increase in earnings. Fourth, an increase in learning leads to augmented
retention within the organization. And finally, an increase in retention leads to an increase in output as well as
augmented earnings for the employee.
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Figure 2. A Model of Human Capital Theory Including Retention
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Conclusions and Recommendations

In conclusion, “employees stay with organizations because effective human-resources practices provide a supportive
work-environment that affords opportunities to grow and develop” (Hinkin & Tracey, 2000, p.16). Moreover,
Rowden suggests “organizations with the greatest harmony between organizational and individual goals are those
that are sensitive to individuals and provide them with the resources and opportunities for learning and
achievement” (2002, p.411). In the hospitality industry, human capital theory is an important and overlooked
component of economics, focusing on education, and training. Perhaps investment in human capital leads to the
retention of employees, thus positively or negatively affecting an organization’s financial status.

Swanson and Holton consider human capital theory as the branch of economics most applicable to human
resource development (2001, p. 109). Human capital theory suggests that “society needs to invest in people for the
sake of a stronger, more productive economy, and also to increase the opportunities and choices open to the
individual” (Kagan, 2000,  8). However, some hospitality organizations view training as a benefit rather than as a
standard firm procedure. The influence of human resource development programs on the turnover process has
important implications for organizations; however, Allen, et al. (2003) remind managers that not all of the
implemented human resource practices will directly affect turnover. Bartlett suggests that “HRD is one component
of a complex set of management practices that together influence the attitudes and behaviors of employees” (2001,
p. 349)

This paper is specific to the hospitality industry. Future studies need to be conducted that focus on the actual
return on investment of training to retention. Moreover, research needs to be performed that depicts the process
undergone in economic theory that reveals augmented earnings received from retention. Lastly, it is the researcher’s
recommendation that future studies look at the benefits of retention on training and education of new employees
within the industry. It is the author’s recommendation that further research regarding other HRD factors that also
contribute to augmented earnings for both the employee and organization be studied.
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Contribution to New Knowledge in HRD

As organizations recognize the importance of intangible assets and their impact on productivity

and growth, few appear to correlate these assets and their measurement with the human resource development
function (Cho & McLean, 2000). Previous studies have “recommended retention programs that could reduce
turnover and its effects, [including] realistic job previews, job enrichment, workspace characteristics or socialization
practices” (Pizam & Ellis, 1999 as cited by Milman, 2003, p. 19). Allen, et al. (2003) proposes that certain human
resource development programs should enhance retention and contribute to employee motivation. Bartlett ads that
“training and development contributes to desired workplace attitudes, including organizational commitment, which
may in turn influence behaviors such as absenteeism and turnover” (2001, p. 349). Human capital theory “breaks
down the barriers that now exist between organizational development approaches that attempt to influence climate
and quality of work life, employee assistance, and other employee health and safety areas, and the more
conventional training and development arena of human resource development” (Swanson & Holton, 2001, pp. 82-
83).

This study will provide useful information to management and human resource practitioners within the
hospitality industry. Most hospitality firms seek to reduce or manage employee because “employee turnover does
more than reduce service quality and damage employee morale—it hits a hotel’s pocketbook” (Hinkin & Tracey,
2000, p. 14). Furthermore, the research will allow for the development of a more extensive human capital theory
model to further research findings in the foundational guiding economic theories. This study will further research
regarding human resource development and management techniques as related to hospitality organizations, so as to
augment employee retention. Lastly, focusing on retention rates, human capital theory may be more quantifiable
with regards to the return on investment of employee training practices.
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Making Connections: The Link Between HRD Education, Practice, and Research

Lyndsay M. Taylor
Jamie L. Callahan
Texas A&M University

This study addresses the question of whether or not there is a linkage between HRD education, practice
and research. By reviewing HRD graduate curriculum, AHRD member research interests, and analyzing
the contents of the primary HRD empirical journal, we analyzed three years worth of data. Results
indicated that there are many overlaps in the foci of HRD university curriculum to current research
interests and publications

When discussing Human Resource Development (HRD), a variety of debatable issues typically surface. What does
HRD mean? (e.g., Lee, 2001; McLean & McLean, 2001; Walton, 2002). Does HRD have different meanings in
different countries? (McLean & McLean, 2001). From which theoretical frameworks are HRD derived? (e.g.,
Swanson, 2001; McGoldrick, Stewart & Watson, 2001). Can we classify HRD as a discipline? (e.g., Kuchinke,
2001). Are there other, better ways to understand the nature of our field? (e.g., Ruona, 2002; Callahan & Dunne de
Davila, 2003) Many of these questions are visible in HRD literature, university graduate courses and in the
professional association for the field, the Academy of Human Resource Development (AHRD).

As HRD professionals in the United States, we have come to recognize and respect these debates that occur
within the field of HRD. However, it is clear that these debates filter through not only the research and publications
that inform our field, but also through the graduate programs that prepare researchers and practitioners to enter the
field. Responding to calls from senior scholars in the field of HRD, Kuchinke (2002) conducted a study of the
curriculum associated with HRD graduate programs in the United States. He noted a lack of alignment between
publications in the field of HRD and curriculum in the graduate programs he studied:

When looking at the HRD curriculum, one sees that although much of the writing in the field
stresses such topics as organizational learning, strategic HRD, international issues, workforce
diversity, change management, distance learning, and the economic impact of HRD, these have
not yet been translated universally into core curriculum content of HRD graduate programs
(Kuchinke, 2002, p.140).

A lack of alignment between our research and practice could have serious consequences for our search for
identity, as Kuchinke points out. Our research can include not only the publications in the core journal of our field,
Human Resource Development Quarterly, but also the espoused research interests of members of AHRD. Our
practice can be equated with the knowledge, skills, and abilities we impart through the educational programs that
produce HRD professionals. Knowing more about linkage issues between HRD curriculum, HRD publications, and
the research interests of HRD scholars could benefit novices in the field because they would be better informed
about the nature of our community of practice. This information would also be beneficial to professionals in the
field so that they might recognize if and where gaps exist that are contributing to the identity crises we are currently
experiencing in HRD (Ruona, 2002). Thus, the purpose of this paper is to begin to identify both potential overlaps
and gaps that currently exist between fundamental information taught to HRD graduate students (novices) and what
today’s HRD professionals are researching and writing about.

Research Method

This study consisted of collecting, categorizing and analyzing existing descriptive data from three primary sources.
The first source of data was from Kuchinke’s (2002) study of graduate level HRD curricula. From
1999-2001, Kuchinke studied the curriculum of United States — based HRD graduate programs (Kuchinke, 2002).
One component of his study compares the HRD graduate course offerings to current HRD publications.

The second source of data was derived from the AHRD membership listings, which are found on CD-ROMs
provided to AHRD members at the annual professional conference. In past years, these membership lists included
research interests that individuals had provided as part of their professional membership applications. In order to
appropriately compare data to Kuchinke’s study, the present research utilizes data from 1999-2001, the same years

Copyright © 2004 Lyndsay M. Taylor & Jamie L. Callahan
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Kuchinke gathered his university curriculum data. However, the AHRD membership interests only appeared on the
2000 CD-ROM; the 1999 and 2001 membership listing did not contain the research interests of AHRD members.
Therefore, the results of this study will only show what members were interested in researching during the year of
2000, and will not be representative of the three-year time span.

The third source of data came from a review and analysis of publications in the journal Human Resource
Development Quarterly (HRDQ). HRDQ is the primary research publication in the field of HRD. The data used for
the present study was derived from the table of contents (TOC) for all issues of HRDQ during 1999, 2000, and 2001;
there were four publications each year. This analysis would show the current topics pursued by researchers, as well
as what the topics that the editors found to be important for sharing with the HRD community. This review of
publication topics may also shed light on current interests within the field of HRD.

To maintain consistency with the first source of data, the assessment of graduate HRD curricula, we attempted
to use the same themes when analyzing AHRD member research interests and HRDQ publications. The first author
conducted an initial analysis using the constant comparative method (Glaser & Strauss); the second author also
conducted an analysis and the results were compared. Using a dialogue approach to clarify assumptions and
decisions, the two authors came to agreement upon the themes presented for AHRD member interests and
publications.

HRD in Universities

“In the absence of a central accrediting body at the program level and institution-level professional organizations,
little is known about the total number of [HRD] program[s] in this country” (Kuchinke, 2002, p.129). However, the
American Society for Training and Development (ASTD) periodically publishes a list of HRD related graduate
programs; this list is composed as a result of information volunteered by U.S. universities (Kuchinke, 2002).
Therefore, the list is not fully representative of all U.S. HRD graduate programs.
The names of these HRD related programs are not all always called ‘HRD’. Each program location, title and
the required curriculum within the program are representative of the perceptions of what HRD means to that
particular university, department and staff. Preparing students to go out into the world as HRD practitioners or
leaders is ultimately in the hands of the university a student chooses to attend. Kuchinke’s study, based on the ASTD
list of HRD graduate programs, focused on the location, title of, and the core curriculum of U.S. graduate programs:
The fifty-five programs were located in departments or units that were strongly heterogeneous in name,
ranging from department of public administration and urban studies to psychology, leadership and
organization, management, human services, counseling, curriculum instruction, and many others. In fact,
there were no two departments with the same name and only a small number with similar names (those
indicating emphasis on counseling, educational leadership, and adult education) (Kuchinke, 2002, p.135-
136).

The most frequently mentioned department name with an HRD related graduate program was that of the college of

education; “this [location within the university] represented seventy-six percent of HRD programs” (Kuchinke,

2002, p.136).

Does the difference in program names and location within the university necessarily change the curriculum that
students are exposed to? Will graduates of these varied programs come out with relatively similar or varied
educational experiences? Each university program uses their own process for developing the curriculum they
provide to their graduate students. However, ideas advocated by scholars such as McLagan (training competencies)
and Swanson (the three legged stool), are generally utilized in HRD graduate curriculum. Therefore, although
varied, the core curriculum for HRD related graduate programs are somewhat homogeneous.

Kuchinke found that, “the fifty-five programs addressed a total of 981 content areas, with the average program
covering about one-half of all areas identified.” (2002, p.138). The content areas were summarized into thirty-one
topical content areas. Seventy-three percent or more of the programs required students to take courses in
instructional design, instructional delivery, evaluation, and adult learning theories (Kuchinke, 2002, p.139). While
just over fifty percent required courses relating to computer applications in HRD, organizational learning/learning
organization, organization theory/behavior, and management of HRD. Forty to forty-five percent of programs
required students to learn about communication, facilitation, psychological dimensions, strategic HRD, career
development, distance learning, instructional media, diversity/multicultural HRD, and change management. Some
less frequent, yet noteworthy, content areas that surfaced were leadership management (36%), international HRD
(35%), action learning/research (31%), economic dimensions of HRD (27%), HRD/educational policy studies (22%)
and quality management (20%).
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We see that these graduate programs generally offer the same types of courses, although each individual
program is slightly varied. We know this since there is not one content area that is covered in 100% of the HRD
graduate programs. However, this shows us that even though our programs may be found in the management,
education or psychology departments — and have different names such as HRD, OD, T&D or industrial psychology,
each program offers similar HRD curriculum. For comparison purposes, Table 1 (below) contains an abbreviation
of Kuchinke’s table showing the top fifteen university curricula content areas.

Table 1. Top 15 Content Areas Covered in Curricula Of Graduate HRD Programs

Rank Content Areas Frequency Percentage
1 Instructional design 43 78
2 Instructional delivery 41 75
3 Evaluation 41 75
4 Adult learning theories 36 73
5 Needs/performance analysis 35 65
6 History and philosophy of HRD 35 64
7 Instructional technology 33 60
8 Organization development 33 60
9 HRD consulting 32 58
10 Management of HRD 30 55
11 Organization theory/behavior 30 55
12 Organizational learning/learning organization 29 53
13 Computer applications in HRD 28 51
14 Principles of business/industry/management 27 49
15 Teams/group dynamics 26 47

n=>55 (Kuchinke, 2002, p. 139)

Again, Kuchinke offers that his study had the limitation that he has only included fifty-five HRD programs in
the US, when there are potentially hundreds more that were not identified in this study. Now that we have learned
about the content areas that universities use to prepare their students for a career in HRD, it is time to analyze and
compare the research interests of AHRD members. This information on research interests might inform universities
of changes or improvements being made in the real world of HRD.

Academy of Human Resource Development (AHRD) Member Interests

AHRD members typically consist of university researchers/professors and HRD university students. While there are
certainly other professional associations to which HRD professionals belong (e.g., Academy of Management,
Society of Industrial and Organizational Psychology, Institute for Behavioral and Applied Management), AHRD is
the only professional association dedicated to the advancement of HRD scholarship. Further, there are members of
AHRD who consider themselves to be “HRD practitioners’ and are not affiliated with a university. Practitioners
tend to participate less often than do university affiliates; this is because AHRD is a research-focused organization,
while other professional associations, such as ASTD, Society for Human Resource Management (SHRM), and the
International Society for Performance Improvement (ISPI) are more practitioner-focused. Thus, we felt that using
the membership of AHRD was a sufficient proxy for capturing the research interests of those who identify
themselves as HRD researchers.

On the 2000 AHRD CD-ROM there were a total of 650 members. Five hundred and fifty members were from
North America; ninety-five members were from Australia, Hong Kong, Singapore, Switzerland, Korea, or the
Netherlands; and five members noted their origin as being either ‘HRD’ or ‘ISPI’ (International Society for
Performance Improvement). We did not have access to the specific nationalities of each member, just the country
in which they claim residency, for AHRD membership and correspondence records. For analyzing purposes,
‘HRD’ and ‘ISPI” members will be analyzed as being residents of North America. Each member had the option of
reporting his or her top three research interests. Seventy percent of members volunteered to report their primary
research interest to be shared with other members. 398 North American members and 65 International members are
who made up the research interest population for the year 2000. Therefore, 62.27% of North American members
and 65% of International members participated by sharing their research interests.
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Because few members reported a secondary research interest and even fewer reported a third, only primary
research interests were included in the present study. There were 323 different ‘primary’ research interests given by
the 458 total respondents. Since one purpose of this study was to determine whether there was a link between
Kuchinke’s curriculum study and the research interests of the HRD community, we began analyzing the primary
research list by matching them to the content areas listed in HRD university core curriculum. This matching process
enabled us to narrow the 323 different research interests into ninety-three research themes. Many interests were
specific and did not fall under the general content areas listed in Table 1, nor did they match the interest of other
AHRD members; this prevented further ‘grouping’ of themes. The top fifteen of the ninety-three research interests
are reported, according to their frequency, in Table 2.

Table 2. Top 15 Research Interest Themes As Reported by AHRD Members in 2000

Rank Theme Frequency Percentage
1 Leadership/management development 24 5.2
2 Transfer of training/learning 23 5.0
3 Organization development 21 4.6
4 Adult learning theories 20 4.4
5 Learning organization/organizational learning 20 4.4
6 International HRD 20 44
7 Evaluation 19 41
8 Training and development 18 3.9
9 Diversity/multicultural HRD 16 35
10 Needs/performance analysis 16 35
11 Action learning/research 14 3.1
12 Instructional technology 14 3.1
13 Workplace learning/group learning 14 3.1
14 Career development 12 2.6
15 Distance learning 11 2.4

n =458

Because there were 458 individuals with 93 different topical research interests, most research interests
accounted for only 0.2 to 1.0 percent of the total population of respondents. The top fifteen interests represent
eleven percent or more of the total respondents. Although each member’s interests are important, the purpose of this
study was to analyze what AHRD members were most interested in researching, most of these are represented on
Table 2. When the research interests were assessed by geographical location , members from North America were
most interested in leadership/management development and transfer of training/learning, respectively. International
members showed most interest in workplace learning/group learning, followed by training and development.

One interesting finding was that three research interest themes found in the top fifteen of AHRD member
interests were not found on Kuchinke’s curriculum content listing as separate, specific courses. Transfer of
training/learning, training and development, and workplace learning/group learning are broader interest areas that
are likely components of other courses in HRD graduate curriculum. On the other hand, twelve of the top fifteen
research interests are being addressed in HRD graduate programs already. Some of the most frequently mentioned
research themes are in fact being taught in the university, but are being taught less frequently than other content
areas. For example, leadership/management development and international HRD are in the top six research interest
of members, but in the university they are only listed as number 26 and 27 (out of 31) as their frequency of being
present in university curriculum. Kuchinke’s observation that HRD literature focuses on organizational learning,
workforce diversity and international issues would seem to be valid, based on the top fifteen research interests listed
in Table 2. These three issues are weighing on the minds of HRD professionals, but are not being taught specifically
as core curriculum in our universities. It remains to be seen if the field is actually publishing manuscripts that
address espoused research interests of AHRD members and core content of HRD graduate curricula.

HRDQ Publications

Human Resource Development Quarterly is the flagship empirical research journal within the field of HRD. The
editors of this journal are responsible for making the final decision as to what is and what is not going to be

6-1



121

published in the journal. Therefore, what we read in HRDQ is not only representative of what is being submitted to
the journal for publication (researcher interests), but also what the editors find worthy of publishing.

Since this study was meant to determine whether there was a linkage between university curricula, to
professional interests, and finally to what we are actually publishing to inform the HRD community, HRDQ was the
publication of choice. The authors obtained the TOC for the years of 1999-2001. Several components were
analyzed during this process:

1. Were there themes in the titles of the articles that matched those of Kuchinke and the AHRD membership

interests? If so, how many? And what were they?

2. Since there are both peer-reviewed and non peer-reviewed entries in the HRDQ journal, which themes were
peer-reviewed, and which were not (which ideas are being published based on more than one HRD
person’s perspectives)?

The table of contents in HRDQ has five sections: editorial, feature, article, forum, and discussion. The only section
in the journal that is peer-reviewed is the articles section. All other sections are included on the judgments of the
editors; scholars do not conduct a blind review of the ideas, validity, and quality of articles/papers in the editorial,
feature, forum and discussion sections. This component of analysis may or may not show that peer-reviewed
articles are more likely to match themes found in the other two areas of this study.

During the three-year time span, there were twelve journals published. There were a total of sixty-seven items
published in HRDQ. Of these sixty-seven items, thirty-five were peer-reviewed articles, and the remaining thirty-
two were not peer-reviewed. The number of peer reviewed versus non-reviewed were nearly equal. Table 3
highlights the top themes found in HRDQ manuscripts. Only those themes that appeared more than twice were
included in the present study, resulting in only nine reported themes.

Table 3. Top Themes Present in 67 HRDQ Articles From 1999 — 2001

Rank Theme Frequency Percentage

1 Organizational analysis 9 135
2 Diversity/multicultural HRD 7 10
3 Leadership/management development 6 9

4 Facilitation 6 9

5 Transfer of training/Learning 5 7.5
6 Adult learning theories 4 6

7 History and philosophy of HRD 3 45
8 Needs/performance analysis 3 4.5
9 International HRD 3 4.5
n=67

Organizational analysis, diversity/multicultural HRD, leadership/management development, facilitation and adult
learning theories, were by far the most apparent themes which were published in HRDQ between 1999 and 2001;
these themes show us that we are in fact teaching current, real world HRD issues in the university setting. However,
there is one content area that is very evident in the HRDQ publications and is reported as being the number two
research interest of AHRD members, but is not specifically identified in university curriculum—transfer of
training/learning.

Limitations

Limitations to this study are present in both our current study, as well as in the Kuchinke study, which is where 1/3
of the data was derived. Kuchinke’s study “does not represent the universe of HRD programs, but a purposefully
selected volunteer sample, thus the findings do not generalize beyond the fifty-five programs [studies]” (Kuchinke,
2002, p.141). Also, “even though coding curriculum content areas instead of course names gives a more detailed
picture of what is being taught...the information in [his] article is likely to hide additional detail that would be
uncovered in a fine-grained study” (Kuchinke, 2002, p.141).

Another limitation in the present study, regarding the AHRD membership interests is that we only had access to
research interests reported in the year 2000. The other data analyzed in this study was representative of data
reported during the three-year period of 1999 —2001. Therefore, different or additional key research interests could
have been available from other sources with which to compare to curriculum and publications. Also, within the
2000 research interests, we focused on the primary research interests rather than all three-research interests reported.
There were, by far, more primary research interests available than there were secondary or third research interests
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In researching only AHRD member interests, we may get an accurate picture of what university students and
academicians are interested in knowing more about concerning HRD issues; but we would not be representing HRD
field practitioners, who are members of professional organizations like ASTD, SHRM, OD Network and other such
associations. Had we collected and analyzed research interests of members belonging to these HRD-related
organizations, we may have shown different or additional areas of interest. In addition, during this process of
analyzing research interests was our goal was to remain neutral, but our perceptions as to what may or may not “fit
into’ a certain ‘content area’ or category may be different than someone else’s, thus possibly skewing the data.

By reviewing only HRDQ, we have limited ourselves to one journal’s perspective on what is important to
publish for the HRD community. Another approach might have been to identify each member of AHRD and to
conduct literature review searches for their publications. Interestingly, such an approach would have given us access
to what those who claim to be HRD scholars are writing, but, since our identity standard bearer is HRDQ, we would
not have been exploring the link we sought. Namely, we wanted to know if what we taught was consistent with our
declared interests as HRD scholars and with the portrait of HRD presented by our flagship journal. Again, we used
personal judgments in which titles belonged to each ‘theme’; and, although we conducted checks of our respective
judgments by independently reviewing each others’ analyses, our mental process in organizing the data may be
different than someone else would have done it.

Implications for HRD Research and Practice

While the present study has limitations, the exploratory nature of the study reveals several areas for consideration in
strategically positioning HRD as a viable professional and educational field. By reviewing the research (publications
and interests) and practice (education) within the field of HRD, we see both overlaps and inconsistencies.

Kuchinke (2002) suggests that our graduate curricula should be updated to meet current research publication
topics. While we do agree that the more popular themes in research publications and interests are not well
represented in the graduate curriculum of most programs, the present study does suggest that we are on the right
track with our HRD graduate education. For the most part, AHRD members express a high level of interest in issues
associated with training and learning. This interest in training and learning concepts can also be seen in the major
research publication of the field, HRDQ.

This interest is quite consistent with the history of the field. Training and learning have been foundations of the
field since Nadler initiated the first HRD graduate program at George Washington University in the 1960s (Ruona,
2000; Callahan, 2003; Swanson & Torraco, 1996). However, the three-way comparison conducted in the present
study reveals a potential disconnect between our research and practice. Our graduate programs tend to teach small
components of the training process, with in-depth courses on assessment, design, delivery, and evaluation. Themes
identified in both the publications and in member research interests suggest that at least two changes in our
curriculum could (and should) be made.

First, the issue of transfer is clearly of substantial importance to current researchers. However, there are no
specialization courses on this particular aspect of the training process as part of the core curriculum of graduate
HRD programs. The curriculum suggests a focus on simply preparing and providing training, without substantive
consideration of the impact of that training. This reflects a growing strategic orientation in current research, while
current education lags behind. While this is largely due to the bureaucratic nature of large educational institutions,
this strategic orientation to training should be reviewed for inclusion in graduate curricula.

However, by focusing only on parts of the training process, we potentially miss the opportunity to strategically
identify our real strength as a field. Our strength is our ability to use those constructs of learning and development as
a foundation for multiple types of interventions that go well beyond training. Thus, the first change we would
advocate is a more mindful consideration of an overview of training and development as a broad approach to
applying learning theories to improving people and the organizations in which they work. At the same time,
however, we advocate having more detailed coursework on the impact of training transfer. We suggest having both
the overview courses that illuminate how all the parts fit together and also the specialization courses that give HRD
novices the necessary skills to practice at all levels of the HRD profession (i.e., not just as training designers, but as
training directors or HRD directors)

The second major change we would suggest is based on the heavy organizational level focus of both interests
and publications. Organizational analysis is one of the most popular interests among HRD scholars. However, HRD
coursework does not include required courses from disciplines that focus on the collective. The shifts in research
interests and publications toward a better understanding of how learning and training inform the collective suggest
that we should require courses from sociology or anthropology. These disciplines are specifically focused on
developing knowledge about and understandings of the collective. If we are to take a truly systemic view of HRD
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and the way HRD interacts with the systems in which it is embedded, we must better educate ourselves and novices
about theories of the collective.

Conclusion

The purpose of this paper was to identify both potential overlaps and gaps that exist between fundamental
information taught to HRD graduate students and what today’s HRD professionals are researching and writing
about. Identifying key content areas in HRD university graduate curriculum, AHRD research interests and HRDQ
publications allowed us to find ‘key’ issues in HRD from three different angles. There were many three-way
overlaps with foci such as: evaluation, leadership, management/development, OD, diversity/multicultural HRD and
needs/performance analysis. So, we would suggest that several aspects of HRD research and practice are in fact
linked.

In fact, there appear to be many more overlaps than there are gaps. There are several small gaps, but only two
of great concern. The two notable gaps between what we teach novices to what we are facing in the ‘real world’
deal with training: T&D and transfer of training/learning. The desire of HRD professionals to be seen as something
beyond ‘trainers’ is understandable. However, training is core to the nature of HRD and can be leveraged to a
strategic level if incorporated with principles of learning and performance at the organizational level. Our answer for
survival as a distinct field of practice and research is not to abdicate our roles as purveyors of learning in the
organization. Instead, our answer is to demonstrate the full range of learning and development constructs that can be
used to lead to equifinality of improved individual and organizational performance.

These topics being addressed by HRD professionals and HRD publications are an avenue for us to see where
the field of HRD is ‘headed’. With the research presented in this paper, it is evident that our HRD interests have
heightened in the areas of T&D, transfer of training, and management development/effectiveness. However, our
field appears to be rather stagnant overall. Most frequently reported interests and publications are closely in
alignment with our current HRD curriculum. Something to consider, prior to deciding whether we truly have a
linkage between HRD education and the real world, would be to analyze HRD practitioners (possibly members of
ASTD) in addition to looking solely at the opinions and articles developed by researchers, or academics.
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This paper explored HRD-related job advertisements in the state of Arkansas over a five-year period. This
analysis was part of the curriculum revision process for a graduate Workforce Development Program at
the state’s “flagship™ university. Classified advertisements from newspapers of major cities across the
state were examined to determine if changes in  recruitment terminology represented the changing needs
of business and industry and if the curriculum of the graduate Workforce Development Program reflected
those needs.
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Arkansas, like other rural states, faces major challenges inherent with increasing economic growth and development
while mitigating poverty. Poverty impacts the entire state but is more pronounced within specific regions, such as
the agriculturally based and less densely populated south delta. Existing data show that the employable workforce in
Arkansas is inadequately educated to meet current and future needs of business and industry. The percentage of
adults in Arkansas with a bachelor’s degrees or higher was 16.6 percent — lower than the U.S. average (SREB,
2003).

Research supports the notion that the changing landscape of global economies requires employees to become
more knowledgeable and technology-savvy in order to compete for and maintain continuous employment. The
economic problems facing Arkansas, especially in the depressed rural areas, require developing a better-trained and
educated workforce. The process of planning programs to transform Arkansas’s economy is literally an HRD issue.
Higher education plays a crucial role in supplying business and industry with employees that are competent to meet
the demands of diverse work environments. In a rapidly changing economy, HRD activities such as training and
development assume greater significance to organizations (Bartlett & Porter, 2001; Ulrich & Lake, 1990).
Therefore, academic programs that prepare HRD professionals are compelled to ensure that competencies taught are
aligned with competencies needed and sought out by business and industry.

To evaluate the alignment of current programmatic content with competencies needed by business and industry,
the data from this research functioned as a resource for revising a graduate Workforce Development Program at the
state’s “flagship” university. By comparing the HRD skills and positions for which business and industry were
soliciting, the curriculum could be revised to better reflect the changing needs of employers within the area. The
stakeholder evaluation and environmental scanning are well-established practices in program planning and
assessment. Data from a comparison of HRD-focused classified job advertisements could document the need to
adjust programmatic content to meet employer needs.

Problem Statement

While empirical evidence exists regarding the increasing role of HRD in organizational transformation, no research
in the State of Arkansas currently exists to show the extent to which training, training & development, career
development opportunities, and organizational support enhancement opportunities are made explicit in job
advertisements. In the last five years, Arkansas has experienced rapid population and economic growth in the
Northwest region. This, due in part to the phenomenal growth of Wal-Mart, the largest and most profitable private
organization in the world which is headquartered in Northwest Arkansas. To better serve this retail giant, a number
of international manufacturers and vendors have established sophisticated “teams” in the area to ensure that the Wal-
Mart — supplier relationships flourish and that profits increase. Given that in 2003, Fayetteville Arkansas was rated
the top city in the U.S. with respect to growth and diverse, stable economies (Milken Institute, 2003), it seemed
reasonable to assume that considering the state’s changing demographics, escalating global penetration of businesses
within the state, and its expanding economic development, that the HRD-related skills that employers needed had
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also changed. Therefore, the primary objective of this study was to determine the degree to which recruitment
advertisements from organizations’ within the State of Arkansas made explicit references to the role of HRD in job
descriptions or required skills. Classified job advertisements from 1997 and 2001 were compared to determine if
there was an increased number of references to HRD over the five-year period and how those references differed,
and possibly identifying trends that will impact the profession and the institutions that prepare HRD professionals.

The data from the study were intended to be used by faculty members at the state’s flagship university to help
determine if ongoing curriculum revisions within a graduate Workforce Development Program were aligned with
the espoused needs of business and industry within Arkansas. The classified advertisements were one of many data
sets used to assess stakeholders’ needs during the curriculum revision process within the university.

Research Question

One primary research question guided the study. This exploratory study analyzed the changes in HRD-related
terminology and job descriptions that business and industry solicited in classified advertisements in the years 1997
and 2001. These changes were then analyzed to evaluate the degree to which the current graduate Workforce
Development Program at the state’s flagship university was aligned with the espoused needs of business and
industry.

Theoretical Framework

Organizations scan the environment in order to understand the external forces of change so that they may develop
effective responses which secure or improve their position in the future, to avoid surprises, identify threats and
opportunities, gain competitive advantage, and improve long-term and short-term planning (Choo, 2001).
Environmental scanning as part of program planning and evaluation is commonplace. Reviewing the changes in job
postings associated with HRD-related functions over a period of time is a form of environmental scanning. Choo
(2001) states that “Environmental scanning includes both looking at information (viewing) and looking for
information (searching)” ( p. 1) . A number of studies have found environmental scanning linked to organizational
performance (Choo & Auster, 1993; Ptaszynski, 1989). In this study, the researchers looked for differences in the
way HRD-related jobs were advertised and described in classified advertisements in 1997 and 2001 to identify
trends that could assist faculty in curriculum development.

Stakeholder evaluation, the process of analyzing the perceptions and preferences of those that are impacted by a
particular service or event, is a response to manage the mercurial nature of customers. Higher education is not
immune from this pressure. A recent report by the University of Twente (2001) discusses how institutions of higher
education, due in large to the network economy, are forced devise efficient methods to meet the demands of
business and industry, the local community and society at large. The report suggests that adaptive organization that
monitors its environment, identifies trends and key actors with whom to relate (stakeholders), has sufficient intra-
organizational flexibility to respond to need of it stakeholders and constituents is more likely to remain competitive.

While the importance of HRD activities to organizational health is well documented, there is limited research
regarding the programs offered by academic institutions to prepare future HRD professionals (Kuchinke, 2001).
Abbot (1988) suggests that as the field matures, university degrees and other credentialing programs become critical
to preparing HRD professionals. Kuchinke (2001) points out that given the decentralization of education
accreditation within the U.S., there is no national body charged with identifying and maintaining the skill standards
and professional certification of HRD professionals. While many institutions have used the extensive research of
McLagan (1983) to guide the development of curricula skills and competence ties for HRD programs, Baylen,
Bailey, and Smardzija (1996) found that programs focused primarily on training roles of HRD practitioners and
barely covered the more strategic roles such as budget/cost analyst, strategic planner, manager of change, and
performance technologist Kuchinke (2001).

In the spirit of continuous improvement, similar to those used in business and industry, some educational
institutions have adopted a multi-rater assessment method to evaluate existing programs and identify trends among
stakeholders. Triangulating data sources allows cross-validation of findings from different individuals and groups
who have been identified as accurate sources of information (Willis & Kahnweiler 1995; Atwater & Waldman,
1998). Collection and analysis of job recruitment advertisements provide information regarding powerful
stakeholders, the potential employers of HRD students. To consider employer needs that are reflected in job
announcements is consistent with stakeholder methodology of assessment and evaluation.

Because this study explores HRD-related job advertisements, we must consider the research regarding
expectancy theory and motivation. Expectancy theory assumes that motivation is a process of conscious choice and
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that people choose to put their effort into activities they believe they can perform (Desimone, Werner, & Harris,
2002). Therefore, the language and descriptors used in job advertisements influence a person’s perception of their
ability to perform and could, therefore, influence their inclination to apply for these positions. This is an important
antecedent to the psychological contracts and the social exchange theories that Bartlett & Porter, 2001 & Blau, 1964
discuss regarding job advertisements. The degree to which there is a perceived match between the needs and
expectations of employers and employees depends on there being a shared meaning of the terminology as it relates
to performance and ability. For this to occur, job advertisements should correspond with the expectations of those
seeking employment in a given occupation. Whenever a match occurs, there is the expectation for each party to
maximize their objectives.

Method

The methodology employed in this study was patterned after a similar study by Bartlett and Porter (2002). In their
study entitled: the role of training and development in newspaper recruitment advertisements, Bartlett and Porter
explored at a national level if firms were more likely to mention training and development opportunities in their
newspaper advertisements. Our study focused on how job advertisements could help in the curriculum reform
process of a graduate Workforce Development Program. While macro level studies are important, there is need for
micro level studies to shed light on what is happening at state levels. Just like the Bartlett and Porter (2002) study,
the researchers in this study thought by including human resource development in recruitment advertisements,
business firms in the State of Arkansas would be demonstrating their commitment to the human resource frame of
organizations (Bolman & Deal, 1997) and suggesting trends that would be beneficial to the curriculum redesign of
an academic program.

Research in the field of human resource development and recruitment advertisements has established that
opportunities for career growth have been ranked high among job attributes by job seekers (Bartlett & Porter, 2002,
Jurgensen, 1978). This is in line with the human resource frame that focuses on the need to provide opportunities for
job growth and advancements as a powerful way of developing human resources in organizations. For instance,
Barber and Roehling (1993) established that job postings with more detailed information were more attractive to
prospective applicants than those with less details. Redman and Mathews (1995) found that newspaper
advertisements had changed over time to reflect the changing job duties of human resource development managers.
The only study known to focus on the wording of recruitment advertisements in relation to references of employer
provided training and development was conducted by Bartlett and Porter (2002).

Content analysis was the primary method employed to gather data in this study. Data pertaining to frequencies
and percentages were collected to establish if references to training and development in newspaper job
advertisements in the state of Arkansas occurred more frequently in 2001 than in 1997, a five-year period. The
researchers relied on content analysis technique of Kassarjian (1977) and Bartlett and Porter (2002) to examine the
exact text in the newspaper recruitment advertisements. Thus, content analysis has been defined as “being a
scientific, objective, systematic, quantitative, and generalizable description of communication content” (Kassarjian,
p.10). It is also noted “this method of inquiry is well established in marketing, social psychology, political science,
and consumer research, yet no evidence exists within the HRD literature” (Bartlett & Porter, 2002, p. 807). In order
to establish HRD-related advertisements were more frequent in 2001 than in 1997, a five-year difference, classified
job advertisements from newspapers of seven major towns in Arkansas with a population over 30,000 people were
examined. The researchers also analyzed the changes in terminology in the job ads from these two years to
determine occupational trends within the region. Given the accelerating change within organizations and in the field
of HRD, a five-year period was considered adequate to notice increased usage of HRD terminology and analyze
changes in terminology in job listings.

Sample

The procedure for selecting the towns to be studied focused on giving every town with over 30,000 people an
equal and independent chance of being included in the study. The analysis was limited to the main newspapers from
seven major towns in the state of Arkansas. The U.S. census (2000) data were used to identify towns having a
population of or greater than 30,000 people. Table 1. shows the main towns studied, populations, region, primary
newspapers, and