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BUDGETING AND ORGANIZATIONAL TRUST IN
CANADIAN UNIVERSITIES

Cynthia V. Simmons
Associate Professor
Accounting Area, Haskayne School of Business
University of Calgary
Calgary, Alberta, Canada

ABSTRACT

The purpose of this research was to investigate the relationship between budget processes and levels
of organizational trust in universities. A series of semi-structured interviews were conducted with
senior administrative personnel in universities across Canada. A relationship was found to exist
between university administrators’ level of organizational trust and their views regarding the ap-
proach and value of the budgeting process at their institution. The trust levels are influenced by the
correspondence between the stated goals and directions of the university with actual resource alloca-
tions, the level of influence the individual felt they had on the budget process, and the degree that the

budget could be used to predict financial impacts under various scenarios.

This study provides new information on the way budgets can affect the workings and organizational
culture of the university. It shows that there is a relationship between budgets and organizational
trust and presents evidence that individuals’ attitudes toward cost information differ from that of
the budget itself. It shows that the usefulness of budgets as a management tool is increased when us-
ers recognize that it functions as a broad communications medium - both the manner in which it is
developed and the financial information it presents can affect organizational trust

“Nowhere is the competition for funds as brutal or political as in most universities” (Bublitz &

Martin, 2007)

This paper presents the findings from a prelim-
inary investigation into the relationship between
university administrators’ attitude toward the
budgeting process at their institution and their
level of organizational trust. Budgeting within
universities has received increased attention as
institutions of higher learning across the globe
deal with strains on funding (see the ies National
Center for Education Statistics; Blumenstyk,
2010; Goetzmann et al., 2010 for information
on university funding levels), as well as the ap-
plication of formula-based costing approaches
(Thomas, 2000), and the use of incentive based
budgeting systems (Priest ez 4/.,2002). In the
ideal a budget is an instrument of resource dis-
tribution in line with the strategic focus of the
organization, and can serve as a basis of evalua-
tion and control. The nature of universities is
such though, that their approach to the budget

process can emphasize the political. Universities

are institutions designed both to educate and to
develop new knowledge, the outcomes of which
are difficult to quantify, and the relationship be-
tween resources expended and these outcomes
being fuzzy at best. The result is that in univer-
sities the utilization of authority, power, and/or
influence, i.e. the political, can have a significant
influence on the distribution of resources.

In this politically charged environment the level
of organizational trust held by individuals may
influence, or be influenced by, the budget pro-
cess. Trust is seen to provide an advantage to an
organization. It leads to more effective communi-
cation, increased co-operation, and a diminished
resistance to change. Given the unique nature of
the university — their knowledge based outcomes
and politically charged environment — together
with their increased focus on cost structure and
control, the relationship between budgeting
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practices and organizational trust is worthy of
further investigation.

BUDGETS AND TRUST

Accounting textbooks define a budget as a for-
mal, quantitative expression of an organization’s
strategic plans (see Horngren et al., 2007). The
budget process translates “qualitative mission
statements and corporate strategies into action
plans, link(ing) the short term with the long
term, bring(ing) together managers from differ-
ent hierarchical levels and from different func-
tional areas, and at the same time provid(ing)
continuity by the sheer regularity of the process”
(Umapathy, 1987, pg. xxii). A budget translates
an institution’s plan into priorities (Whalen,
2002). Complications can arise however from
a long list of considerations: when organization
goals are not clear or are conflicting; when there
is a lack of agreement regarding priorities; when
there is inconsistency between stated priorities
and subsequent resource allocations; when the
methods for achieving outcomes are unclear;
when there are limited resources; or when indi-
viduals determining resource allocations and/
or performance benchmarks have a conflict of
interest. In other words, the nature of complex
organizations such as universities can result in a
budget that is a reflection of these complexities as
opposed to strict economic considerations.

The budget, together with the process used to
create it, can be seen to be something far differ-
ent than a rational statement of resource alloca-
tion based on agreed upon strategic goals. For
example, the budget can be seen to be the prod-
uct of a negotiation exercise (Wildavsky, 1984).
Given a finite level of resources, a commitment
of resources to a specific unit or activity within
an organization necessitates that other units or
activities will do with less. The planning aspect
of the budget process can thus be viewed as less
a division of resources to achieve an agreed upon
result, and more of a political exercise where com-
peting organizational interests vie for recogni-
tion and support. Budget projections can also be
affected by budget gaming (Jensen, 2003), where
resource allocations are set at levels designed to
force increased efhiciencies (low), or resource
needs requested at levels designed to allow for

slack (high). In neither case would the budget

figure be an amount representing actual need.
This “gaming” of the budget is especially prob-
lematic when budget values are used as part of
an organization’s performance evaluation/con-
trol system. But perhaps the most limiting view
of the budgeting process is when it is considered
to be lacking in relevance. Where the process is
seen as a time consuming bureaucratic exercise
that is either not reflective of company strategies,
or flexible enough to allow for changing condi-
tions, or both. (Hope and Fraser, 2003; Libby
and Lindsay, 2010).

As institutions of higher learning whose focus is
on teaching, research and service, resource distri-
bution decisions within universities can be sub-
ject to a high level of political influence. The goals
of research and teaching are understood, but the
exactness of what is to be learned is not agreed
upon nor is the relationship between effort (re-
sources) and outcome determinable. Reputation
plays a key role, allowing for the impact of au-
thority, power and influence in the development
of goals and the distribution of resources. Social
attributes such as the non-profit character of the
universities goals (Gross, 1968), strong attach-
ments to traditional academic values (Paterson,
2003; Lapsley and Miller, 2004), and the nature
of contemporary academic work as both a pub-
lic service and creative knowledge work (Deem,
2004), support the unique nature of the univer-
sity as an organization. It is this that can make
the allocation and evaluation of resource usage
especially problematic.

Studies have shown resource allocation processes
and models to be historically and culturally situ-
ated within the context of each university, with
the models in use being more a matter of internal
fit than of best practice (Goddard and Ooi, 1998;
Jarzabkowski, 2002). Empirical findings indicate
that the existence of models in universities pro-
vided a sense of objectivity, but that the strong
collegial culture proved unwilling to accept a
strongly centralized organization of the resour-
ces allocation processes (Jones, 1994; Scapens
et al., 1994). And although the use of computer-
based models for planning is seen as being more
transparent, knowledge of how universities al-
locate resources appears to be largely restricted
to those involved in the process (Angluin and
Scapens, 2000). Even formula based approaches
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to resource/cost allocation have been found to be
influenced by patterns of micro-political activity,
the influence of sub-unit power, and the prior-
ities and preferences of key individuals (Thomas,
2000). Clearly political, social and group effects
influence the development and utilization of
budgets in a university context.

Trust is a social construct that can occur between
individuals or between individuals and groups. It
is recognized as an important factor in determin-
ing organizational success, organizational stabil-
ity and the well-being of employees (Albrecht
and Travaglione, 2003; Cook and Wall, 1980;
Shaw, 1997; Kramer and Tyler, 1996). High
levels of trust between senior management and
employees strengthen an organization’s ability
to remain competitive (Davis ¢z al., 2000). This
competitive advantage is assumed to come about
from the reduced transactions costs (Cummings
and Bromiley, 1996), more effective communica-
tion, increased co-operation among organization
members and diminished resistance to change
(Kramer, 1999) — factors important in a uni-
versity as well as a business context. In terms of
budgeting, it has been argued that trust between
the resource allocation process members plays an
important role since it facilitates better manage-
ment of the process and supports structures of
accountability between participants (Manochin,
2008).

Researchers have defined trust in a number of
ways. Mayer ez al. (1995) characterized trust as
a willingness to be vulnerable. Cook and Wall
refer to trust as the extent to which one is willing
to ascribe good intentions to and have confidence
in the words and actions of other people (1980).
Albrecht and Travaglione define trust in senior
management as “an employee’s willingness to act
on the basis of the words, actions, and decisions
of senior management under conditions of un-
certainty or risk” (2003, pg 78). The definition of
trust used in this study is the one articulated by
Cummings and Bromiley (1996). Trust being a
belief that “another individual or group (a) makes
good-faith efforts to behave in accordance with
any commitments both explicit or implicit, (b) is
honest in whatever negotiations preceded such
commitments, and (c) does not take excessive
advantage of another even when the opportun-
ity is available” (pg 303). In universities where re-

source pressures are high; where tradition, micro-
political activity, and differential sub-unit power
exists, and where there is limited knowledge of
resource allocation practices; an understanding
of the relationship between an administrator’s
level of organizational trust and their views and
perception of the budget could lead to improved
functionality.

METHOD

The researcher undertook a series of interviews
with senior university administrative personnel
across Canada. Twelve individuals at four uni-
versities representing the Western, Central, and
Maritime regions of Canada were interviewed.
All individuals were actively involved in the
budget process at their university and included
deans, associate deans, members of the Univer-
sity Budget Committee, as well as non-academic
senior financial personnel. Academic areas repre-
sented included Business, Economics, Education,
and Social Work. None of the academics inter-
viewed had in-depth accounting training, but
the senior financial personnel held accounting
designations. The research was conducted over a
5 month period.

A semi-structured interview method based on a
42 item questionnaire was used. The questions
covered their general understanding of budgets
and cost determination; the nature of the bud-
get and the budgeting process at their specific
institution; as well as the level of budget partici-
pation they felt appropriate and why. They were
also asked to provide as overall evaluation of the
budget process at their institution considering
time spent, overall effectiveness and any dysfunc-
tional behavior it might cause. Associated with
the questions on budgeting and the budget pro-
cess, interviewees discussed the manner in which
costs were determined and allocated across the
different functional units of their university. As
well, issues surrounding the frequency and accu-
racy of cost and budget reporting and the reports
usefulness for future planning and program eval-
uation were raised.

Included in the 42-item questionnaire was a
modified version of the Cummings and Bromiley
short-form organizational trust inventory (1996)
to aid in determining individual trust levels. The
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questions provided a starting point for a broader
discussion on the level of organizational trust at
their institution. In all cases the individuals re-
lated a critical incident surrounding the budget-
ing process. The interviews provided rich insight
into the relationship between the participants
perceived level of trust within the organization,
their attitude toward the budget and the budget-
ing process, and their confidence in and desire for
more detailed cost information.

FINDINGS

Trust

Eight of the twelve individuals interviewed indi-
cated that they did not trust the governing ad-
ministration of their university, with four indi-
cating strong levels of trust.

Trusting individuals felt that those involved in
the administration of the university were reli-
able, they kept their word, and negotiated fairly
and honestly. In all of these cases the interview-
ees talked about working closely with central ad-
ministration. They considered themselves to be a
part of the decision making process and believed
that their views were considered. When asked
about their opinion regarding the need for in-
creased financial controls, one trusting individ-
ual became strongly defensive. S/he emphasized
how hard those in “Centre” worked and how
administration was trying to build the university
“in spite of strong resistance to change” (P4)".
Another trusting respondent spoke of his/her
close working relationship with the president
and the need for a stronger “business approach”
(PS) to university finances.

One interviewee, a dean of a non-business pro-
fessional faculty (P3), expressed a strong level
of trust in academic members of university ad-
ministration but articulated his/her belief that
there was a high level of mistrust throughout the
institution. S/he attributed this mistrust to the
actions of the union and the non-academic man-
agement professionals working in the university.
Through their defence of individuals whose ac-
tions did not warrant support, the union had
“harmed” the institution and made their mem-

1 In order to assure confidentiality partici-
pants have each been assigned a unique number.

bership “worse off” through the creation of an
us versus them mentality as opposed to that of
a single working team. Likewise, the manage-
ment professionals had harmed the institution
through the implementation of an ever changing
set of inappropriate controls and procedures. To
illustrate this point this dean referenced the im-
plementation of mandatory four year budget pro-
jections by senior administration. It was his/her
view that the revenue and cost in these four year
budget projections were “worthless”. Demanding
that the deans take actions to assure that their
budgets were balanced for the next four years
while regularly changing the revenue and cost
projections, created a lack of confidence in both
the skills of the management professionals mak-
ing the projections, and the administration who
put such a system into place.

This dean felt that the “us versus them” mental-
ity at the university, together with the increased
focus on financial controls, had resulted in a high
level of mistrust between central administration
and regular faculty. Senior administration were
seen as viewing faculty members as completely
self interested - only concerned with how change
was going to affect their individual lives in terms
of teaching loads and personal research agendas.
They viewed the regular faculty member has
having no concern about the greater institution.
Individual faculty members, on the other hand,
were seen to view senior administration as only
looking to the bottom line without respect for
the faculty or concern about the quality of re-
search and the education process.

Support for this dean’s (P3) perception that there
exists a high level of mistrust between central
administration and the faculty was found in
the responses of the other interviewees. One of
the structured interview questions asked if the
participants believed that the central admin-
istration, the operating units, and the facul-
ties/schools held a common view regarding the
purpose and focus of the university. There was
unanimous agreement amongst all the academics
that a common view was #zo# held. There was dis-
agreement as to the reasons for this lack of a com-
mon view, ranging from “the faculty members’
resistance to change (P4),” to the administration
being “out of touch with really happens in the
classroom (P11),” to “they (specific individuals in
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administration) are sucking resources away from
the people doing the real work so they can inflate
the salaries of their friends” (P7). This proved to
be an emotionally charged area for some of the
interviewees. Based on these responses one could
conclude that the Universities had failed to cre-
ate, or perhaps maintain, a generally accepted
overarching idea of their purpose and how best
to pursue it.

Those interviewees who expressed a lack of trust
with the governing administration felt that those
in central administration failed to keep their
word, that they tried to get the upper hand, and
that they would take advantage of people who are
vulnerable. The interviewees felt distanced from
the decision makingbody at their institution and
resentful that their expertise was not recognized
or their views considered. They felt that a hier-
archical leadership style dominated, as opposed
to the more desired collegial governance model,
with the increased dominance of the financial
within university discourse as evidence of this
shift. The view expressed was that the budget
was in fact a reflection of the attitude of those
governing the institution, but that this attitude
did not match the stated goals of the university.
Rather, the budgeting process served as evidence
of a shift from traditional university ideals to-
wards a more managerialist approach and the
creation of a well compensated managerial class.

Those who felt cut out from the decision process
looked to the budget to communicate the “real”
intention of the governing administration, re-
source allocation being seen as a stronger indi-
cation of objectives than rhetorical statements
surrounding the University’s goals and purpose.
If the resource allocation did not reflect the stat-
ed goals of the university mistrust increased. If
budgets were not adjusted to reflect faculty input
mistrust increased. If technical computations
were not clearly explained, were changed, or were
inconsistently applied mistrust increased. One
non-trusting individual gave a detailed descrip-
tion of the failure of central administration to
implement a promised new approach to budget-
ing and resource allocation at their school.

We were told that the resources would
flow to the four priorities of the Uni-
versity as outlined in our Strategic Plan.

We spent hours justifying our resources
needs in terms of these priorities, build-
ing a strong case for our request. In the
end they gave us the same as they did
before. They didn’t pay any attention to
our arguments. In fact there was no ac-
knowledgement at all... They could have
said something, ‘Hey we recognize and
value the case you put forward, but we
just don’t have the money right now”....
But there was just silence. This year at
budget time we just upped last year’s
numbers by X% and submitted that.
Why waste your time. (P2)

Another talked about the failure to determine an
accurate profit for different executive education
programs.

He (the budget officer) manipulated the
information so that the people he liked
appeared to do well and the people he
didn’t like did badly. He didn’t like (di-
rector of program X) so they received a
significant allocation of overhead costs,
making it look like they were losing
money. But he did like (director of pro-
gram Y) so he argued that (Y) was a new
program and should be given a chance
to prove itself without having to cover
overhead. It looked like (Y) was mak-
ing money when really they were losing
money hand over fist. Our new budget
officer fixed it, but those people in Cen-
tral never caught on. Proves you can’t
trust the numbers or the system. (P38)

In summary there were a greater number of inter-
viewees who expressed a sense of mistrust in their
institutions than those who expressed a sense of
trust. This perception was strongly influenced
by the level of participation the interviewee felt
they had in the decision making process at their
universitsy. For those who felt they were part of
the decision making process, trust was expressed
for individuals in the central administration. For
those who felt set apart from the decision pro-
cess, a lack of trust was expressed and the internal
accounting processes provided evidence for this
mistrust.
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Budgets

In addition to questions about trust, interview-
ees were asked their views on the budget and the
budgeting process at their institution. Included
were their views on university budgeting in gen-
eral; the nature of the budget and the budget
process at their specific institution; as well as the
level of budget participation they felt appropri-
ate and why. They were also asked to provide an
overall evaluation of the budget process at their
institution considering time spent, overall ef-
fectiveness, and any dysfunctional behaviour it
might cause.

When asked how best to consider the role a
budget plays in the operations of a university,
all those interviewed indicated that the budget
should be thought of as a plan and that this plan
should be based on the strategic goals/direction
of the university. One Dean expressed it slightly
differently, stating that the “real planning takes
place when developing the strategic goals and
objectives of the faculties” (P3), with the budget
being a reflection of this plan. Still, there was
unanimity that in the ideal the budget should
serve as a reflection of the strategic direction of
the university — a plan of action with the relevant
resource implications clearly laid out.

Even with this unanimity regarding the plan-
ning role of the budget, many of the academics
interviewed felt the need to bring up the fact that
actual financial results would differ from what
was budgeted. One emphasized the inevitability
that budget numbers would not match the actual
numbers, that “rapidly changing external condi-
tions overwhelm... and there is no way to (deter-
mine) an accurate estimate of costs and revenues”
(P7). Another discussed the issue of budget es-
timates differing from the actual figures, and
described it as “a truism — just the nature of the
beast” (P4). One program director felt that the
budget provided a general direction, but that
too much detail was costly to produce and could
serve as a “straight jacket”. In his/her view budget
variances were valuable only in that they pro-
vided a starting point for discussion (P12). Thus
while there was an expressed consensus among
those interviewed that operating budgets at uni-
versities should function as a plan, or a reflection
of a plan, the academics felt the need to call for
flexibility when comparing actual results to this

plan. This corresponds to their views regarding
financial controls discussed later in the paper and
points to tensions related to the use of the budget
as a control device.

When asked to how the operating budget at their
university was treated iz practice there was dis-
agreement. The trusting responders again indi-
cated that it was in practice treated as a plan.
The non-trusting responders gave a more diverse
set of responses. The most common response of
the non-trusting interviewees was that that the
budget was a negotiations tool — it provided a
forum by which an astute administrator could
obtain (or protect) resources from a limited pool.
The next most common response was that it was
a bureaucratic exercise without impact. Little
time was spent on determining accurate projec-
tions of costs (and in some cases revenues), but
rather individuals tended to put forth last year’s
numbers or last year’s numbers multiplied by a
set percentage. Two described the budget at their
institutions as predominately a means to control
expenses. Only one non-trusting interviewee
indicated that the operating budget at their uni-
versity was, in practice, treated as a plan.

When asked if the budgeting process should
begin at the top of the organization and work
down, or at the faculty member level and work
up, one interviewee replied:

“Not either/or (top or bottom), it should
be both. To me this is the negotiation.
This is the crux of it. Don’t know where
you start, but it is important to start the
discussion.” (P3)

Another talked about the “lack of consensus be-
tween ‘units’ versus ‘university” and the need to
“talk about what we are as a collective. What we
are going to do and, importantly, what we are
not going to do.” Without a two way discussion,
without agreement regarding which activities/
programs will be pursued and which will not, s/
he worries about the “atomization’ of dollars —
the breaking down of the dollars into smaller bits
until nobody has enough money to do anything”
(P1). Importantly to this individual the difficult
decision regarding resource distribution should
not be made unilaterally by Central Adminis-
tration but by discussion, directed by strategy,
across functional and hierarchical lines.
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All those interviewed expressed interest in hav-
ing input into the budgeting/resource allocation
process at their universities, with their current
level of perceived input being strongly associated
with organizational trust. This desire for input
was the case even though as one individual stat-
ed: “it is a very fuzzy thing to people. It is seen
as another bureaucratic activity that takes time

away from the real job of teaching and research”
(P2).

The individuals with higher levels of individ-
ual trust believed that their concerns regarding
budget distributions were considered and had af-
fected the estimates included in the final budget.
Those who indicated low levels of organizational
trust felt that they had limited - if any — mean-
ingful input into the budget process. The rev-
enue/cost estimates included in the final budget
were “not helpful for planning” and “subject to
arbitrary change based on the needs and wants
of central”. These final figures were determined
“based on history and not as a result of consul-
tation or need.” Those most negative toward the
budgeting process were those who felt that their
requested input was mere pseudo-participation.
Statements about the process included: “No cor-
respondence between what we submitted and
the way the money flows down;” “Nothing I can
control affects the outcome;” and “Hell of a lot of
work - no impact.”

The perceived usefulness of the budget as a tool
for determining the financial impact under
various scenarios not only affected the user’s
perceived value of the budget itself, but also in-
fluenced their level of organizational trust. One
individual talked about how budgeted monthly
costs did not reflect the actual utilization of re-
sources across the academic year. Another spoke
about the timing of revenue distributions not
corresponding to what was budgeted. In both
cased the individuals felt this lack of correspond-
ence minimized the value of the budget as a con-
trol tool and caused them to question the ability
of individuals in the central budget office.

Changes to the budget approach such as an in-
clusion of multi-year forecasts, or the require-
ment for a contingency fund were not seen as
process improvements but as additional work
for “meaningless” results. Those changes to the
budget numbers or the budget processes brought

up in discussion by the interviewees were, in all
cases, communicated as directives from central
administration and not as a result of informed
debate between interested parties. As such, and
since the changes tended to reduce the dollars or
the flexibility of the departments/faculties affect-
ed, the motivations for the changes were called
into question. The discussion then moved to the
need for more and better cost information. Cost
information was seen to provide real and useful
information on the state of the organization as
opposed to the biased or inaccurate projections

of the budget.

To conclude the discussion on budgeting, the
interviewees were asked to provide an overall
evaluation of the budget process at their institu-
tion. Based on the question developed by Murray
and Lindsay (2010), interviewees were asked to
assign and overall “grade” of the process taking
into account time spent, system effectiveness,
and any dysfunctional behaviour it might cause.
Trusting respondents ranking the process as
falling between a 60, “more helpful that harm-
ful”, and 70, “good”, with the average being a 65.
Non trusting respondents gave a wider range of
responses falling between 3@, which the respond-
ent labelled as “useless,” to 7@, or good. The aver-
age grade assigned the budget process by the non-
trusting respondents was a 52, with a 50 on the
scale being labelled as “no value”. This scores indi-
cate a relationship between held levels of organ-
izational trust and individuals’ views regarding
the value and effectiveness of the budget process,
and is worthy of further investigation.

Costing

The individuals interviewed expressed a differ-
ent view towards cost information than that held
towards budgets. Whereas budget figures were
plans or tools of negotiation, costs were con-
sidered to be a real reflection of the true state of
things. There was a general desire for more cost
information and a belief that a significant con-
tributor to the financial constraints facing uni-
versities today was the absence of sufficient ac-
curate financial information. Information that
enabled/supported an appropriate response to
changing conditions was needed.
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When asked if they believed that accurate cost-
ing information should be determined for all
activities within the university, all but two indi-
viduals agreed. The two who disagreed with the
statement both expressed low levels of organiza-
tional trust and in both cases they focused on the
word “activities”. Both individuals had worked
with activity based costing systems (ABC) in
organizations outside of the university. Their
views of ABC were negative, believing that the
approach was expensive, time intensive, and that
it caused the organization to move its focus away
from its primary mission.

Participants were asked if they would find fu//
costing information — costs including an alloca-
tion of all overheads - on student enrolments,
course sections, research and various program
activities valuable to their decision making. This
led to wide ranging discussions on the nature of
costs within the universities; the level of expendi-
tures directed towards infrastructure, adminis-
trative compensation, student support services
and the difficulty of allocating professorial time.
Most agreed that they would find full cost infor-
mation valuable. One dean said

“we can’t get mired in minutiae. I don’t
want to drown in data, don’t want to
be data driven, but I need information.
No one can tell me how much it costs
to run a program. I took faculty salary
and tried to divide it between teaching
and research, then between programs. ...
I don’t know how much it costs to edu-
cate a student. I don’t know how much
it costs for a function — like research”

(P3).

Participants were aware and frustrated by the
fact that a high percentage of costs within the
University were fixed, limiting their ability to
respond to changing conditions. Most wanted
the full cost information because they believed
it would make more transparent the level of
cost directed toward the administration of the
schools. The value of the full cost approach was
seen to come from a consistent approach to cost-
ing across the institution making comparisons
meaningful and making transparent the level of
expenditures directed towards various cost cat-
egories, especially senior administration. Issues
surrounding the arbitrary nature of fixed costs

allocations were not a concern to most (as in the
dean quoted above) and the view was that more
information was always better. Two individuals
did, however, express the view that that a full
cost/student figure would be meaningless given
the high percentage of fixed cost in universities.
When the individuals were asked if they would
find incremental cost valuable, there was unani-
mous and strong support for the calculation and
distribution of such figures.

Participants were anxious to express their views
on the reasons for the financial constraints con-
fronting their institution and/or faculty and in
many cases were looking for detailed cost reports
to confirm their held beliefs. There was a repeated
call for “full disclosure of all university expendi-
tures from the President on down” (P12) and an
expressed need for re-evaluation of procedures
associated with the financial aspects of running
the university. To quote one dean “(The VP) is in-
terested in establishing a transparent but one size
fits all method. I am interesting in establishing
a transparent but not one size fits all approach.
There has to be local relevance” (P3). Reasons
for financial difficulties ranged broadly. They
included too much money being spent on build-
ings, a lack of sufficient government support, an
increase in the size and compensation levels of
senior administration, and faculty members who
only cared about protecting their own comfort-
able lives. Some called for increased decentral-
ization of decision making and others called for
increased centralization. All interviewed were
looking for increased cost transparency to shed
light on the issue.

When asked “if there should be a government
policy that mandates a detailed, consistent, and
transparent costing approach to all institutions
of higher learning in my Province”, most voiced
agreement. Follow up discussion indicated dif-
fering views, however, on the level of direct con-
trol that governments and or central adminis-
tration should exercise over expenditures. One
vice president who had moved to academia from
industry stated “I thought that as a public insti-
tution (X) would have a higher level of fiduciary
responsibility, but I've learned that we have very
little. A Mom & Pop grocery store has better con-
trols. Maybe because it is zheir money” (P1). S/
he felt that in addition to a consistent approach
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to costing across and between universities, there
was a need for increased monitoring as well.

In general the academics interviewed held a dif-
fering view. They viewed increased financial
monitoring and control as an impediment to
getting the real work done. “There is too much
focus on where to put costs, and not enough on
the real work of the organization.” (P12) An-
other interviewee complained about how many
signatures you needed to hire a graduate student.
A third colourfully stated that the financial of
fice of their university needed to “get the hell out
of micromanaging” (P3) and focus on outcomes
based evaluations. One interviewee, a depart-
ment head and member of the university budget
committee, stated that: “deans should be given
carte blanche on developing world class faculty
and measured against this directive 5 to 8 years
out” (P4). In his/her view deans should be given
full discretion on how the money allocated to
School/Faculties is spent. Essentially the call was
for financial control to come about through re-
sults based evaluation as opposed to the monitor-
ing of spending. The outcomes/results measures
mentioned included research productivity and
reputation, student quality and placement, and
institutional rankings.

The academics interviewed wanted increased
cost disclosure and outcomes based assessment.
Increased cost disclosure would serve to make
the general public aware of what was driving costs
and “make sure that monies are being directed to
activities in line with the wishes of tax payers and
funding bodies” (P7). Disclosure would also give
those responsible the information they needed
to effectively run the centre/activity over which
they were responsible. They were willing to be
held accountable for the results of their financial
decisions but were frustrated by close monitoring
and being told no. These individuals wished to be
given broad say over the financial resources made
available to them and sufficient time for the re-
sults of their decisions to manifest. In effect.
detailed financial systems and information were
desired when it increased the users’ knowledge
and control, but were viewed negatively if seen to
limit their autonomy.

CONCLUSIONS

The information obtained through the interview
process indicated that there exists a relationship
between university administrators’ level of or-
ganizational trust and their views regarding the
approach and value of the budgeting process at
their institution. Both the final resource alloca-
tions as specified in the budget and the proced-
ures and processes utilized to determine these
allocations, affected the trust levels. This affect
comes about through: the correspondence be-
tween the stated goals and strategic directions
of the university with the actual resource alloca-
tions, the level of input and influence the individ-
ual felt they had on the process and the final allo-
cations, and the degree that the individual could
use the budget to predict the actual financial im-
pacts under various situational alternatives.

The messaging from the top university admin-
istration regarding the mission, vision, values,
and/or strategic direction of the institution
were viewed with a degree of scepticism by those
interviewed. Whereas, the resource allocations
as outlined in the budget were seen to be a ac-
curate reflection of the true priorities and power
politics of the institution. A correspondence be-
tween the stated goals and strategic direction of
the university with the allocation of resources
supported organizational trust, whereas a lack of
correspondence decreased trust.

Individuals who felt they had more input into
how the resource decisions were made, were more
likely to express trust in the governing body of
the university. Since budgets were seen to be a re-
flection of the power politics of the institution,
individuals who felt they had meaningful input
into the budget process tended to feel they had
influence with the administration. This increase
in influence was associated with increased levels
of trust. The perceived usefulness of the budget as
a devise for predicting resource allocation under
various situations was also associated with or-
ganizational trust. Lack of consistency regarding
approaches to budget development, changes in
government funding projections, changes in stu-
dent number projections, or changes in overhead
charge rates all resulted in reduced trust in senior
administration. Numerous incremental changes
over a relatively short period of time caused indi-
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viduals to question the competency and/or mo-
tives of central administration.

In spite of the utilization of cost information
in the development and use of budgets, inter-
viewees expressed differing views with regard
to cost information from those expressed about
the budget. Budgets were viewed as a reflection
of the priorities and politics of the institution
composed of estimates and subject to change.
Cost data was considered to provide a picture of
the true state of things by all those interviewed
and to provide valuable information for decision
making. Individuals wanted increased disclosure
of detailed costing across all levels of the organ-
ization. It was felt that seeing this information
would help to form a clearer picture of the basis
underlying the financial state of the university
and their faculty/department. It would provide
them with the data they needed to predict the
financial impact of different scenarios — such
as changing student enrolment, the addition of
a program, or a change in organizational struc-
ture. The high proportion of university costs that
could be described as fixed in nature was clearly
understood by those interviewed, but the impact
of this cost structure on the meaningfulness of a
cost/student number was not clear to those with-
out a financial/ accounting background. With
the exception of two individuals who expressed
concern, those interviewed felt that having de-
tailed cost information available was worth the
additional expenditure required to obtain it.

When asked if there was a need for greater lev-
els of cost control within the organization, non-
academic financial personnel agreed. The aca-
demics interviewed did not want to see increased
financial controls applied to them. They spoke
of financial controls as adding an additional im-
pediment to getting the task accomplished and
limiting their personal autonomy. Instead the
academics preferred having a clear unchanging
picture of the resources available to them over an
extended period of time in order to accomplish
a specific set of objectives. The objectives most
often mentioned included research productivity,
research reputation, student quality, and institu-
tional reputation/rankings.

10

DISCUSSION AND LIMITATIONS

It has been stated that university budgeting
should help “translate an institution’s plan into
priorities, allocate resources that reflect those
priorities, empower heads of academic and sup-
porting units to use the resources allocated to
them to accomplish the objectives assigned to
them, and monitor their progress”(Walen, 2002).
Too often the resource allocations as specified
in the budget are not seen as aligning with the
university’s espoused goals and objectives. When
this lack of alignment occurs trust decreases. In-
dividuals turn to the budget to determine what
the true goals are and/or to speculate as to whom
and in what manner influence over these deci-
sions was exercised. This preliminary research
has found that university administrators pos-
sessing a higher level of organizational trust were
those who felt their views on the budget were
heard and considered, who saw a correspondence
between the stated goals of the institution and
the subsequent resource allocations, and who
had available to them useful financial informa-
tion. Those who did not witness this approach to
university budgeting had low levels of organiza-
tional trust.

A university budget is more than a statement of
resource allocations by operating area. It func-
tions as a medium for communicating the goals,
objectives, and power structures of the institu-
tion. A distribution of resources based on fa-
vouritism, sclf—serving wants, capriciousness, or
volume of complaint will be recognized as such.
Resource allocations that correspond to the stat-
ed goals of the institution provide evidence of
the legitimacy of these goals and objectives - in
effect money talks. It also builds trust in those
individuals outlining the goals and determining
the resource distributions.

Recognizing that the budget functions as a de-
vice for communicating the true priorities and
power politics of the institution increases its
usefulness as a management tool. The fact that
all the university administrators interviewed
wanted more and better cost information would
indicate that, independent of their level of trust,
they wanted to be part of making the university
function effectively. The cost information would
provide them with a necessary tool for making

this happen.
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Applying these findings, top university adminis-
trators could make their budgeting and financial
control systems function more effectively by fol-
lowing some key practices. First, resource alloca-
tions should correspond to the stated priorities of
the institution. Second all financial information
should be accurate and its determination well
understood. Allocation methods and overhead
charges need to be clear and consistent. Cost
data needs to be provided in a timely manner and
their variations from budget understood with a
format that allows individuals to drill down into
the detail should they choose to do so. Lastly, a
system should be design that utilizes the min-
imal level of controls necessary to execute ap-
propriate fiduciary responsibility with a focus on
outcomes. A part of the skill set of academics is
the development of new and innovative insights
and solutions to existing problems. Providing the
detailed accurate information needed and focus-
ing on the outcomes required, shows recognition
of the skills of the academic members enhancing
trust.

The generalizability of the findings of this pre-
liminary research to a broader university envi-
ronment is limited by the number of individuals
interviewed. Expanding the research to include
a larger number of individuals and institutions
would strengthen our understanding of these re-
lationships. In addition, future research should
include other organizations both for profit and
those whose primary outcomes are assessed more
subjectively and where the relationship between
inputs and outcomes less clearly understood.
Determination of the presence of a strong rela-
tionship between budget processes, within-orga-
nization cost disclosure, and organizational trust
across various organization types would contrib-
ute to our understanding of the attributes neces-
sary for their effective functioning.
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ABSTRACT

For almost 20 years the Community College Futures Assembly (CCFA) has met annually in Or-
lando, Florida to serve as a showcase of best practices in community college administration and
to serve as a think-tank for research and policy. Through the years the research methodology has
evolved. The 2011 CCFA used a mixed-methods approach: qualitative research was collected in
several focus groups to produce quantitative categories for voting in the beginning and end of the
conference on those critical issues facing community colleges. Between voting sessions the participants
attended the showcases of the best practices as well as a presentation demonstrating the sustain-
ability of the winning programs from the past year. Final voting was intended to determine if a
relationship exists between the voting sessions based upon the presentations. The descriptive statistics
reveal the participants feel very strongly about some sort of redefinition of “education completion”
needing to be developed. Moreover, the findings also show a statistically significant difference on
opinions of the critical issues facing community colleges based upon the generation of the subject.
The findings, including opportunities and challenges, potential implications for community college
administrators, and future research topics are also discussed.

INTRODUCTION very easy just to turn over and let nature “take
it course.” However, as educational administra-
tors we must continue to persevere in the best in-
terests of our students and our communities. In
doing so it is important for us to focus upon best
practices and “what works best” for all of us. Ap-

For the past few years’ changes, wanted or oth-
erwise, have been occurring both within and
without education, especially in the economy
and nearly every industry around the world. In
the face of so much gloom and doom it can be
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preciative Inquiry (Al) is a research technique,
which allows us to investigate the very best pro-
cesses of organizational management in this dif-
ficult time. This paper will present an Al-mixed
methods research project investigating the best
practices in community college administration.

LITERATURE REVIEWED

For the purposes of this research, Appreciative
Inquiry was selected as the foundational re-
search methodology. As such, a brief overview
of the inception of Appreciative Inquiry is pre-
sented. After which an overview of the history
of the Community College Futures Assembly
will provide the reader with an understanding of
the constructs of the conference and the forma-
tive basis for the research project. Together, these
discussions will lead into the research portion of
this paper.

Appreciative Inquiry

In the mid-1980’s qualitative researchers were
generally in agreement with the seeming futil-
ity and direction of action research. In response
a refinement of Action Research called “Appre-
ciative Inquiry (AI)” was suggested as the “next
generation of Action Research” by David L.
Cooperrider and Suresh Srivastva (1987). Their
newer brand of action research was based upon
a “socio-rationalist” view of social research. They
built an argument for this newer method upon
the comments of Kurt Lewin, Abraham Maslov,
Aristotle, and others to point out that action
research was created to link science to practice.
However, they felt the passion behind the struc-
ture and reasoning was severely linking. Appre-
ciative Inquiry was developed to put that pas-
sion into the research linking science to practice.
“Human beings have the capacity for symbolic
interaction and, through language, they have
the ability to collaborate in the investigation of
their own world. Because of our human capacity
for symbolic interaction, the introduction of new
knowledge concerning aspects of our world car-
ries with it the strong likelihood of changing that
world itself” (Cooperrider & Srivastva, 1987, p.
15). In brief, the foundation of Appreciative In-
quiry maintains the will of the group and the
passion for the most critical issues will surface
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within a group. It is that passion which can guide
teams to create change for the common good of
an organization. Inevitably, the vision for a group
can be set through that passion, grounded with
integrity, cohesiveness and focus, of the collective
group.

Thus, Appreciative Inquiry research seeks out
the passion of the group to determine its future
directions by identifying the “array of concrete
problems an organization faces” (Cooperrider &
Srivastva, 1987, p. 18). The process is simple and
straight-forward. First, start with an Action-Re-
search framework:

Action-Research begins with an identi-
fied problem. Data are then gathered in
a way that allows a diagnosis which can
produce a tentative solution, which is
then implemented with the assumption
that it is likely to cause new or unfore-
seen problems that will, in turn, need to
be evaluated, diagnosed, and so forth.
This action-research method assumes a
constantly evolving interplay between
solutions, results, and new solution...this
model is a general one applicable to solv-
ing any kind of problem in an ongoing
organization (Cooperrider & Srivastva,
1987, 148 citing Cohen, Fink, et al,
1984, 359-360).

During that process the moderator should be
trying to help the group identify “stressful situa-
tions” or those situations, which may be disrupt-
ing the organization or the people in the organi-
zation.

Typical questions in [action-research]
data gathering or “problem sensing”
would include: What problems do you
see in your group, including problems
between people that are interfering with
getting the job done the way you would
like to see it done? And what problems
do you see in the broader organization?
(Cooperrider & Srivasta, 1987, 148, cit-
ing French, 1969, pp. 183-185).

Cooperrider and Srivastva (1987) also cite the
University of Michigan’s Social Institute in So-
cial Research’s factors as a way to help deduce
a process for creating change by incorporating
questions, which may evoke passion in the group:
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Three factors need to be taken into ac-
count in an organization development
The
that are problematic, the conditions that

action-research effort: behaviors
create those behaviors, and the interven-
tions or activities that will correct the
conditions creating the problems. What
is it that people are doing or not doing,
that is a problem? Why are they doing
or not doing these particular things?
Which of a large number of possible in-
terventions or activities would be most
likely to solve the problems by focus-
ing on why problems exist?” (Cooper &
Srivasta, 1987, citing Hausser, Pecorella,
& Wissler, 1977, p. 2).

Thus, AI uses this framework to identify the
“broken” elements for consideration for change
in the organization. Once diagnosis has been
made then the resolutions can be put forth. This
is where Appreciative Inquiry adds systemati-
cally to Action Research. However, Cooperrider
and Srivastva (1987) caution the researcher can
dramatically alter the flow and direction of the
answers and must be careful how they influence
the group, since the group should command this
action. Other researchers agree with this tenet as

well (Whitney, 1998).

From here, the Appreciative Inquiry framework
has been refined and revised to be a four-step
process: discover, dream, design, and delivery
(Lehner & Hight, 2006; Michacl, 2005; Elleven,
2004; Alewine, 2003; Whitney, 1998). Deliv-
ery is sometimes called “destiny” also (Atkin &
Lawson, 2006). The discovery phase inquires
about processes or issues, which may need to be
changed in an organization. The dream phase
allows the passion to come forth, to allow the
participants to dream on how to overcome those
obstacles in a perfect world. In short, this allows
them to “think out of the box.” The design phase
allows the participants to create plans for the or-
ganization in a collaborative process. Finally, the
delivery phase allows the participants to create an
action plan based upon the elements identified.

Participants have reported optimistic feedback
with the AT process “it is easy to be negative, be-
ing positive makes you want to work” (Johnson
and Leavitt, 2001, p. 131).
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In the context of this foundational framework
there have been many applications of Apprecia-
tive Inquiry since the 1980’s in a variety of dis-
ciplines and fields such as marketing research
(Whitney, 1998), tourism (Koster & Lemelin,
2009; Raymond & Hall, 2008), nursing and
healthcare (Deason, Adhikari, Clopton, Oches,
& Jensen, 2010; Chapman & Giles, 2009; Richer,
M.C., Ritchie, J. & Marchionni, C., 2009; Ma-
clean, 2007; Atkin & Lawson, 2006; Whitney,
1998), manufacturing (Reed, Jones & Irvine,
2005; Whitney, 1998), libraries (Sullivan, 2004;
Alewine, 2003) organizational management
(Langer & Thorup, 2006; Van Oosten, 2006),
community planning (Boyd & Bright, 2007;
Browne, 2004; Mathie & Cunningham, 2003;
Whitney, 1998), human resources (Whitney,
1998) and education (San Martin & Calabrese,
2011; Calabrese, Hester, Frieson & Burkhal-
ter, 2010; Kozik, Cooney, Vinciguerra, Gradel,
& Black, 2009; Calabrese, Roberts, McLeod,
Niles, Christopherson, Singh, & Berry, 2008;
Doveston & Keenaghan, 2006; Lehner & Hight,
2006; Carnell, 2005; del la Ossa, 2005; Kemp,
2001). Therefore, the soundness of the meth-
odology, as demonstrated for almost 30 years,
logically appears to the researchers to be a sound
framework from which to conduct this research
herein. Moreover, this research method has been
used before in community college organization
research (Yoder, 2005). Before we progress to the
research methods used in this project, a discus-
sion of the environment in which the AI frame-
work will be implemented is warranted first.

History of the Community College
Futures Assembly

The Community College Futures Assembly
(CCFA) has been held annually in Orlando,
Florida since 1995 and has been hosted by the
University of Florida, College of Education.
Hundreds of community colleges have sent in
applications for the national conference repre-
senting almost every state in the United States.
Its purpose is to serve as an independent policy
think tank, to educe the critical issues facing
community college administration, and to serve
as a showcase for best practices in community
college administration (Morris & Campbell,
2008). Every year a different theme is chosen in
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which the research will be designed. The Bell-
wether criteria are developed based upon current
events directly affecting community college ad-
ministration. As with other conferences there are
sometimes some pre-seminar sessions to assist in
professional development.

The keynote speech opens the conference on
Saturday night. The keynote speaker is selected
most often from a discipline outside of education
to provide context for policy discussion. There
have been a number of very popular themes and
keynote speakers at the CCFA. For example, the
2010 conference theme showcased Michael Ful-
lan and his latest book on “Turnaround Lead-
ership” (Campbell & Basham, 2010) the 2009
keynote speaker was Jacqui Banaszynski, the
Knight Chair in Editing at the Missouri School
of Journalism who discussed “how technology
should have been a wake up call to journalists”
(Basham, Campbell & Garcia, 2010; (Mendoza,
Basham, Campbell, O’Daniels, Malcolm, Felton,
Lebesch, & Douma, 2009, November), and the
2008 keynote speaker was Alan Deutschman
and his book “Change or Die” (Morris & Camp-
bell, 2008).

Sunday sessions are intended to serve as the for-
mative basis of policy research at CCFA. The
details of those sessions are included in the re-
search design phase. From these sessions policy
papers are written and shared at several other
conferences and key community college advocate
groups including the American Association of
Community Colleges (AACC), National Coun-
cil of State Directors of Community Colleges,
the Academic Chairs Conference International,
the Association of Community College Trustees
(ACCT), and the National Council of Instruc-
tional Administration (NCIA), the National
Council on Continuing Education and Training
(NCCET) and others.

On Monday the 30 finalists selected are given
an hour to present their best practices project
to the attendees. The presentations are arranged
according to their category in Instructional Pro-
gramming and Services (IPS), Planning, Gover-
nance, and Finance (PGF), and Workforce De-
velopment (WD).

Those best practices are also invited to set up
displays to showcase their practices for more per-
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sonalized conversations on Tuesday morning.
During that time the three winning programs
from the previous year also present updates from
their programs. A focus is placed upon sustain-
ability of projects. Finally at the closing luncheon
on Tuesday, final voting in the research project
is accomplished before the winning programs are
announced.

As an addendum, unlike other conferences there
are no sponsors or advertisers at the conference.
The intent of the conference is to provide a com-
fortable environment in which to allow creativity
to flourish at the highest level without the pres-
sure of salespersons co-mingling.

Thus far this paper has presented the literature
reviewed on Appreciative Inquiry and the histo-
ry of the Community College Futures Assembly
as a basis for designing the research for this proj-
ect. In the next section, the qualitative research
methodology will be presented.

QUALITATIVE RESEARCH DESIGN

On Sunday, January 30, 2011 several focus
groups were held at the annual Community Col-
lege Futures Assembly (heep://www.coe.ufl.edu/
futures/). ‘The focus group members consisted
of Board of Trustee members, Community Col-
lege Presidents, central administrators and fac-
ulty members. The 75 participants were divided
as equally as possibly into four focus groups. The
focus group participants were then asked to re-
flect on the comments from the keynote speaker,
Jeanne Meister, and her research on the 2020
Workforce with respect to leadership challenges
for community college administrators (Meister,
2011). The onus of her speech included skills for
tomorrow’s leaders: to be able to work in a multi-
cultural environment, to be able to work in more
flattened hierarchical organizational structures,
to be more skilled with efficient use of technol-
ogy, and to be able to work more efficiently with

multigenerational colleagues, supervisors, and
subordinates (Meister & Willyerd, 2010).

For the qualitative research design we selected
Appreciative Inquiry to serve as our founda-
tional research framework. This framework was
selected over other more traditional qualitative
research methods since Al seems to be more ro-
bust than content analysis, grounded research,
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ethnography or any other qualitative research
method. Moreover, Al is especially well suited
for leadership inquiry and analysis (Walker &
Carr-Stewart, 2004; Carr-Stewart & Walker,
2003). Historically, AI has proven to yield very
insightful research for the audience at CCFA
(Basham, Campbell, & Garcia, 2010; Campbell
& Basham, 2010a; Campbell & Basham, 2010b;
Mendoza, Basham, Campbell, O’Daniels, Mal-
colm, Felton, Lebesch, & Douma, 2009; Bash-
am, Campbell, & Mendoza, 2008; Campbell,
D.F. & Basham, 2007). Thus, it was determined
that Al should be the research framework for the
qualitative research portion of the mixed meth-
ods research used at CCFA.

Each group was to brainstorm as many ideas as
possible, based upon the question being asked.
The tasks:

Step 1 Consider the current state of your
institution and identify current gaps
in your institution based upon the
presentations from yesterday on case
studies and/or the keynote speech.
Your task is to brainstorm as many
ideas as possible.

Consider the current state of your
institution and identify PROJECT-
ED gaps in your institution in 2020
based upon the presentations from
yesterday on case studies and/or the
keynote speech. Your task is to brain-
storm as many ideas as possible.
What actions do you need to take
now to ensure that your college will
be prepared to meet the needs of stu-
dents to succeed in the 2020 work-
place? Your task again is to brain-
storm as many ideas as possible.
What actions do you need to take
now to ensure that your college will
be prepared to meet the needs of the
community to succeed in the 2020
workplace? Your task again is to
brainstorm as many ideas as possible.

Step 2

Step 3

Step 4

Each of the four groups then posted the brain-
stormed list around the conference room by
question number. Throughout the day attendees
were allowed to peruse all of the items and vote
for their #1 choice in each of the four questions as
to what they thought was the most critical issue
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facing community colleges in America. The top
5-7 items would then be used to construct the
items for voting. The focus group participants
voted that afternoon on what the top critical is-
sue should be for America’s community colleges.
After viewing the Bellwether finalist presenta-
tions on Monday and hearing feedback from
the 2010 Bellwether winning presentations, the
entire assembly would have the opportunity to
vote upon the top critical issues facing America’s
community colleges during Tuesday’s sessions.
The final voting aggregate data was gathered us-
ing Turning Point Personal Response Systems
(also known as “clickers”).

Qualitative Research Findings

The groups brainstormed a variety of answers for
each of the four questions presented. The collec-
tive responses are available by request from the
authors. Throughout the day the participants
were allowed to vote for their top selection in
each of the four tasks. The top 5-7 answers for
each task are presented in Table 1. In this section
we will briefly present the context of the discus-
sions for each of those top selections.

#1 What are your current institutional gaps?

The first task asked the group to brainstorm and
identify the current institutional gaps. In no
particular order, there was a lengthy discussion
with respect to faculty-administration commu-
nication problems. This is not without historical
support from previous CCFA research sessions.
Moreover, from the industrial-organizational re-
search conducted by the authors on many educa-
tional administrative groups in nearly all groups
“communication” is the one attribute rating
which historically is the lowest of the leadership
competencies (Basham & Mathur, 2010; Bash-
am, Stader, & Bishop, 2009; Basham, 2008).
Professional development for all is also a recur-
ring issue. Defining a “new vision of education”
in the USA essentially encompassed the discus-
sion on identifying or revising “completion” in
the community college setting. Some discussion
ensued on adopting the vocational model, link-
ing occupational completion points at certain
milestones throughout a students educational
program. Therefore successes will be more easily
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TaBLE 1
CommuniTy CoLLEGE FuTures AssemBLy 2011
AGGREGATE VOTING DESCRIPTIVE DATA
Question Sunday Tuesday
Answer Voting Voting
n | % n | %
#1 What are your current institutional gaps? (N =47) (N=81)
Faculty-administration communication problems 10 22% 6 7%
Professional development for all 8 15% 13 16%
Defining a “new vision of education” in the USA 18 39% 36 44%
Creating/maintaining internal/external partnerships 7 15% 14 17%
Creating/maintaining global partnership 4 9% 12 15%
#2 What are your projected institutional gaps? (N =46) (N=76)
Employee selection 2 4% 9 12%
Connections with WFD/Industry 12 26% 19 26%
Leadership/HR 15 33% 12 16%
Teaching “to fit the needs” 11 24% 27 35%
Technology 6 13% 9 12%
#3 Actions on behalf of students? (N =48) (N =76)
E-learning infrastructure development 4 8% 9 12%
Becoming more multicultural 2 4% 4 4%
Creating stronger community relations 5 10% 3 4%
Breaking those “silos” between departments 12 23% 13 16%
Employability skill training 8 19% 21 29%
Critical thinking skill training 17 35% 26 35%
#4 Actions on behalf of the community? (N = 48) (N =76)
Maintaining a continuous dialog with the community 3 8% 3 4%
Maintaining/developing regional partnerships 6 10% 9 12%
Telling the “CC/Economic development” story 8 17% 14 18%
Globalization 3 6% 11 14%
Understanding the role on economic development 13 23% 15 18%
Collaboration with business partners 15 33% 26 35%

measured by employability and not necessarily in
the “arbitrary” educational model of obtaining
a “degree” per se. Also included in the top were
categories of creating, maintaining, and sustain-
ing internal and external partnerships and creat-
ing, maintaining and sustaining global partner-
ships. These also have been discussed in previous

CCFA research projects.
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#2 What are your projected institutional
gaps?

Again, in no particular order employee selection
was identified as one of the top projected insti-
tutional gaps by the research group attendees.
This category encompasses succession planning
and all issues related to employee selection. This
is not to be confused with the leadership/HR is-
sue, which is more interested with being able to
find leaders when the time arises. This is more
relevant to “finding talent” rather than “selecting
talent.” Creating, maintaining and sustaining
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connections with workforce development and
industry were also identified. There was consider-
able discussion to collapse several items into one
broad category called teaching to “fit the needs.”
The majority felt this projected gap mainly covers
“how to teach programs for occupations which
do not exist today” and “addressing workforce
needs.” Examples from the onset of nanotechnol-
ogy and green jobs were presented. The final cate-
gory also encompasses several: technology. This is
to include adapting new technology, integrating
technology, but also using technology effectively.

#3 What are actions you need to take now
on behalf of the students?

Somewhat related to the technology category in
#2, one category identified here is development
and refinement of the E-learning infrastructure.
There were discussions on the evolvement of E-
learning into stand-alone departments and not
necessarily those dominated by IT personnel,
but those integrating learning management sys-
tems, enterprise systems, and learning platforms.
The groups as a whole echoed the sentiments ex-
pressed by the keynote speaker in taking actions
to become more multi-culturally engrained on
campus. This includes professional development
activities to provide multicultural training. Also
in this category was integrating community re-
lations into the curriculum, including commu-
nity relations or service-based learning projects.
Breaking down those silos between the depart-
ments was also identified as a critical issue on
behalf of the students. Too many times faculty
members do not stray out of their department
to engage others (students and faculty alike) in
different departments. The last two categories
involve training to be incorporated in the cur-
riculum: employability skills and critical think-
ing skills.

#4 What are actions you need to take now
on behalf of the community?

In our final question, again in no particular or-
der, maintaining a continuous dialog was identi-
fied as one of the top critical issues for acting on
behalf of the community. Several group members
strongly voiced this as a concern, however, they
also conceded that with shrinking staff and re-
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sources maintaining those dialogs are quickly
disappearing from the priority lists, and they
should not be. Similarly, maintaining and devel-
oping regional partnerships was also identified as
a priority. As with years past, globalization has
been identified as a critical issue. This will en-
compass including more global projects in the
curriculum as well as with global service learn-
ing projects. The final three categories were the
source of several discussions as to whether they
should be combined into one category. The group
members instead felt three categories would best
represent the intent of the project. Group mem-
bers felt very strongly about including telling the
economic development-community college con-
nection story to the community. They felt with
all of the economic changes and retirements
there are new people in the community who may
not be aware of the roles and relationships of the
community college with the local businesses and
industries. In short, the community college ad-
ministrators do not want to be “left out” of col-
laborations in the future from a lack of knowl-
edge. The other two categories, similar to the
telling of the story, were “understanding the role
on economic development” and “collaboration
with business partners.”

The other portion of the qualitative research in-
cluded the presentations from all 30 finalists. In
the interest of preserving space only the three
winning programs are briefly described next. A
complete list is available from the authors.

Bellwether Winning Programs

More than 200 community colleges submitted
proposals for consideration in the 2011 Commu-
nity College Futures Assembly. There are three
categories: (1) Instructional Programs and Ser-
vices, (2) Planning, Governance and Finance, and
(3) Workforce Development. The judging for this
year’s award was based upon flexible deliver meth-
ods, international partnerships, innovation and
collaboration to develop resources, understand-
ing social and global dynamics, partnerships and
programs aiding the completion agenda. Peers in
each of the three areas conducted the judging. In
the Instructional Programs and Services (IPS)
category, which are programs that have been de-
signed and successfully implemented to foster or
support teaching and learning in the community
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college, senior leaders from the National Council
for Instructional Administrators served as judg-
es. In the Planning, Governance and Finance
(PGF) category, which are programs that have
been designed and successfully implemented to
improve efficiency and effectiveness in the com-
munity college, senior leaders from the Coun-
cil for Resource Development (CRD) served as
judges. Finally in the Workforce Development
(WD) category, which are public and/or private
strategic alliances and partnerships that promote
community and economic development, senior
leaders from the National Council on Continu-
ing Education and Training served as judges. Ten
finalists in each category were invited to present
and compete for the Bellwether Award.

The 2011 Bellwether Award in the Instructional,
Programmingand Services category was awarded
to Sinclair Community College (SCC), in Day-
ton, Ohio, for their program “Pioneering Online
Science Labs.” The presentation by SCC de-
scribed the successful development of an online
science curriculum delivered using lab simula-
tions. The strategies and technologies SCC used
to develop and deliver online labs ensure that on-
line students meet the same learning outcomes as
traditional students. SCC has experienced great
impact and student learning outcomes through
their online science lab. Learn more about SCC’s
science programs at http://www.sinclair.edu/on-
line/. (Community College Futures Assembly,
2011).

The 2011 Bellwether Award in the Planning,
Governance, and Finance category was awarded
to Prince George Community College (PGCC),
Largo, Maryland, for their program “Engag-
ing Students and Empowering a Community: A
Campus-Based Community Organization.” The
presentation by PGCC’s discussed PGCC's
Community Financial Center support for eco-
nomic improvement of Prince George’s County
residents through its Finance 411 education pro-
gram, year-round free Volunteer Income Tax As-
sistance (VITA) program, and financial informa-
tion network. Through involvement of students,
faculty, and community volunteers, PGCC pro-
vides needed financial resources and education,
residential support and assistance by partnering
with existing organizations. For more informa-
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tion, visit the college Web site at www.pgcc.edu
(Community College Futures Assembly, 2011).

The 2011 Bellwether Award winner in the
Workforce Development category was awarded
to Houston Community College (HCC), Hous-
ton, Texas, for their program “Exporting Houston
Community College.” The HCC presentation
detailed the development of a fully American
accredited associate degree programs offered in
Vietnam, a pioneering consortium partnership
in Brazil, and multiple accomplishments in the
Middle East. Through international partner-
ships, HCC has reassessed and redefined its ser-
vice community to educate adaptable and resil-
ient students prepared for the global economy.
To learn more about HCC'’s attempts to “think
local and act global” visit their website, http://
www.hces.edu/portal/site/hces (Community
College Futures Assembly, 2011).

Each of the attendees at the conference had the
opportunity to listen to up to 6 of the concurrent
finalist sessions in between the voting sessions.
The voting sessions comprised the quantitative
portion of the mixed methods design and will be
discussed next.

QUANTITATIVE RESEARCH DESIGN

Those top issues identified in the qualitative
research formed the foundation for the quanti-
tative research portion of this mixed methods
research study. In what we feel is an unusual de-
parture from traditional Appreciative Inquiry
(AI) research we are also including quantitative
research based upon the Al findings. In this sec-
tion the research variables, research questions,
research hypotheses, and findings are presented.

Research Variables

In this study there are four main dependent vari-
ables and four main independent variables. Each
of the variables was treated as nominal, numeric
variables. Current institutional gaps, projected
institutional gaps, actions on behalf of students,
and actions on behalf of the community served
as the dependent variables while gender, genera-
tion, region, title, and day of the week served as
the independent variables.
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Research Questions

In contrast to years past, several research ques-
tions framed the research methodology de-
scribed. The quantitative research questions
guiding this quasi-experimental design project
are:

RQl  What is the relationship on the criti-
cal issues of the participants between
Sunday and Tuesday, when presenta-
tions (treatment) are shown between
testing increments when controlling
for socioeconomic status variables?
What is the relationship on the criti-
cal issues of the participants when
controlling for generational differ-
ences?

RQ2

In order to test for support of the second research
question there are five null hypotheses:

H@1: There is no difference in the critical
issues identified by the sample based
upon generational categories.

There is no difference in the critical
issues identified for current institu-
tional gaps (Q1) based upon genera-
tional categories.

There is no difference in the critical
issues identified for projected institu-
tional gaps (Q2) based upon genera-
tional categories.

There is no difference in the critical
issues identified on behalf of students
(Q3) based upon generational catego-
ries.

There is no difference in the criti-
cal issues identified on behalf of the
community (Q4) based upon genera-
tional categories.

H?2:

H?3:

Ho4:

H0o5:

These data collected to test support for these
questions were analyzed using the Statistical
Package for the Social Sciences (v. 18). The sig-
nificance for this study will be set at the a = 0.05
level. During the analysis missing data will be
excluded from statistical procedures, therefore
some sample numbers and population numbers
will vary from item to item. The overall popula-
tion for this study is V = 81.
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Quantitative Findings

The quantitative findings will be discussed in
two sections: the descriptive statistics and the in-
ferential statistics.

Descriptive Statistics

Since the variables were nominal we counted the
responses and calculated the percentages for each
answer (see Table 1). The first question identified
the current critical issues within the organiza-
tion. The most selected answer was defining a
“new vision of education” or “completion” in the
USA on Sunday (n = 18, 39%) and Tuesday (n
= 36, 44%). The second most selected answer on
Sunday (n = 10, 22%) was faculty-administration
communication problems, which slipped down
a bit (n = 7, 7%) on Tuesday while creating and
maintaining internal and external relationships

inched up a bit (from n =7, 15% to n = 14, 17%).

The most selected answer identifying the pro-
jected gaps within an institution on Sunday was
leadership/human relations (n = 15, 33%), which
dropped down on Tuesday (n = 12, 16%) to third
place. On Tuesday the most selected answer be-
came teaching to fit the needs of workforce or
industry (n = 27, 35%), which on Sunday only
received (n = 11) 24% of the votes (third).

For the actions taken on behalf of students the
most selected answer did not change from Sun-
day (n = 17, 35%) to Tuesday (n = 26, 35%): criti-
cal thinking skills. However, the second most
selected answer on Sunday was breaking down
those silos between departments (n = 12, 23%),
which dropped to (n = 13) 16% on Tuesday
(third). On the other hand, employability skills
increased on Sunday (n = 8, 19%) to Tuesday (n
= 21,29%).

In the final dependent variable question we asked
the assembly to vote upon those actions to be
taken on behalf of the community. The most se-
lected answer did not change from Sunday (n =
15, 33%) to Tuesday (n = 26, 33%): collaboration
with business partners. The second most selected
answer however, did change somewhat. The un-
derstanding of the community college’s role on
economic development dropped between Sunday
(n =13, 23%) and Tuesday (n = 15, 18%), while

telling the community college/economic devel-
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opment story increased between Sunday (n = 8,
17%) to Tuesday (n = 14, 18%).

The socioeconomic status variables show some
discrepancies and not too much even distribution
(see Table 2). The gender represents the composi-
tion of the student body in community colleges
with about 60% female and 40% males. The clear
majority of participants in the sample are from
the Baby Boomer generation (n = 44, 61%), with
the Generation X (n = 18, 25%) ranking second.
Most of the participants in the sample work ei-
ther in the North Central (n = 22, 31%) or in
the Southern, or Southern Association of Col-
leges and Schools (SACS) region (n = 21, 30%).

This demographic is heavily dependent upon the
finalist presentations. Finally the largest percent-
age of participants is “other administration” (n =
23, 33%) with senior administrators not too far
behind (n = 21, 29%).

Inferential Statistics

A variety of inferential statistics were calculated
to provide a more complete picture of the aggre-
gate data. In most cases non-parametric proce-
dures were used to compensate for small cell sizes
in the samples. In this section the inferential
statistics are presented. Thereafter the discussion
and implications for practitioners will ensue.

TABLE 2

CommuniTy CoLLEGE FuTurREs AssemBLy 2011
AGGREGATE SocioecoNomic STtatus (SES) DescriPTIVE DATA

Question Sunday Tuesday
Answer Voting Voting
n | % n | %

#S Gender (N =48) (N=173)
Male 21 44% 35 48%
Female 26 56% 38 52%

#6 What is your generation? (N =51) (N=72)
Traditional (pre-1946) 4 8% 5 7%
Baby boomer (1947-1964) 25 51% 44 61%
Generation X (1965-1977) 14 25% 18 25%
Millennials (1978-1997) 8 16% 5 7%
Workforce 2020 (1998+) 0 0% ) 0%

#7 From which accreditation region are you employed? (N =50) (N=71)
Middle states 11 22% 14 | 20%
New England 0 0% 1 1%
North Central 8 16% 22 31%
North West 8 16% 9 13%
Southern 21 42% 21 30%
Western 2 4% 4 6%

#8 What is your closest title? (N=51) (N=71)
Board member 1 2% 2 3%
President 16% 7 10%
Senior administration 14 27% 21 29%
Other administration 16 31% 23 33%
Faculty 7 14% 8 11%
Other 5 10% 10 14%
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The first analysis used the TaBLE 4

non-parametric Pearson’s Chi- Cross-TaBULATION REsuLTS FOR Q1-Q4 BY
Square/cross-tabulation  proce- DAy (SunpAY-TUESDAY) BY GENDER

dures to educe support, or lack

thereof, for the research ques- Crosstab P e;‘:on df ZAS‘);Pd SN TN
tions and null hypotheses pre- | var1 Var 2 (2-sided) | Sun. ues.
sented earlier in this paper. Ql Gender 3771 4 0438 47 73
Since we are using nominal data Male 3.157 5 0.676 21 35
cross-tabulations were selected Female 7155 5 0.209 26 38
as the inferential statistical Q2 | Gender 2.192 5 0.822 47 73
technique to discern if any dif Male 1977 5 0.852 51 35
ferences existed globally on the - -

four main dependent variables Female 10.052 > 0.074 26 38
between the responses on Sun- Q3 | Gender 10.571 5 0.061 47 73
day and Tuesday. This data will Male 5.673 6 0.461 | 21 35
be used to answer research ques- Female 7.040 6 0.317 26 38
tion 1. In general no statistically Q4 | Gender 4792 6 0571 47 73
significant support was found Male 7116 6 0310 | 21 35
in the cross-tabulations (asymp- ; -

totic 2-sided test) between the Female 4.732 6 0.579 26 38

dependent variable from Sunday

to Tuesday (see Table 3). However, to be more
precise the researchers then repeated the cross-
tabulations procedure and controlled for the so-
cioeconomic status independent variables. When
controlling for gender, there were no appreciable
statistically significant differences (see Table 4).
However, it should be noted statistical signifi-
cance at the a = 0.10 level for projected institu-
tion gaps for females (X? = 10.052, p = 0.074)
between Sunday and Tuesday, and for actions on
behalf of students (X* = 10.571, p < 0.061) for
gender as a whole between Sunday and Tuesday.
These may just be spurious findings, but are still
worth noting all the same. The cross-tabulations,
when controlling for generation, found a statisti-
cally significant finding (X* = 11.564, p < 0.041)
for actions on behalf of students (see Table 5).
There indicates some effect of the socioeconomic
status independent variable “generation” upon

TaBLE 3
CRross-TABULATION REsuLTs FOrR Q1-Q4 BY
DAY (SunDAY-TUESDAY)
Pearson Asy. N N
Crosstab X 4 (2-si}(,lfd) Sun. | Tues.
Q1 6.684 | S| 0.245 | 55 | 101
Q2 8401 | 5| 0135 | 55 | 101
Q3 8.107 | 5| 0.230 | 55 | 101
Q4 5335 | 6 | ©.502 | 55 | 101
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the four broad questions. What this indicates to
us is while deriving a plan of action based upon
these critical issues identified here, we should
also be careful to create a “plan B” or some alter-
nate plan in case there are massive retirements
or movements of upper generational administra-
tors.

When controlling by region (see Table 6), we
find marginally statistically significant findings
for current institutional gaps in general (X2 =
10.776, p < 0.056) and for the answers between
Sunday and Tuesday in the Southern region (X?
= 12.673, p < 0.027).

There is some effect of the socioeconomic sta-
tus independent variable “region” upon the four
broad questions. This is indicative of the region
from which an employee resides and the poten-
tial or willingness to change. For example, those
employed in the Southern region have a statisti-
cally significant difference when comparing their
votes between Sunday and Tuesday. This may in-
fer the presentation provided had an effect upon
changing their opinion of what truly is critical
for community colleges. This may also mean the
other regions are better at decision making with

which to begin.

There is some effect of the socioeconomic status
independent variable “title” upon the four broad
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TABLE 5
CRoss-TABULATION REsuLTs FOR Q1-Q4 By DAY (SuNDAY-TUESDAY) BY GENERATION
Crosstab Pearson N N
Var 1 Var2 X? 4 Asy.p Sunday | Tuesday
Q1 | Generation 2.337 5 0.801 50 72
Traditional 3.938 4 0.415 4 5
Baby Boomer 8.428 5 0.134 24 44
Gen X 4.049 5 0.542 14 18
Millenial 2.790 4 0.594 8 5
WE2020 n/a n/a n/a 0
Q2 | Generation 4.307 5 0.506 51 72
Traditional 3.600 4 0.463 4 5
Baby Boomer 7.762 5 0.170 25 44
Gen X 1.940 4 0.747 14 18
Millenial 2.297 3 0.513 8 5
WE2020 n/a n/a n/a 0 0
Q3 | Generation 11.564 5 0.041 51 72
Traditional 3.938 4 0.415 4 5
Baby Boomer 7978 6 0.240 25 44
Gen X 7.547 5 0.183 14 18
Millenial 3.142 5 0.678 8 5
WE2020 n/a n/a n/a 0 0
Q4 | Generation 9.942 5 0.77 51 72
Traditional 4.140 4 0.387 4 5
Baby Boomer 7957 6 0.241 25 44
Gen X 10.405 6 0.109 14 18
Millenial 6.541 5 0.265 8 5
WE2020 n/a n/a n/a 0 0

questions. We have found that junior administra-
tors (X2 = 13.644, p < 0.08), like those person-
nel from the Southern region, may either be more
amenable to change, or may not be as decisive as
those with other titles (see Table 7).

To further investigate the null hypotheses we
used only the data from Tuesday to determine
if there was no relationship between generations
and the answers of the dependent variables (see
Table 8). Each of the five null hypotheses was
found to be significant using non-parametric
one sample Chi-square testing. The individual
counts for Baby Boomer responses and Genera-
tion X responses were tabulated (see Table 9). We
removed the responses from the Traditionalists
and Millennials since each of those groups had
very low numbers. No statistically significant
differences were found between the responses.
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Interestingly the highest counts for each group
occurred for the same critical issue identified. We
hypothesized creating an overall “plan of attack”
based upon the assembly votes and then creating
a “Plan B” to reflect any retirements, change of
leadership, etc. We, however, are not able to do so
in this instance.

It is also interesting to note there are changes,
which have taken place when controlling for
generations (see Table 9). Almost 57% of Baby
Boomers selected “defining a new vision of edu-
cation in the USA” as the top institutional gap
whereas only 37.5% of Generation Xer’s selected
that item. On the other hand, creating, main-
taining, and sustaining internal and external
partnerships was selected 31.3% of the time by
Generation Xer’s but only 13.5% of the time by
Baby Boomers. Does this reflect more time for
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TaBLE 6
CRross-TaBuLATION REsuLTs FOrR Q1-Q4 By DAy (Sunpay-TuespAY) BY REGION
Crosstab Pearson N N
Var 1 Var2 X2 4 Asy-p Sunday | Tuesday
Q1 Region 10.776 5 0.056 50 71
Middle 6.309 5 0.235 11 14
New England n/a n/a n/a 0 1
North Central 5.186 5 0.394 8 22
North West 4.032 3 0.258 3 9
Southern 12.673 5 0.027 21 21
Western 3.000 2 0.223 2 4
Q2 |Region 2.760 5 0.737 50 71
Middle 2.205 5 0.820 11 14
New England n/a n/a n/a 0 1
North Central 9.261 5 0.099 8 22
North West 4.122 4 0.390 8 9
Southern 4.500 5 0.480 21 21
Western 0.000 1 1.000 2 4
Q3 Region 4.041 6 0.671 50 71
Middle 3.650 5 0.601 11 14
New England n/a n/a n/a 0 1
North Central 7.094 5 0.214 3 22
North West 3.907 4 0.419 8 9
Southern 3.086 6 0.798 21 21
Western 1.500 1 0.221 2 4
Q4 Region 9917 5 0.078 50 71
Middle 2.318 4 0.678 11 14
New England n/a n/a n/a 0 1
North Central 9.850 6 0.131 3 22
North West 3.260 5 0.605 8 9
Southern 5.933 6 0.431 21 21
Western 1.500 2 0.472 2 4

“abstract” thinking? Does this reflect the daily
work routines of the generational administrator?
This argument could go either way. As such, we
will leave it to you to decide.

For those projected institutional gaps and con-
trolling for generations we also find some gaps
to consider for our discussion (see Table 9). Of
the Baby Boomers 18.9% chose employee selec-
tion whereas none of the Generation Xer’s did.
Likewise 25% of the Generation Xer’s selected
“technology” but only 10.8% of the Baby Boom-
ers did. Does this reflect the intergenerational
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differences regarding technology use? Does this
reflect differences in “broader” institutional
thinking regarding succession planning? Again,
this sets the stage for more discussions to be had
at a future time.

For those actions taken on behalf of the students
we find some gaps between the generations as
well (see Table 9). While the Baby Boomers se-
lected “creating stronger community relations”
20.9% of the time only 5.56% of the Generation
Xer’s did. This may point to a cognizance issue as
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TABLE 7
CRross-TaBULATION REsuLTs FOR Q1-Q4 BY DAy (SunpAy-TuespAY) By TITLE
Pearson N N
Crosstab ¥ df Asy.p Sunday | Tuesday
Var 1 Var 2
Q1 | Title 7.581 4 0.108 51 71
Board Mem. 3.000 2 0.223 1 2
President 0.938 2 0.626 8 7
Sr. Admin. 7.344 5 0.196 14 21
Other Adm. 13.644 5 0.018 16 23
Faculty 2.946 4 0.567 7 8
Other 4.350 4 0.361 5 10
Q2 | Title 4.106 5 0.534 51 71
Board Mem. 0.750 1 0.386 1 2
President 4.420 5 0.491 8 7
Sr. Admin. 6.771 5 0.238 14 21
Other Adm. 4.628 5 0.463 16 23
Faculty 10.179 5 0.070 7 8
Other 3.750 4 0.441 5 10
Q3 | Title 5.008 5 0.415 51 71
Board Mem. 3.000 2 0.223 1 2
President 5.960 5 0.310 8 7
Sr. Admin. 3.056 6 0.802 14 21
Other Adm. 4.278 6 0.639 16 23
Faculty 2.143 4 0.710 7 8
Other 7.125 4 0.129 5 10
Q4 | Title 10.146 5 0.071 51 71
Board Mem. 3.000 2 0.223 1 2
President 4.286 5 0.509 8 7
Sr. Admin. 4.514 5 0.478 14 21
Other Adm. 3.067 6 0.800 16 23
Faculty 6.071 4 0.194 7 8
Other 5.100 5 0.404 5 10

well, reflective of the daily routines of those ad-
ministrators and faculty.

Finally we find some puzzling data on those ac-
tions taken on behalf of the community. On the
one hand we find Baby Boomers selecting main-
taining and developing community relations
17.9% and understanding the role on economic
development 20.5% of the time over Generation
Xer’s @% for both. On the other hand we find
telling the economic development-community
college story 27.8% of the time for Generation
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Xer’s to 17.9% of the time for Baby Boomers.
However, we feel this mirrors the earlier argu-
ments within the groups to collapse these into
one item or leave them as three.

Thus, we have concluded with our inferential sta-
tistics that we have found something, but really
cannot be certain without further testing. The
significance of the inferential findings alone war-
rants replication and scaling up to larger samples
and different populations.

Spring 2012 (Volume 8 Issue 1)



Critical Issues Facing America’s Community Colleges

TABLE 8
NonN-PARAMETRIC ONE-SAMPLE CHI-SQUARE TEST RESULTS FOR
Q1-Q4 FrRom TUESDAY ONLY BY GENERATION
Null Hypothesis X df| p Decision
HO1: | Generation categories occur with equal probabilities {56.333 |3 |0.000 Reject .
null hypothesis
H@2: | The categories of #1 occur with equal probabilities  [32.642 |4 |0.000 Reject .
null hypothesis
H@3: | The categories of #2 occur with equal probabilities  [15.842 |4 |0.003 Reject .
null hypothesis
H@4: | The categories of #3 occur with equal probabilities  [33.895 |5 |0.000 Reject .
null hypothesis
H@5: | The categories of #4 occur with equal probabilities  [22.615 |5 |0.000 Reject .
null hypothesis
TaBLE 9
CounTs FROM VOTING BY BABY BOOMERS AND GENERATION X ATTENDEES
. Baby Boomer | Generation X
Question o | % o | %
#1 What are your current institutional gaps? (N=37) (N =16)
Faculty-administration communication problems 0 | 0.00 1 6.25
Professional development for all 7 | 189 2 125
Defining a “new vision of education” in the USA 21 | 56.8 6 375
Creating/maintaining internal/external partnerships 5 | 135 5 31.3
Creating/maintaining global partnership 4 | 10.8 2 12.5
#2 What are your projected institutional gaps? (N=37) (N =16)
Employee selection 7 18.9 0 0.00
Connections with WFD/Industry 10 27.9 3 18.8
Leadership/HR 4 | 10.8 2 12.5
Teaching “to fit the needs” 12 | 324 6 375
Technology 4 10.8 4 25.0
#3 Actions on behalf of students? (N=39) (N=18)
E-learning infrastructure development 3 7.69 2 11.1
Becoming more multicultural 2 | 513 0 0.00
Creating stronger community relations 8 | 205 1 5.56
Breaking those “silos” between departments 0 | 0.00 1 5.56
Employability skill training 10 | 25.6 7 38.9
Critical thinking skill training 16 | 410 7 38.9
#4 Actions on behalf of the community? (N=39) (N=18)
Maintaining a continuous dialog with the community 1 | 257 2 11.1
Maintaining/developing regional partnerships 7 17.9 0 0.00
Telling the “CC/Economic development” story 7 17.9 5 27.8
Globalization 4 10.3 4 22.2
Understanding the role on economic development 8 | 205 0 0.00
Collaboration with business partners 12 | 30.8 7 38.9
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DISCUSSION

To bring this research to a conclusion we will
first discuss some of the limitations of this re-
search before introducing our thoughts as to the
broader implications of this research for both
practitioners and researchers alike.

Limitations of Research

Unfortunately, as with most research, there are
a number of limitations. In the future, the re-
searchers could record individual personal re-
sponse system numbers by respondent in order
to conduct the research using pair-wise analysis.
This should increase the insight into the data.

The sample size could be expanded. This would
enhance the strength of the statistics procedures.
Using non-parametric procedures yields some
significance, but not particularly strong results.
A larger sample size would help, however, the
sample size is reflected and largely dictated by
the number of participants at the conference.
Over the years, as budgets tighten at community
colleges, attendees are being more selective as to
the conferences they will attend. The CCFA has
seen its numbers shrink from over 200 down to
around 100 or so in the past five years.

Since the keynote speech and speaker vary from
year to year there is only weak or causal analysis,
which can be inferred from longitudinal analysis
of the data. We do not see this changing any time
soon, however this is a limitation.

Of course, replicating this study with this group
over time would also overcome some limitations
of this study. However, this too, will probably
not be done.

Finally, using only nominal variables creates
some limitations for the study. It would be inter-
esting to use some Likert scales to gauge intensity
of categorical variables for each of the questions.

Implications for Practitioners

The implications for practitioners are interesting.
On the one hand we see some responses, which
seem to mirror daily activities and routines. On
the other hand when we control by generations
we can see a “shift” in thought processes. We have
seen that practitioners wish to be very involved
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with maintaining relationships with business, in-
dustry, and the community in both a local and
global sense. However, we also have heard con-
cerns about the longer hours involved in serving
asa community college administrator. And those
longer hours leave little time for creating, main-
taining or sustaining those relationships.

We definitely see a very heavy focus on workforce
development. The explosion of nanotechnology
and green jobs over the past few years has served
community college administrators as a “wake up
call” to be prepared to create workforce programs
“on the fly” for occupations tomorrow which
do not exist today. The advent of working from
home, as mentioned by Meister, should serve as a
catalyst for further discussions to investigate “fu-
ture jobs” for researchers and practitioners alike.

It will be interesting to see some discussions
evolving on the role of the community college in
the new century. There are many external forces
shaping the role of the “new century” community
college, including E-learning, “for-profit” colleges
(such as Kaplan, the University of Phoenix, and
others), and baccalaureate granting community
colleges. In many respects these forces all com-
bine to create a very tenuous set of circumstances
for community colleges. Defining that “new vi-
sion of education” certainly will take center stage
in discussions for a few years.

Implications for Researchers

There is one glaring implication for researchers
that would be remiss in our duties if we did not
mention here. We selected Appreciative Inquiry
to be the research framework for this study, how-
ever we cannot help but make parallels to the rise
of AI with the rise of social media. There are nu-
merous similarities, which bear further research.
For example, Brogan (2010) says, “you can cither
speak az people or you can speak with people” (p.
1). Effective social media allows people to talk
with other people. This too, is the hallmark of AI
research: empowering the participants to create
synergy and change. We feel more research com-
paring and contrasting AI and social media may
yield further positive changes in Al as a research
methodology (see also, Calabrese, et al., 2008).

Also, we have yet found a mixed methods study
incorporating Appreciative Inquiry as the foun-
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dational framework. This could be good or bad.
It will be interesting to see if other researchers
follow suit and attempt mixed methods projects
using AL

Implications for Leadership Programs

There are some implications for leadership pro-
grams found within this study. We have found
several instances of communications problems in
the categories. For example, Wwe saw one item on
“telling the economic development-community
college story.” This would be a good project to in-
clude in a leadership program. As we mentioned,
communication skills almost always seems to
rank near the bottom of the leadership compe-
tencies in our past studies. This alone should
serve as a call for more inclusion in leadership
programs. Our findings here echo that sentiment
from past studies.

Moreover, we have seen suggestions for inclusion
of service-based learning type items within cur-
riculum. Leadership over curriculum has been
gaining momentum in leadership programs over
the years in both K-12 and higher education.
We see no reason for this to slow anytime soon.
The data also points to employability and criti-
cal thinking skills. These too, have been sources
of conversations for more than a decade. What
we have experienced in those curriculum dis-
cussions has been fairly consistent: “To include
those items, something else needs to go...but ev-
erything else is crucial...” In many respects this is
analogous to the “chicken and egg” debate. We
feel educators should empower students to com-
plete assignments or readings above and beyond
the base curriculum whether as extra credit or for
personal growth and development.

CONCLUSION

As the years go by and the research methodolo-
gies improve we are finding ourselves with deeper
understanding of the data from the research and
policy sessions. In the 2011 Community Col-
lege Futures Assembly we have noted the strong
presence of workforce development attributes in
all areas of the research. This is certainly under-
standable given the current economic climate
and emphasis on securing external funding.
We see no reason why workforce development
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will not continue to be part of the discussion in
the years to come. This is not to underestimate
the importance of other factors in community
college administration such as instructional
programs, services, governance, planning and
finance. As a final note we wish to include one
conversation from the policy focus groups: what
will our finances be like in 2015 when the enroll-
ments drop because the economy recovers?

We wish to thank all of the assembly participants
from the past and give special thanks to the focus
group participants for the generous donation of
their precious time in helping to move forward
by identifying critical issues, provide vision and
strategic planning for community college ad-
ministrators. We look forward to the 2012 Com-
munity College Futures Assembly where critical
issues will once again be discussed with respect
to themes identified from a current book with
community college administration implications.
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ABSTRACT

Since the use of social media tools by universities has expanded exponentially, a

university can easily find itself in a precarious situation in a moment’s notice because social
media tools have been used inadvertently. This study investigated the social media policies of
AACSB-International accredited schools in the SREB South Central Region of the United
States as posted on university web sites. Results from this study showed that although the

majority of these universities have links to social media tools on their university web sites,

a minimal number of universities have social media policies posted. Given the popularity

of social media tools and the results of this study, it is evident that more universities need to

develop andy/or publish their policies on their web sites.

INTRODUCTION AND PURPOSE

As an administrator at a mid-sized regional uni-
versity, imagine waking up one morning and
learning that your university is in the national
news because one of your students posted a racist
video on Facebook. Would your university have a
contingency plan for this type of unforeseen in-
cident? Would your university have a social me-
dia policy to fall back on to help “control” such
a situation?

The above scenario is exactly what happened to
university administrators at the University of
Louisiana at Monroe (ULM) in October 2007.
ULM made national news when a current stu-
dent posted on her Facebook page a video of

Journal of Academic Administration in Higher Education

several white students reenacting the beating of
awhite male by black students known as the Jena
6 (CNN, 2007). The video was quickly reposted
on The Smoking Gun (The Smoking Gun, 2007)
and YouTube (YouTube, 2007). The national
news coverage of this incident was extremely em-
barrassing not only to the student but also to the
university. Because ULM in October of 2007 did
not have a social media policy in place, university
administrators grappled with the immediacy of
handling the situation to prevent ongoing na-
tional exposure and ridicule.

With technology use expanding exponentially,
from easy access of publishing information on
a web site to distributing information via nu-
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merous social media tools, a university can eas-
ily find itself in a similar embarrassing and pre-
carious situation in a moment’s notice. For this
reason, many university sports departments are
beginning to realize that social media can create
problems for them and their high profile college
athletes. A recent news story about University of
Washington basketball player Isaiah Thomas un-
derscores this point. Prior to a game with Wash-
ington State University (WSU), Thomas tweeted
that Pullman was a ghost town (Burnett, 2011).
This inconspicuous “tweet” got out, and by game
time, WSU students were fired up and heckled
Thomas throughout the game; many of them
sent tweets to Thomas after WSU won the game
so he would remember the “ghost town.” Ques-
tionable postings by university athletes on Twit-
ter and other social media web sites have caused
some university athletic departments to hire
Udiligence to monitor social media usage of their
athletes (Udiligence, 2011) . Udiligence notifies
the university and the athlete if questionable ma-
terial appears in a social media posting or tweet.

One may wonder, however, if monitoring is
enough? What are the consequences, if any, if
an athlete posts questionable material? What
about social media use by students who are not
athletes? What about social media use by faculty
and staff? Without a social media policy in place
at a university, these questions are difficult, if not
impossible, to answer. Thus, the pervasive ques-
tion arises as to whether or not universities are
prepared to address such incidents as mentioned
above. At ULM, the publicity surrounding the
web site and lawsuit as well as the student video
was extremely embarrassing, but university ad-
ministrators learned from these situations and
developed and implemented a social media pol-
icy. However, ULM is one of a few universities
in Louisiana that has a published social media
policy on its web page. One may ask why more
universities do not have social media policies
posted. This deficiency is probably because other
universities have not experienced similar embar-
rassing incidents. However, as more and more
students, faculty, and staff embrace social media,
it behooves administrators at any university to
develop and implement an effective social media
policy and educate their constituents about the
policy.
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The purpose of this paper, therefore, is to con-
sider the technology-based policies as posted on
the web sites of AACSB-International accredited
universities in the United States’ South Central
Region, which includes Louisiana, Arkansas,
Mississippi, Alabama, and Tennessee; to discuss
the elements that should be included in an effec-
tive social media policy; and to examine the con-
tents of social media policies as posted on these
universities’ web sites.

METHODOLOGY

To investigate posted social media policies on uni-
versity web sites, the researchers first conducted a
literature review to examine those elements that
should be included in a social media policy. From
this review, a checklist of recommended items to
include in policies was prepared. In February of
2011, the web sites of AACSB-International ac-
credited schools in the SREB South Central Re-
gion of the United States, consisting of Alabama,
Arkansas, Louisiana, Mississippi, and Tennes-
see, were reviewed to ascertain whether policies
pertaining to the use of computers, internet, and
social media were posted. Additionally, links to
social media tools, such as Facebook, Twitter,
Linkedin, Youtube, Flickr, that were posted on a
university’s main web site were documented. The
social media policies posted on university web
sites in South Central United States as of the
first week of March 2011 were then examined,
and the elements included in these policies were
analyzed.

The AACSB-International accredited schools in
the SREB South Central Region consists of 48
schools in Alabama, Arkansas, Louisiana, Mis-
sissippi, and Tennessee as shown in Table 1.

TECHNOLOGY-BASED
POLICY POSTINGS

Prior to examining the depth and breadth of
university social media policies, the technology-
based policies, including policies on the use of
computers, internet, and/or social media, as post-
ed on the web site of AACSB-International ac-
credited universities in the United States’ South
Central Region were reviewed. Of the 48 univer-
sity web sites examined in this study, nine uni-
versities (18.8%) had no policies posted on their
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TaBLE 1
SREB SoutH CENTRAL REGION
AACSB
INTERNATIONAL ACCREDITED UNIVERSITIES
State N Percentage
Alabama 11 229
Arkansas 8 16.7
Louisiana 14 29.2
Mississippi 5 10.4
Tennessee 10 20.8
Total 48 100.0

web sites. The remaining 39 schools had policies
posted addressing the use of computers, internet,
and/or social media, with more schools (68.8%)
posting policies on computer use (see Table 2).
However, only 7 of the 48 schools investigated
in this study (14.6%) had social media policies
posted. Although only seven universities posted
social media policies, 42 of the 48 universities
(87.5%) posted a link to a social media tool, such
as Facebook, Twitter, Linkedin, YouTube, Flickr,
MySpace, iTunes, or some other social media
tool, on the main university web site.

The seven universities with posted social media
policies include two universities from Alabama,
two universities from Arkansas, and three uni-
versities from Louisiana (see Table 3).

TaBLE 3
SREB SoutH CENTRAL REGION
AACSB
INTERNATIONAL AcCCREDITED UNIVERSITIES
WitH PosTeD SociAaL MEebia PoLIcIEs
State School URL

Auburn

Alabama | University www.aum.edu
Montgomery
Arkansas

Arkansas | Tech www.atu.edu
University
Loyola

Louisiana | University www.loyno.edu
New Orleans

Louisiana Tul.a ne. tulane.edu
University

Alabama | Yniversity of www.ua.edu
Alabama
University of

Arkansas | Central www.uca.edu
Arkansas
University

Louisiana |of Louisiana |www.ulm.edu
Monroe

SOCIAL MEDIA POLICY ELEMENTS

To determine elements to include in an effective
social media policy, one can readily find numer-
b »

ous articles presenting various “do’s” and “don’ts
as to what should or should not be

TABLE 2
TecHNoLoGY-BaseDp PoLicies PosTED oN
SREB SouTtH CENTRAL REGION AACSB — INTERNATIONAL AccREDITED UNIVERSITIES

No Posted Computer Internet Social Media

School Usage Policies Usage Policy Usage Policy Usage Policy

N % N % N % N %
Alabama 4 44.4 6 18.2 5 179 2 28.6
Arkansas 1 11.1 6 18.2 3 10.7 2 28.6
Louisiana 2 22.2 12 36.4 8 28.6 3 429
Mississippi [0} 0.0 6.1 4 14.3 ] 0.0
Tennessee 2 22.2 21.2 8 28.6 1] 0.0
Total 9 100.0 33 100.0 28 100.0 7 100.0

Total Based on 48
Schools Examined 9 18.8 33 68.8 28 58.3 7 14.6
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included in a social media policy. A good start-
ing point for anyone wanting to learn more about
social media policies is the web site http://social-
mediagovernance.com/, created by Chris Bou-
dreaux (Boudreaux, Analysis of Social Media
Policies: Lessons and Best Practicies, 2009). This
site provides a database of almost 200 social me-
dia policies, a database of almost 200 research re-
ports related to social media, and a policy report
resulting from Mr. Boudreaux’s analysis of 49
social media policies. According to his “Analysis
of Social Media Policies: Lessons and Best Prac-
tices,” organizations should create two policies:
one for those who work in social media as part of
their job and one for all employees that addresses
both business and personal use of social media.
His blog often addresses issues related to social
media policy.

In the article “10 Things You Should Cover in
Your Social Networking Policy,” Shinder in-
dicates an organization’s social media policy
should include the following: (1) a clear philoso-
phy about social media; (2) a definition of social
media; (3) whether employees can identify the
organization for which they work; (4) whether
employees can write recommendation or refer-
rals for friends; (5) whether employees can refer
to clients, customers, or partners; (6) the kinds
of information that should be kept confidential;
(7) compliance with the terms of service of the
social media sites that employees use; (8) compli-
ance with laws about copyrights, plagiarism, [and
FTC rules about endorsements], (9) interference
with primary job responsibilities, and (10) the
consequences of violations (Shinder, 2009).

Like Shinder, Mah argues in “How to Build a So-
cial Networking Policy” that the policy should
include a definition of social media and user
guidelines. In addition, he emphasizes the need
for (1) coordinating with existing policies, (2)
educating users on the policy, and (3) monitoring
and follow-up (Mah, 2010).

While a little older and focused mainly on blog-
ging, the list of best practices developed by the
Society for New Communications Research is
worthy of consideration and provides additional
insight on elements to include (Best Practices for
Developing a Social Media Policy, 2007). Factors
noted as influencing the successful development
and implementation of a social media policy in-
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clude fostering a culture of openness, trusting
employees to use good judgment, and training
employees about the policy and legal issues re-
lated to it.

Another useful web site is http://www.socialme-
dia.biz/, which includes a large number of social
media policies and a variety of other resources
(Social Media Policies, n.d.). The resources in-
clude a social media policy template (as does Mr.
Boudreaux’s web site) for any organization wish-
ing to develop a social media policy.

While focused on franchising, Bauer’s article
emphasizes the need for organizations to ensure
that their social media policies protect confiden-
tial information and protect against improper
endorsements by their employees (Bauer, 2010).
The author emphasizes the importance of includ-
ing wording about avoiding controversial topics
and requiring disclaimers for content and opin-
ions.

Although numerous articles are readily avail-
able to help one develop an effective social me-
dia policy, Jonathan Hyman, a partner in the law
firm Kohrman Jackson & Krantz, best sums up
these articles when he stated, “Employees need
to know the ground rules on what’s appropriate
and what’s not” (Aguilar, 2009). Hyman further
states, “a social media policy boils down to two
words: Be professional.”

From the various articles mentioned above in ad-
dition to other sources listed in the Bibliography,
the researchers developed a checklist of desired
elements to include in a social media policy. The
elements on the checklist used in examining
university social media policies can be organized
into four main categories as follows: (1) Policy
Introduction/ Background/ Overview, (2) Poli-
cy Expectation/Usage Clarity, (3) Policy Educa-
tion, and (4) Enforcement Clarity.

SOCIAL MEDIA POLICY POSTINGS

The social media policies of the seven universities
in the South Central United States with posted
policies were examined to determine what ele-
ments were included. As presented above, the
following main categories of elements were ex-
amined: (1) Policy Introduction/ Background/
Overview, (2) Policy Expectation/Usage Clarity,
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(3) Policy Education, and (4) Enforcement Clar-
ity.

Policy Overview

In reviewing the introductory section of posted
social media policies, the researchers first exam-
ined what elements were provided wherein an
overview of the policy was addressed. All seven
of the social media policies from the above-men-
tioned universities with posted policies included
a definition of social media. In the general over-
view, all of the policies, with the exception of

Loyola, included a discussion of Facebook, Twit-
ter, and YouTube in their definitions (see Table
4). Four universities, including Loyola, specifi-
cally discussed blogs.

As shown in Table 5, all of the policies are ad-
ministered by units responsible for communicat-
ing with the public and maintaining goodwill.
Additionally, all of the policies discussed the us-
age and terms of agreement of social media tools
at the university, and all of the policies men-
tioned to some extent the coordination of this
policy with other existing policies. Two policies

TaBLE 4
SociaL Mepia TooLs INcLUDED AND DEFINED IN UNIVERSITY SociaL MepIA PoLicies
School Facebook | Twitter | YouTube Other
Auburn yes yes yes Mentions similar sites
Arkansas Tech yes yes yes Mentions a variety of social media apps
Loyola no no no Blogs
Tulane yes yes no Blogs
U. Alabama yes yes yes no
U. C. Arkansas yes yes yes Blogs, Wiki’s, LinkedIn, and Flickr
U. L. Monroe yes yes yes Blogs, MySpace, and other social media apps
TABLE 5
GENERAL OVERVIEW PoLicy ELEMENTS INcLUDED IN UNIVERSITY SociAL MEebia PoLICIES
Responsible for School Policy Cf)ordu?at.lon Bul'ldm.g e.md Date of Last
School Oversight Usage/Terms of | with Existing Maintaining Updat
versig Agreement Policies Goodwill pdate
Auburn | Univ. Relations yes yes yes 3/1/2011
Arkansas . .
Tech Univ. Relations yes yes yes 11/2010
Loyola Office of Web es es es n.d
Y Communications ¥ b Y hn
Univ.
Tulane | Communications yes yes yes n.d.
& Marketing
U. Univ. Relations es €s €s 2010
Alabama ) Y ¥ ¥
U.C. | Director of Web
Arkansas | Development yes yes yes 3/1/2011
U.L. Univ. Relations s s s 8/4/2009
Monroe v. Relatio ye ye ye
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did not give the date of the last update, and two
have been updated recently.

Policy Expectation/Usage Clarity

In reviewing information on the expectations for
and clarity about the use of social media tools, all
of the policies at the seven universities focused on
the institutional use of social media and made a
point of differentiating between institutional use
and personal use. Only two policies mentioned
the impact of social media tools on productiv-
ity, and only two policies mentioned compliance
with the social media site’s user agreement (see

Table 6).

In reviewing various legal and ethical elements
that could be included in social media policies, all
of the policies addressed legal issues (see Table 7).
Furthermore, all of the schools except the Uni-
versity of Louisiana Monroe discussed the need
for honesty and accuracy, to avoid controversy,
and to protect confidential information in their
policies. The majority of the university policies
emphasized the need to publish a disclaimer that
the views expressed did not represent the school
as a whole and to avoid the appearance of making
endorsements on behalf of the institution. The
majority of the policies also discussed the need
to use school logos and colors with care and to
follow appropriate naming guidelines. Approxi-
mately one-half of the policies mentioned the
need to obey copyright laws.

TaBLE 6
ExPecTATIONS AND UsSAGE CLARITY INFORMATION INCLUDED IN
UNIVERsITY SoclaL Mebpia PoLiciEs

School Institutional Personal Productivity Social Media
Terms of Agreement
Auburn yes no no yes
Arkansas Tech yes yes yes no
Loyola yes yes no no
Tulane yes yes no yes
U. Alabama yes no no no
U. C. Arkansas yes yes yes no
U. L. Monroe yes yes no no
TaBLE 7
LecAL AND ETHICAL INFORMATION INCLUDED IN UNIVERSITY SociAL MEebia PoLICIEs
School Honesty/ Controversy Conﬁd.e ntialicy/ Disclaimers | Logos | Naming | Copyright
Accuracy Privacy
Auburn yes yes yes yes yes no yes
Arkansas
Tech yes yes yes no yes yes no
Loyola yes yes yes no yes no yes
Tulane yes yes yes yes yes yes yes
U. Alabama yes yes yes yes no no no
U.C.
Arkansas yes yes yes yes no no yes
U. L. no no no €s €es €es no
Monroe ¥ Y Y
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Policy Education and
Enforcement Clarity

In reviewing both the education of constituen-
cies relative to the social media policies and the
clarification of enforcement, none of the schools
provide any training relative to their social media
policies (see Table 8). And although not explicitly
discussed, three of the reviewed university poli-
cies hinted at possible disciplinary actions if the
policy is violated. However, violations would be
detected only if complaints were made because
only three schools mentioned any type of em-
ployee monitoring. Furthermore, two of these
universities indicate that monitoring would not
be performed routinely. As mentioned in their

cial media rather than personal use of it; how-
ever, only two addressed the issue of social media
tools’ impact on productivity and the need to
comply with the social media site’s user agree-
ment. All of the seven posted policies reviewed
in this study addressed various legal and ethical
issues, with the majority of the policies address-
ing honesty/accuracy, confidentiality/privacy,
controversy avoidance, disclaimers, logo usage,
and naming guidelines. Although the majority
of the policies went into great detail about con-
tent that was allowed and not allowed, little time
was spent on the issue of noncompliance, a plan
to monitor policy compliance routinely, and pen-
alties for violating the policy. However, none of
the policies discussed the provision for training,

TaBLE 8
PoLicy EbucaTioN AND ENFORCEMENT CLARIFICATION INFORMATION
INcLUDED IN UNIVERSITY SociaL Mebia PoLicies
L. Security /Risk L Removal of | Disciplinar
School Training Y Approval | Monitoring P Y
Mgmt Content Actions

Auburn no yes yes yes no yes
Arkansas Tech no no no no yes no
Loyola no no no yes no yes
Tulane no no no no no no
U. Alabama no no no yes yes yes
U. C. Arkansas no yes yes no no no
U. L. Monroe no no yes no no no

policies, only three schools require approval of
social media sites, and only two indicated the
school reserves the right to remove content.

SUMMARY

In examining the social media policies of the 48
AACSB-accredited schools in the SREB South
Central United States, the researchers found that
only seven universities (14.6%) had social me-
dia policies posted on their web sites. Although
86.4% of the universities did not have a social
media policy posted, 42 of the 48 universities
(87.5%) had links to social media tools on their
main university web sites.

In general, the posted social media policies ad-
dressed Facebook, Twitter, YouTube, and Blogs.
The policies focused on institutional use of so-

Journal of Academic Administration in Higher Education

CONCLUSIONS AND
RECOMMENDATIONS

In conclusion, although the majority of AACSB-
International accredited universities in the SREB
South Central Region of the United States have
links to social media tools on their university web
site, a minimal number of universities have social
media policies posted on their web sites. Given
the popularity of social media tools and the re-
sults of this study, it is evident that more univer-
sities need to develop and/or publish their poli-
cies on their web sites. This study also indicates
the need for schools when revising or developing
their policies to address the issues of training,
monitoring, and penalties for noncompliance.

To ensure university administrators, faculty, and
staff are aware of expectations relating to the use
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of social media tools, it is recommended that uni-
versities post their policies on their web sites and
educate all university employees on policy imple-
mentation. Being proactive is much better than
waiting to react to an unforeseen social media
situation wherein a university is unexpectedly
positioned negatively in the national news.
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ABSTRACT

Leader derailment of middle managers in higher education is most often attributable to self-defeat-
ing bebaviors (SDBs) and problems with interpersonal relationships (PIRs). This study attempted
to determine whether training provided for middle managers in Academe sufficiently addresses
these issues. Our findings suggest that while little more than balf the responding institutions provid-
ed some sort of training to first-time administrators; it was focused mostly on administrative issues.
Less than half of the surveyed institutions offered any kind of training relating to PIRs or SDBs.
We end the paper with recommendations and suggestions for improvements in training programs
aimed at decreasing the incidence of leader derailment in Academe.

INTRODUCTION

Leader derailment occurs when a leader who is
perceived to have high potential for future career
advancement fails to achieve his or her potential,
instead either plateauing at a lower level than ex-
pected in their organization, being demoted, or
voluntarily or involuntarily leaving the organiza-
tion (Lombardo & McCauley, 1988). The rate of
derailment is estimated to be as high as 50 — 75%
(Hogan & Kaiser, 2005; Van Velsor, Taylor, &
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Leslie, 1993), making this an issue of concern
for organizations, whose best interests are served
when managers reach their full potential.

The small, but growing (Burke, 2006), body of
scholarly literature indicates that derailment is
primarily attributable to leadership, or people-
related issues, rather than management, or task-
related, issues (McCartney & Campbell, 2006).
Specifically, leaders who engage in self-defeating
behaviors (SDBs) and who have problems with
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interpersonal relationships (PIRs) are more likely
to derail. These findings suggest that the manner
in which a leader interacts with others is a major
factor in leader derailment (Van Velsor & Leslie,

1995).

The preponderance of past research on leader de-
railment focuses on business settings, but recent
efforts to expand the study of leader derailment
into other areas, such as higher education admin-
istration, have shown that the pattern of leader
derailment is similar across settings. Leader de-
railment in higher education administration is
associated with problems with interpersonal re-
lationships and self-defeating behaviors, just as it
is in business settings (Campbell, McCartney, &
Gooding, 2010). A clear implication to be drawn
from these findings is that every effort should be
made to assist high-potential individuals who are
in higher education administration with enhanc-
ing their interpersonal skills and mitigating self-
defeating behaviors, particularly through train-
ing and development efforts.

Unfortunately, higher education administrators,
particularly at the middle levels of administra-
tion, may not be provided with extensive leader-
ship training (Gmelch, 2002). When training is
provided, the topics covered may pertain more
to task-related issues, such as completing pa-
perwork, and less to people-related issues. Our
purpose in this study was to address the issue of
leadership training in higher education in order
to understand the extent to which higher edu-
cation administrators are provided with leader-
ship training programs and, if so, whether the
programs include a strong focus on interpersonal

skills, addressing the issues of SDBs and PIRs.

CONCEPTUAL BACKGROUND

In an early study of leader derailment, Lombardo
and McCauley (1988) conducted interviews with
executives for the purpose of profiling successful
and unsuccessful high-potential individuals with
whom the executives’ had direct experience. As
research on leader derailment in business set-
tings continued, themes began to emerge across
studies. Four themes were identified that appear
to capture the major issues associated with leader
derailment; (1) Problems with Interpersonal
Relationships, (2) Failure to Meet Business Ob-
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jectives, (3) Failure to Build and Lead a Team,
and (4) Inability to Change and Adapt During
a Transition (Van Velsor & Leslie, 1995). In sub-
sequent studies of business-leader derailment us-
ing these themes, the first theme, Problems with
Interpersonal Relationships (PIRs), consistently
demonstrated the strongest association with
leader derailment (e.g., McNally & Perry, 2002;
Rasch, Shen, Davies, & Bono, 2008). The same
theme appears to be a factor in academic-leader
derailment as well (Campbell et al., 2010).

One issue that may contribute to problems with
interpersonal relationships is self-defeating be-
haviors (SDBs), behaviors that are actually coun-
terproductive to the intended outcome (Bau-
meister & Scher, 1988; Renn, Allen, Fedor, &
Davis, 2005). Parks and colleagues (1975) specu-
late that, although they are unsuccessful, self-de-
feating behaviors persist because they are coping
mechanisms learned in past situations that are
not adapted to the present (Parks, Becker, Cham-
berlain, & Crandell, 1975). For example, one
study demonstrated that workers who wanted to
increase their level of belonging in their organi-
zation attempted to do so by engaging in social
interactions in such a way that they were less like-
ly to be accepted by the group (Thau, Aquino, &
Poortvliet, 2007).

A recent study of SDBs and leader derailment
in higher education settings found that SDBs
involving interactions with others (alienating,
overly critical, inability to trust others, suspi-
cious, rigid, defensive, hostile, over-controlling)
were indicative of leader derailment (Irani Wil-
liams, Campbell, McCartney, & Gooding,
Forthcoming). Avoiding hiring leaders who ex-
hibit SDBs might be considered a first step in re-
ducing the incidence of leader derailment, how-
ever, Irani Williams and colleagues (2011) note
that SDBs are very difficult to detect during hir-
ing procedures. This implies that organizations
must attempt to reduce leader derailment that is
attributable to SDBs through direct means, such
as training.

Indeed, training has been identified as a valuable
tool in preventingleader derailment (McCartney
& Campbell, 2006; Van Velsor & Leslie, 1995)
and in weakening dysfunctional behaviors (Ho-
gan, Curphy, & Hogan, 1994). Due to several
social trends, the need for leadership training in
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higher education has never been more important
than it is today (Marshall, Adams, Cameron, &
Sullivan, 2000). As the baby boomer generation
prepares to leave the workforce, there will be a
significant need for replacement leaders. Both
Maguire (2005) and Jacobzone, Cambois, Chap-
lain, and Robine (1998) have reported that there
is significant concern about the pool of qualified
leaders in Academe due to age-related attrition.
In fact, Maguire estimates that more than 50%
of College Presidents are over the age of 60. This
attrition problem most likely means that lower
level managers will move through the ranks at a
faster pace and will assume leadership positions
with less experience than their predecessors. Ke-
zar and Eckel (2004) identify four trends that are
likely to make governance in higher education
more challenging in the future. The factors iden-
tified are “increased accountability and competi-
tion,” “retiring faculty and staff,” “more diverse
faculty appointments,” and “the need to respond
efficiently to shorter decision time frames.”

Although the need for leadership training and
development in higher education would seem to
be obvious, in practice the concept has not been
fully embraced. Brown (2001) concluded that
while business organizations spend considerable
sums each year on programs to train and develop
leaders, that approach seems to be “underutilized
in most universities.” In particular, higher educa-
tion administrators, who sometimes receive little
or no training when moving from an academic
to an administrative position, could benefit from
such training (Raines & Alberg, 2003). In fact,
Anderson and Johnson (2006) state that most
academic leaders learn their craft through on-
the-job training rather than formal training and
development programs; and Hoppe (2003) add-
ed additional emphasis by noting that depart-
ment chairs are often selected from among peers
on a rotational basis “with little or no (concern
for) succession planning.”

The lack of formal training in universities may be
due to an under-appreciation of the value of lead-
ership training. Marshall et al. (2000) asked Aus-
tralian academic leader about their perceptions
of leadership development needs in Academe. In
response the individuals stated that they felt pro-
fessional development was an important activity,
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but interestingly fewer than 50% felt that they
themselves needed further training.

Given the anticipated need for increased num-
bers of higher-education administrators, and the
apparent paucity of training for these admin-
istrators, in this study we examined two issues,
(1) whether training is offered for new higher-
education administrators, and (2) whether such
training targets the enhancement of interper-
sonal skills and the management of self-defeating
behaviors.

METHOD AND RESULTS

Participants and Measures

In an attempt to determine what sort of train-
ing programs are being offered to management
(Department Chairs and other administrators)
in Academe, Provost/Academic Affairs offices of
420 colleges or universities with AACSB Inter-
national-accredited business schools were invited
to participate in an online survey which asked
whether or not their respective university offered
any training for first-time administrators; and if
s0, the concepts covered by the training program.
Of the 420 invitations sent out, 56 responses (a
13% response rate) were received.

The respondents were required to answer four
broad questions: (1) Do you have a training pro-
gram for first-level administrators (e.g., Depart-
ment Chairs) at your university?; (2) What is the
length of your training program?; (3) What is the
format of your training program (face-to-face,
online, or hybrid)?; and (4) Does your training
program included any of the following items (In-
terpersonal Relations (examples: using an appro-
priate leadership style, building good working re-
lationships, and overcoming problem personality
issues such as arrogance, self-isolation, etc.); How
to build and lead a team; How to change and
adapt; How to meet unit objectives; and How to
broaden horizons and think strategically)?

RESULTS

Based on the results of the online survey only 35
(62.5%) of the responding universities/colleges
had some kind of training program available for
first-level administrators. The training content
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was wide-ranging but most often focused on the
administrative aspects of being a Department
Chair or other academic administrator. Less
than half of the responding institutions (45%)
included any type of interpersonal relationship
topics in their training programs. Refer to Table
1 for examples of common issues that are covered
in higher-education administrator training pro-
grams.

The length of these programs ranged from less
than a day (28.6%) to more than 2 days (42.9%),
with a majority of them (88.6%) conducted in a
face-to-face format. Surprisingly, there were no
fully online training programs offered, although
some of the respondents indicated hybrid (face-
to-face with some online components) programs.

DISCUSSION AND RECOMMENDATIONS

Our results support [the idea] that higher-educa-
tion administrators are unlikely to receive lead-
ership training, despite the existence of research
showing a need for such training. Furthermore,

TasLE 1
ExampLEs oF CommoN Issues COVERED IN
HiGHER-EDUCATION ADMINISTRATOR
TRAINING PROGRAMS

Budgeting

Faculty evaluation

Planning

Promotion and tenure

Contract compliance

Campus specific issues and campus initiatives

Working with administration

Curriculum management

Resource management

Legal issues and how to handle them
FERPA and state laws
Governance

SACS accreditation

Internationalization

Sexual Harassment and HR issues

Mission and assessment

Mechanics of running a department
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the training that is offered appears to be targeted
toward general administrative issues such as the
mechanics of running a department, budgeting,
faculty evaluation, etc., rather than addressing
the important factors of problems with interper-
sonal relations, particularly SDBs that may inter-
fere with positive interpersonal relations.

Although individuals may initially be selected
for leadership positions because of recognized
potential related to either management or lead-
ership skills (McCartney & Campbell, 2006),
it is leadership issues that have most often been
shown to be indicative of leader derailment
(Rasch et al., 2008). This information leads us to
the conclusion that one way to lessen the occur-
rence of derailment in an organization is to focus
on development activities that directly address
the root causes.

David Day in his study on leadership develop-
ment (2001) makes an unusual but interesting
distinction between the concepts of “leader de-
velopment” and “leadership development.” Day
concludes that the distinction between the two
is related to differences in their competence
base. “Leader development” focuses on individ-
ual and intrapersonal skills that relate mostly to
personality, self-awareness, self-regulation and
selfmotivation. On the other hand, “leadership
development” focuses on relational and interper-
sonal skills such as trust, mutual respect, social
awareness and social skills. Day’s distinction be-
tween the two approaches to development dove-
tails nicely with much of the recent research on
self-defeating behaviors (SDBs). In fact as previ-
ously stated, leader derailment is most likely to
be product of a subset of self-defeating behaviors
relating to how the leader interacts with others
(Irani Williams et al., Forthcoming). The SDBs
significantly related to derailment were all “in-
terpersonal” behaviors while the “intrapersonal”
and work-related SDBs that were identified in
the study were not significantly related to derail-
ment.

Day (2001: 605) suggests that any of the tradi-
tional approaches to development (360 degree
feedback, coaching, mentoring, developmental
assignments, ctc.) can be applied to cither “lead-
er development” or “leadership development.”
However, he states that the difference between
the two is “more than mere semantics.” He goes
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on to say that “at the core of the difference is an
orientation toward developing human capital
(leader development) as compared with social
capital (leadership development).”

This seemingly minor distinction becomes im-
portant since it gives us insight as to how to de-
sign appropriate training programs for academic
leaders. If the goal is to lessen the occurrence
of derailment, then our first recommendation
would be that universities/colleges should pro-
vide their first-time administrators with training
and development activities to better prepare them
for their new roles. In addition to administrative
topics, development programs ought to stress
topics related to interpersonal behaviors (leader-
ship development). Interpersonal topics such as
team building, coachingand counseling, conflict
management, managing change, etc. should have
a prominent place in any training program de-
signed to prepare academics for leadership. If cost
is a consideration, then online training programs
could be considered, even though they may not
be optimal for training in interpersonal skills.

The evidence we found for low rates of training
in interpersonal skills indicates that further re-
search in this area is warranted. Additionally,
an issue that was not covered in our survey, but
one that should be addressed in future research,
is whether leadership training, if provided, is
mandatory for higher-education administrators.
Similarly, according to one of our survey respon-
dents, there is at least one state that provides lead-
ership training for academic administrators at a
state-wide level; however, there was no indication
about whether this training was mandatory or
optional for each public institution in that state.
Knowledge regarding the number of other states
which offer such programs, as well as their con-
tent, and whether they are mandatory would also

be helpful.

In closing, with the expected shortage in the sup-
ply of high-potential academic administrators, it
is imperative to ensure that these individuals are
fully equipped for success in their new positions.
The results of this study indicate that training
and development of academic administrators,
particularly first-timers, that includes a strong fo-
cus on enhancing interpersonal skills is one key
element in decreasing the likelihood of leader
derailment; and ought to be a high priority with

Journal of Academic Administration in Higher Education

universities/colleges looking to build good repu-
tation and successful programs.
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ABSTRACT

Bullying and mobbing are migrating to online realms, intensifying the damage involved and in-
creasing the complexities of these issues. Social media (such as Facebook and Twitter) are intensely
communal in many senses; they may serve to increase the negative aspects of bullying and mobbing
as well as provide community-oriented tools for mitigation. Academic environments such as dis-
tance education also introduce intricate dimensions to these concerns, especially involving online
freedom of speech and privacy issues. Younger individuals in academic realms may not be aware
of the power of words and images to harm, especially in seemingly playful online contexts. Higher
education institutions are legally and morally constrained in teyms of student and employee privacy
and free speech, which can make it difficult to protect victims and control the dissemination of often-
damaging information. Many social media platforms allow for the surveillance and recording of
incidents of bullying and mobbing, enabling some mitigation and disciplinary efforts. However,
these capabilities also increase the responsibilities of administrators, faculty, and staff in dealing

with bullying and mobbing, as well as their legal liabilities.

INTRODUCTION

Bullying and mobbing are disturbing social phe-
nomena with long histories. They seem out-of-
place in renowned academic institutions and
modern online environments. However, as out-
lined in this article, they are flourishing along
with other forms of incivility (Twale & De Luca,
2008). This article provides a critical analysis
of bullying and mobbing in the context of dis-
tance education and social media applications
in higher education. Although the very notion
of “bullying” is very common its definitions and
instantiations can vary, often leading to delays
in organizational response (Matthiesen & Ein-
arsen, 2007; Salin, 2003; W1, 2009). Einarsen
and Skogstad (1996) define bullying as “harass-
ment, badgering, niggling, freezing out, offend-
ing someone repeatedly over a period of time,
and the person confronted. .. [can have] difficul-
ties defending him/herself” (p. 191), adding that
the incidents involved in bullying are not isolat-
ed events but part of larger patterns of behavior.
Einaren and Skogstad incorporate the factor of
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power differences to the mix, and contend that
behaviors do not constitute bullying if the parties
involved have comparable strength and power in
the relevant organizational setting,

Adding the component of motivation to these
definitions of bullying produces the following:
bullying occurs when demeaning gestures and
comments, personal attacks, inappropriate repre-
sentations, social ostracism and neglect, and oth-
er means of demoralizing individuals are levied
over a significant period of time with the major
motivation to bolster the ego of the bully and/or
enhance the functioning of the group. In “mob-
bing,” group members in the social arena recog-
nize a level of personal gain from bullying and
join in the ostracisms or attacks or allow them
to proceed when they have some power to stop
them. The effects of mobbing can be intense on
the parties involved: Leymann (1990) provided a
pioneering analysis of mobbing that linked it to
psychological “terror.”  In the short run, mob-
bers can gain in terms of personal and profes-
sional status; in the long run, they do not benefit
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from mobbing, as capable organizational partici-
pants choose to leave the setting or as other forms
of disruption ensue.

The term “cyberbully” emerged in the 1990s as
incidents of online harassment and misrepresen-
tation increased in number and variety, along
with various misconceptions and myths about
these phenomena (Shariff & Churchill, 2010).
Cyberbullying (both of young people and
adults), became a major factor in public discourse
on the Internet in the past decade as social media
emerged in prominence (Shariff, 2009).  Social
media are online platforms and venues that al-
low for significant input on the part of partici-
pants; they include Facebook, Myspace, Flickr,
Linkedin, Wikimedia, Youtube, and Twitter, as
well as weblogs. Distance education classrooms
(run with Desire2Learn, Blackboard, or other
platform as infrastructure) often incorporate as-
pects of social media, requiring participants to
interact with each other and provide multimodal
input (Oravec, 2003). Growing numbers of fac-
ulty members incorporate aspects of blogging or
other social media use into traditional, face-to-
face classroom settings. Since many social media
can also be accessed through mobile devices, the
apparatus for bullying is thus literally close at
hand. Cell phone cameras have also played a role
in bullying, with the digital images of victims
taken in locker rooms or other settings distorted
and placed online in social media for the purpose

of public ridicule (Miranda, 2005).

Some social media platforms are explicitly linked
to bullying in higher education contexts, open-
ly encouraging gossip and the destruction of
reputations. For example, the social media plat-
form “Juicy Campus” was explicitly designated
as a vehicle for spreading rumours relating to
individuals in particular colleges and universi-
ties (O’Neil, 2008). It was investigated by the
State of New Jersey for potential consumer fraud
(Young, 2008) since it may have contained false
statements about various classes. Although Juicy
Campus ceased operations in 2009 it has been
replaced with a large assortment of comparable
online venues. Social media that openly rate and
often mock particular faculty members are also
expanding in influence (Chaney, 2011; Stuber ez
al., 2009); for instance, students who have prob-
lems with particular professors can vent their
grievances in public online forums with little or
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no way for their targets to respond. Such web-
sites are off-campus entities protected by free
speech rights (King, 2010), although they may

have considerable on-campus influences.

BULLYING AND MOBBING IN
HIGHER EDUCATION

Incidents of bullying and mobbing are becom-
ing well documented in a number of higher
education settings, including academic librar-
ies. In “Workplace Mobbing: A Discussion for
Librarians,” Hecker (2007) describes mobbing
as something that “occurs in libraries but is usu-
ally unrecognized and unchecked because the
phenomenon has not been described and given a
name” (p. 439). Other higher education work-
places have been described as sites of mobbing,
including nursing education departments (Ken-
nedy, 2011; Kolanko ez al.,2006; Luparell, 2011),
community colleges (Lester, 2009), information
technology centers (Morales, 2004), and various
academic services (Thomson, 2010). Bullying
and mobbing are especially damaging in aca-
demic contexts because of the very nature of in-
tellectual activity. These behaviors are often di-
rected toward those who express innovative ideas
and perspectives, which makes their effects upon
academic interaction particularly detrimental
(Westhues, 2005). Many individuals find it hard
to believe that bullying and mobbing can occur
in such distinguished settings as those found in
higher education, so these negative behaviors can
continue unchecked.

The problem of bullying and mobbing in social
media realms is expanding in importance for
higher education administrators, although much
more of the attention of researchers is devoted
to schools and the K-12 level (Coleyshaw, 2016;
Keashly & Neuman, 2010). Online bullying in-
cidents have been linked to the suicides of under-
graduates (Cloud, 2011). These include the 2010
suicide of Rutgers student Tyler Clementi (Perez-
Pena & Schweber, 2011). Clementi’s roommate,
who allegedly arranged a web-cam feed of dorm
room sexual activity, was arraigned in 2011 for
his involvement. Hutton (2006) documents the
social and economic costs of workplace incivility
and bullying, which sometimes results in deaths
from physical attacks and stress.  McMullen
(2011) describes bullying incidents as deeply af-
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fecting the reputations of higher education or-
ganizations. Lovell & Lee (2011) outline the
negative implications of bullying and mobbing
for mental and physical well-being, factors that
can also lead to economic pain for organizations.
Mobbing incidents in a particular institutional
entity have also been linked to a lessening of or-
ganizational commitment in the entity’s employ-
ces (Tengilimoglu, Mansur, & Dziegiclewski,
2010); rather than unifying employees (as they
may appear to do at first), the mobbing incidents
serve to make employees more distant from the
organization and each other. Holtand Lukianoff
(2010) outline how colleges may even be required
to prevent bullying by their various stakeholders
as well as by law enforcement. The strong moral
arguments for the support of those who are being
bullied and mobbed also provide justification for
administrators’ efforts in this regard (Dawson,
2005). Bullyingand mobbing can affect the very
meaning of work for those who are victimized
(MacIntosh, ez al., 2010), lessening the quality of
life.

Changes in the climate of higher education itself
may be linked to some bullying incidents. Twale
and De Luca (2008) write of the “rise of the aca-
demic bully culture” in which opportunism and
social ineptitude does not support civility in
intellectual interactions. Such behaviors, con-
sidered individually, often appear to be insignifi-
cant. However, considered in context and com-
bined with other inappropriate behaviors they
can have direct impacts on the quality of instruc-
tional experience for students, as demonstrated
in this narrative from a junior faculty member:

I kept asking my mentor for help in
dealing with an evening class of gradu-
ate students who were clearly indignant
to me during class. But she clearly was
not going to back me up on anything. I
found out later that my mentor actually
orchestrated the behavior of the class.

Twale and De Luca (2008), pp. 53-54

Bully cultures can flourish when support for vic-
tims is lacking and no one intervenes in the early
stages of bullying. Faculty members who do not
work together and have the opportunity to estab-
lish emotional ties may not be as involved in the

support of bullied colleagues. For faculty mem-
bers without tenure, their own job security may
be a factor in their responses to bullying (Gra-
vois, 2006). They may not have the institutional
resources to support colleagues who are being
bullied or mobbed, so the increase in non-tenure
track adjunct positions in many higher educa-
tional institutions may be a factor in the rise in
incidents of these phenomena.

Some educational administrators themselves
may be considered (sometimes unfairly) as bullies
or as participants in mobbing (Westhues, 2005).
The notion that bullying somehow improves
the classroom or work environment by making
administrations seem tougher still circulates in
some higher education institutions (Westhues,
2005). Bullying still has strong associations with
leadership, with many administrators portrayed
in movies, television shows, and other dramatic
venues as using fear and coercion as motivating
factors. However, research in organizational sys-
tems demonstrates that such negative emotions
as fear do not result in better work or learning
outcomes, as outlined in the quality principles
of W. Edwards Deming (2000). School princi-
pals have often been warned by their professional
organizations and in their training about the ef-
fects that power imbalances can have in the insu-
lated working environments that schools provide
(Blas¢ & Blas¢, 2004), giving them the means
to inflict psychological pain upon subordinates.
However, bullying and mobbing can emerge even
without vast power imbalances, as in reported
cases of teacher-on-teacher bullying (Matheny,
2010).

Online bullying incidents have already become
a factor for academic administration (Babbitt &
Rinehart, 2010). In the near future, higher edu-
cational administrators will have few excuses for
why they did not work to mitigate the problem
of online bullying and mobbing in their institu-
tions. A number of administrative theorists are
projecting that within the decade organizational
leaders will be required to blog and participate
in other social media venues on a regular basis
as part of their regular responsibilities (Salopek,
2010); even US President Barack Obama con-
ducted a “Twitter Town Hall“ (Shear, 2011).
Leaders engaged in online interaction may thus
observe bullying behavior firsthand in their own
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online media efforts, for instance, noticing that
venomous remarks that are made over time are
escalating in chat room or blog exchanges. They
may also receive early warning signals online
from other members of their institutions, thus
providing them with little justification for not

dealing with the bullying or mobbing.

DEALING WITH THE ONLINE BULLY

Research on case reports shows that bullying typ-
ically is a “long-lasting phenomenon that ‘wears
down’ its victims” and often takes more than a
year (Matthiesen & Einarsen, 2007). Bullies
themselves are often “serial bullies,” having more
than one victim either in sequence or simultane-
ously (Chan, 2006). Bullies, as well as victims,
can have suicidal ideation and behavior (Klomek,
Sourander, & Gould, 2011). The kinds of behav-
ior associated with bullying are seldom if ever
warranted, but especially not when primarily
linked to the bully’s or group’s own needs. The
need for bullies to express power or be associated
with the expression of power has been explored
(Carter, 2011). Perlmutter (2010) outlines some
of the complex rules of bullying in relation to
the power structure of higher education depart-
ments:

Bullies never reform; only in inspira-
tional movies do they have a change
of heart. If you can’t avoid them, the
most direct form of protection is to
put yourself under the aegis of some-
one the bully does fear. It is one of
the most important yet unwritten
duties, for example, of a department
chair to protect students and junior
professors from bullying of any kind.
A similar role should exist for the
head of the promotion-and-tenure
committee. Ideally, senior scholars
should converge to defend the ju-
niors when they are put upon by a
supervillain. Alas, the ideal is not
always the reality. Timid chairs may
not feel like “interfering.”

Perlmutter, 2010, p. 38

In academic settings, those who are deemed as
being bullied are often banned from campus
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(Bradley, 2007). Banning a bully whose harass-
ment has been conducted in online venues (ven-
ues often not controlled by the institution) is a
more difficult undertaking. Getting to the stage
where a bully’s behavior has been documented,
the bully has been given due notice of campus
policies, and in which administrators have acted
to remove the individual either physically or vir-
tually can be a lengthy struggle. Witnesses are
needed to provide context for the situation and
are often difficult to obtain, despite the fact that
many individuals may have observed the matter
at hand. In a declining economy, this syndrome
is especially apparent; few people will risk their
own careers to help a target, particularly in a
complex and uncertain situation. Witnesses can
fear retaliation for their intervention. However,
some bullying cases may be so severe as to bring
in law enforcement (Trump, 2011), so the no-
tion of understanding how and why bystanders
should be capable witnesses and reporters of bul-
lying incidents must be communicated to every-
one involved on campus.

Administrators would certainly find information
as to what attracts bullies to particular victims of
value in both prevention and mitigation efforts.
Research is providing some clues, but often the
circumstances are so multifaceted as not to pro-
vide straightforward explanations. Overweight
children and adults are often singled out by bul-
lies (“Obesity increases odds,” 2010). Gender is
sometimes a factor, although it is complex; girls
are often bullied by other girls, and the syndrome
of women bullying other women is also com-
mon (Billitteri, 2010). Although Hindujn and
Patchin (2008) did not find race and gender to
be significant factors in either the probability
that an adolescent would be a cyberbully or the
victim of one, they did find that proficiency and
time spent online were indeed significant; adoles-
cents who spent a great deal of time online often
became drawn into bullying syndromes. Hate
speech and harassment of various sorts has been
a part of Internet interactions for a number of
years, from the carly days of chatrooms and list-
servs (Oravec, 2000); research on the evolution
of online hate-related phenomena can be of use
in understanding bullying and mobbing.

Many participants in online bullying and mob-
bing cases are young adults who may not under-
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stand the full gravity of harassment, misrepresen-
tation, or other forms of participation. They are
being faced with a confusingand time consuming
assortment of issues as they establish their social
and intellectual lives online. For example, social
media such as Facebook are exposing students
to complex privacy concerns as they balance the
needs for social contact with requirements for
the release of information (Brandtzeg, Luders,
& Skjetne, 2010). Student breakups and other
romantic troubles can be broadcast quickly on-
line, and potential stalking and harassment may
ensue because of the surveillance-related capaci-
ties of social media (Tokunaga, 2011). Higher
educational institutions have often been assigned
some roles of responsibility for the well-being of
young people, especially when they are living in
on-campus housing (O’Neil, 2008), so higher
educational administrators will not be able to
avoid dealing with these concerns even if the so-
cial media involved are not directly provided by
their campuses.

Systems approaches to bullying and mobbing
can help by mapping the various parties and in-
fluences involved (Lee, 2011). It takes moral
courage to expose the bullying “system”™ many
profit from this abuse, because it identifies and
punishes those who are “different” (which is very
dangerous in institutional contexts). Many in-
stitutions have developed bullying policies that
are designed for face-to-face interactions. There
are serious questions, however, about how to
handle online bullying and mobbing incidents
(along with other online transgressions). Simp-
son (2011) and others have proposed that some
online social problems be handled in virtual
realms, and not brought into real-world, face-
to-face venues. In the decades to come, societal
consensus may emerge as to whether the online
realm should be segregated from the face-to-face
one in this or other ways (Oravec, 1996).

VICTIMHOOD,
LEARNED HELPLESSNESS, AND
CYNICISM

Administrators, faculty, staff, and students need
to proactive in dealing with bullying and mob-
bing. However, higher education also emphasiz-
es the building of resiliency and strength of char-
acter despite the odds (Tusaie & Dyer, 2004).
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The notion of labeling someone as a victim (or
selflabeling) can seem counter to this mission.
It may make individuals look “weak” to ask for
help themselves or be concerned for others in
this regard. However, establishing sound sup-
port structures for victims of bullying can serve
to mitigate the effects of bullying and reduce the
time it takes for the entire system to heal. Vick-
ers (2010) shows how victims begin to produce
various social performances in their often-futile
attempts to normalize their working relation-
ships during and after bullying incidents. Such
performances, and the energy taken to engage in
them, take away from productive organizational
activity.

Bullying and mobbing are often linked to in-
creased levels of stress as well as “learned helpless-
ness:” the victim soon learns that little is going
to be done about the bullying and mobbing, and
that he/she will find it increasingly difficult to be
effective in the workplace, school, or other social
venue. Personal health issues can emerge in these
scenarios with the increased stress, especially
with middle-aged employees (Hansen, Hogh,
& Persson, 2011; Helkavaara, Saastamoinen, &
Lahelma, 2011). Cynicism is also a major by-
product (of everyone involved) as administrators
appear to be out-of-touch with what is going on.
The following narrative from Twale and De Luca
(2008) exhibits how even well-meaning academ-
ic participants can be worn down by bullying and
made less capable of countering effectively a bully
culture:

In the meantime, I do my job. I work
well with the other profs in my depart-
ment. [ am trying to make inroads into
another department and at other insti-
tutions. In general it is a pleasant place
to work. But I make statements as the
conscience of the group. I don't try to
anger anyone. There isn’t too much you
can do. You get passive. You can’t make
yourself sick over it.

Twale and De Luca, 2008, p. 163

Bullying is seldom an isolated struggle between
two people; other individuals (students, faculty,
and staff) generally know about the bullying,
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whether because resources are being denied to
the victim or the bully is sending signals directly
to them that the target is “not right” (Westhues,
2005). These bullying and mobbing incidents
often provide “teachable moments” for admin-
istrators that can illuminate a variety of critical
concerns if addressed quickly and with adequate
resources. Lack of response can foster the kinds
of cynicism and lack of energy portrayed in the
narrative above. Social media add complexities
to the situation, allowing participants and ob-
servers to be part of the situation while not phys-
ically proximate. Social media also provide more
tools for invasion of the victim’s terrain as well as
empower bullies to enlist others in venues distant
from the victim.

How can administrators respond to these mat-
ters, and not act the role of the “victim” or the
“savior”? There is indeed growing contempt for
“victim-style” thinking in the US, which can
forestall discussion of bullying and mobbing and
how the system itself supports them. Adminis-
trators generally want to reduce the “drama” in
our workplaces and schools. However, admin-
istrators need to prevent the growth of cultures
that create a conducive environment for bullies,
in which the bullies are perceived as “winners.”
A systems approach is required; administrators
need to look at the entire system (including its
online and offline dimensions), and understand
how the system may support bullying. Bullying
and mobbing create fear, and put everyone “on
edge;” people are happy if the bully passes them
by. People are suspicious of each other, and look
for any positive sign from administrators. Very
useful social media tools can be tainted and
changed in character by bullying and mobbing,
and administrators can work to ensure that these
tools will be used for solid academic and pur-
poses.

SOME CONCLUSIONS AND
REFLECTIONS

Focus on bullying and mobbing has increased
dramatically: in the Journal of Psychohistory,
Dervin (2010) labeled 2010 as “The Year of the
Bully” because of the many shocking incidents
involving young people, many of which incorpo-
rated some online media component. Although

many adults exhibit bullying and mobbing be-
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havior, a number of these behavioral patterns be-
gin in childhood. Individuals learn how to bully
or be a part of a mob from the schoolyard. The lit
erature on childhood bullying can be of help for
adults who are attempting to counter the effects
of bullying and mobbing on their organizations
(Danby & Osvaldsson, 2011). Shariff (2009)
develops themes from Lord of the Flies (Golding,
1959) as ways of clarifying the moral dilemmas
that are faced by educators dealing with bullies
and mobs in cyberspace; with little guidance and
structure, some individuals indeed adopt primi-
tive ways of dealing with human relations.

Education, rather than criminal sanctions, has
often been promoted as a strategy to deal with
bullying and mobbing in the realm of online
media (Currie, 2010; Meredith, 2010). Often,
organizations have policies concerning bullying
and related behaviors but the policies are not
well explained or widely disseminated (Cowan,
2011; W1, 2009). Generic campus policies about
personal safety and harassment are not adequate;
policies must face openly the new factor of social
media. For example, organizational participants
need to be informed of the kinds of monitoring
that will be conducted of their online activities
(Maryott, 2010). They also need some clarity as
to how their activities in social media venues that
are not controlled by their institutions (such as
Facebook or Twitter) will affect their on-campus
lives. Educational efforts can help to bridge the
gap between mere statements of policy and ac-
tive understanding and compliance. Forming
an “ombudsperson” or advocacy office specially
skilled in this arena can also be a part of a solu-
tion (Miller, 2010; Morse, 2010). In the ecarly
stages of recognition of bullying and mobbing
problems, self-help books have often been of use
(such as Namie & Namie, 2010), along with a
number of online support groups (Osvaldsson,
2011). These books and support groups can assist
victims in understanding the various stages of
bullying and mobbing from real-life examples of
comparable cases. The after-bullying adjustment
period is especially critical, as the victim tries to
regain his or her former status and return to nor-
mal activity (Matsunaga, 2011); counseling can
be of help for everyone involved. The strategy of
establishing “bully-free zones” (along with vari-
ous promotional efforts) has also been effective
in some educational contexts. Cowie and Col-
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liety (2010) recommend that educational institu-
tions engage in “preventing and reducing cyber-
bullying through a process of awareness-raising,
the education of the emotions and active partici-
pation” (p. 261).  Organizational participants
can be encouraged to be supportive yet critical
of each other (while attempting to achieve lofty
educational goals), and listen for clues that they
are pushing each other too hard.

Ridding organizations of bullying and mob-
bing has indeed become more complex because
of social media. Instructors of distance educa-
tion classes, with many responsibilities and large
numbers of students, will have even more to
handle. Social media often provide some form of
documentation that bullying is occurring; how-
ever, this material can also demonstrate when
administrators became aware of the bullying
and mobbing and what they did to mitigate the
situation. Watching out for bullying and mob-
bing can involve a complex process of balancing
concerns for free speech rights with the need to
protect individuals from harassment and repu-
tational attacks. As previously discussed, some
theorists have pointed to a rise in bullying in aca-
demic settings linked to broad cultural changes
in academe. Social media themselves have also
served to alter campus climate, adding new di-
mensions to the social component of higher edu-
cational institutions and making community-
based solutions to these issues more feasible.

Bullying and mobbing are ancient in their ori-
gins but are migrating to very modern online
realms in higher education. Academic adminis-
trators should not be afraid to ask whether bully-
ing or mobbing are occurring either in workplace
or classroom settings. They may increasingly be
required to do so because of their professional li-
ability (Koonin & Green, 2004). Increasingly,
effective support is available for those who are
being bullied and for those who aim to stop bul-
lying. Preventive efforts to stop bullying and
mobbing before they start are often the most ef-
fective overall strategies. By talking and asking
questions, academic administrators can blunt
the attacks of bullies and can prevent mobs from
forming in their institutions.
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ABSTRACT

Team-teaching is a classroom innovation with the potential to address many criticisms of busi-
ness-school curricula (e.g., the “silo” mentality) and provide significant benefits to students and
Jfaculty members. While the existing team-teaching literature identifies the positive outcomes that
are associated with team-teaching, less is known about the extent to which these positive outcomes
are perceived by faculty at large and about the costs faculty members associate with team-teach-
ing. This paper investigates faculty members perceptions of team-teaching and the implications of

those perceptions on administrative policies.

Business schools have been criticized for main-
taining a departmental “silo” mentality (Cor-
cos, Durschlag and Morris 1997; Chelte 2001;
Lasher and Manners 2005; Ottewill, McKenzie
and Leah 2005; Larange 2010 and Hunt 2011).
The criticism of business schools reflects similar
problems in business practices (Gorman 2006).
In business schools, where faculty members’ per-
sonal silos exist within a department or program,
activities critical to the innovativeness, integra-
tion, and sustainability of curriculum are im-
peded. Curricular revisions may certainly be in
evidence but, frequently these are individually
undertaken micro revisions made by the indi-
vidual faculty members to the courses that they
are scheduled to teach. Individually undertaken
revisions to existing courses and individually
created new courses should be both encouraged
and recognized. However, a total reliance on in-
dividual initiatives is at variance with achieving
the frequently expressed objective of creating an
integrated curriculum. If academic administra-
tors are serious about new course and program
development and the integration of curriculum
within and across academic units then they must
find ways to lure faculty members from the com-
fortable certainty of their personal silos and pro-
vide incentives which will stimulate cooperation
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between and among faculty members and, where
necessary, between and among academic units.

The activities involved in team-teaching courses
have been identified as potential mechanisms
for stimulating cooperation between and among
faculty members. Leavitt (2007) for example, has
asserted that team-teaching does serve as a stim-
ulus for faculty members to break out of their
personal conceptual silos and to view concepts
and topics from other than their personal per-
spectives. Additionally, Leavitt’s work suggested
team-teaching provides an opportunity for fac-
ulty to validate their personal perspectives.

This paper offers alook at team-teaching from the
perspectives of both faculty and administrators.
More specifically, qualitative and quantitative
data are used to investigate the costs and benefits
that faculty associate with team-teaching. Then,
given these perceived costs and benefits, the pa-
per discusses how administrative policies may be
crafted in order to properly incentivize and sup-
port faculty members’ team-teaching activities.

LITERATURE REVIEW
BENEFITS OF TEAM-TEACHING

Team-teaching has been the focus of several re-
search studies from a variety of disciplines, and
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these studies have identified several ways in which
team-teaching benefits students and faculty.

Benefits to Faculty

Active participation in the activities that con-
stitute the development and implementation of
team developed and team-taught classes can rep-
resent an important addition to a faculty mem-
ber’s professional and intellectual development.
Hornyak and Wagner (1995) reported that team-
teaching moves participating faculty members
beyond imparting basic knowledge and focuses
their attention on application, analysis, synthesis
and evaluation. Examining the manner in which
existing assumptions, propositions, hypotheses,
conclusions, models and theories included in
the curriculum are supported or not supported
by the collection and interpretation of empiri-
cal data opens participating faculty members to
new directions and, importantly, may very likely
engender cooperative research, publication and
other intellectual contributions (George and Da-
vis—Wiley 2000; Hunt 2011).

Benefits to Students

A number of studies have indicated that students
who completed carefully planned and imple-
mented team-taught classes were also likely to
experience and to adopt broader topical perspec-
tives. It was further reported that these classes
also contributed to the development of the stu-
dents’ capacity for critical thinking, an outcome
frequently sought when assessing academic pro-
grams (Cowen, Ewell and McDonnell 1995;
Wentworth and Davis 2002; McDaniels and
Colarulli 1997; Benjamin 2000; Wentworth and
Davis 2002 and Vogler and Long 2003).

Team-teaching has also been demonstrated to
yield other important positive learning assess-
ment outcomes (Shafer,1983; Austin and Bald-
win,1991; Robinson and Schaible, 1995; Wat-
kins,1996; Anderson and Speck,1998; Hornyak
and Wagner,1999; Benjamin, 2000; Buckley,
2000; George and Davis, 2000; Wentworth and
Davis, 2000; Cohen, DeMichiell and Manning
2003; Helms, Alvis and Willis 2005 and Yel-
lowley and Farmer 2005). Lasher and Manners
(2005), for example, found that student achieve-
ment in advanced MBA courses was significantly
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higher when the students had completed inte-
grated team-taught business foundation courses.
Further, the same researchers reported that stu-
dents who were enrolled in these classes reported
an increase in their level of personal satisfaction
with the team-taught foundation courses. Tak-
ing all these validated positive findings into ac-
count and considering the frequently stated im-
portance and relevance attributed to working
toward an integrated curriculum leads one to
question why, in so many business schools, the
silos within larger silos are so well insulated that
team course development and team-teaching are
considered more as the exceptional rather than
the conventional approach to both course and
curricular revisions.

FACULTY PERCEPTIONS OF
TEAM-TEACHING

Qualitative Data

While the literature identifies many benefits
of team-teaching, team-teaching activities also
come with a number of costs. Qualitative data,
gathered from one-on-one interviews with fac-
ulty who were undertaking significant revisions
to an existing MBA program, were used to in-
vestigate the negative associations faculty had
with team-teaching. These informal discussions
uncovered some deep seated concerns and res-
ervations about team course development and
team-teaching, and these concerns suggest that
faculty perceive team-teaching as having signifi-
cant costs to both faculty members and to the
administration.

Those faculty members who were most adamant
ly opposed to implementing a program which
included team-teaching considered team-teach-
ing to be too radical a departure from the time
honored tradition of having one teacher and one
class interacting over a defined academic term.
Studies conducted by (Davis 1995; Chelte 2001,
and Lasher and Manners 2005) reported similar
reservations. Other faculty members responded
by characterizing team-teaching activities as too
“soft” or too “touchy-feely” for a business school
program. Still other faculty members responded
that they had, in fact, “teamed” with invited
guest speakers who offered an informed perspec-
tive on specific topical areas of the course. More
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often than not, however, the discussion revealed
that the invited speaker’s perspective did not dif
fer radically from that of the instructor and so
reinforced the viewpoint that the faculty mem-
ber wished to get across to the class. Discussions
with faculty members who had expressed posi-
tive views regarding team course development
and team-teaching, but had been unwilling to
become involved in these activities, posed what
appeared to be an inconsistency. Upon further
discussion, however, this inconsistency between
their stated opinions and supporting actions
stemmed from a practical and a very understand-
able rationale. Their reticence to express both
operational and active support for the concept of
team-teaching as a path to curricular integration
was a reaction to the perceived possibility that
departmental or college administrators might fo-
cus on the acceptance of some of the benefits of
team-teaching and, giving less weight to faculty
members’ reservations, impose a team-teaching

approach.

Quantitative Data

The previous sections document both positive
and negative aspects of team-teaching. However,
the extent to which faculty members have aware-
ness of, and belief in, these aspects remains un-
known. Thus, a quantitative study was conducted
to ascertain the benefits and costs faculty at large
associate with team-teaching,

Methodology and Data Collection

Data were collected by administering a survey
to business school faculty members from a large,
private, and urban University in the Midwest.
A total of 111 completed surveys were collected
(69 from full-time instructors and 42 from ad-
junct instructors). Respondents were solicited via
email and directed to a web-based questionnaire
that collected their responses. The survey pre-
sented respondents with a number of items that
cach contributed to one five scales discussed in
the following section.

Measurement Scales

A five-item scale was used to measure “Student
Benefits”. The items asked respondents for their
opinion regarding the degree to which team-

teaching positively impacted students’ ability to
make decisions, think critically, integrate con-
cepts, apply concepts, and generally learn. The
scale, which proved to be reliable for the data set
as a whole (o0 = .957) as well as for full-time pro-
fessors (o0 = .957) and adjunct instructors sepa-
rately (o = .958), was calculated as the mean of
the five individual items.

A four-item scale was used to measure “Faculty
Benefits”. The items asked respondents for their
opinion regarding the degree to which team-
teaching was rewarding, helped them stay cur-
rent, helped them become better instructors, and
should be part of their normal responsibilities.
The scale, which proved to be reliable for the data
set as a whole (a0 = .878) as well as for full-time
professors (o0 = .849) and adjunct instructors
separately (o = .925), was calculated as the mean
of the five individual items.

A three-item scale was used to measure “Faculty
Costs”. The items asked respondents for their
opinion regarding the degree to which team-
teaching detracted from their ability to focus on
research, required too much time, and required
too much preparation. The scale, which proved to
be reliable for the data set as a whole (o = .911)
as well as for full-time professors (o0 = .899) and
adjunct instructors separately (a0 = .930), was cal-
culated as the mean of the three individual items.

A five-item scale was used to measure “Admin-
istrative Costs”. The items asked respondents
for their opinion regarding the degree to which
team-teaching activities were difficult to admin-
ister in terms of the required coordination across
faculty members, the faculty evaluation and
compensation, and resource allocation. The scale,
which proved to be reliable for the data set as a
whole (o0 = .679) as well as for full-time profes-
sors (0 =.735) and adjunct instructors separately
(o = .581), was calculated as the mean of the five
individual items.

FINDINGS AND DISCUSSION

Faculty Perceptions of Team-Teaching

To investigate faculty perceptions of team-teach-
ing, means for each scale were calculated and t
tests were used to see if the means were signifi-
cantly different across faculty groups (i.c., means
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for full-time faculty were compared to means for
adjunct faculty). The results reveal that there are
differences between types of faculty in terms of
perceptions of the faculty costs and faculty ben-
efits of team-teaching, but not in terms of the
student benefits and the administrative costs (see

Table 1).

TaBLE 1
ScaLe MEANS FOR
FuLL-Time AND ADJUNCT FAcuLTY

Full-time Adjunct
Scale Faculty Faculty
Mean (SD) | Mean (SD)
Student Benefits 4.1(1.2) 4.3 (1.4)
Faculty Benefits 3.9(1.3) 4.6 (1.5)
Faculty Costs 3.2 (1.5) 25 (1.3)
Administration
Costs 4.3(1.2) 3.9(1.0)

Bold type indicates significant differences in

means across groups (95% confidence level).

Confidence intervals were calculated for the
mean of the Student Benefits scale and for the
Administrative Costs scale using the data set
as a whole. The confidence interval for the Stu-
dent Benefit scale suggests faculty have a neutral
opinion of the degree to which team-teaching
benefits students. That is to say, faculty members
as a whole perceive team-teaching has having no
significant impact on student learning. Similar
to the data regarding Student Benefits, the confi-
dence interval for the Administrative Costs scale
suggests faculty have a neutral opinion of degree
to which team-teaching is burdensome to ad-
minister. That is to say, faculty as a whole seem to
perceive team-teaching as having no significant
administrative costs.

The perception of relationship between team-
teaching and the benefits and costs to individual
faculty members was different across the two
types of faculty. With regard to faculty benefits,
scale means indicate adjunct faculty perceived
team-teaching to be more personally beneficial
than did full-time faculty (scale means of 4.5 and
3.9 respectively). Additionally, full-time faculey
perceived team-teaching as more costly than did
adjunct faculty (mean of 3.2 and 2.5 respective-
ly). Both groups indicated that team-teaching of-
fered more benefits than costs.

Relationship Between Team-Teaching
Experience and Faculty Perceptions

Further analyses were conducted to see if faculty
who differed in terms of either team-teaching
behavior or team-teaching intentions also dif-
fered in terms of their perceptions of the ben-
efits and costs of team-teaching. The results re-
vealed that there were significant differences in
the perceptions of team-teaching when faculty
were grouped based on team-teaching intentions
(see Table 2). More specifically, faculty who have
considered team-teaching (as compared to those
faculty who have not considered team-teaching)
think team-teaching leads to greater student out-
comes, lesser faculty benefits, and lesser faculty
costs. It should also still be noted that the faculty
benefits of team-teaching seem are perceived to
outweigh the faculty costs for those faculty who
would consider team-teaching.

However, among faculty who have considered
team-teaching (n = 69) there are no differences
in perceptions of team-teaching regardless of
whether or not those faculty had actually team-
taught a course (see Table 3). These results imply
that there is a significant hurdle to overcome to
get faculty to comsider team-teaching, but the

TABLE 2
DirrereNcEs IN PERCEPTIONS oF FacuLTy GrRouPeD BAseD UpPoN TEAM-TEACHING INTENTIONS

Scale Means
Response (sample size) Student | Faculty | Faculty | Admin.
Benefits Costs | Benefits Costs
Have not considered team-teachinga course.(n = 30) 3.6 35 3.4 4.4
Have considered team-teaching a course. (n = 69) 4.4 2.8 4.4 4.1

Italics indicate significant differences in means across groups (95% confidence level).
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TaBLE 3
DirrerReNCES IN PERCEPTIONS oF FAcuLTY GRouPED BAsep UpoN TEAM-TEACHING EXPERIENCE

Scale Means

Response (sample size) Student Faculty Faculty Admin.
Benefits Benefits Costs Costs
Have not team-taught a course. (n = 21) 4.1 4.1 3.0 4.3
Have team-taught a course. (n = 49) 4.4 4.6 2.7 4.9
Significance of Difference (p-value) 407 424 195 270

*Among those faculty who have considered team-teaching,

expectations faculty have once they cross that
hurdle are consistent with the experience of
team-teaching. In other words, the perceptions
of benefits and costs that faculty have once they
consider team-teaching do not change after they
actually team-teach.

Overall, the qualitative and quantitative data
suggest that there are significant obstacles to
overcome in getting faculty to consider team-
teaching. However, once faculty consider team-
teaching as a viable option, they perceive many
benefits to engaging in team-teaching activities
and these benefits do not change once faculty
actually do engage in these activities. These find-
ings have policy implications (discussed in the
following sections) for schools and colleges that
seck to encourage more team-teaching among
faculey.

POLICY IMPLICATIONS

While team-teaching is dependent upon faculty
actions, administrative policies can be used to
promote these actions. Incorporating knowledge
regarding faculty members’ perceptions of team-
teaching into the policy development process can
help ensure that policies foster desired faculty
activities without creating barriers to those same
activities. The data collected for the present study
suggest that administrative policies designed to
promote team-teaching should be designed to
achieve two goals: (1) persuade faculty to consid-
er team-teaching, and (2) ensure that the team-
teaching experience delivers the benefits and
costs that faculty expect. The following discus-
sion focuses on policy considerations that can be
used to accomplish these two goals.

Journal of Academic Administration in Higher Education

Incentives to Persuade Faculty to
Consider Team-Teaching

Evidence for the critical importance of using in-
centives to stimulate desired initiatives has, in
recent years, been made very clear (Levitt and
Dubner 2005 & 2009). From the point of view
presented in this article incentives and adminis-
trative policies are considered to be related. In-
centives can stimulate the activities considered
necessary to attain stated objectives and clear and
relevant administrative policies can aid in sus-
taining these activities. Incentives can take many
forms in order to correspond to a wide variety of
motivating factors:

o Financial incentives (c.g., $2000 for devel-
oping a new team-taught course)

o Faculty development opportunities (e.g.,
support faculty attendance at conferences/
seminars that allow faculty to expand

their knowledge bases)

e Course releases (e.g., reduce teaching loads
to allow faculty time to develop team-
taught courses)

o Evaluation exclusion (e.g., allow faculty
to exclude evaluations from team-taught
courses from their performance evalua-
tions when the course is initially taught by
the faculty member)

Ensuring a Quality Team-Teaching
Experience through Faculty Leadership

Team-teaching initiatives should be led by fac-
ulty who volunteer to champion the concept of
team-teaching and/or lead team-teaching efforts
for specific courses. These faculty volunteers are
likely to be viewed as credible advocates and thus
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their advocacy efforts are likely to be more fruit-
ful. Implementing a program of team-teaching
requires the attention and efforts of a “concept
champion” and eventually individual “course
leaders”. Successful team-teaching initiatives rely
heavily on the service of volunteers who will de-
velop the requisite course schedule, specify the
educational materials and assignments to be in-
corporated within the course and state both the
teaching and learning objectives of the course
(Davis 1995). The team must also arrange a time
period(s) for the course; pilot test offering(s) and
methods for evaluating the course and assessing
its learning objectives (Cowan, Ewell and Mc-
Donnell 1995, Cohen, DeMichiell and Manning
2003). All of these activities are components of
a faculty member’s workload and all are related
to his or her teaching performance and teaching
evaluations.

Policy Statement

A formal written policy regarding team-teaching
could provide a mechanism for engaging faculty
in conversations regarding team-teaching that
could lead to an increase in the number of fac-
ulty who would consider team-teaching (please
see Appendix for a sample policy). A statement of
policy regarding team-teaching must address the
issues and answer the questions that are raised
by faculty members (Robinson & Shaible 1995,
Goetz 2000, Yellowley & Farmer 2005). Given
the negative issues that could arise from team-
teaching, the policy should address the following

elements:

e Teachingload issues: The policy should
state the impact that team-teaching will
have on the faculty member’s teaching
load. It is recommended that team-taught
courses count the same as sole-instructor
courses when calculating the teaching load
for individual faculty members.

e Impact on Tenure and Promotion: The
policy should include language that as-
sures faculty that their team-teaching
efforts will be recognized as legitimate
teaching and/or service activities when
presented within the documentation used
to evaluate faculty for contract renewal,
salary adjustments, and tenure and promo-
tion.
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CONCLUSION

Team-teaching and cooperative curricular re-
vision and innovation are group activities that
stimulate faculty members to work together.
They must, however, also realize that these im-
portant activities are not likely come about spon-
taneously. And so administrators at all levels
should be prepared to offer directions and incen-
tives to stimulate those activities which are in the
service of both long and short term objectives.
On the other side of the interaction, faculty may
also recognize the necessity and importance of
cooperation in achieving both long and short
term objectives. They will respond to incentives if
and only if the administration adheres to a stated
policy which governs how these cooperative ac-
tivities are defined and especially how they are
recognized, evaluated and, beyond the limited
period of initial incentives, how these activities
will be rewarded.

The right combination of incentives and policy
matters means that both the faculty members
and the administrators can get what both parties
are likely to want. Both groups can benefit from
positive program recognition; increasing enroll-
ments in programs; increased revenues from tu-
ition; enhanced levels of scholarship; the conti-
nuity of cooperation and , not to be understated,
security.

In conclusion clear statements of policies cover-
ing expectations, incentives and rewards must
be communicated to and understood by faculty
members. The policy could be as simple as stating
that “development activities are considered as an
integral part of the faculty members’ workload.”
Or it could state that “released time for course
and program development is a matter to be de-
cided at the discretion of the chair(s) contingent
on the needs of the college.” The final language
of the policy must be discussed, agreed upon, an-
nounced, applied and reinforced. The important
point is to assure faculty members who engage in
course development and innovative course deliv-
ery efforts that these efforts will be recognized.
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Innovative Team-Teaching: Faculty Perceptions and Administrative Policies

APPENDIX

A Sample Policy for
Participating in
Team-teaching

Some of the proposals for curriculum revision
and program development currently being con-
sidered require the coordination and integra-
tion of course content. Meeting the objectives
addressed by these proposals, or at least, that
are implied within them will require course de-
velopment and course presentation by teams
composed of faculty members within individual
departments and between different departments
within the College. Other proposals will require
team development and teaching by faculty from
Commerce and other colleges within the univer-
sity.

Team course and program development and
team-teaching is a departure from the standard
operating procedure within the college. Because
these activities must be factored into the facul-
ty work load and departmental operations, we
needed a set of agreed upon policy statements
The policy statements should have to be simply
stated, clear to both faculty and administrators,
and as fair as possible to the individual faculty
members and to the departments, and colleges
involved. In sponsoring and implementing team-
teaching.

There are three major categories of activities
which require policy statements. These are as fol-
lows:

1. Team Development:

Individual Teaching

This activity involves a team of faculty
members within the same department
or from two or more departments who
work together to develop a new course;
a sequential program of courses, or to re-
vise a single or sequence of courses. Once
developed, the new or revised course or
courses in the program would be taught
by individual faculty members.

For example, within the Department of
Economics, two faculty members have
worked together to develop a new course
called “Business Conditions Analysis.”
This course was designed to be a require-

ment for the MBA program(s) and to be
taught in several sections by individual
faculty. Another course, “The Global
Economy” was revised by faculty from
several departments and is scheduled
to be taught in several sections by indi-
vidual faculty members. Another course,
“Communication 499” was developed
by three faculty members from different
departments and will be taught by the
three as a team.

Faculty teaching loads, credit hour gen-
eration and reporting are matters already
covered by departmental and college pol-
icies. For the team course development
and team-teaching initiatives mentioned
above the college administrative com-
mittee and, most especially the depart-
mental chairs, require a unified policy re-
garding the inclusion and recognition of
development efforts as important com-
ponents of a faculty members’ workload.

Reporting of activities related to course
development was included in the teach-
ing portfolio distributed to each faculty
and these activities were to be consid-
ered in rating a faculty member’s overall
performance evaluation. The uniform
policy, therefore, must distinguish be-
tween development efforts which are
considered part of the normal work load
and those activities for which a faculty
member should expect p be rewarded
with released time either as an incentive
to engage in course development activi-
ties or as a reward for having engaged in
course development activities.

Because course development and course
delivery activities may occur between
two or, in some cases, among several aca-
demic departments, the policy statement
must be uniform for all departments.

Team Development:
Team-teaching.

This activity involves either an interdis-
ciplinary or an intra-disciplinary team
of faculty members who are working to
develop a new or extensively revise an
existing course or courses and teach the
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emergent courses as a team to one or sev-
eral sections of students.

The purpose of the following policy
statement is to encourage interdisciplin-
ary team-teaching in order to enhance
our overall course and program offerings.

A.

Each of the two or more faculty
members who team teach a course
offered by the the College shall
receive course credit equivalent

to one full course. In other words
the computation of the course
load of a faculty member who
teaches a course with the assistance
of another faculty member shall
not be affected by that assistance.
Each faculty member will receive
full course credit for teaching the
course.

Where more than one faculty
member teaches a course in the
College, the respective departments
of those faculty members shall
divide equally the credit hours and
any costs generated by the course,
without regard to the actual divi-
sion of labor between the faculty
members teaching the course.

Where more than one faculty
member teaches a course in the
College, the respective faculty
members will be separately evalu-
ated using the current student
teaching evaluation form.

The policy statement is compre-
hensive and clear. The credit hours
generated could be expected to fall
below those of an average class dur-
ing the pilot testing (first offering)
of the course. From that point on,
assuming multiple sections and
larger enrollments per section, the
credit hour apportionment issue
should resolve itself.
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JOINT CONFERENCE
May 22nd, 23rd and 24th 2013 in
Nashville, TN at the Holiday Inn Vanderbilt

Academic Business World
International Conference
(ABWIC.org)

The aim of Academic Business World is to promote inclusiveness
in research by offering a forum for the discussion of research in
carly stages as well as research that may differ from ‘traditional’
paradigms. We wish our conferences to have a reputation for
providing a peer-reviewed venue that is open to the full range of
researchers in business as well as reference disciplines within the

social sciences.

Business Disciplines

We encourage the submission of manuscripts, presentation out-
lines, and abstracts pertaining to any business or related discipline
topic. We believe that all disciplines are interrelated and that look-
ing at our disciplines and how they relate to each other is prefer-
able to focusing only on our individual ‘silos of knowledge’. The
ideal presentation would cross discipline. borders so as to be more
relevant than a topic only of interest to a small subset of a single

discipline. Of course, single domain topics are needed as well.

Conferences

Academic Business World (ABW) sponsors an annual interna-
tional conference for the cxchangc of research ideas and practices
within the traditional business disciplines. The aim of each Aca-
demic Business World conference is to provide a forum for the
discussion of research within business and reference disciplines
in the social sciences. A sccondary but important objcctivc of the
conference is to encourage the cross pollination of disciplines by
bringing together professors, from multiple countries and disci-

plines, for social and intellectual interaction.

Prior to this year, the Academic Business World International
Conference included a significant track in Learning and Admin-
istration. Because of increased interest in that Track, we have
promoted Learning and Administration to a Conference in its
own right. For the full call for papers and more information go to

heep://ABWIC.organd http://ICLAHE.org

International Conference on
Learning and Administration in
Higher Education
(ICLAHE.org)

All too often learning takes a back seat to discipline related re-
search. The International Conference on Learning and Admin-
istration in Higher Education seeks to focus exclusively on all
aspects of learning and administration in higher education. We
wish to bring together, a wide variety of individuals from all
countries and all disciplines, for the purpose of exchanging ex-
periences, ideas, and research findings in the processes involved
in learning and administration in the academic environment of

higher education.

We encourage the submission of manuscripts, presentation out-

lines, and abstracts in either of the following areas:

Learning

We encourage the submission of manuscripts pertaining to ped-
agogical topics. We believe that much of the learning process is
not discipline specific and that we can all benefit from looking
at research and practices outside our own discipline. The ideal
submission would take a general focus on learning rather than a
discipline-specific perspective. For example, instead of focusing
on “Motivating Students in Group Projects in Marketing Man-
agement”, you might broaden the perspective to “Motivating
Students in Group Projects in Upper Division Courses” or simply
“Motivating Students in Group Projects” The objective here is to

share your work with the largcr audience.

Academic Administration

We encourage the submission of manuscripts pertaining to the
administration of academic units in colleges and universities. We
believe that many of the challenges facing academic departments
are not discipline specific and that learning how different depart-
ments address these challenges will be beneficial. The ideal paper
would provide information that many administrators would find

useful, regardless of their own disciplines

Conferences

Prior to this year, Learning and Administration was a primary
track of the annual Academic Business World International Con-
ference. Because of increased interest, we have promoted Learning
and Administration from a Track to Conference in its own right.
For the full call for papers and more information go to http://

ICLAHE.organd htep://ABWIC.org.
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