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The 2009 New Zealand Applied Business Education Conference theme is:

EfCE : Education for a Changing Economy
2009 has heralded a world recession, which has had an impact throughout the New Zealand Economy. This recession has been wide reaching and is predicted to last for upwards of 3 years.

Many tertiary institutions have benefited from this environmental change, with more students looking for study options. These gains bring with them challenges for institutions both short and long term.

The NZABE Conference will focus on how Tertiary Institutions are responding to the changing environment within which they operate.
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Abstract

In a changing economy, businesses are searching for creative ways to continue as profitable businesses and attract customers in highly competitive markets. This study reviews sports marketing with the aim of generating a greater understanding of the sports marketing literature. Sports’ marketing is found to be categorized and provide advantages that corporate advertising has difficulty achieving. The increase in professional sports coincides with an increase in sports organizations becoming profit centred and commercial. Much sports advertising involves sponsorship. However, to date there appears to be very little information about the differences in sports marketing between amateur and professional sports in the literature. The review also indicates a lack of substantiating studies in amateur sports.

Introduction
In a changing economy, businesses are searching for creative ways to continue as profitable businesses and attract customers in highly competitive markets. The economic status is having a large affect on businesses and on the ability to attract customers while the phenomenon of globalisation has increased the amount of competition among brands and products. These recent changes in the economy put additional pressure on organisations to attract and retain customers. A particular branch of attracting customers is sports marketing that has until recently been overlooked as a means of gaining exposure in potential customers recreational interests. This study reviews sports marketing literature with the aim of generating a greater understanding of sports marketing and identify areas of further research. 

Literature Review
Sports marketing is a form of marketing in which brands use mainstream or alternative sports and high profile people associated with these sports to target a group of consumers. Sports marketing can be used to build brand awareness, support retail and sales promotions and gain an overall advantage in the market. Sports marketing examples include athlete endorsements, testimonials, event marketing and stadium advertising (Fuse Marketing, 2006).

US corporations spent $23.52 billion on sports marketing in 1990, to understand the consumer. Today, sports’ marketing is more than a US$250 billion industry in the US and continues to grow (Burnett, Menon & Smart, 1993). 

Tafa (2008) believes sports marketing gives a company the opportunity to leverage on the passion that consumers have for sports. He also believes it is one of the most effective ways to reach a specific target. Just as every product has a target of consumers, every sport has a target of fans, viewers and followers.

According to Tafa (2008) consumer’s preferences are changing on a daily basis, and marketing strategies have to follow this constant change if they want to be effective. Sponsorship is more than providing images. Sponsorship means to transfer the brand or name to the sports consumers. Sponsorship seems to create a positive association between the consumer's sport team and the company's product. However sponsorship can also affect the consumer’s attitude by altering brand beliefs and perceptions (Mason, 2005).

As a consequence companies must be flexible and ready to change their marketing procedure. Companies need to select, among all the different sports, the one which gets the highest number of people in their selected target market. They need to check television (TV) and other media coverage to understand what the competition is doing, what the sports market is doing and devise a communication plan based on it. 

Categorisation of Sports Marketing

According to Fullerton and Merz (2008) there is no consensus as to exactly what is meant by the term sports marketing except sport marketing is designed to meet the needs and wants of sport’s consumers through an exchange process. By categorizing goods and services as either sports products or non-sports products and by differentiating between traditional strategies and sponsorship-based strategies, four sports marketing approaches are identified. They are the theme-based, product-based, alignment-based, and sports-based strategic domains. 

Theme-based strategies can be defined as the use of traditional marketing strategies that incorporate a sports theme into the marketing program for non-sports products (Fullerton & Merz, 2008). For example, Ford sponsoring New Zealand Super 14 teams.

Product-based strategies are classified as sports products using traditional marketing strategies when the marketer has no official relationship with the sports entity being used in its marketing efforts. These strategies may or may not involve a sports theme beyond the product offering (Fullerton & Merz, 2008). For example, Rebel Sport is the competition sponsor for the Super 14 in New Zealand. 

Many marketers use alignment-based strategies of non-sports products with sports properties via one or more of the four forms of sports marketing previously described (traditional sponsorships, venue naming rights, endorsements, and licensing agreements). A common strategy involves a sponsor who uses an association with sports to market non-sports products; for example, McDonald's advertising and packaging feature its official partnership with the Olympic Games. Volvo uses its sponsorship of a high profile sailing event to strengthen the public's perception of the carmaker as one that exudes prestige while concurrently emphasizing safety and technology. Marketers of non-sports products have to implement strategic initiatives that allow them to capitalize upon their position within this realm of the sports marketing environment. Such initiatives are alternatively characterized as leveraging or activation (Fullerton & Merz, 2008).

Sports-based strategies are characterized by official sponsors of a sports property who are selling other sports products. Because of the role of sports in both the product and integration dimensions, this domain may reflect the greatest reliance on sports-oriented initiatives. It may also represent the least common type of strategy employed by today's sports marketers. Within this domain, the most common strategy features the marketer of sporting goods or sports apparel in a traditional sponsorship of a sports team or a sporting event. Strategies in this domain can be very effective when appealing to customers who are excited by the sports that are used in the implementation of the specific strategic initiatives (Fullerton & Merz, 2008). For example, Adidas sells sporting goods and it uses advertising that complements its traditional sponsorship of FIFA and the World Cup of Soccer. 

Sponsorship

Corporate sponsorship of sports is a fast growing form of marketing communications used to reach target audiences (Roy & Cornwell, 2001). In the US the sponsorship industry has grown from less than $1 billion in 1985 to around $8 billion in 1999 (International Events Group, 1999; McDaniel, 1999). According to the International Events Group (IEG), sporting events are the most popular event type, with an estimated 67 percent of all sponsorship money invested in sporting events. Sponsorship is viewed as a means of avoiding media clutter by enabling sponsors to identify and target audiences in terms of demographics and lifestyles. 

McDaniel (1999) cites reasons sponsorship is included as part of their marketing communications mix including consumer-oriented objectives such as building brand awareness, brand image and brand attitudes, as well as boosting sales (Crimmins & Horn, 1996; Cunningham & Taylor, 1995; Gwinner, 1997; Javalgi et al., 1994; Levin, 1993; Schrieber, 1994; Shanklin & Kuzma, 1992; Stipp & Schiavone, 1996; Ukman, 1995). Sponsorship is also used to help target consumers via their lifestyles and interests, which may indirectly improve perceptions of a sponsor's brand (Crimmins & Horn, 1996; Schrieber, 1994). Subsequently, the fit between a sport organisation and its sponsor becomes a matter of effectively targeting and reaching desired market segments with image-related messages. If the lifestyle and/or image attributes associated with a particular sport or event are not in line with the sponsor's target markets, or the sponsorship is not appropriately leveraged, the company could miss their intended audience and/or fail to convey the proper message or image (Crimmins & Horn, 1996; Schrieber, 1994; Ukman, 1995).

Mason (2005) also states that marketers strive to make positive connections with consumers through advertising, public relations, promotion, and sponsorship. Corporate sport sponsorship is becoming a very prominent marketing vehicle. Sponsorship occurs when a corporation funds a program (e.g., on television or radio) or event whereby the sponsoring corporation has promotional material included into the program or event. Originally, advertising for radio and television programs occurred in the form of corporate sponsorship (Harvey, 2001). 

Mason (2005) then goes on to say that there are two kinds of sponsorship; field sponsorship and televised broadcast sponsorship (Lardinoit & Quester, 2001). Field sponsorship refers to the placement of a logo on sports equipment or billboards at the scene of the event (Lardinoit & Derbaix, 2001). Broadcast or television sponsorship refers to a favoured practice by advertisers who want their name associated with a specific television program or its promotion (Lardinoit & Quester, 2001).

With field sponsorship there is the potential for a lot of distraction from other sponsors and the event (Lardinoit & Derbaix, 2001). The reason for this is because highly involved fans are more knowledgeable and they are more sensitive to the environment around the event (Lardinoit & Quester, 2001) as they strive to know everything related to it (Lardinoit & Derbaix, 2001). Thus, highly involved fans pick up on field sponsorship more than those not so involved while the success of TV broadcast marketing is affected by emotions generated by an event (Lardinoit & Quester, 2001). TV broadcasts have less distractions from the event (Lardinoit & Derbaix, 2001).

Advantages of Sponsorship

Mason (2005) believes that while advertising changes a consumer's perception of a specific product, sponsorship can change the perception of a specific sponsor which will rub off on the brands (Harvey, 2001). Goodwill feeling comes to the company which influences attitude and behaviour towards the brand. It is this goodwill that really makes sponsorship different from advertising. Sponsorship is also more accepted by the public than advertising (Lardinoit & Quester, 2001). The acceptance may be because people know many events would not exist without sponsorship, and a corporate sponsor hopes the consumer's positive feelings for the sponsored event will become linked with the company. 

Big sporting occasions, such as the Rugby World Cup, inevitably bring joy for some and misery for others. Centaur communication Ltd (2007) states that to minimise the prospect of a failure, competitors train hard. They analyse what they are about to confront: weather, opponents' past form, and terrain conditions. Anything that may advantage them is absorbed in the pursuit of success. Theirs is the example to follow when paying out the marketing spend that makes sports showcases possible. Getting sponsorship right can transform a brand, attract new customers, hide bad news, displace rivals and motivate employees. 

Knowthis.com (1998a) defines promotion as a form of corporate communication that uses various methods to reach a targeted audience with a certain message in order to achieve specific organisational objectives. Nearly all organisations, whether for-profit or not-for-profit, in all types of industries, use promotion to build awareness of their brand, product or service. According to Knowthis.com (1998a), this ranges from multinational firms that may spend large sums securing celebrities to serve as corporate spokespersons, through to the owner of a one-person enterprise passing out business cards at a local businessperson’s meeting. 

Knowthis.com (1998a) believes like most marketing decisions, an effective promotional strategy requires the marketer to understand how promotion fits with the product, distribution, pricing and target markets. 

Knowthis (1998b) defines advertising as a non-personal form of promotion that is delivered through selected media outlets. Advertising has long been viewed as a method of mass promotion in that a single message can reach a large number of people. But, this mass promotion approach presents problems since many exposed to an advertising message may not be within the marketer’s target market, and thus, may be an inefficient use of promotional funds. However, this is changing as new advertising technologies and the emergence of new media outlets offer more options for targeted advertising.

Advertising has had a history of being considered a one-way form of marketing communication where the target market is not in position to immediately respond to the message and seek more information according to Knowthis (1998b). But now advertising is quickly moving away from a one-way communication model and is now becoming one that is highly interactive. The internet has changed marketing away from advertising as one-way message broadcasting to two-way interaction and shift of marketing power away from the advertiser to the consumer who can, for instance send positive or negative blogs, emails, messages to chat groups around the world in a matter of hours (Tapscott, Ticoll & Lowy 2000). 

According to Bennett (1999) sponsorship seeks to achieve favourable publicity for a company and its brands within a certain target audience. As brands are so similar to competitors’ brand identity, sponsorship aims to project a corporate image rather than relate a brand's unique attributes to the known characteristics of target groups.

Bennett (1999) believed that sponsorship can appear to potential customers as less commercial than conventional advertising. Against this however is the possibility that message impact and recall may fall dramatically soon after a sponsored event. 

Potential sponsors have a lot of entities and activities which they can choose to support. These include sports, arts, community activities, charities, teams, tournaments, individual personalities or events, ad hoc competitions, fairs and shows. Sports sponsorship is by far the most popular sponsorship medium, accounting for at least three-quarters of all sponsorship spending in both the UK and the US (Thwaites, 1995) and offering high visibility, extensive television and press coverage, the ability both to attract a broad cross-section of the community and to serve specific niches, and importantly the capacity to break down cultural barriers (Sleight, 1989).

Bennett (1999) explains that spectators are exposed to posters located around the perimeters of playing areas and believes team sponsors, as opposed to businesses that simply advertise on perimeter billboards, expect far more from their investments than the exposure they get. A sponsor will hope that team supporters will mentally attribute desirable characteristics to the sponsoring company or brand in consequence of its endorsement by team players. Player endorsements provide spectators with an external valued opinion of the calibre of the company or brand, projecting unique signals that hopefully help fans identify and remember the sponsor's advertising communications.

Professionalisation of Sports

Mason (1999) explains that there are several factors that distinguish professional sports from other businesses, including stadium lease arrangements, broadcasting rights, territorial rights in geographic markets, and the capital depreciation of player contracts (Daly, 1977; Noll, 1974; Zorn, 1994). One of the most notable distinctions that sport has is the relationship it has with its consumers. As explained by Whannel (1992, p. 200), "while there are clearly aesthetic pleasures in merely watching a sport performance, the real intensity comes from identifying with an individual or team as they strive to win". This has helped make sport a vehicle for the promotion of corporate interests, whereas when professional team sport emerged in the nineteenth century, the relationship between sports teams and fans relied upon community ownership and involvement as is still the case with much European sport (Taylor, 1992). Now an American model of private ownership is now influencing professional sport throughout the world (Nauright & Phillips, 1997).

Professional sports leagues are often able to operate as monopolies (Quirk & Fort, 1992), as historically the organisation has controlled elite-calibre competition in their given sports. This has been achieved through merging with rival leagues (Cruise & Griffiths, 1991; Harris, 1986; Pluto, 1990), and expanding leagues to preclude new entrants into the market (Ross, 1989). In doing so, leagues have been able to achieve an enviable position, with few substitutes for professional sports (Nester, 1990). The growth in the professional sports industry over the years, combined with an increase in corporate involvement would suggest that the monopolistic power held by leagues in producing, marketing, and selling a unique product has transformed sport altogether. 

Euchner (1993) believes that professional sports leagues are now a part of the powerful entertainment industry. According to Eucher (1993) the global marketplace has made sports less attached to specific places, particularly those which have world-wide appeal, such as soccer. In effect, fans of professional sports can follow their favourite teams or leagues despite the fact that they may be operating out of cities in other parts of the world. Satellite television, the Internet and other technological advances hasten the process of delocalisation within the European sporting community.

Stier and Schneider (1999) explain that one of the major responsibilities of sport managers is the financial health of their sport, recreation or athletic entity (Wieberg & Witosky, 1991). Sport managers in the 21st century face a growing challenge in terms of providing quality and competitive sport programs for their constituencies. 

According to Stier and Schneider (1999) inflation, increased popularity of sports, and an increase in the number of participants are three of the reasons for financial challenge. Also, many central administrators are reluctant or unable to fully fund sport programs. Sport administrators are now expected to generate resources from outside the organisation via external fundraising. Rarely will a single sport manager be able to operate alone in the planning, organising and implementation of a major fundraiser. People, either paid or volunteers are needed. 

Stier and Schneider (1999) believe donations are made for any number of reasons, but essentially, people contribute to or buy from fundraisers for three basic reasons. First the donors perceive that the group is deserving of support and the individuals subscribe to the same philosophy as the organisation (Stier, 1994). Second, if the money raised will go to a worthy cause there is greater likelihood of people to support them. Third, the item that is purchased is worth the money in terms of its inherent value and the convenience of being able to secure it direct from the representative of the sport organisation - the supermarket approach (Bronzan, 1984). The purpose of the fundraising project needs to be thought of as worthwhile by potential supporters and contributors (Hall & Mahony, 1997). 

Gwinner and Eaton (1999) believe brand associations are developed from a variety of sources including brand and product category experiences, product attributes, price information, positioning in promotional communications, packaging, user imagery and usage occasion. Brand associations can be influenced when a brand becomes linked with a celebrity through an endorsement or linked with a sporting event through sponsorship activities. The celebrity or event image is transferred to the brand. 

Wolfe, Meenaghan and O’Sullivan (1997/1998) believe sport has the capacity to build a media audience while, likewise, media have the capacity to build awareness and an audience for a sport. According to Wolfe, Meenaghan and O’Sullivan (1997/1998) the media are important to sport, but the inverse relationship, that of sport to media, is equally important. Sport has been used very successfully as a marketing tool by the satellite television channels to penetrate markets, and to build audiences and awareness of the sport. Sport represents a proven audience generator for all media today. 

Wolfe, Meenaghan and O’Sullivan (1997/1998) believe that because of media interest in sport as program material capable of attracting audiences, the corporate marketer has become a partner in the commercialisation of sport through advertising support and sponsorship. The influences of commercial sponsor and media have forced sports bodies to become more market and commercially oriented (Wolfe, Meenaghan and O’Sullivan, 1997/1998). According to Wolfe, Meenaghan and O’Sullivan (1997/1998) sport has always attracted audiences and therefore media have always shown a strong interest in sport for that reason. Sport has been proved to be the strongest force in building pay television subscriptions of all sorts, more so even than films. Sport also draws in the `elusive upmarket' male viewer to pay television and indeed to free terrestrial television. So broadcasters are willing to bid for sports rights.

Burnett, Menon, and Smart (1993) also find differences in sport marketing between professional sports and amateur teams. Professional teams typically are involved with commercial consumer product marketing and amateur teams are mostly helped from community funding (Burnett, Menon and Smart, 1993). 

Conclusion

Large amounts are spent on sports marketing (Burnett, Menon, & Smart, 1993) and the marketing of sports reaches a wide audience in recreational lives. Studies of sports marketing are far fewer than those studies of general consumer marketing and consequently there is much unknown about the practice. Fullerton & Merz, (2008) categorised four types of sports marketing, differentiating between sports products and non sports products and traditional strategies and sponsorship strategies.

A number of marketing approaches is available to sports organisations. The most researched approaches appear to be those associated with products, partly driven by commercialisation such as advertising, sponsorship, professional profit centred organisations, and fund raising. Much of the research is not expected to relate to amateur organisations due to limited funds available to the minor sports organisations. Stier and Schneider (1999) indicated that limited and restricted funding drives organisations to contribute and support fund raising activities.

Corporate sponsorship of sports is a large monetary practice (see International Events Group, 1999). Influencing consumers can be effective through the use of corporate sports sponsorship (Mason, 2005) and sponsorship allows identification and targeting of audiences by demographics and lifestyles. 
Sponsorship has been classified into two groupings by Mason (2005). There is field sponsorship and televised broadcast sponsorship. Field sponsorship allows brand or product placement at the scene of the sports event, while televised broadcast sponsorship associates the name of the brand or product with the sports television program. Sponsorship by corporate entities has the benefit that the sponsor’s image is projected to an audience and the sponsorship can appear less commercial than conventional advertising (Bennett, 1999).

Marketing of sports differs from traditional business advertising. Team sponsors expect more from the investment than advertising (Bennett, 1999). Also, a number of other factors are not present in other business advertising (Mason, 1999; Daly, 1977; Noll, 1974; Zorn, 1994). The consumer sport relationship distinguishes sponsorship from corporate advertising (Whannel, 1992), however private ownership affecting sport has changed sport marketing (Nauright & Phillips, 1997).

To date, there appears to be little information about the differences in sports marketing between amateur and professional sports in the literature. In addition, there is little research into sports marketing of the amateur and other minority sports. Much of the research appears to apply to professional sports and sports heavily commercialised and televised. There is much research to be done on the not-for-profit and voluntary organisations that dominate New Zealand recreational activities.
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Abstract

Management accounting has gone through a period of transition and research has attempted to identify the practices that management accountants do in their positions. Surveys have been used extensively in the literature of the practices of management accounting. Previous studies have used postal surveys to identify the management accountant’s role. Few surveys find consistent use of techniques. Traditional surveys have the disadvantage that the survey relies on the person with the information voluntarily responding. 
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Introduction

The use of surveys is a common practice among business research. Surveys have the advantage that questions can be directly asked of the subjects. Surveys also come at a cost of being intrusive to the respondent and, if poorly designed, the sample potentially not representing the population. 

Surveys have been used extensively in the literature of the practices of management accounting. Management accounting has gone through a period of transition so much research has attempted to identify the practices that management accountants do in their positions. 

The impetus for management accounting has come from technology (Dyer, 1999), globalisation and competition (Ross, 1990), changed processes (Boer, 2000), as well as self criticism (Kaplan, 1984; Johnson & Kaplan, 1987). The changes have inspired the development of advanced management accounting techniques such as economic value added, the balanced scorecard, and activity based costing and management.

The management accountant’s job role has changed (Refer to Burns & Vaivio, 2001; Burns, Hopper, & Yazdifar, 2004; Siegel & Sorenson, 1994). Management accounting is not a static profession. There have been many changes and as such, the activities that a management accountant conducts today are different than yesterday. 
The remainder of this paper is devoted to discussing surveys of management accounting practice. The following section reviews previous literature of the techniques used by management accountants. The final section concludes.

Previous Research

Some of the early studies, on the use of management accounting techniques, were reviewed by Scapens (1984). The studies in the early 1980s revealed that simple quantitative models were being used and that US organisations used quantitative models more than UK organisations. Absorption costing was widely used with no citations of any advanced management accounting techniques. This section of the paper reviews; recent international studies surveying technique adoption, surveys that use Likert scales, other surveys that rank management accounting techniques.

International Surveys of Technique Adoption

The typical activities and techniques undertaken by management accountant practitioners have been referred to by Lander and Reinstein (1987) as a common body of knowledge. The common body of knowledge was found to be techniques of internal controls, operating budgets, and standard costing. Robinson and Barrett (1988) found that potential practitioners typically needed to also be familiar with absorption costing.

A 1990 UK survey reported by Bromwich and Bhimani (1994) indicates that the cost management techniques most commonly used or planned to be used by UK firms were; ABC, cost modelling, and costs of quality. Other techniques were; target costing, strategic management accounting, and throughput accounting.

Bromwich and Bhimani (1994) concluded that traditional techniques such as standard costing and budgetary control systems were still being used and new systems had developed without regard for managers’ requirements. 
Another UK study (Drury, Braund, Osborne, & Tayles, 1993) found that allocation methods such as plant wide rates and labour based rates were being used because of their simplicity. ABC was widely considered, but not used extensively. Standard costing, payback analysis, and target profit and return on investment were widely used. Management accountants still appeared concerned with product costing and profitability. The survey by Drury et al. was consistent with the 1990 UK survey that found target costing and ABC was widely used. The high use of performance measures, such as return on investment, found by Drury et al. was not evident in other surveys.

There also appears to be a tendency towards increased emphasis on non-financial indicators, as opposed to financial indicators. From a 1993 study of ten UK firms, Cobb (1993) found that operational indicators were being used more often than before, and these were being used in place of financial measures.

In summary, the results of the international surveys of technique adoption are not consistent. Other than the technique of standard costing and target costing, there are many topics listed that do not appear more than once in any of these surveys. The earlier and latter studies stated above find wide use of the standard costing technique but indicate no consistent pattern over time. 
Some of the inconsistencies are due to data from different samples by country of type of business. Much of the results and inconsistencies can also be attributed from different survey methods. The following sections illustrate this point.

Surveys Using Likert Scales

Edwards and Emmanuel (1990) surveyed practitioners in Scotland by using a questionnaire comprising Likert scales to rank predetermined management accounting techniques chosen from two peer reviewed accounting journals. The results from 44 questionnaire responses indicated that practitioners placed emphasis on technical aspects more than organisational and societal issues. The technical issues that were considered to be more important to practitioners were budgeting and product pricing. Comparing the survey results to the topics in research journals showed that there was a divergence between practitioner’s views of important techniques and the views of researchers. 

One example of this divergence can be seen in regard to activity based costing. There is widespread support from academics that activity based cost allocation systems should be used. Yet, in 1993 the majority of New Zealand organisations allocated overheads using volume related bases (Ainikkal, 1993). The use of volume based allocations suggests that management accountants in New Zealand have been using traditional techniques rather than advanced techniques such as ABC. A further NZ survey conducted ten years later by Hawkes, Fowler, and Tan (2003) showed that the advanced techniques of ERP systems, costs of quality, variable costing, and other advanced techniques had lower importance ranking than traditional techniques. 
The questionnaire of Hawkes et al. (2003) included 21 preset techniques that asked respondents to provide a Likert rating for each technique. The conclusion, based on 24.4% of the mailed questionnaires, was that there exists a gap between perceptions of academics and practitioners. These findings confirm those of Knight and Zook (1982), suggesting that this issue had changed little over the intervening twenty years

Ranking of Techniques

One of the latest reported postal surveys of the views of management accountants in the UK found that traditional techniques (such as budgets, variance analysis, and forecasts) were still considered important (Yazdifar, 2005). Respondents were asked to state the five most important techniques out of 32 and then the survey responses were disaggregated into parent and subsidiary organisations. The results of the survey showed business performance evaluation, budgets, strategic management accounting, variance analysis, and rolling forecasts were the most important. There was no significant difference between parent and subsidiary organisations.

However, for preset techniques to be stated in a survey there needs to be a prior judgement of techniques that adequately reflect the practices of management accountants. For survey results to be reliable, the techniques stated in the survey questionnaires need to already represent the practising techniques. 
A survey conducted prior to Yazdifar was Adler, Everett, and Waldron (2000). Adler et al. conducted a survey that asked management accountants, at New Zealand manufacturing businesses, to indicate the techniques adopted in the business. While many studies have focused on particular techniques such as ABC or target costing, Adler et al. provided a questionnaire that included a vast array of management accounting techniques to provide a fuller set of response options. Respondents were asked to rank in order the most used to least used. A judgement sampling method was chosen to achieve a response rate of 19%. 
Traditional management accounting techniques, such as full costing, direct costing, and standard costing, were found to be used more often than advanced management accounting techniques, such as strategic management accounting. The study by Adler et al. (2000) is generally consistent with the lack of adoption of advanced management accounting techniques as stated by the Ainikkal (1993) and Hawkes et al. (2003) studies, but is inconsistent with respect to individual techniques. Adler et al. found higher adoption of ABC and cost of quality techniques and also that larger firms were more likely to use modern accounting techniques, though many firms planned to make changes in the years that followed.

The inconsistent results of the various ranking studies could be attributed to, among other reasons, widely differing use of the management accounting techniques. When individual ranking responses are aggregated then a few diverse responses may alter the outcome. Milne (2001) illustrates the result of aggregating ranking results of research journals. A few diverse rankings can change the order of the aggregated results. 

Large manufacturing firms were selected and surveyed, by Chenhall and Lanfield-Smith (1998), for a widely published study of Australian manufacturing firms. The response rate was high, at 56%, compared with other studies. There were a total of 78 responses after the second mailing. The survey asked accountants whether the business they worked in had adopted the management accounting technique stated in the survey. The results showed relatively high rates of adoption for all of the techniques, with the lowest adoption rate 38% (for target costing). The high adoption techniques (budgeting, benchmarking, performance evaluation, planning, and forecasting) were adopted by 90% or more of the firms. Suggested reasons for the unusual high adoption rates were due to the chosen firms being large, and the situational differences of Australia. 
Novel Survey Instruments

Garg, Ghosh, Hudick, and Nowacki (2003) analysed a survey of Institute of Management Accounting (IMA) members using the Web and e-mail. The IMA state worldwide membership, though that membership is mainly the USA. Other members are from the Middle East, Europe, and Asia. The survey was unlike many other surveys in its use of an electronic questionnaire. The survey had a response rate of 9% that was much lower than other surveys of management accountant techniques. The survey respondents were mainly (39.8%) from the manufacturing industry sector. Financial services (15.5%) and retail (5.1%) made up smaller proportions of the industry sectors. Small and large organisations provided similar responses. 
The survey by Garg et al. (2003) found traditional management accountant techniques are still widely used and new cost management techniques are not considered a priority. The survey also found that the most widely used techniques were operational budgeting, quantitative techniques, traditional costing, and overhead allocation. The techniques used widely also included ABM, standard costing, capital budgeting, breakeven analysis, and transfer prices. Other techniques which were new management accounting developments such as the balanced scorecard, value chain analysis, and supply chain costing were not adopted to the same extent.

The previous surveys typically show that advanced management accounting techniques are used less or considered less important than traditional management accounting techniques. The techniques cited most often as being used in practice are standard costing, budgets, and forecasting. However, the different results of the surveys show that there is little consistency in the specific techniques used in practice. The contradictory results of the surveys make it unclear as to what skills and techniques are being used in management accounting practice.

Summary

The methods used in previous surveys collect the views of practicing management accountants through the use of surveys and Likert scales. The survey respondent may be uncertain of the answer or responses hastily completed with little thought of the actual answer. The respondent also needs to clearly understand the terms used for the different techniques. The scales require respondents to make a value judgement that may have skewed responses (For further discussion see: Baumgartner & Steenkamp, 2001; Hood, 2003; Krosnick & Alwin, 1989; & Mattila, 1999). Interpretations of the survey results provide indications rather than compelling conclusions. 
The survey methods reviewed above require responses to questionnaires. The responses are open to apparent respondent misunderstanding and social desirability bias (Adler et al., 2000, p. 134). The definition of techniques may not be known by all respondents. The surveyors themselves are aware that the reported rates of technique adoption are “tentative at best” (Bright, Davies, Downes, & Sweeting, 1992, p. 204).

Surveys use a sampling method to represent and generalise the findings to the remaining population. Few surveys use random sampling and the mail surveys reviewed above use judgment sampling to choose firms that are typical firms. Judgment sampling has inherent biases. A few of the surveys base the selection on large firms and only of manufacturing firms. Service firms are excluded unless convenience sampling is used to select members that belong to an organisation such as IMA or CIMA. With any of the sampling methods, the chosen person is required to answer the questionnaire with respect to the techniques that the surveyor uses rather than what techniques the management accountant actually uses. 

Some of the surveys used for management accounting practices did not use Likert scales. The surveys asked respondents to fill in the techniques that they use or find important. Each survey method has advantages and disadvantages of integrating bias into the samples. 

Of the various methods of establishing what organisations are demanding from management accountants, the studies discussed here all used forms of surveys of management accounting practitioners. The surveys of management accountants typically, have a response rate that is often less than 25% (for example see Adler et al., 2000; Garg et al., 2001, Hawkes, et al. 2003). For those surveys that do receive a response rate higher than 25%, the survey has a small sample size or relies on Likert scales. 
Whether the response rate is low or high the surveys still have the inherent issue that responses are only from those that are willing to fill out a survey questionnaire. These survey methods have the disadvantage that those responses from management accountants without time to complete the survey, or those that do not feel a need or will to complete the survey, are missed. Therefore the selected sample may be biased.

The bias or sampling error is typically referred to as non-response error (Barnett, p. 58, 1991). The survey response rates of the management accounting research are as low as 9%. The response rates of management accounting surveys reflect the 9% to 20% median non-response rates of mail surveys (Christianson & Tortora, p. 247, 1995). The complete non-responses may be excluding a portion of the population of management accountants, such as those not interested in the survey or those that are too busy to answer the questionnaire. Adler et al. (2000) provide some signals to the non-responses. 

While the Australian study provided the highest response rate of 56%, the Australian study also had unusually high responses of adopted techniques compared to other studies. There still remains a non-response bias and a sample selection bias. In addition to the non-response bias and sample selection bias, sample size is often small and secondary mail-outs are essential to achieve high response rates. 
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Abstract

Programme management appears to be becoming more “professionalised” in the ITP sector in order to meet several TEC expectations (2007), such as high student success rates. McCarthy (2005) raised the matter of retention, covering work of Scott (2005) and others. This paper presents a case experience at one institution towards further work on this very important matter. We are reporting our experience in analysing data for the management of student success in one programme with very high International student numbers, where the Code of Practice for the Pastoral Care of International Students (2003) also applies. We noticed overall good pass rates, but also a tendency for students to fail either completely or not at all. We also noticed a relationship between attendance and pass rates. We especially became aware of the need to take more than an elementary on-the-surface look at data, as it could be very misleading and unsatisfactory for everybody involved. More formal research can now be planned. We believe our insights and process would be useful to others.

Introduction

TEC stated several expectations regarding learning outcomes, including bottom-line measures such as completion and retention (2007). Acknowledgement needs to be made evident in the documentation of each institution, such as in business plans (TEC 2007, TEC 2008), reports and quality systems activities (TEC 2008).

McCarthy (2005) raised the matter of retention at an NACCQ conference (on IT teaching at ITPs), covering work of Scott (2005) and others. McCarthy’s paper focussed on actions that could be taken while we share some of the complexities of interpreting data for making decisions about possible actions.

The Graduate Diploma in IT (GradDipIT) at Wintec is open to students already holding a degree in any field. During the 2008 academic year student numbers grew dramatically, and students were, with almost no exception, from India on International student visas. At the end of the year, as part of end-of-year results processing and in preparation for our Annual Programme Report, we asked ourselves questions about overall outcomes. We looked at pass rates, class attendance and student satisfaction, all required by TEC to be managed closely. Insights for the next intake were valuable. 
The benefit of analysing a programme with mostly International students is that we can experiment in an environment where TEC have a reduced vested interest. This can then feed enhancements elsewhere, apart from the obvious benefit of looking after International students as indicated in the Code of Practice for the Pastoral Care of International Students. 
GradDipIT had its first intake of students in 2001. The latest year with “settled” figures is 2006. In 2007, the numbers include a significant group who began in summer school (November 2007) so some of their final outcomes are not yet known. 

Completion

Completion is easy to define, being those students who graduate with the qualification. The GradDipIT is a one-year, full time programme, which may also be done over two or three years part time. No analysis of time taken to completion has been done. Completion figures have been restricted to programme only, as module statistics are time-consuming to obtain and analyse and do not indicate the success of the qualification.

The two charts below show completion rate history from 2001 to 2007. The aggregated completion rate for 2001-2007 is 62% - that is, of all enrolments, 62% have graduated or are still in progress and enrolled. This means of all the students who enrolled since 2001, nearly two thirds were awarded the qualification. 
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Figure 1: Overall Completion Proportions

NOTE: This graph groups cohorts of students together. That is, a student who enrolled in 2001 and graduated some time later will have his or her graduation shown against 2001, even though it may not have happened until 2002 or later.

In addition to those who completed the qualification, a further 13% have passed all modules attempted but have not completed. The nature of the GradDipIT is that many students are in full time employment, which can mean that other priorities intervene from time to time. In theory, this 13% could return to complete their GradDipIT, so there is a potential completion rate of 75%. 
Of those left, 2% transferred to other qualifications within Wintec, and 23% failed modules and did not return. This proportion is of concern to us but we were unable to clearly determine reasons. 
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Figure 2: Completion Trend

The completion rate for GradDipIT in 2006 was 53%. That is, 53% of the students who enrolled that year completed their studies successfully and were awarded the qualification. This compares favourably with Wintec’s reported actual figure for 2007 across all programmes of 49%. Several students then completed the remaining modules in 2007, so by then end of that year the number of successful students from the original intake was substantially higher. 

In Scott’s study (Scott, 2005), the first comprehensive longitudinal study of tertiary completion rates in NZ, he reports a rate of 46% across the five years from 1997, declining to 41% across 2001 to 2005. These figures are for undergraduate level 7 programmes – graduate diplomas are not specifically shown as a group. There should be a slight advantage for GradDipIT here because of its one-year duration compared to an average of three years for undergraduate degrees. The comparative figure for post-graduate certificates and diplomas from 1997 is 49%, which may be a truer comparison. The 2001-2005 figures for this group are not quoted. Another study (Tertiary Education Strategy, 2007) provides very similar figures.

So, in summary: GradDipIT 53% and rising (refer trend line on graph), Wintec lower at 49%, NZ-wide also lower at 49% and dropping. 

Retention

Retention is a more difficult concept to define. We defined it as follows: if a student enrols in any one year and either completes the qualification or re-enrols in the following year, he or she is counted as “retained”. 

This may be expressed as follows: R = [((students completing within Y1) + (students returning to Y2)) / (students enrolling in Y1)] * 100 where R = Retention Rate Percentage, Y1 = first year of enrolment, Y2 = second year of enrolment. All student numbers reflect actual students, not EFTS.

The 2007 figures may skew the results a little since enrolments significantly increased and students started over Summer School of 2007/8. But any “late” retention problems for those starting in the 2007 summer school will reduce the retention rate for 2008, so it will self-correct in the end.

The GradDipIT has an average retention rate of 81% since its inception. One poor year of 62% (2006) is balanced by five years where the rate was above 80%, and 2007 is sitting at 89%.

Wintec’s annual report (Wintec, 2008) has a course retention figure but for measurement of programmes it uses what it calls Attrition Rate. From the limited information given (ibid., p.25) it appears reasonable to assume that it corresponds closely to the above Retention Rate definition. The Wintec figure is 49%, so GradDipIT at 81% average is performing exceptionally well. 
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 Figure 3: Retention trend
Neither Scott (2005) nor TES (2007) provide Retention or Attrition figures, so we are unable to make to industry comparisons. 

The definition of Retention is not very clear and consistent across practitioners and the concept of Attrition is sometimes introduced without clarifying its definition and measurement. More work will be required on the matters of clarifying for meaningful study. In the meantime it seems obvious that continuation of practices to ensure high completion rates and good student satisfaction levels remain important and must continue.

Considering the International proportion

Over the life of the GradDipIT, International enrolments have totalled 41% of all enrolments, but this is heavily weighted towards the latter years. For 2008, the figure is 87%, and for semester 2, 2008 it is sitting at 92%.
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Figure 4: Proportion of International

The next graph shows a declining trend of qualification completion. Coming from a low base of very few International students in 2001-2002, one could say that some of the increase in non-completions is simply reflecting the growth of student numbers. 
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Figure 5: Completion proportion trend of International students

We have obviously noticed a proportional increase in students failing at least one module in the standard period of the programme (one year). They will then redo that module during the next year, so will remain “in the system”. That is the gap between the columns “Enrolled” and “Graduated or still enrolled”. Of all enrolments, 83% have either graduated or are still in progress and enrolled.
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Figure 6: Completion volumes of International students

We noticed that International students have much better completion rates than domestic students. Reasons for this include the fact that some of them already held degrees in IT, albeit not from institutions with strong reputations. However, most domestic students have IT industry experience, which should also be in their favour for achieving success. Against that possible benefit is the fact that work experience is usually in only a limited area of that which a qualification such as GradDipIT provides, and that most students study part-time, having family and work responsibilities. Having said that, we don’t really know why completions differ and did not study it. 

Neither Scott (2005) nor any TEC statistics indicate performance of International students specifically. 
Summary

The important figures are shown again below for comparison purposes, and to bring everything together.

Two matters are concluded: First, that GradDipIT is currently performing well on these particular bench-marks, and secondly that resourcing issues must be carefully thought through and given priority because of the influence of the high number of International enrolments. Although overall numbers are not large, the proportion of Internationals is surely at one of the highest levels within Wintec.

Table 1: Completions overview

	GradDipIT

2006
	GradDipIT

INTs Only

2006
	Wintec

2007
	New Zealand

2001–2005

	53%
	67%
	49%
	c. 41%


Table 2: Retentions overview

	GradDipIT

2007
	GradDipIT

INTs only

2007
	Wintec

2007
	New Zealand

2001–2005

	89%
	88%
	49%
	


Further analysis

One might first be tempted to ask whether any completion rates are important for courses where the majority of students are not funded by TEC. However, it is in the interests of these full fee-paying students, and obviously the reputation of the institution and country, to manage all student success satisfactorily. 

The next question concerns the high success rate of this programme. What are we doing to get such good results? One area where we make special efforts is in pastoral care. Indian International students do require more in this area than domestic students. For example, the programme manager sees domestic students on average once, maybe twice, per year. Indian International students average about two visits, and up to five visits, per semester! We also have an Indian staff member who is allocated some time each week just to be available to these students on an informal basis. Part of her role has been to organise occasional social events to assist this particular community of students.

In the last couple of years, we have dramatically improved the student learning environment, with a 24-hour student hub providing study and associated facilities (cafeteria, library) in one large space.

Probably, though, we have to acknowledge the motivating effect of large fees, often borrowed from extended family, and family expectations that give the students the impetus to succeed. We have observed very strong commitment to success from most of our International students and it just may be that the increase in plagiarism that we have also experienced is simply a manifestation of this commitment (but that’s another paper!). 
There seem to be several matters regarding definition of metrics that will need to be sorted out for proper benchmarking. A most fundamental matter would be the period in which study was expected to have been completed, considering that this qualification typically draws working people for part-time studies. 

Considering that a significant proportion of students do not complete the qualification in one year, it might be worthwhile for diagnostic purposes to analyse results at module level of the qualifications. The critical matters here would be whether there are any modules where failure rates are generally worse than any others.

Having said that, we are of the view that completion and retention rates for this qualification are relatively satisfactory, and even impressive. There are, however, several matters for management and also further study. 

The proportion of International students is very high. It is our experience that they require more resources, mainly of effort and time. Increased pressures on School resources (continued staff reduction) are increasing operating risk, with a likely decrease in student outcomes and worsening staff experiences. 

The matter of class attendance obviously must continue being closely managed for visa purposes and because of the causal association with completion/retention for at least some students. One of the reasons for absences could be that students are not coping, so are already falling behind, and for that reason, close management might be beneficial. Having said that, we feel that the whole matter of class attendance and its relationship with student success might still be worthy of further study. This is especially needed in the emerging era of self-paced learning, flexible delivery, mobile access and more. 

While there are many students already holding a degree in IT prior to joining GradDipIT, we noticed that it is still no easy ride for them, as some technical areas are new to them, and the style of teaching in New Zealand differs considerably from what they have been accustomed to. We did not perform a comparison of their performance with that of other students, which, in hindsight, is an obvious thing to have done. This situation is therefore worthy of further study and internal discussion. 

We noticed several complexities in data collection, analysis and interpretation. One should bear this in mind during management practices where this data is used, for example Annual Programme Reports, Annual Report of the institution, analysis for/with/by TEC and self-assessment as part of the institution’s self-management practices for quality systems. 

Because TEC has previously stated their intention to reduce funding for institutions where student completion does not meet expected targets, metrics will be important. A clear leadership role for TEC to clarify definitions, advise on statistics preparation by ITPs and listen to practical matters regarding metrics for such benchmarking, amongst other things, seems very appropriate.

Finally, degrees undergo a comprehensive review every five years. GradDipIT will be covered in the BInfoTech review since it shares most classes with that degree. It would be appropriate for this whole report to be taken up in the process. 

Conclusion

The programme appears to be performing comparatively well as far as completions are concerned as measure of student success. We will need to keep an eye on matters to ensure that the radical increase and high proportion of International students does not distort experiences and outcomes for other students. 

This analysis was done manually with the programme manager extracting data from our student enrolment system. This was then tabled and processed with MS-Excel. This is time-consuming and has the potential for inaccuracy. More work will be required in the institution and possibly with TEC to improve definitions, measurement and management information systems. 
We see our experience as important self-reflection for our practice as teachers. Obviously, improvements will be required to the management information systems for our efforts in analysing data to remain reasonable. 
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Introduction

Increases in the number of tertiary students demanding higher education, referred to by Musselin (2007) as the massification of higher Education, have seen increased pressures on the budgets of tertiary institutions. The current economic crisis only served to further impact on this already stretched position. Smith (2009) commented that “university budgets are at breaking point as young people being unable to find work flock to tertiary study.” (p.1)

Euben (2003) argues that “as institutions adjust to serving an increasing number of students with wide varieties of learning styles, traditional methods of workload measurement fall short in determining if faculty are making efficient use of their time. In other words, traditional measurement methods are not applicable to the changes that are occurring in higher education.” Diamond and Adam (2000) support this by saying that although the traditional measurement of workload is a starting point, it is insufficient, as unique requirements placed on lecturers in each discipline results in differing workloads.

This paper endeavours to contribute to the body of knowledge by focusing on the discussion of academic workload of business educators in a changed economic environment. 

This paper is organised as follows: It starts with a literature review which will focus on workload and the requirements of a changing economy. Thereafter there will be a discussion showing how the changing economy could be addressed to review the measurement of academic workload. In conclusion, proposals are made for focussing future research in this field. 
Literature Review 

The academic profession appears to be in a constant state of change. Looking at academics’ reflections on their situation over time i.e. Wilson (1980); Rice (1986) Altbach, (1980, 1996, and 1998) and Clark (1987) all seem to comment on the fact that the academic profession is no longer the same. This change in the academic profession requires focus on two aspects: the view of academic workload and discussion of the elements driving the changing economy

A view of academic workload

Meyer (1998) mentions that there are four compelling reasons for studying academic workload. The first reason is that it assists academics to understand their role in the tertiary institution. Secondly, the taxpayer requires accountability for how faculty spends their time. Thirdly, academics themselves are seeking information on their own workload in order to prove that they are indeed working hard. Lastly, administrators require workload information for decision making purposes.

In order to determine what constitutes academic workload, a search of the literature was undertaken. While an abundance of information on workloads in most service areas is available, the search revealed only limited information available on the workload of academics in New Zealand, and even less on the determination of workloads of business educators at Institutes of Technology and Polytechnics (ITPs). Most of the research undertaken on workload also focuses more on the hours spent teaching and less on the quality of the teaching.

Traditionally, the hours taught by academics have formed the basis for any discussion regarding workload. Scarlett (2004) mentioned that, just as the credit hours earned by a student may not be the best measure of the student’s education, in a similar vein, the credit hours taught by academics may not be the best measure of a faculty member’s productivity. 

Meyer (1998, p. 6), in an effort to explain academic workload, states that “the least complex definition of workload considers the number of students served by the instructor and the number of classes taught”.

Musselin (2007) provides more detail on the concept of academic workload by stating that academic workload was historically mostly grouped into two sectors; namely that of teaching and that of research. The ITP sector in the past has placed greater emphasis on teaching and lesser emphasis on research. Glazer and Henry (1994) take this idea further when they mention that in their investigation of studies conducted on academic workload, most studies grouped academic workload into three categories consisting of: instruction, scholarship, and service. According to Lazer and Henry (1994) instruction refers to teaching while scholarship usually relates to research. According to Mancing (1994) institutional service constitutes administrative duties, committee work and student advising, while professional service relates to work completed in support of the tutor’s academic discipline. 
In contrast works by Nasar (1998), Latour (2001) and Crozier (2005) all indicate that through all the ages, academics have always been involved in more than just teaching and research. However the numerous activities that academics were previously involved in were never specifically required as part of their academic workload. 
Musselin (2007) claims that today all this has changed and that the two core activities of academics of teaching and research are no longer the most important, but other activities have become critical for a successful academic career. 

“Today this is no longer the case. Activities such as writing proposals, developing contracts, elaborating e-learning programmes, or being engaged in technology transfers are all tasks that engage faculty members nowadays. This diversification of tasks also holds true for teaching, where the scope of expected activities is much broader than in the past. Giving a class and supervising doctoral students are only part of training work. Designing e-learning programmes and finding internships for students, for example, also are part of “teaching” today” (Musselin 2007, p 3).
These activities are no longer considered as peripheral or “nice to haves” but rather are recognized as an essential or “need to have” aspect of academic workload (Musselin 2007).

Massey and Wilger (1998, p 51) add to this notion when they indicate that utilization of “new technology and changes in instructional methods renders existing measures of academic workload useless”. 

Opinions are also expressed that changes in the way workload is viewed by the management of tertiary institutions give rise to “academic capitalism” and affect academic freedom (Slaughter and Rhoades, 2004). Kleinman and Vallas (2001) support this idea when they mention that the increased number of courses that have to be delivered to more and more students results in transformation of working conditions and the mass production of education and research. 

The changing economy

The last two decades have seen tremendous change in the manner in which business is conducted. This change is due to increased global competition and constant innovation in terms of products and services. In the past year the world is once again evolving due to changes in the environment, the consequences of which have had far-reaching effects on the academic arena. This section identifies some of the changes brought about by the changing economy and will be grouped into three categories: the changed funding model and drive for greater efficiency, alternative sources of funding, and increased focus on student completion and retention. 

The changed funding model and drive for greater efficiency
The “massification of higher education” (Musselin, 2007, p 7) has seen increased pressures on the budgets of tertiary institutions. In an effort to ring fence the ever increasing costs of tertiary education, which ultimately needs to be absorbed by the taxpayer, NZ government moved to a new funding model in 2008. The funding model changed funding from a “bums on seats” model to that of a capped student numbers model.

 The changed funding model has lead to a drive by tertiary institutions for cost reduction and improved efficiency. “The increase in the number of students seeking higher education, coupled with restrictions in the amount of funds available, has forced institutions of higher education to examine programs that are offered to determine ways to become more efficient and productive” (Alexander, 1998). One way in which to attain efficiency is through a focus on academic staffing costs, as a prime category of expense, in the budget. This in turn requires a focus on forecasting the workload of academics. As Reynolds (2008) stated “The basis of any good staffing plan is an accurate workload forecast. Without a precise forecast of the work, the most sophisticated effort to calculate staff numbers and create intricate schedule plans is wasted effort. The old adage of "garbage in, garbage out" is especially true when applied to workforce management”.

Alternative sources of funding

New Zealand government places great emphasis on export education. The focus on international education is also used by many institutions in an effort to supplement their income in order to be able to cover ever increasing costs of delivery. In New Zealand, export education has become big business “As a percentage of the overall economy, once again New Zealand leads the pack in the importance of international education”. (Boag, 2008, p3)

The policy of international education not only brings large amounts into the coffers of institutions, it also introduces greater diversity into the classroom. The increased diversity in the student population presents its own set of challenges, often impacting on the work loads of academics. 

Aspects such as language barriers, different levels of preparedness, cultural differences and pastoral care issues all impact on work required from academics. This view is widely supported by studies undertaken in this area, for example Sandell (2009) mentions that “increased interactions between culturally differing teachers and students prompt a need to examine possible intercultural communication issues in the classroom”. 
Increased focus on student completion and retention

Student retention and completion is a costly and problematic issue in tertiary education. (Caroll, 2009). Harvard University, one of the most successful in this area, with a 99% graduation rate achieved this “by not only attracting the best of the best students, but also provide outstanding resources to ensure that students have all the tools to make their way through the labyrinth of higher education. Harvard achieves this by assigning tutors to students rather than force students to seek them out; they have smaller class sizes and labs, and provide extensive and often proactive supplementary support services. These types of services are considered “specialised” at most institutions” (Swail, 2004, p 6).

Hinrichsen (2002, p.14) expands on this notion by saying that faculty workloads need to be continuously studied as heavy workloads can be tied to negative student experiences and student dropout rates. 

Rendon, Jalomo, and Nora, (2000) also state that the manner in which the institution reacts to students is of primary importance to retention, persistence and completion. 

Although there is presently no certainty about exactly how the funding model in New Zealand will change in the next period, one factor is sure; student completion and retention will become increasingly important. 
Methodology of the study

Descriptive research methods were used in the study to describe the how staffing resources could be adapted under different scenarios. The scenarios developed are theoretical models which illustrate how different situational focus could effect resource planning. 

Recommendations
Workload modelling was used by developing different scenarios to address the main issues raised in the literature review, namely those of the changed funding model and drive for greater efficiency, alternative sources of funding, and increased focus on student completion and retention. 

Scenario1 used benchmarking against other institutes to plan the workload for the offering of a business degree. Moving away from a model of allowing a lecturer per a number of students (old funding model), the most basic starting point of workload allocation as mentioned under the literature review is teaching hours per modules on a degree. These need to be benchmarked across institutions to determine a standard for face to face loading of x hours per module per week. The standard loading can then be used as the basis to determine workload 

Scenario 2 should use the same basic model of the workload as in scenario1 but endeavour to address the second issue in the literature review, focussing on student retention and completion. Students can for example be grouped together for a one hour lecture but broken into groups of 20, 30 or 35 etc for tutorials in an effort to adhere to small class sizes and to assist with student completion, as indicated by the Harward case in the literature review. 
Scenario 3 again starts with the basic model of scenario 1, but focuses on a study undertaken by Clokie (2008) and adjusts workloads of academics staff to take into account the following regarding international students. This will again affect the resource compliment required to teach a degree but address the third issue of internationalisation. 

Adjustments need to be made for:

· Additional time per assignment (minutes) 

30

· Additional time per exam script (minutes) 

15

· Additional preparation time per module (minutes)
45

· Extra consultation time per week (minutes)

60

These scenarios are not ranked as to their usability but are rather attempts to adjust the calculation of a basic workload model of academics, namely face to face teaching, by factoring in the challenges brought about by the changing economy. Short comings of the scenarios are that they do not take into account the specific mix of skills available to a specific department, or additional pastoral care and workshop challenges brought about from hosting a large number of international students, as they are based on a theoretical model. 

Conclusion

This study provides insight into how the changing economy can affect the quantities of human resources required through the utilization of different workload scenarios. This is a simulation case based on the experience at different ITPs. Although this is a restricted focus on academic work it is of great interest not only because it affects the day to day life of academics, but also because it could assist in planning the resource required in the changing economic climate. The expectation is that a number of ITPs could be surveyed to contribute to this area of research.
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Abstract

The purpose of this paper is to report on an exploratory study examining the challenges confronting NZ Diploma in Business students who study by distance. Specifically, it examines the issues of equity of access when e-enhanced learning technologies are utilised as the primary mode of delivery. The findings of the paper suggest that social injustice can occur if the use of technology in education is not approached with care. This paper also provides a model by which education providers can assess the appropriateness of decisions pertaining to e-enhance delivery. This paper has implications for both educators and policy makers to ensure that equity of access is maintained and flexible, student centred delivery approaches are utilised to ensure social justice is maintained.

Introduction 

The aim of this exploratory study is to examine barriers to engagement for students enrolled in the NZ Diploma in Business, specifically those arising from e-enhanced delivery. It is often difficult for distance students to have their voices heard as they do not have the advantage of organised student bodies; many are working and or have other priorities that preclude them from engaging in collective activity that would support their voices being heard. As a result these voices may be lost when policy and strategies are being formulated and implemented. This paper highlights the issues confronting distance students and proposes an interaction model to serve as a base upon which to assess the suitability of learning outcome and assessment processes and the ability of specific student groups to engage with course material offered by distance. 

Entrée to education in New Zealand has historically been based on a premise of equity of access. The egalitarian mores upon which this premise is based are deemed to have their origins in the nineteenth century European colonisation. The colonists, primarily from Great Britain, immigrated to New Zealand to escape the inequities experienced as a result of the class system and the poverty arising from land reforms and the urbanisation of the Industrial Revolution. The desire to ensure equity of access has resulted in successive New Zealand governments acting to remove the barriers of time and space by investing in a quality distance education model. The provision of high quality distance education has not been without its challenges as New Zealand is a geographically isolated, small island nation, of just over 4 million people. This small population has the effect of limiting the tax base available to fund educational services. Equity of access to quality education was made possible by a well developed infrastructure, for example, a highly efficient postal system, where often the only barrier encountered was inclement weather that hindered the delivery of materials by sea, air or rural postal cars.

However, in the 21st century the advent of e-enhanced learning delivery has created a different set of challenges for distance education providers. The speed with educational delivery is being changed by e-enhanced technologies, led the President of the Distance Education Association of New Zealand (DEANZ) in 2007 to appeal for the development of a deeper, more holistic knowledge of distance education and practice to be combined with an expansion of the research base in the field, so that an effective foundation for the development and practice of e-enhanced learning can be established (Cooper-Taylor, 2007). This paper is a response to this call and aims to answer the following proposition:

How legitimate is it for government policy in New Zealand to use computerised technologies as a primary mode of delivery for national qualifications. 

Defining the terminology

The lack of an in-depth empirical research base has been held accountable for some of the confusion that exists between the terms distance education and e-learning. This confusion has manifested itself in situations where distance education has been equated with e-learning and vice-versa. This confusion evidenced even at government agency level, for example, in May 2007, the New Zealand Qualifications Authority sought guidance as to the advisability of changing the name of the qualification standards from open and distance learning to ‘e-Learning’. For the purposes of this paper open and distance learning is defined as: 

Distance education is planned learning that normally occurs in a different place from teaching, requiring special course design and instructional techniques, communication through various technologies, and special organizational and administrative arrangements (Moore & Kearsley, 2005).

And e- learning is defined as:

E-Learning is a learning that is enabled or supported by the use of digital tools and content. It typically involves some form of interactivity, which may include online interaction between the learner and their teacher or peers. E-Learning opportunities are usually accessed via the internet, though other technologies such as CD-ROM also used in e-Learning(Ministry-of-Education, 2004, p. 1).
The first definition focuses on the pedagogy and philosophy of a specific form of education and the second a mode of delivery of that education or learning. For the purposes of this paper this latter definition will be referred to as e-enhanced delivery/learning. As Jaffe (1998) argues, the use of e-enhanced technologies represents one of the more significant institutional challenges facing tertiary education at the current time. The New Zealand government’s policy on tertiary education reflects the need for cost effective provision, while at the same time attempting to maintain quality and ensure equity of access. This has led to e-enhanced learning becoming the preferred mode of delivery, the perception being that the use of new technologies is one means by which equity of access and cost effectiveness can be achieved when delivering national qualifications. The Ministry of Education (2004) policy stating that, e-learning is the means by which the education sector can achieve efficiencies of delivery, leading-edge provision and ensure currency for learners (Ministry-of-Education, 2004). 

This policy direction, combined with a decentralisation focus, where each institution is able to develop programmes specific to the needs of their region has led to an increase in the number of institutions becoming involved in e-enhanced distance delivery. Simpson (2004) argues that if the Internet has the potential to increase equity of access to education then it must ensure all groups in society have the ability to engage by that means. Therefore, the challenge for distance education in New Zealand is to ensure that social injustice does not arise as a result of any strategy that relies primarily on one mode of delivery or the compromises flexibility and student choice. 

Variables restricting internet access

Statistics New Zealand has identified two variables that influence access to the internet. The first and most important is income (Welch, 2007). That is, households having an income over $40,000 are more likely to have access to the Internet (See Figure 1). 

Figure 1: Household internet access by income
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Source: Statistics New Zealand

The second variable is the level of education in a household (See Figure 2). That is, households with higher levels of educational qualification, specifically vocational and degree qualifications are more likely to have access to the Internet. This has implications for the entire ITP sector, particularly those involved in distance education. This reflects the findings of research from Canada which has identified similar links between internet usage and the level of education attained (Sciadas, 2002). 

Figure 2: Household internet access by highest qualification of occupants
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Source: Statistics New Zealand

There is also a positive correlation between the level of income and the level of education, the higher an individual’s education the more likelihood they are to be in the upper income brackets. This has implications for NZ Dip Bus students who are less likely to be earning high incomes and as a result are to be expected to have lower levels of sustained reliable Internet access. Consequently the very tools that are touted as being the means by which to extend education provision may exclude those most in need (Statistics-New-Zealand, 2007). It has to be acknowledged at this point that the exclusive use of e-enhanced delivery may create barriers to engagement for potential NZ Dip Bus students who need to study by distance. When exploring this issue still further the study identified three groups within the NZ Dip Business student population that have the potential to be marginalised, these are: distance students, Maori and Pacifica students and minor urban and rural students. 
The distance student and access to e-enhanced learning

There is an inherent disadvantage experienced by distance students when engaging in e-enhanced learning. The underlying premise of this form of delivery is that the student has sustained reliable access to a computer and high-speed broadband. The first challenge for the distance student is to be able to access high-speed broadband. While two-thirds (almost 1 million) of New Zealand households are connected to the internet, just over 50% of these connections use broadband technology, the remainder are dial-up connections (Welch, 2007). This leaves approximately 40% of New Zealand Households without access to the Internet. The inequities are further exacerbated as 50% of the broadband connections are located in the largest urban area Auckland (Statistics-New-Zealand, 2004). While government policy is focussed on improving the speed and reach of broadband provision, this will be at a cost to the user. Anecdotal reports suggest that there could be a $20 per month additional charge. This could result in distances students incurring a cost of $60 - $100 per month to be able to access their learning materials.

The second factor that creates the potential for inequity pertains to the level of services provided by the institution itself. Contact students have the advantage of computer laboratories with computers loaded with proprietary software, virus protection and networking and internet facilities. In addition the facilities are maintained by specialised technicians and staff who are able to train and assist the student to use specialist proprietary software programmes. In contrast, the distance student has to be able to possess a level of computer hardware and skills that will enable them to engage in e-enhanced learning. Furthermore, they have to purchase their own computer, install the software, finance their own internet access, learn how to use the software and ensure that they are able to fund appropriate technical support should things go wrong, as they invariably do.

It has been suggested that distance students can avail themselves of facilities provided by employers and the local library however these are not satisfactory substitutes for home based technology as they are unlikely to provide the high-level sustained access required for education related activities (Lamond & White, 2008). A distance student may not be able to access a computer at all, making internet access nigh on impossible. This may because they cannot afford a computer or are in an institution where internet access is not available, for example, prison, or they may precluded by the nature of their work from spending time near a computer, for example labourers and truck-drivers. Furthermore, in some workplaces personal internet access is prohibited and in addition, the majority of distance students are adult learners, with an average age of 35 years. The reported restriction on the availability of technology has been reported as competition with their children for the use of the computer.

There have been statements made, some with a degree of flippancy, that students are able to access their learning materials through their local library or at work. While in New Zealand public libraries do provide some free internet access, there are charges for any printing of materials or what could be deemed lengthy usage. Moreover, these are not the environments conducive to students completing assignments or concentrating for long periods on learning materials. The recommendation that distance students can ‘use the library’ is also based on the presumption that the student resides or is close to a library that provides such services, or able to fund child care so they can travel to the library. Furthermore, these alternatives should not be assumed by the educator, it is unlikely employers would pleased by the assumption that they are expected to subsidise the education institution in this manner. 

Ethnicity and equity of access

The study identified the potential for Maori and Pacific peoples to be marginalised by modes of delivery that rely solely on e-enhanced technologies. Both cultures have strong oral traditions and yet there is still no empirical research available that focuses on the effectiveness of this traditional form of learning and e-enhanced delivery. As discussed earlier in the paper the first variable determining access to the internet was income. Therefore, it could be viewed with some concern that the results of the 2006 Census identified that the median income of Maori aged 15 years and over was $20,900. Further concern is raised when the occupation classes of Maori are examined, the majority are employed in occupations that do not have computers and internet access readily available and are situated within low income groupings, for example, labourers, machinery operators and drivers and technicians and trade workers. This constraint on access to computer facilities further marginalises Maori, particularly male Maori.

Figure 3: Occupational Groupings for Maori
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When the second variable of educational qualification is included the situation deteriorates still further as 39.9% of Maori have no school qualifications and only 5.5% had Bachelor’s degrees. The Statistics New Zealand (2004) Digital Divide Report identified that ethnicity is a factor in the predisposition to access the internet. Paradoxically this impact on European and Maori and Pacifica, as Asian households have the highest level of access to the Internet (Statistics-New-Zealand, 2004). Further qualitative research is required to ascertain the reasons for this ethnic division, however, it is valid to state at this point ethnicity and learning preferences of the different ethnic groups may have an influence on the potential to engage with e-enhanced learning.
Geographic region and social justice

Closer examination of the data revealed that the majority of the internet connections are located in three main urban areas, with the largest Auckland having the highest uptake and, as stated earlier, 50% of all New Zealand broadband connections are located in the Auckland area. Households in the smaller urban areas are the least likely to benefit from opportunities associated with access to the internet as only 25% of them are reported as having an internet connection (Statistics-New-Zealand, 2004). Research in Canada supports this finding where urban connectivity levels exceed rural (Statistics Canada, 2002, p.6). In New Zealand there is also evidence to indicate that in rural areas the quality of telecommunications is less reliable. The Minister of Education Steve Maharey (2000) identified that households situated some distance from a major urban area may be confronted with slow, unstable Internet connections and limited access. The Telecommunications User Group in New Zealand argues that there has been no significant progress to alleviate this situation in the intervening period. The relationship between population size and internet access impacts on those living in smaller centres because the economies of scale preclude the provision of high-speed broadband. Therefore, even if the student has a computer and an internet connection, they may still be restricted to dial-up facilities thereby limiting the downloading of learning materials or quality participant in forums. 

Discussion and recommendations

This paper has examined the provision of e-enhanced learning from the perspective of NZ Dip Bus students; however, there is a requirement for more in-depth investigations into the equity of access issues created by the introduction of e-enhanced learning delivery. Freed (1999) contends that one of the biggest barriers to the success of this form of learning has been the difficulties students face accessing the internet and interacting effectively with the technology and their instructors, an ability inherent in the contact classroom (Lamond & White, 2008). The recommendation of this paper is that the educational transaction should be visualised as a cycle of interaction (See Figure 4).

Figure 4: The education transaction cycle
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The cycle of interaction occurs between the education provider as the sender and the student, as the receiver. As with any form of communication there are barriers to the sending and receiving of learning interactions. If any of the links between the sender and the receiver are interfered with or indeed absent then engagement with learning is diminished or ceases to exist. When implementing new delivery channels the ability of the student to engage is of paramount importance. The students’ needs and preferences and ability to access must be accorded an equal priority with the needs of the provider thereby completing the cycle. It is the recommendation of this paper that to ensure social justice is maintained that e-enhanced learning is adopted as an enhancer of delivery as opposed to being the primary means. There is a responsibility on the part of NZQA to adopt a duty of care approach when developing or reviewing courses to ensure inclusivity, especially when adopting new modes of delivery. The delivery and assessment of the New Zealand Diploma in Business should encompass a multiplicity of forms and not restrict engagement by diverse groups either in New Zealand or overseas. In closing I draw the reader’s attention to the following statement by the President of the Commonwealth of Learning, Sir John Daniels, who states: “education offers the best strategy to break the cycle of poverty, misery, and violence”. 
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Abstract

Corporate sponsorship of sports is a large monetary practice and marketing of sports differs from traditional business advertising. To date there appears to be very little information about the differences in sports marketing between amateur and professional sports in the literature. This study investigates sports marketing and the difference between professional and amateur team sports in New Zealand. Sport marketing was studied from the perspective of three professional team sports organizations and three not-for-profit amateur sports organizations. Professional team sports were found to leverage from their high profile players, high profile brand, and the numbers in the audience to attract large monetary sponsors, whereas amateur team sports did not have the same exposure and profile as professional team sports. Amateur team sports leveraged off the numbers playing the game in order to attract sponsors. Amateur organizations were more concerned with getting their teams on the field and through the season. They did not have the resources needed as professional teams in order to attract sponsors. Amateur sports were supported by bottom-up sources of revenue while professional sports appeared to be top-down funded.

Introduction

The term sports marketing is a way to implement strategies in which innovative as well as tried and true marketing techniques are used to financially support amateur and professional team sports. With costs increasing, purveyors of team sports must look for additional revenue beyond ticket sales and television fees. Professional team sports are likely to generate revenue from major and minor sponsors, ticket sales, merchandise sales and television fees, whereas amateur team sports are likely to generate money from minor sponsors, some ticket sales, club room bar, club fees paid by the players and goodwill. 

In New Zealand the high profile professional team sports are rugby, cricket and netball; these sports market themselves with their popularity and use sponsorships. The not so high profile sports in New Zealand like soccer and hockey find it hard to gain sponsorship deals because they are not as popular in this country. What are the advantages and disadvantages of sports marketing when comparing professional and amateur team sports? Does a professional team sport benefit more than an amateur one and if so, in what way? Why is it difficult for amateur sports organisations to attract and generate large monetary sponsors, and how do professional sport organisations do it differently?

The aim of this research is to achieve a broader understanding of sports marketing, and research the differences in sports marketing between professional and amateur team sports. Collecting data on team sports marketing may assist not-for-profit amateur sports bodies in overcoming financial problems.

Literature Review
Large amounts are spent on sports marketing (Burnett, Menon, & Smart, 1993) and the marketing of sports reaches a wide audience in recreational lives. Studies of sports marketing are far fewer than those studies of general consumer marketing and consequently there is much unknown about the practice. The meaning of sports marketing is also contentious (Fullerton & Merz, 2008).

Fullerton and Merz, (2008) categorised four types of sports marketing, differentiating between sports products and non sports products and traditional strategies and sponsorship strategies.

A number of marketing approaches is available to sports organisations. The most researched approaches appear to be those associated with products, partly driven by commercialisation such as advertising, sponsorship, professional profit centred organisations, and fund raising. Much of which is not expected to relate to amateur organisations due to limited funds available to the minor sports organisations. Stier and Schneider (1999) indicated that limited and restricted funding drives organisations to contribute and support fund raising activities.

Corporate sponsorship of sports is a large monetary practice (see International Events Group, 1999). Influencing consumers can be effective through the use of corporate sports sponsorship (Mason, 2005). Sponsorship allows identification and targeting of audiences by demographics and lifestyles. 
Sponsorship has been classified into two groupings by Mason (2005). There is field sponsorship and televised broadcast sponsorship. Field sponsorship allows brand or product placement at the scene of the sports event, while televised broadcast sponsorship associates the name of the brand or product with the sports television program. Sponsorship by corporate entities has the benefit that the sponsor’s image is projected to an audience and the sponsorship can appear less commercial than conventional advertising (Bennett, 1999).

Marketing of sports differs from traditional business advertising. Team sponsors expect more from the investment than advertising (Bennett, 1999). Also, a number of other factors are not present in other business advertising (Mason, 1999). Stadium leases, broadcasting rights, territorial rights, and player contracts are some of the differences of sports sponsorship (Daly, Kemp, MacPhail, Garvey, & Noll, 1977; Noll, 1974; Zorn, 1994). The consumer sport relationship distinguishes sponsorship from corporate advertising (Whannel, 1992), however private ownership affecting sport (Nauright & Phillips, 1997).

To date, there appears to be very little information about the differences in sports marketing between amateur and professional sports in the literature. In addition, there is little research into sports marketing of the amateur and minority sports. Much of the research appears to apply to professional sports and sports heavily commercialised and televised. There is much research to be done on the not-for-profit and voluntary organisations that dominate New Zealand recreational activities.

The Current Project

To date there appears to be very little information about the differences between professional and amateur sports marketing in the literature. New Zealand is a proud sporting nation and this research may give a clearer understanding to why the top sports have the larger sponsors and contracts. The underlying aim in this study is concerned with trying to understand the pressures on the different types of team sports with a view to developing an understanding of sport marketing that may assist not-for-profit amateur sports to overcome the marketing disadvantages they face. The research also sought to find out how these professional and amateur organisations are funded, and if the media have an impact in promoting and pubilicising their sport. The researcher investigated the research question using interviews of three professional team sports organisations and two amateur sports organisations.

Method

Due to limited time, resources, and the exploratory approach of the study, a small sample of high profile subjects were selected. Those personnel interviewed from professional sports organisations were; the Marketing Manager of a New Zealand Rugby Super 14 Franchise, a Marketing Manager of a New Zealand Regional Netball Franchise and a Commercial Operations Manager of a New Zealand Regional Cricket Organisation. The personnel interviewed from amateur sports organisations were; the Manager of a New Zealand Regional Hockey Organisation and a General Manager of a New Zealand Regional Soccer Organisation. Interviews were recorded and differences between each of the sports were identified. A third amateur team sport was approached but did not respond in time for an interview. Managers of these sports organisations were not to be confused with a team manager. The researcher used open ended questions with a semi-structured interview. This interview approach was done to get a rich and deep understanding of the topic through the interviewee telling their ‘story’. 

Results

The three professional sports marketers and managers had similar roles as they were responsible for marketing their brand and the commercial drivers for their organisation. All three were responsible for generating revenue through sponsorship, ticket sales and trusts and they were also responsible for media communications and management of the game. 

The rugby marketing manager was the match manager, in control of pre match, match enhancement and corporate hospitality. These organisations had professional groups of people working in specific areas of their organisation. Unfortunately hockey and soccer did not have the same resources as these professional organisations and they found themselves doing a lot of administrative work and managing coaches, volunteers and committees involved in the game rather than marketing the sport. 
The following presents a summary of the results of the interviews under the following headings: Sports marketing definition, competition, revenue, sponsors, attracting sponsors, ease of getting sponsors, advertising, media, sports marketing advantages, sport and recreation NZ, and marketing improvement. For more detail, contact the authors.

Definition of sports marketing

According to the amateur sports organisations, sports’ marketing is about building the awareness and the profile of the sport. Although professional teams want to build their brand as well, they were additionally with marketing activities to help build the support and relationship of the sports sponsors. Amateur sports struggled in this particular department and were stated as due to a lack of resources. 
Competition

Rugby is New Zealand’s highest profile sport. They had a big audience and that helped in attracting sponsors. All of the sports competed with each other, but rugby was their biggest competitor in sponsorship and attracting spectators. For participation all sports competed with TV and computer games in terms of the people who don’t come to the games or don’t participate in them. Rugby however believed that they are competing with mothers. Mothers believed rugby is a rough sport and other sports like soccer were safer for their children to play. 

Revenue

All of the sports organisations were funded from similar income streams. The teams that were participation and development orientated received trust money to fund their sport. The only team that did not receive trust money was the fully professional Super 14 team which had no participation interests. The development of this team came from the regional teams within and around the area. How much money each sport received from trusts depended on the numbers and the profile of the sport within New Zealand. Unlike the professional sports it is notable that the two amateur sports referred to player subscriptions and affiliation fees as major sources of revenue. It appears amateur sports were supported by bottom-up sources of revenue while professional sports appeared to be top-down funded.

Sponsors

Rugby is the high profile sport in New Zealand, and generates a large audience through the popularity and quality of the sport. Because of the popularity and quality of the sport and its players, the rugby team could offer their sponsors a large amount of exposure to a large audience. This is why rugby got big contracts with large well known international companies. Unfortunately hockey and soccer were unable to offer the same kind of exposure as other professional sports in New Zealand. Amateur sports teams lacked the profile and popularity. 
Attracting Sponsors

Professional sports have an advantage over amateur sports because they are followed by a big audience and they are in the news all the time which helps with exposure and attracting sponsors. Sports like hockey and soccer struggled to gain sponsors in New Zealand because they can’t offer the same high profile product, high profile players and exposure. These organisations used the numbers playing the game to attract sponsors. 

Ease of getting sponsors

It was very difficult for any sports organisation to attract sponsors. It depended on what the sponsor wanted out of the sponsorship deal and what they were willing to spend. It was up to the sports organisation to convince the potential sponsor that sponsoring a team for a season had more benefits than a TV advertiser campaign, radio campaign or an article in the local newspaper. Professional sports had the advantage over amateur sports. They had more staff, more resources, more money and they could offer their sponsors hospitality and entertainment options. Amateur sports could not, and relied more heavily on volunteer labour. 

Advertising

All the sports had very similar advertising programmes and most of them mentioned of the importance of their website. The difference, however, was that professional sports could afford large mainstream advertising like TV, radio, newsprint, public relations activities and billboard paste ups. Amateur sports did not advertise and instead relied on their website and the numbers of people using it. 

Professional sports employed people to do advertising campaigns for the franchise; they had the time, the people and the money where amateur sports did not. 

Media

Media had a huge impact in both positively and negatively for professional and amateur sports in different ways. Professional sports were lucky as they were constantly in the news and received a massive amount of free advertising. The down side was that some of the publicity was negative as well. Mostly the media response was dependent on the performance and the players of the team. Amateur teams believed the media had a huge impact on different levels in their sports. Hockey tended to get pushed aside in newspaper articles and soccer clubs did not manage the media very well. The media was needed in amateur sports, because for some it could be the only way they get recognized. 
Advantages of Sports Marketing

All of the sports marketers and managers agree that it came down to revenue and numbers. For professional sports it was audience numbers, whereas for amateur sports it was participation numbers. Professional teams could leverage off the national brand with the TV exposure and the numbers that turn up to watch games. Amateur teams may have the participation numbers but their priority was getting teams on the field and through the season. 

Sport and Recreation New Zealand (SPARC) 
SPARC affects amateur sports more than it affects professional sports and SPARC had no impact on the marketing ability of professional rugby and netball. For cricket, all of the money that comes from SPARC goes into the development. This is seen as an investment where they can leverage off the cricketers that “make the big time” through the development program. SPARC affects hockey and soccer nationally rather than regionally. Hockey was put down into the second tier of their funding, and Hockey New Zealand had to restructure their operations as there would be less money coming from SPARC. SPARC had a huge impact on soccer where they do not give anything to the elite part of the sport where it is desperately needed.

Sports Marketing and Improvement

The professional sports believed to improve they could do more research, listen to their audiences and maximize what they were in control of. The cricket organisation for example believed they could improve by moving things from a marketing platform to a commercial platform. Hockey and soccer had little in the way of resources, but they both believed that the employment of a marketing person would benefit their sport greatly.

Discussion

According to the Rugby Marketing Manager sports’ marketing is viewed like any general marketing but within a unique industry. Instead of marketing a product or service it involves marketing a team or sport. Marketers of professional team sports were responsible for building brand awareness through the marketing of their brand and the commercial drivers by creating marketing activities to help build relationships with their sponsors and the consumers that consume their sport. Marketers of professional team sports were also responsible for generating revenue, media communications and the management of the game. 

Resources and staff were at a premium for the amateur team sports organisations. They did not have any professional marketers or marketing teams promoting their sport as the professional team sports had. Professional sports organisations had teams of people working in their particular areas, whereas amateur sports organisations had a small number of people running the whole organisation. Amateur organisations main priority was getting teams on the field and through the season. However, when they got the time to do some marketing activities, it was most important for them to build the awareness and the profile of their sport. 
The difference in sports marketing between professional and amateur sports concerned revenue, exposure, numbers of people participating, numbers of people in the audience, the profile of the players and the profile of the sport within society. 

Professional sports were funded through sponsors, ticket sales and charitable trusts, whereas player subscriptions and affiliation fees were the major sources of funding for amateur organisations. Amateur sports organisations did receive funding from charitable trusts also, but how much money each sport received depended on the participation numbers and the profile of the sport within New Zealand. 

Professional sports in New Zealand could generate large participation numbers as well as large audiences, but amateur sports could only generate participation numbers and not so much in the way of an audience. Participation numbers in amateur sports were very strong but they lacked in revenue and exposure in comparison to professional sports. Generally because those amateur team sports did not have a high profile team in the area they could leverage from. 

Commercialized professional team sports like rugby, used their high profile brand, players, popularity and large audience to attract large sponsors. The popularity and profile of rugby in New Zealand offered sponsors a great deal of exposure, some of which came from the media. Media had a huge impact on professional team sports as they received a massive amount of free advertising, to which they could pass on to their sponsors. Media had a big impact on amateur sports as well, by not advertising them in the same way as professional sports. Because of the numbers in the audience and the popularity, professional sports would be the first to get published by the media, whereas amateur sports would get pushed aside to another day or may not even be noticed at all. Amateur sports need the media to promote them and build awareness of their sport, because for some amateur sports it may be the only way they get recognized. 
It was very difficult for amateur team sports in New Zealand to attract large sponsorships, simply because they could not offer them as much as say a professional team sport could. Professional team sports could offer potential sponsors more exposure to a greater audience through the media and their own sources, as well as hospitality options. Whereas amateur team sports cannot offer the same exposure, simply because of the product and profile that they are offering in comparison with professional sports. Amateur team sports used the numbers playing the game to attract sponsors, whereas professional team sports used the numbers in their audience.

Because professional team sports can offer a large amount of exposure to their sponsors, they were more inclined to receive the larger monetary contracts with well known international companies. Amateur team sports, however, could not offer the same amount of exposure, and were generally supported by the local businesses and community around them.

The respondents of this study and the literature believed that sports’ marketing was an effective marketing tool used to build brand awareness for the team and the sponsor. Though, respondents indicated that because there is such a wide range of sports in New Zealand, companies who were looking to sponsor a sport would look at is rugby first, because rugby could offer more exposure, audience numbers and hospitality options than other sports. These results are consistent with Tafa (2008) that argued companies need to select among all the different sports, the one which gets the highest number of people in their selected target market.

Respondents agreed with Burnett, Menon and Smart (1993), who believed that professional team sports received revenue from TV rights, ticket sales and sponsors, whereas amateur sports received funding from their community.

Respondents agreed with Wolfe, Meenaghan and O’Sullivan (1997/1998) who believed sport had the capacity to build a media audience while, likewise, media have the capacity to build awareness and an audience for a sport. Media are needed in both amateur and professional team sports. For professional sports they are important for the advertising they give them, so they can pass on to their sponsors. For amateur sports they are important to build the awareness of the sport.

Professional team sports had a high profile brand, high profile players and a large audience which they could leverage from to offer to potential sponsors. Amateur sports did not have the same audience and exposure and relied on the numbers playing the sport to attract potential sponsors. 
Conclusion

There is a massive difference between marketing a professional sport, and marketing an amateur sport. Amateur sport is all about community and participation. Professional teams are funded from the top, which were big commercial income streams and amateur teams are funded from the bottom.

Amateur team sports were funded through trusts and grants, small sponsorship deals, affiliation fees and ground hire. Whereas professional teams are funded through sponsorship which they generated, sponsorship of the competition they were playing in, ticket sales, hospitality, signage and merchandise. 

The popularity of the sport within society makes a big difference, as well does the profile of the sport and the players. Professional sports had the advantage, they could leverage of the popularity and the profile of the sport, the high profile players and their brand. Sports like rugby, cricket and netball competed in a high profile competition in New Zealand, which creates lots of exposure for their brand. With the exposure they could offer positions for companies to sponsor their brand or team in certain areas of the organisation, and hence they receive larger monetary contract deals. Amateur sports cannot offer the same professionalism, high profile product and exposure as professional sports can. They market to the numbers playing the sport because they believed they were the only ones interested in it. Because of this they can’t offer their potential sponsors as much exposure, hence why they receive smaller monetary contracts. 

Although amateur team sports and organisations would like to become more professional, it makes it very difficult when they lack revenue and resources. 

This study explored the comparison of professional and amateur team sports in sports marketing. The findings indicate professional team sports leverage from popularity of the sport. Consideration needs to be given regarding the generalisability of these results to other teams within the sports considered, and results to other professional and amateur sports. The study was exploratory and chose to develop a rich understanding of the situation in New Zealand. Subjects were high profile in the selected sport. For more applicability and generalisability, further research could increase the sample size and subjects chosen within the sports. Further research could be conducted using a survey or to quantify the findings of this study. 
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Abstract

Equality and economic growth from increased productivity are interrelated. Citizens of egalitarian societies are better educated and more productive than citizens of unequal societies. The Great Recession, caused by the credit crisis of 2008, has provided the opportunity for countries to retrain and educate their unemployed citizens to be more productive, and thereby reduce inequality. 

This paper reviews government responses to the Great Recession, comparing New Zealand’s tertiary education initiatives with those of Australia and the United States. It is considered whether far-sighted judgement has been exercised, and search is conducted for ‘silver linings’ that might provide opportunities for business education. 

First, the potential for tertiary education in the Great Recession is established by focussing on the interrelated goals of economic growth through increased productivity and equality. Second, government responses to the Great Recession are considered in the light of a low road/high road binomial. Third, the specific potential for business education is considered.

Introduction

The world economy is in a parlous state, but whether conditions will deteriorate on a scale comparable to the Great Depression of the 1930s is not certain. It is largely a matter of definition, then, whether the credit crisis of 2008 has led to a recession or a depression. (See, for example, Bannock, Baxter & Davis (1998, pp. 102 and 351), Adam (1989, pp. 173-3 and 429), and Baumol & Blinder (2008, p. 804) for different definitions of ‘depression’ and ‘recession’.) This paper follows, among others, Slemrod (2009) in referring to the ‘Great Recession’. Whatever terminology is used to identify the present economic state, it is incumbent on business schools and educators to engage with the challenges and take advantage of the opportunities that arise from the economic and social conditions that are developing as a result of the crisis. 
Current economic conditions include, first, a sustained fall in growth. Thus, according to Treasury (2009a), New Zealand’s production fell by one percent in the March 2009 quarter, the fifth quarterly decrease and the largest decline since 1992. Second, a lack of business confidence is evident. According to New Zealand Institute of Economic Research (NZIER) (2009), 36 percent of firms reported an intention to reduce staff numbers in the second quarter of 2009 – the worst figures since 1971. It remains to be seen whether these sentiments will translate into the widespread unemployment that has already been experienced elsewhere, but predictions of an unemployment rate in excess of seven percent are plausible (see, for example, Wood, 2009), with some predictions exceeding 11 percent (Jensen, 2009). At the end of the June 2009 quarter, the overall unemployment rate had reached six percent (Statistics New Zealand, 2009a). Falling employment leads to falling consumer confidence (see, for example, McDermott Miller, 2009), which might otherwise spark a recovery. Whatever evidence of ‘green shoots’ may be adduced, unfavourable economic conditions are likely to persist for several years. Thus Reinhart and Rogoff (2009) observe, “the aftermath of severe financial crises shows deep and lasting effects on asset prices, output and employment. Unemployment rises and housing price declines extend out for five and six years, respectively”. For Posner (2009), “[w]e may be too close to the event to grasp its enormity” (p. vii). 

While care should be taken when inferring current meaning from etymology, it may be noted that the origin of the word ‘crisis’ lies with judgment (Skeat, 1993, p. 101): every crisis calls for far-sighted judgment and a decisiveness that takes maximum advantage of opportunities. This paper reviews government responses to the Great Recession, considering whether far-sighted judgement has been exercised, and searches for ‘silver linings’ that might provide opportunities for business education. First, the potential for tertiary education in the Great Recession is established by focussing on the interrelated goals of economic growth through increased productivity, and equality. Second, government responses to the Great Recession are considered in the light of a low road/high road binomial. Third, the specific potential for business education is considered.

Potential for tertiary education

The Great Recession has opened a window of opportunity for education to play a decisive role in shaping future society in two critical ways. First, education may underpin future economic growth by increasing productivity, and, second, may promote a more equal division of the social output. While a goal of (sustainable) economic growth is not politically contentious, the comprehensive appeal of a goal of equality may require some explanation. The pursuit of equality is not simply a matter of compassion for the needy or a unique concern of progressive politics, all of society suffers from inequality, because “stability is undermined, and the ability to solve economic, social, and environmental problems (that require collective action) dissipates” (World Bank, 2003, p. 184). As the World Bank (2003) observes, in more equal societies, “people are more likely to trust each other, measures of social capital and social cohesion show that community life is stronger, and homicide rates and levels of violence are consistently lower” (p. 33). Equality is, then, a valid goal across the political spectrum, and education can contribute to its attainment. As Wilkinson and Pickett (2009) observe, education is “the main engine of social mobility in modern democracies – people with more education earn more and have higher social status” (p. 161). However, if education – and tertiary education in particular – is to revitalise the economy and promote equality, clear strategies and adequate funding are required. 
Economic growth

During the Great Depression, the United States experienced a surge in secondary school enrolments as the lack of employment opportunities forced teenagers, who might otherwise have entered into low wage, unproductive careers, to stay in school. This widespread uptake of educational opportunities increased the skills and earning potential of a significant portion of the population. Leonhardt (2009) notes that, in the heavily industrialised states, the high school graduation rate rose from approximately 20 percent in the late 1920s to almost 60 percent by 1940, and concludes “[t]hese graduates then became the skilled workers and teachers who helped build the great post-World War II American economy”. However, caution should be exercised when drawing historical comparisons. As Atkinson (2008) notes, the “New Deal was appropriate then, but we live in different times. We have to be imaginative in devising new social interventions and strategies for acting together.” Nevertheless, a comparable surge in demand for – and supply of – tertiary education services could shape future economies and societies. The Great Recession will most likely prompt manifestations of the ‘creative chaos’ Schumpeter (1994) identified, as inefficient industries expire and new industries emerge. Countries that use the opportunity of increased unemployment to appropriately retrain and educate their workforces will be well positioned to benefit when the renewed economy revives. 
Equality

Certain of the policies of the 1999-2008 Labour-led government, notably the Working for Families negative income tax, made New Zealand a less unequal society (Ministry of Social Development, 2008, p. 60). However, the trend since the mid-1980s has been towards an increasing disparity of wealth (Sandford, 2000, p. 193) and wellbeing distribution (Ministry of Social Development, 2004, p. 128). The Great Recession will not impact on all members of society proportionately. Thus Statistics New Zealand (2009a) reports that, at the end of the June 2009 quarter, the unemployment rate for Māori was 12.6 percent, and 12.8 percent for Pasifika, compared with four percent for Pākehā. 

Without decisive intervention, the worst educated and their children are likely to suffer the most severe and long lasting effects of an economic crisis (Atkinson, 2008). In its comprehensive and longitudinal study of inequality, the Organisation of Economic Cooperation and Development (OECD) concluded “[e]ducation attainment and qualifications are significantly correlated across generations” (OECD, 2008, p. 210). Thus, to an extent, the better-off may be assumed to have the wherewithal and personal experience to ensure their children gain a decent education, but the cycle of the worse-off endowing their children with poor educational achievement needs to be broken. From a progressive standpoint, this is an imperative that ensures everyone enjoys fair opportunities to lead a fully flourishing life. From a neutral political perspective, the more unequal a society, the worse is its educational achievement (Wilkinson & Pickett, 2009, p. 105), and the lower its likelihood of succeeding in the competitive world economy. In sum, across a range of measures, egalitarian societies are most successful than unequal societies (United Nations Development Programme, 2008.
High road/low road scenarios 

The tertiary education system, particularly the institutes of technology and polytechnic (ITP) sector, is likely to face increased, but not uniformly increased, demand as unemployment rises. Engler (2009) predicts “[d]emand for industry training is likely to fall in the short term as unemployment rises during the recession, but this is likely to be tempered by efforts to minimise job losses and encourage industry training”. According to Smart (2009), more unemployment will lead to an immediate spike in demand for degree level education, however, “a substantial part of any increase in participation may actually come in following years as increased participation at senior secondary school flows on into increased tertiary enrolment”. Such an influx into the tertiary education system may have positive effects in terms of future economic growth and equality, but will not automatically lead to such socially desirable results. The low road/high road binomial proposed by Sunter (1996) illustrates this point. 

In a high road scenario, a vision for medium and long-term outcomes will be manifest; adequate resources will be allocated; and rationing of spaces will be conducted on a reasonable basis that best serves desired outcomes. In this scenario, graduates may be expected to be ready to provide a significant return on the state’s and their own investment when the economy recovers. 
In a low road scenario, ITPs may act as ‘parking spaces’ for a section of the unemployed until such time as the low wage economy picks up; inadequate resources will be allocated; and scarce places will be rationed on a basis that does not meet long-term social goals. Those students who, under better economic conditions, would not have chosen to enter tertiary education, may not graduate, may not attain the skills and qualifications which will enable them to participate in higher paid, more productive work, and, because of accumulated student debt, may be impoverished, financially and psychologically, by the experience. In this regard, it is notable that New Zealand’s tertiary education completion rates are already some of the lowest in the OECD and significantly below those of Australia (Scott, 2009). 
The reaction to increased demand for tertiary education exemplifies low road/high road scenarios. In the United Kingdom, where the Great Recession has hit quicker and harder than New Zealand, universities, whose fees are capped, are making cut backs to save money. Meanwhile, mature students are seeking shelter from unemployment, and school leavers, are opting to continue education rather than enter a competitive job market. It is, therefore, predicted that as many as 130,000 applicants will not be granted places in the tertiary education system for the 2009 enrolment (Henry, 2009). Furthermore, the United Kingdom government plans to cut university funding by 1.65 percent in 2010 (B.B.C., 2009). This appears to illustrate a low road scenario that will see human capital atrophy through unemployment, and the opportunities of the Great Recession missed.

In the United States, community colleges, in particular, are experiencing a significant increase in enrolments, which, without a concomitant increase in funding, would need to be met with a severe rationing of places (Leonhardt, 2009). However, the Obama administration has announced an investment in community colleges of US$12 billion over the next 10 years (Parry & Fischer, 2009). The Council of Australian Governments (2009) inter-state agreement seeks to entitle and improve young people’s (15-24) engagement with education and training. Dubbed the ‘earn-or-learn’ programme (see, for example, Healy 2009), it is expected to lead to large numbers of young people entering the tertiary education system, especially Technical and Further Education Institutes (TAFEs). At a Commonwealth level, the Australian government has launched, “a landmark reform agenda for higher education and research that will transform the scale, potential and quality of the nation’s universities and open the doors of higher education to a new generation” (Commonwealth of Australia, 2009). Plausible concerns may exist regarding capacity and the wisdom of ‘forcing’ the young unemployed into tertiary education; nevertheless, the Labor government’s allocation of an additional Aus$5.4 billion to higher education over four years indicates its commitment. The massive investments of Australia and the United States in tertiary education are made in the context of national, strategic plans for their ITP-equivalent institutions to raise the productive quality of their workforces (see Commonwealth of Australia (2009) and Center for Innovative Thought (2009) respectively). It seems, then, that both Australia and the United States have adopted a high road approach to the Great Recession and tertiary education that combines long-term vision with a realistic level of funding. Which road is New Zealand taking?   

Government’s responses to the Great Recession

Klein (2007) argues that disasters, natural and manmade, have historically presented the opportunity for neoliberal ideologues to implement radical, structural economic changes. This thesis has resonance in the structural reforms implemented in New Zealand after the foreign exchange ‘crisis’ of 1985 (see, for example, Russell, 1996). Furthermore, a renewed prominence in public discourse of bodies (notably, New Zealand Business Roundtable and Treasury) and individuals (including Don Brash, Roger Douglas, Rodney Hide and Roger Kerr) associated with neoliberalism is evident. Indeed, as Kelsey (2009) cautions, the possibility of widespread privatisation of the tertiary sector cannot be discounted. However, the mixed member proportional electoral system, and the National-led government’s decision to include minority parties, notably the Māori Party, in the executive indicate that radical structural responses to the Great Recession are currently unlikely. Indeed, government reaction has generally been modest and piecemeal, with fiscal strategy aimed at “supporting the economy in the short-term” (Treasury, 2009b, p. 37). 

With regard to tertiary education, rhetoric has focussed on countering an increase in bureaucracy under the Labour-led government (see, for example, Tolley, 2009a). Although detailed policy statements have not as yet been published, Tolley (2009b) advised that new tertiary education policies will be constructed based on the priorities of simplifying the tertiary education funding system; reducing central bureaucracy; strengthening quality and requiring accountability; supporting and encouraging students; and improving the interface between schools and tertiary education institutions. In this last regard, the fast track approval for funding of the ‘tertiary high school’ at Manukau Institute of Technology’s Otara campus (see, Collins, 2009) is laudable, but this initiative predated the current government. Save for the reduction of bureaucracy, presumably a reference to the Tertiary Education Commission, which was introduced to improve institutional accountability, it is not obvious how these proposals differ materially from previous policy. The Ministry of Education (2009) reports in relation to the effects of the 2008 economic changes on tertiary education strategy: “The current policy focus is on how best to manage the country through a difficult economic period, while continuing to make strategic investments for the medium to long-term” (p. 4). It is difficult to interpret this as a strategic position of any substance.   

The National-led government has not continued the discreet portfolio of tertiary education, introduced by the Labour-led government. It is plausible that a unified portfolio may provide a more holistic approach to education. Indeed, it may be argued that the real youth unemployment and productivity issues lie with ensuring the education/training system retains as many young people who might engage in the occupations the country really needs. Youth unemployment requires tackling long before students reach the minimum school leaving age. However, a unified portfolio may also diminish the attention paid to the critically important tertiary sector. Indeed, Oram (2009) observes that “Education Minister Anne Tolley is so obsessed with implementing national standards in secondary schools she has ignored higher learning”. 

As Minister of Finance, English (2009) has emphasised bookkeeping, identifying the difference between survival and failure for ITPs as being one of financial management. While it is axiomatic that any institution receiving public funding should demonstrate proper financial management, such a focus may overlook the less easily quantified socio-economic contributions, particularly of regional ITPs. However, plans to curtail funding for many adult education classes may indicate that, even where broader socio-economic benefits are quantifiable, short-term budgetary measures will take precedence. In this regard, as an indication of decision-makers’ grasp of the issues, Tolley’s (2009c) caricature of adult education classes as “Moroccan cooking, gardening in the wind, and concrete shell mosaics” compares unfavourably with the analysis of the economic benefits of adult education calculated by PricewaterhouseCoopers (2008). 
Under the 2009 Budget, the increase in government funding for ITPs will be capped at 1.95 percent in 2010 (Treasury, 2009b). At the time of the 2009 Budget Speech, inflation was running at a rate of three percent. However, the annual increase in the consumer prices index for June 2009 had decreased to 1.9 percent (Statistics New Zealand, 2009b). This fall in the inflation rate will mollify the expected effects of a real decrease in funding. Nevertheless, the funding cap does indicate an undesirable short-term perspective. ITPs are crucial to economic recovery. “They are that part of the education system best equipped to deal with teaching people in need of the skills and knowledge they need to stay in jobs, find new jobs or, importantly, find their first job” (Riggs, 2009). In response to the 2009 Budget allocation for tertiary education, Oram (2009) observed “the budget starved the tertiary sector…The derisory increase in the tertiary budget means less money for teaching salaries and less for the surge of students trying to register because they can’t find jobs”. Furthermore, it seems that the Ministry of Social Development’s curtailing of the Training Incentive Allowance has raised a barrier to those seeking to escape welfare dependency through tertiary education, notably solo mothers hoping to train as nurses and teachers. (See, Haines, 2009 for examples.). 
In response to the dramatic increase in the youth unemployment rate (4000 to 17,000 for the year ending June 2009), Key (2009) announced the Youth Opportunities package, comprising Job Ops, Community Max, Youth Guarantee Jump-Start, new service academies, expansion of Limited Service Volunteers, polytechnics and technology institutes funding boost, and summer scholarships. Job Ops will subsidise youth employment, and thereby improve the unemployment rate for young people, but may potentially raise unemployment risks for older people. The social and individual benefits of young people working, rather than being unemployed, are noteworthy: as Hutton (2002) argues, work is a “means of acting and interacting with the world that fulfils an individual’s humanity” (p. 231). Nevertheless, the Youth Guarantee Jump-Start and ITP funding boost are most relevant for current purposes. The “Stage One” of the first initiative “will allow up to 2000 16 and 17 year olds to undertake vocational training at a polytechnic, wananga or private training establishment” on a no fee basis (Key). The second initiative will provide $8 million extra funding for ITPs with the expectation that such extra funding will “be targeted at those with the highest needs, with those under the age of 24 expected to be a particular focus” (Key). 
The youth-orientated initiatives are laudable, however, overall, the National-led government has not so far demonstrated long-term vision for the tertiary sector, and has opted for piecemeal and short-term measures that are unlikely to generate significant returns in the future. Compared to the Australian response to the Great Recession, New Zealand certainly appears to be on the low road.

Silver linings: the potential for business education

It would inappropriate to seek to judge the National-led government’s tertiary education strategy since none yet obviously exists. However, no tertiary education strategy is perfect, and while the market model, which is likely to be revived to some extent, has been roundly criticised (see, for example, Olssen, 2002), the Labour model of directed outcomes was not beyond critique (see, for example, Barrett, 2007). In particular, the then Minister of Tertiary Education’s apparent disdain for business graduates (see, for example, Cullen, 2006) was not favourable for ITP business schools. Given that a renewed emphasis on student demand, rather than community need, seems likely, business education may have a promising future, but not a simple continuation of its past. Indeed, the economic crisis has given pause for thought, not just about the failings in business practices that contributed to the economic crisis and how lessons learned from these failings might improve business education, but also about society’s basic values and goals, and how business and business education may contribute to preserving those values or attaining those goal. 

It is not submitted that the business curriculum necessarily requires a radical overhaul, provided greater emphasis is placed on certain subjects. Since “the financial crisis can be to an important extent attributed to failures and weaknesses in corporate governance arrangements” (Kirkpatrick, 2009), teaching of corporate governance needs to play a preeminent role. Likewise leadership studies that stress ethical behaviour have become crucial, as has the development of critical thinking skills that enable employees to challenge poor management decisions. Generally, the credit crisis has shown that people engaged in commerce need to understand fully how malpractice impacts on society. Business education must ensure that graduates are able to contextualise their practice within the moral sphere. For graduates and society, this will ensure quality, “the value that learners gain from their learning experience, the utility of their qualifications and the extent to which positive longer term outcomes occur” (New Zealand Qualifications Authority, 2009).  

The contingencies of the Great Recession are apt to obscure what is important to New Zealand society in the long-term: concerns for sustainability, for example, have been overshadowed by pressing economic considerations. However, this situation is unlikely to continue into the medium and long-term as New Zealand recommits to carbon emissions reduction (see, for example, Watkins, 2009). Indeed, even in the short-term, the need to cut institutional costs may lead to more sustainable outcomes. Thus Lewin (2009) reports on the positive sustainability effects certain American colleges have experienced as a result of budgetary restraints. A second long-term concern lies with realising New Zealand’s unique status as a bi-cultural and multi-ethnic, Pacific nation. These are fundamental issues with which ITPs and business educators must continue to engage. However, business education may play its most important role by contributing to an increase in productivity. Of course, increased productivity in itself may not be society’s primary goal. As Nussbaum (2006) observes, “[s]ociety is held together by a wide range of attachments and concerns, only some of which concern productivity. Productivity is necessary, and even good; but it is not the main end of social life” (p. 160). Nevertheless, increased productivity, as an instrument, should have general appeal. To reiterate: equality and economic growth through increased productivity are interrelated. Generally speaking, more equal societies are more productive, and better-educated societies are more equal and productive.  

Satisfactory secondary schooling is the minimum educational requirement in the contemporary world. It is the standard that enabled the United States to establish productive hegemony in the 1940s, but the one that developing countries understand they need to provide to operate in the world economy (Goldin & Katz, 2008, p. 13). However, it is submitted that for countries, such as New Zealand, that have ambitions to thrive and lead in the second decade of the twenty first century and beyond, the education system should seek to ensure that the vast majority of the workforce have education or training beyond the secondary level. ITPs are ideally positioned to perform that role.  

The reasons why New Zealand lags significantly behind Australia in productivity are complex (see NZIER, 2006 for a discussion). One cause may be that the ‘wrong’ jobs are being created. Whereas the technology sector has a revenue figure of around $400,000 per employee, the wine industry has revenues of $90,000 per employee, and tourism $77,000 per employee: “[t]he harsh reality is that the more we build our tourist industry, the poorer we become” (Callaghan, 2009a). Callaghan (2009b) therefore argues that New Zealand’s future prosperity lies with raising the status of science in the country, but “most importantly, perhaps, we need to educate a new generation of scientists who are excellent, entrepreneurial, communicative and socially aware” (pp. 20-21). Business schools cannot produce scientists, but can play a crucial role in developing the business skills of scientists. Given, the potential for scientific advances to endanger humanity and the world, moral leadership will take on a critical importance. 
Limitations and areas for future research 

This paper has provided an overview of several interrelated issues, each of which deserves in-depth analysis. Because the ultimate effects of the Great Recession are unknown and government policy is inchoate, it has been necessary to rely, to an extent, on media reports. As these effects and policies become better understood, more substantial sources are likely to become available, and further research conducted.   

Conclusion 

The Youth Opportunities package will assist some of the youth unemployed to find useful employment immediately, or later when they have a measure of occupational training. However, it is unlikely that these jobs will be the highly productive activities that might change the economic fate of New Zealand. Oram (2009) observes that the current Minister of Finance “has compromised the present and forfeited the future for New Zealand”. When New Zealand’s short-term, non-strategic response to the Great Recession crisis is compared to the apparent high road responses of Australia and the United States, this conclusion is plausible. Nevertheless, opportunities for business education exist, whatever barriers of policy and funding are erected, to make a significant contribution to economic growth through increasing productivity, and, thereby, equality. 
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Abstract

This paper examines why students who are enrolled on a first year Bachelor of Commerce course at a tertiary institution in New Zealand chose to study a business degree, and in particular what or who influenced some of these students to major in accounting. Responses from the students surveyed suggest that students are attracted towards studying business and accounting at tertiary level as a result of their personal attitudes towards these discipline areas, and because of the influence of certain reference groups or referents. New Zealand students continue to be attracted into tertiary business studies by the draw card of the perceived extrinsic benefits, such as the financial rewards and job opportunities available both in New Zealand and overseas. There is also evidence to suggest that students choose to study accounting at tertiary level because they enjoy numbers and/or enjoyed studying the subject at high school i.e. the intrinsic factors. The results of this study should help tertiary institutions in New Zealand promote business studies to potential students and the findings should provide useful information to the New Zealand Institute of Chartered Accountants to help it promote accounting as an attractive career to potential members.

Introduction

The future viability of any professional body is dependent upon continuously attracting new members, ideally the best and the brightest new tertiary graduates. This is undoubtedly the case for the only professional accounting body in New Zealand, the New Zealand Institute of Chartered Accountants (NZICA). From recent newspaper and journal articles and government-prepared skill shortage lists, it is apparent that skilled and qualified accountants continue to be in high demand in New Zealand, even during the present recession; however, many New Zealand students are reluctant to make chartered accountancy their first career choice (Robert Half, 2009; Raman, 2005).

In the past few years, NZICA has worked hard to promote the Chartered Accountant (CA) brand and change some of the negative perceptions held about the accountancy profession (Ahmed, Alam, & Alam, 1997; Tan & Laswad, 2006). Nonetheless, the number of domestic students graduating from accounting degree programmes in New Zealand has decreased (Ahmed et al., 1997; Wells, 2006; Tan & Laswad, 2006). International research in Australia (Jackling & Calero, 2006), Canada (Felton, Buhr & Northey, 1994), Japan (Sugahara & Boland, 2005), Ireland (Byrne & Willis, 2005) and the US (Albrecht & Sack, 2000) also identified a similar decline in accounting graduate numbers. Suggestions for this decline include a negative perception of accounting, increasing academic requirements, a misunderstanding of accounting and the skills required, and narrow curricula at the high school and tertiary education levels (Wells, 2006; Albrecht & Sack, 2000; Malthus & Fowler, 2009).

The impact of declining professional accountant numbers is exacerbated by competitive factors. Although NZICA does not face any competition for membership from any other professional accounting body in New Zealand, it does not have a monopoly over the use of the word “accountant”. Any person may set themselves up as an accountant in New Zealand in direct competition with members of NZICA and hence there is a market for people to work as accountants without having to study accounting at tertiary level. NZICA is also facing increasing international competition from CPA Australia, one of the professional accounting bodies in Australia, who are actively promoting membership to accounting students at tertiary institutions throughout New Zealand (Colman, 2006). Consequently, it is hugely important to NZICA, that professional accounting is seen as an attractive career to high school leavers and tertiary business students, and that becoming a member of NZICA rather than joining an overseas professional accounting body is seen to be an attractive option.

The objective of this study is to ascertain why students who were enrolled on a first year Bachelor of Commerce (BCom) course at a tertiary institution in New Zealand chose to study a business degree, and in particular what or who motivated some of these students to major in accounting. The results of this study should help tertiary institutions in New Zealand promote business studies to potential students and it should provide useful information to NZICA to help them promote accounting as an attractive career to potential members. 

The rest of this paper is as follows. It first discusses the prior literature in the area and then outlines the research objectives and methodology used in the study. This is followed by the results, analysis and related discussion. The paper lastly presents the conclusions of the study, its limitations and opportunities for future research.

Literature Review

Extensive research has been carried out both in New Zealand and overseas on why students choose to study business and in particular accounting at tertiary level. Broadly, the influences on accounting students fall into two main groupings – personal attitudes towards accounting and the influence of reference groups, referred to as subjective norms (Jackling & Kenely, 2009). 

Personal attitudes towards accounting as a career are determined by a number of influences, broadly identified as extrinsic and intrinsic factors (Jackling & Calero, 2006). Extrinsic factors refer to the outcomes and rewards that accounting students perceive will accrue from majoring in accounting. They include financial remuneration, job availability and opportunities for advancement (Paolillo & Estes, 1982; Felton et al., 1994). 

A study of Year 13 accounting students at a number of high schools in New Zealand in 2006 found that the students who were keen to pursue accounting studies at tertiary level were attracted to accounting as a possible career mainly because it was perceived to be internationally portable and hence could lead to jobs overseas (Malthus & Fowler, 2009). They believed that membership of a professional body such as NZICA was attractive due to the perceived status attached to such membership and its perceived international recognition. In addition, the relatively high salaries that were perceived to be available in accounting also appeared to be a motivating factor.

Intrinsic factors refer to the personal satisfaction attained from pursuing certain activities. Prior research suggests that at the high school and tertiary level those students who have a high level of interest or aptitude/skills in mathematics and/or accounting were more likely to choose an accounting major or career (Paolillo & Estes, 1982; Cohen & Hanno, 1993; Allen, 2004; Byrne & Flood, 2005; Hartwell, Lightle & Maxwell, 2005). In contrast, the New Zealand based study of first year tertiary accounting students, by Tan and Laswad (2006) found that skills and a background in mathematics are not strong indicators of performance in accounting courses. Another intrinsic factor found in the Malthus and Fowler 2006 study of high school students (often referred to as Generation Y in the media) was the importance of having a “fun” career and of achieving a work/life balance. A significant number of high school students were not attracted towards a career in accounting because they perceived that the hours were long and the work was often tedious (Malthus & Fowler, 2009).

The influence of certain reference groups on a student’s decision to study accounting at tertiary level can be significant. The New Zealand Ahmed et al. (1997) study concludes that referents such as parents, members of the accounting profession, tertiary and secondary teachers had no influence at all; however in contrast, Tan and Laswad (2006) argue that parents are the most important referent. The recent study by Malthus & Fowler (2009) found that that the main referents of high school students were the students’ parents and family members, teachers, and career advisors. Other referents mentioned in the study were friends, and university and industry representatives, for example at Career Expos. Those students whose close family members were Chartered Accountants tended to be either positively influenced/steered in that direction or had been put off a career in accounting.

Research Objectives 

The research objectives of this study are to ascertain why the New Zealand students studying on the first year of a BCom programme at a tertiary institution in New Zealand
 chose to study a business degree and why the New Zealand students planning to study or considering studying on the accounting major chose to major in accounting. The methods employed in the study to achieve the research objectives are described next.

Research Methodology and Demographics of Respondents and Participants

The study is exploratory and regional based in nature, and this is reflected in the research methods chosen. The research was conducted in two parts. The first involved a survey of all the New Zealand students who had commenced their studies on the BCom programme at a tertiary institution in New Zealand at the beginning of 2009, which included all the new fulltime and part-time students, both school leavers and others. The second part of the study involved a focus group selected from the first year students who intend to major in accounting on the BCom programme. The priority of this study is to examine the perceptions of students and it was decided to use a focus group to obtain "rich descriptions and explanations from organizational actors on their perceptions” (Moll, Major & Hoque, 2006, p. 378). 

The survey was given to all of the New Zealand students who were studying on a first year accounting course on the BCom programme, which is compulsory for all majors
. This course is only offered in the first semester and hence is one of the four courses that new BCom students are advised to enrol on at the beginning of the year. There were 50 students enrolled on this course, including two international students and the survey was completed by forty-five New Zealand students, representing 94% of the New Zealand students enrolled on the course. The survey was distributed to and completed by the students at the end of a class.

The majority (64%) of the students who completed the survey were female and the age of the respondents are provided in Figure 1.
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Figure 1: Age of respondents

Most of the students had left school after Year 13, with only 18% leaving after Year 12 and 15% leaving after Year 11 (all of whom were mature students). The vast majority of the students were studying full-time (76%). 

All of the 13 students who stated on their surveys that they intended to major in accounting and ‘probably plan to become members of NZICA’ were invited to take part in a focus group and five of these students (all of whom were female) attended a focus group meeting. 

Results

Influences on the choice to study on a BCom programme

The two most commonly cited reasons for enrolling on a BCom programme were the perceived availability of future job opportunities and future financial rewards, as detailed in Figure 2.
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Figure 2: Reasons for enrolling on a BCom programme

Other reasons included:

· Own a business and need to know more about business

· To improve knowledge for work

· Work pays for course

· Half a degree for free

· As a backup plan for an alternative career

The students were most commonly influenced to study on a BCom programme by family members, as detailed in Figure 3. The next most influential referents were friends, cited by 40% of the respondents and the least cited referents were teachers. Six students had been influenced by either their bosses or colleagues at work and the ‘other’ referents included staff from the tertiary institution and acquaintances who were Chartered Accountants.
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Figure 3: Students’ referents

Influences on students’ choice to major in accounting

The students who were likely to major in accounting had chosen to study accounting because of the perceived extrinsic benefits of accounting as a career, i.e. the availability of accounting job opportunities and the financial rewards they perceived these jobs would offer them upon graduation. The participants perceived that the discipline of accounting was very broad and varied, and hence they believed that there would be a range of different job options for them to choose from when they graduated. The attraction of the perceived financial rewards was expressed as the most important reason for choosing to study accounting at tertiary level by one of the participants who is a mature student and who has decided to make a career change reasonably late in life. This participant had been strongly influenced by the results of a survey of the remuneration of members of NZICA, which is carried out each year by NZICA.

One participant was attracted by the idea of being able to become a specialist in an area that really interested her. The students believed that there would always be a demand for accountants, both in New Zealand and overseas, and suggested that accountants who specialise in corporate recovery and insolvency are in particularly high demand during periods of recession, such as the current times. All of the students were attracted by the international recognition of an accounting qualification, in particular the Chartered Accountants qualification. The following quote summed up the participants’ views:

The reason why I’ve always wanted to go into accounting is because it is an international career. You can go anywhere with it and there’s a lot of room to move around in it as well. And it gives you the freedom to choose where and how you want to operate. Also it is financially appealing.

A number of the participants were attracted into studying accounting at tertiary level due to intrinsic factors, including skills and aptitude in maths and numbers, or because they had enjoyed studying accounting at high school. Some of the participants had been influenced to study accounting by family members (e.g. a father and a cousin) who were accountants. This influence had been subtle, rather than explicit, i.e. the participants had observed family members in accounting jobs and “it was always there – it was just what he did so it was very easy to follow in his path”. 

All of the participants wanted to become Chartered Accountants yet they did not know what was required to become one in New Zealand, and although they were all aware of the Associate Chartered Accountant qualification none of them understood the differences between these two qualifications. 

Limitations and Areas for Future Research

This study is an exploratory study and it is acknowledged that there were a small number of respondents and participants selected from one tertiary institution and hence the results are not generalisable. There is also the possibility of selection and response bias by the participants, interviewer bias and the selective interpretation of results. 

The research could be extended into a national study of students on the first year of a business degree. Future research could also include carrying out focus groups of tertiary students at other tertiary institutions or a longitudinal study of one group of business tertiary students to observe how or if they change their career intentions over time and the factors that influenced their decisions. 

Discussion and Conclusions

The findings from this study confirm the research by Jackling and Kenely (2009) that students are attracted towards studying business and accounting at tertiary level as a result of their personal attitudes towards these discipline areas, and because of the influence of certain reference groups or referents. The evidence supports the prior research that New Zealand students studying business are attracted by the draw card of the perceived extrinsic benefits, such as the financial rewards and job opportunities available both in New Zealand and overseas. There is also evidence to suggest that students choose to study accounting at tertiary level because they enjoy numbers and/or enjoyed studying the subject at high school, which contradicts the findings of the Tan and Laswad (2006) study. However the results from this study indicate that the most important referents of the first year students were family members, which is consistent with Tan and Laswad’s study in 2006. Not surprisingly, the views of the first year BCom accounting students closely mirror the views of Year 13 accounting high school students with regard to accounting as a career, as found by Malthus and Fowler (2009). 

In summary, the results of this study suggest that tertiary education institutions in New Zealand and professional accounting bodies such as NZICA should promote accounting as a career to potential members on the grounds of the extrinsic benefits of becoming an accountant, such as the financial remuneration, job availability, and international recognition of the CA qualification. The results from this exploratory study suggest that promotional activities should be aimed not just at potential accounting students but also at the families of these potential students, especially their parents as it appears that they have the greatest influence over the students in their choice of career and further studies.
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Abstract

After a brief review change in tertiary education system in NZ over the past 20 years we emphasise the importance of value-for-money approach in teaching and assessments. Whichever paradigm (or combination of approaches) with which we may approach tertiary teaching – attracting learners, being student centred, using a customer oriented marketing model, or the imperative of applied knowledge - all, in some way or another need to pay attention to how students are interpreting, valuing and making use of their educational experience in the work place. The present survey of a small third-year Corporate Finance business course applies this principle to gaining information from students after their involvement in substantial case study based coursework. Students were invited to report their experience in this stepped assignment consisting of three parts: (1) group and individual out-of-class work to produce a written case report; (2) group presentations of findings; and (3) individual critique of other groups’ case analyses and presentations. Findings in the form of quantitative Likert items and brief qualitative student observations are presented here in four areas: student effort and satisfaction vis-à-vis case study workload, student group work and learning issues, contribution to students’ real-world learning, and feedback on learning and further improvement of the case study assessment. The smallness of class numbers means that the results cannot be generalised, providing instead a “stake in the ground” for this group’s experience. The conclusion reflects on wider case study research possibilities.

Introduction

An evaluative exercise for teaching improvement in a third year corporate finance class creates an opportunity to reflect on case studies usage, through studies eyes, in current tertiary teaching.

Background
Two decades ago the Department of Education policy document (Hawke, 1988), delivered the rationale for radical change to tertiary education. One of the fundamental aims was to increase the provision of post-compulsory education and training, while fairly apportioning the cost. Hawke’s document was integral in the thinking behind today’s student contribution scheme – a government administered student loan scheme enabling students to borrow for fees, course and living costs for the duration of their years of tertiary education. Hawke believed that the restructuring of post-compulsory education and training was to be essential if New Zealand was to survive in an increasingly competitive international economy. 

The shift of a substantial burden of the funding of tertiary education from government to individuals is a significant factor in a student’s decision about whether to participate in higher education (Maani, 2000). It has required students to consider tertiary education as an investment decision. Further, research by Baldwin, Gendall & Hoek (1995) concluded that while most New Zealand secondary school students acknowledge the benefits of a tertiary education, they genuinely fear indebtedness and do not accept that the cost benefit analysis comes out in favour of borrowing for education. This however, is not borne out in practice, as a greater proportion of the New Zealand population has engaged in higher education since 1991. Fees, which were not a feature of tertiary decisions prior to 1991, started come to play a much more significant role in the financing of higher education by the middle part of the decade (Maani, 2000).

LaRocque (2003) addressed the participation in higher tertiary education purely from an economist’s perspective. LaRocque emphasised that while education is essential from an economic viewpoint “seeing education only as a driver of economic prosperity can distort it by placing the focus on quantity over quality and emphasising qualifications for their own sake” (p. 3). He therefore favoured less governmental intervention and a market system, which he believed would be conducive to effective teaching. 
It can be seen from the above discussion that education providers have to achieve multiple objectives and at the same time satisfy a number of stakeholders. However, securing employment after tertiary education is the ultimate objective, in the present education model. Therefore we argue the education should be aligned to real life application. Thus in this paper we investigate the perception of one small group of business studies students using one case study approach to learning and assessment. The paper is set out as follows: in section one, shifts in tertiary education are described; section two questions the widespread unreflective centrality of case studies; third, the aim of gathering student perceptions of case studies is set out, and methods issues are discussed; fourth, the findings section is organised into four themes identified in student responses; fifth, the final section provides a summary and includes some recommendations.

Widespread Use of Case Studies
Case study based assessments in the changing tertiary educational milieu is one area of teaching among others benefiting from investigation (Byström 2004). Finance courses, along with other business subjects, as well as a number of other disciplines, make extensive use of case studies in teaching. Developing within students an appreciation for practical yet ambiguous dimensions that provide the context of organisational decision-making is often one of the greatest teaching challenges that instructors face. Case study analysis provides a highly prized route towards this objective in assisting students in integrating the various elements of theory and practice required of successful graduates and finance practitioners. 

Why are case studies understood to be relevant? Teachers often justify the use of case studies on two grounds: theoretically, case studies pull students towards integrated use of what they have been learning (especially important in final year classes); and practically, case studies are held to conform to more real-world situations required in the workplace rather than conceptual class-room instruction. This is often understood in terms of desirable graduate profiles. Cox (2007 p. 5) identified graduate attributes valued in commerce and by professional bodies such as the Institute of Chartered Accountants of New Zealand (NZICA): that students can analyse complex issues; identify the core of a problem and the means of solving it; synthesise and integrate disparate elements; make effective use of numerical and other information; work co-operatively and constructively with others; and communicate clearly both orally and in writing. Case studies are generally taken to help generate, in part at least, a number of these attributes.

These formally desired qualities correspond to the pedagogical goals of genuine and substantial learning referred to above (Prosser and Trigwell 1998). Szpiro (1996 p. 1) describes how case studies are usually written from the viewpoint of the decision maker or problem solver, and the inherent value of them being “actual situations, not hypothetical problems or contrived exercises”, or as Becker and Watts (2001 p. 451) observed, shifting from “using the same chalk and talk methods” of earlier generations. Although teachers may attempt to provide deeper learning (in contrast to surface learning) in all modes of instruction (Ramsden 2003), the case study situation can be seen to provide a juncture at which synthesis or integration of ideas and knowledge can occur. It is difficult for students to avoid interacting with other students who are also attempting to make inferences from the scenario before them.

Szpiro (1996 p. 1) also describes the inherent value of case studies being “actual situations, not hypothetical problems or contrived exercises”, or as Becker and Watts (2001 p. 451) capture it: shifting from “using the same chalk and talk methods” of earlier generations. Although teachers may attempt to provide deeper learning (in contrast to surface learning) in all modes of instruction (Ramsden 2003), using case studies is commonly seen to provide a juncture at which synthesis or integration of ideas and knowledge can occur. It is difficult for students to avoid interacting with other students who are also attempting to make inferences from the scenario before them. In the present Corporate Finance course assessment balancing individual and group efforts aimed to provide greater opportunities to overcome problems associated with group assessments alone. 

Aim and Method
Under the present competitive market environment, student satisfaction while maintaining teaching and learning quality is paramount to attract and retain students. It is equally important to develop assessments that are relevant to skills needed by potential employers. Within this milieu, the aim of this study is an exploratory examination of finance students’ perceptions of learning through case studies. A questionnaire is used to find out how business students experienced doing case analysis as a major graded piece of assessment, allowing students freedom to compare or comment on relativities within the course, differences in relation to other types of assessments, or to comment more generally. Since students are the main stakeholders for any tertiary institution, it is important to gauge their perception of the quality of their teaching-learning process in relation to any assessment. The course itself sits at third and final year (700- level) within an accounting major in a Business Studies degree. In order to complete this course successfully on average it is required 150 hours study, comprising 60 hours of class contact, and 90 hours of students’ own study.

The present case study assignment draws on three examples from Bruner (2003, pp. 243, 289, 371): Diamond Chemicals PLC (A & B), Eastboro Machine Tools Corporation, and An introduction to Debt Policy and Value. In each phase of the project students are required to link theory with the specifics of the given scenario presented and arrive at decision alternatives. In phase one, students receive and analyse the cases; this includes their own study and a series of group meetings to prepare a written report. In phase two students allocate among themselves contributions to a class presentation. In phase three students individually prepare written critique of the work of one other group based on its presentation and written reports. Part of the instructions to students in setting up work groups in the preparation phase was that they needed to meet and interact in their group to identify the issues in the case study, and together evaluate qualitative and quantitative factors. 

Fleet, Summers and Brett (2006 p. 78) provide in-depth discussion of case studies in accounting teaching, making a distinction between (1) the study of the case study itself, (2) case analysis of the materials in the light of other knowledge and information, and (3) the case report in which the derived actions/consequences/recommendations are set out. Reference to Fleet, Summers and Brett’s subsequent discussion (pp. 78-97) of the requirements and purposes of the different elements of this teaching approach, or similar case study formats, gives students a broader awareness of the strengths and limitations of case analysis methods. This in turn assists them from falling into too-neat answers when the freedom of such methods gives a more ambiguous and real-world take on the information (even as it directs and focuses students’ current learning by what has been selected for inclusion in the case).

The study uses a two-page questionnaire designed with twenty-one questions (available on request). The first fifteen questions (Q. 1-15) and question eighteen (Q. 18) use a seven-point Likert scale rated from one - “Very strongly disagree” through to seven - “Very strongly agree”. An additional category allowed students to record “Do not know/No opinion”. Students simply circled or marked the number of their choice. Reversing the direction of inventory item statements was used to disrupt any tendency for “pattern response” answering, that is, giving the same answer to many or all questions even when not appropriate instead of individually responding to each item.

Results and Discussion
Four themes are observable across the student responses and by putting together responses to a number of different questions, this addresses the aim of the study. The final section draws some broader points from these findings.

Student Effort and Weighting of Marks

Inconsistency of workload among courses is a frequent feedback and complaint by students. Thus it is important to gauge the time taken to complete an assessment - this in turn an important input for designing effective assessments. The announced weighting of course assessments at the start of courses normally provides the signal to students of work required to produce an adequate result. Usually the higher the mark, the more time and effort need to be expended. The present case study assignment contributed a possible 30% of the total course score. Within this, the contributions of the three parts of the assignment were: 40% for the group written submission, 30% for the group presentation, and 30% for the individual critique/feedback on other group work, a total of 100% of this assignment.

In this survey students reported varying amounts of work to complete the three parts of the assignment (Q. 21). Two students at the lower end of amount of time spent reported total hours for the whole assignment of approximately 32 and 38 hours work. All other students reported over 40 hours taken to complete the project, up to mid fifties. 
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Figure 1 below shows hours spent by students on the initial analysis of the case including both individual and group sessions, and can be easily seen to take the greatest proportion of total time spent. For most students, at least 50% of total time was spent on that part-1 of the assignment; and for some it was around 75% with the highest reported at 82% of total time. Students may or may not see that the preliminary work also undergirds the later Presentation and Critique stages of their assignment, but this proportion of conscious effort spent leads into the question of weighting of the assessment relative to other elements of marked coursework. Work volume was included in comments made about possible improvements, such as looking at “Time taken to complete each task – e.g. Report, Presentation, Critique,” or again, the hopeful request to “Provide time in class to complete the assignment.” Previous comments on group participation alluded to pressure on students to complete this (and implicitly other courses’) assignment work. 

The open-ended part of the survey (Q. 16-17, 19-20) was used by students to make several comments on their perceptions of the effort - marks weighting ratio. As they viewed things:

“Final weighting a bit low for amount of work - keep assessments the same but increase final weighting.” / “Too many assessments for weighting - could take out presentation?” / “Individual assessment weightings should be different - report should be worth more, at least 50%.” / “Provide time in class to complete the assignment.” / “It perhaps could have a bigger overall weighting.” / “Possibly only one case analysis assignment (not 2).”

Reflection on the appropriate balance of marks as reward for effort for this kind of assessment is indicated by these responses. In addition, (1) students may be encouraged to see the preparation work as also yielding marks in the latter phases of the case study Presentation / Critique phases, and (2) this may indicate the value of further research on a larger scale into this issue.

Issues of Student Group Work

Group work is simply presumed in most business educational environments to be a prerequisite for learning communication and team performance skills, so much so in fact that the negative aspects of emphasising teams and groups have begun to surface (Sennett, 1998). The present course survey data reflects, however, the common experience of students that local factors have a major bearing on whether the group aspects of the assignment are seen as a benefit that enhances education or as a detriment to be endured. Evidence on both sides of this divide was found here. Ballantine and Larres (2007 p. 163) also recently studied a group of senior undergraduate accountancy students, saying that:

Group assessment now plays a significant role in higher education. Existing research has identified a number of benefits that derive from group assessment including the development of generic skills and the promotion of deeper learning. Despite its importance as a learning tool, there has been little research reported in the accounting literature, which has examined accounting students’ attitudes towards the use of group assessment.

The group work component of case analysis considered here has some positive features and some negative learning features for students. Student perceptions recorded here for one learning mode thus contribute in a small way to the reconfiguring proposed later in Ballantine and Larres’ study. On the one hand, individual students reported positively their orientations to group work or experiences in the current course in these terms (Q. 16):

“Opportunity to gain other peoples’ perspectives.” / “Interact with others provides more insight.” / “It provides an opportunity to learn from others.” / “Requires group collaboration.” / “Helps me analyse what I have known about my learning and what I have learnt from other students’ thinking.” / “It also allowed for the improvement of time management skills and improvement of group work skills.” / “Work with potentially studious students.” / “Critiquing other groups helped me to really understand their cases.”

No question in the survey directly prompted student about group work. Thus, on the other hand were a number of negative comments pointing to some frustrations for students in interacting with others unwilling to “buy in” to the group process: 

“I felt I would have liked more say in the choosing of group members.” /  “Some people in a group don't turn up on a day to support the rest which is going to affect our time.” / “I have no issues with a case study. It was the time involved, and time with group work, that caused issues.” / “While I have good time management myself, I found other group members’ poor time management lead to undue stress. I would emphasise good time management and a strong focus from the start.” / “Smaller group (no more than 3 people), as attempting to meet with group members is difficult.”

Given that students made most of these negative comments in answering other questions (Q. 19, 20) than in responding to naming “three things about the assignment that could be improved” (Q. 17), it appears that their perception is that these frustrations are part of the general environment of tertiary education. Since there is a reasonable balance of positive experience as well, this is not for most of them perceived as a serious problem. What has not been distinguished here is whether the quality of students (better or less capable academically) has a bearing on perception or value of group work, or whether altitudinal factors such as individualism, or situational factors such as paid work or family commitments bear on students’ experiences. Class management care aimed at overcoming passive acceptance of less than optimal experiences could be an enhancement area within individual courses and also potentially across a degree programme more generally.

Case Study Analysis and Real-world Learning

Since a key element in real work environments is competency in communication of ideas two items (Q. 13, 14) asked directly about this possible consequence of case analysis written and presentation work (Table 1).

	Table 1: Communication Benefits (soft skills) from Case Study Work (Q. 13-14)

	Statement from very strongly agree to very strongly disagree
	Mean
	Range

	Q. 13
Is useful for assessing communication skills - written
	5.6
	3.0

	Q. 14
Is useful for assessing communication skills - oral
	5.9
	2.0


Students largely agreed, at least in principle, with these statements (Q. 13, 14). While the group element was important as we saw earlier in both positive and less than optimal ways, students also remarked on self learning process. But for the most part students were commenting on the advantages of analysing cases for their learning relevant to real world situation, when they made the following approving statements (questions 16, 20):

“Self learning.” / “Great learning tool - gives students a base to start from.” / “Good to read a case and expand your knowledge by using own knowledge, opinions and research.” /  “No right or wrong answers.” / “Helps me think more in details.” / “Helps me to apply my own understanding to what each case is about to the real world situation.” / “Need to thoroughly research the topic given.” / “Gives the opportunity to perform complex calculations.” / “Requires understanding of topics (greater than tests etc).” / “Lateral thinking.”

Question two in the Likert section asked students to agree/disagree with the statement that “I learn more from out-of-class assignments.” This had the highest mean score of all questions at a rating of six out of a possible seven. Again, what aspect of “freedom” to learn, a perception of more resources away from class, or a feeling of classroom constraint, or other factors operative here are factors about which it is not possible to do more than speculate. Overall, however, the students are broadly positive in what they report of their learning in doing the case study assignment. The first series of Likert items (Q. 1-7) asked about students’ perception and feelings around case analysis work (Table 2).

	Table 2: Liking /Disliking for Case Study Work (Q. 1-7)

	Statement from very strongly agree to very strongly disagree
	Mean
	Range

	Q. 1
I put more work into projects/assignments of this nature
	6.0
	2.0

	Q. 2
I learn more from out-of-class assignments
	5.4
	2.0

	Q. 3
I would avoid a course which has case analysis if I could
	2.3
	3.0

	Q. 4
I think too much of my overall grade relies on out-of-class assignments
	3.3
	6.0

	Q. 5
I think out-of-class case analysis should be reserved for the final year of study
	5.0
	5.0

	Q. 6
I wish there were more case analyses of this nature
	4.0
	6.0

	Q. 7
Assignments of this nature improve my overall grades. 
	4.6
	3.0
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While an attempt to gain an overall response was partly accessed through several of the questions, Q. 18 directly asked students: “If you had two papers/classes of equal appeal to choose from and could take either one with case study analysis or one without case study analysis, which would you choose?” Figure 2 below records their answers. Only one student registered a neutral answer to the question, no one supplied a negative answer. The bulk of the response was of modest agreement, with only one or two students expressing a definite strong preference for courses with a case study component.

It seems clear from Figure 2 that there is a group who clearly see benefits for them of this kind of assignment. For at least some of the modest “agree” category of response, reference to issues in group functioning provide one possible explanation.
Other Likert items (Q. 8-12) provide greater breakdown of this overall statement of student perception in Table 3.

	Table 3: Sense of Learning from Case Study Work (Q. 8-12)

	Statement from very strongly agree to very strongly disagree
	Mean
	Range

	Q. 8
Motivates me to study and relate theory to practice
	5.4
	4.0

	Q. 9
Provides opportunity for more active participation and class involvement
	5.4
	4.0

	Q. 10
Facilitates self-directed learning
	5.0
	4.0

	Q. 11
This assignment and method of learning is more appropriate to future employment situations
	5.1
	3.0

	Q. 12
It helps deliver ability to form creative solutions and lateral thinking to problems
	5.9
	2.0


These responses are largely at the “agree” level, students avoiding stronger concurrence with these statements, and they also reflect a considerable range of opinion.

In the open-ended question about overall value (Q. 20), “How valuable to you in your learning is case analysis?” student went beyond simply select a rating as in Figure 2 above, but responded in written sentences as follows:

“Very - case analysis allows the student to read one point of view and consider all areas and expand on these areas.” / “Case analysis allows for a broad and thorough understanding of the topic.” / “Good. Very good in fact.” / “Very good because in analysing a case not only do you have to put in what you already know but also try and analyse what you don't know.” / “Also applying what the cases were to the real world situation on what is happening out there.” / “Valuable, as discussed with colleagues.” / “It was very valuable. I felt as though basic concepts were reinforced and I was able to build upon these and see their use in a practical/real example.” / “It was quite valuable as it forced you to understand the theory and be able to apply it to situations.” / “Ensures that you accurately identify and apply the appropriate underlying conceptual issues. Allows practical application.”

That is, all but one of the class were able to unpack their “agree” to a preference for courses that had case analysis assignments work in them, by elaborating their “agree” with the above explanations. These written comments are more strongly positive than is possible to deduce from the individual or averaged Likert scores.

The three final Likert items (Q. 13-15) also asked about the general usefulness of the assignment: “Is it useful for assessing communication skills – written,” “Is it useful in assessing communication skills – Oral,” and the statement, “In general it achieves the course purposes.” These had mean positive responses of 5.6, 5.9 and 5.6 out of seven. Along with the overall question (about course preference if case analysis is available) which had a mean of 5.3, these questions show the highest means of all the survey responses (apart from the early question about learning out of class, see previous section). Specific suggestions for improvement (Q. 17) (not thinking here of curriculum issues such as weighting) included:

“NZ case studies would be better.” / “Presenting to a bigger audience.” / “Having same co-marker for presentation to give an even playing field.”

Concluding Comments and Recommendations 
Students thus showed not merely an interest in case study analysis but were capable of making specific and practical observations for assignment improvement. These, along with student response already listed such as, “could take out presentation,” be “taught more in class prior to the assignment,” or have “more say in the choosing of group members,” showed a degree of willingness to engage in suggestions of broader benefit than to themselves, as Chen and Hoshower (1998) also found. In addition, students showed some reflexivity commenting about themselves, not simply on the course and its content external to themselves. Phrases within many of the comments previously quoted here reveal students’ awareness, to a greater or lesser extent, of their own learning and growth in ability to conceptualise, perform complex calculations and assessments of problems through their own and interactive efforts with others in the class. These responses to case study use, then, are generally positive. 
In addition, end of semester lecturer and course evaluation conducted by the Faculty was overwhelmingly positive – over 90% of the students satisfied with the case based assessments. Facilitating inquiry into student learning via case studies and student ideas for improvement of the case study instrument yielded useful comments. Further, case studies are held to conform to more real-world situations required in the workplace. In view of the above we recommend use of case study based teaching and assessment, especially at final year business courses. However, class size, class structure, student work load are important factors that have to be considered in adopting case base teaching and assessment. These issues raised in this study, which match extensive anecdotal evidence. We thus recommend that students’ sense of fairness is recognised as an important dimension to facilitate best learning practices with case studies.

While the small numbers in this study preclude generalisation, it does signal topics worth investigation. We suggest further pursuit of a number of research questions about case study usage, applying the present action research approach to other aspects of teaching using case studies. 

· That similar work is extended to other fields such as accountancy, economics; since the accumulation of studies helps overcome the weakness of any individual one.

· That care is made in applying these results since less able students may be helped in different ways by case studies than able ones (e.g. perhaps benefiting from “actual” scenarios while bright students gain more integrative insight)?

· That teaching strategies meet and resolve issues concerning the presentation phase of case study work?

The themes in the previous finding section address these and other questions, and show the importance of teachers using case study pedagogy knowingly. However, the answers are not always obvious and require serious study. They are not easily resolvable issues: workload comments by students have to be fitted with industry and teaching drivers of real-world education; case study assessments has to balance interest with relevance in developing disciplinary expertise and “soft skills”, as well as considering faculty consistency, not just that of individual instructors. Thus course design, learning activities and the design of assessment tools can all be the focus of various kinds of research inquiry.

Today’s tertiary educational institutions operate in a competitive environment, and student satisfaction and perceptions regarding assessment instruments are important dimensions in designing courses. Although the changing research environment has moved to reward academics in terms of research outputs, if institutions cannot attract students because of poor course delivery, this undermines the viability of programmes. Therefore the student feedback and reflections discussed above provide an input for continuing research into case studies as assessment instruments in tertiary teaching.
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Abstract

Needs Assessment is a means by which educators can monitor, assess, and also, incorporate environmental changes into teaching curricula. It should be noted, however, that the assessment of educational needs is mediated by an interpretive approach selected by the assessor. The needs assessor faces a number of possibilities and limitations defined by his/her interpretive perspective. In this article, the role of the interpretive approach is illustrated in the example of a questionnaire survey coupled with the hypothetico-deductive approach to interpretation. The hypothetico-deductive approach enables only law-like universal statements to be developed about the “average” student and his/her needs while it fails to provide richly descriptive individual information

Introduction

Identifying, assessing, and understanding learning needs is at the core of curriculum and syllabus design (DeSilets, 2007; Grant, 2002; Gupta, Sleezer, & Russ-Eft, 2007; Pennington, 1980; Queeney, 1995). Needs assessment not only provides bases for educational planning activities but also helps to make decisions that can deliver relevant, contemporary, and effective solutions to problems at hand (Gupta, et al., 2007). To this end, valid and reliable assessment of learning needs is required (Mann, 1998). Especially, at the times when the environment is hyper turbulent and the structure of societal demand for workforce skills and competencies is undergoing through swift changes, regular assessment of current learning needs would enable the educators to adapt their courses to new realities. Different tools and techniques are suggested for assessing learning needs: questionnaires, interviews, focus groups, projective techniques, observation, and listening (DeSilets, 2007). In the existing literature, the most ubiquitous method, survey questionnaires, is discussed at length (DeSilets, 2007; Gupta, et al., 2007; Mann, 1998). However, it seems that the field lacks a profound discussion of knowledge contribution, limits, and assumptions that underlie this technique. In this article, it is argued that questionnaire cannot be used as a standalone instrument that is sufficient in itself. In other words, this analysis instrument is simply a tool of data collection and measurement but it cannot be a source of knowledge (information) in itself as it is assumed by some researchers (see Mann, 1998). Information is created through interpretation (Anderson, 1989; Denzin & Lincoln, 2003). The design and use of measurement instruments such as questionnaires is usually guided and illuminated by interpretive research methods which are selected by assessors. I draw the attention of the educators to the fact that only through systematic application of guidelines within a selected interpretive approach, one will be able to generate consistent and reliable knowledge about learning needs.

A number of interpretive approaches is available within the broader confines of scientific paradigms such as positivism, relativism, and critical theory (Guba & Lincoln, 2005). In this article, the interpretive approach under focus is the positivist approach, the hypothetico-deductive model, which necessitates the use of questionnaire surveys. The approach is based on a set of distinct assumptions about the world, the nature of knowledge, and knowledge acquisition. Hence the view of learning needs studied through the lenses of this approach will totally be different if contrasted to other views derived through different interpretive approaches. The research is motivated by the long-term programmatic objective of examining the possibilities and limits of assessing educational needs through various interpretive approaches and assessment techniques. The immediate objective of the current research is to illustrate how the hypothetico-deductive approach in combination with a questionnaire survey can be applied to the analysis of learning needs. I feel that there seems to be a strong need in this field to be sensitive regarding the distinction between data collection techniques and interpretive traditions. The questionnaire as a common measurement instrument can be used from various interpretive perspectives, however, conclusions derived from different perspectives can be different regardless the use of a similar instrument. In this article, the following section presents a short review of ideas about needs, learning needs, and learning needs assessment. The hypothetico-deductive approach is also explained in the same section. The subsequent section illustrates the approach in studying learning needs of a group of students taking the Research methods course at one of NZ’s ITP. The last section presents the findings and conclusions.

Theories and Perspectives

Needs and needs analyses

In general, needs refer to the “states of felt deprivation” (Kotler, Adam, Brown, & Armstrong, 2006, p. 7). Needs are very complex and they can arise at multiple levels such as physical, social, psychological, and cultural. The important question is who defines (interprets) needs. Are needs real? Are they constant and stable or relativistic, dynamic, and contextual? In particular, learning needs are defined as a “gap between the person’s present level of competence and a higher level of performance [that] is defined by the learner, the organization or society” (Knowles, 1970, p. 85). This definition suggests that needs are partially defined by learners, organisations, or members of society. What is missing from this formula is the interpretive attitude of the educator or the assessor who receives, codes, compiles, and interprets various expressions of needs. The assessor acts as a translator. He/she applies her assumptions (i.e. interpretive lenses) about the world, the knowledge, and education to understand needs expressed by learners. According to Gupta et al. (2007) needs assessment involves identifying the current situation that is felt to be problematic and the desired state to be achieved while developing performance strategies to close the gap between the current and the desired. Accordingly, the assessors’ interpretive attitudes play a great role in defining, evaluating, and resolving learning need problems. I note that that a selection of an interpretive approach determines how much of the assessor’s input and how much of the learners’ input go into the constructed picture of needs.

Hypothetico-deductive approach

The positivistic tradition is based on the duality of mind and nature (Bateson, 1979). From this perspective the phenomena (e.g. needs) are taken to be real and independent of subjects. It is assumed that universal (objective and generalised) qualities of phenomena can be expressed through truth statements. Originally, according to positivism, universal statements were accepted as being true if they could be verified through empirical tests (Anderson, 1983). Later, this principle of verification has been gradually replaced by that of confirmation, also called logical empiricism. The logic was simple: universal claims are tentatively accepted if they cannot be falsified by empirical tests and experiments (Popper, 1962). This logic underlies the hypothetico-deductive approach. The tentative claims, hypotheses in a form of true/false statements, are developed and then tested through empirical tests. If hypotheses cannot be falsified through these tests, then they can be accepted as true descriptions of phenomena and their relationships. Applying the hypothetico-deductive approach, the researcher takes the expressions of learning needs as approximations to the true nature of needs. The assumption is that needs really exist out there and they have objective patterns that can be measured. Differing from relativism, the idea that needs are created (socially constructed) dynamically and contextually is rejected. The task of the researcher is to accurately measure need-related concepts and explain their relationships. The researcher selects relevant concepts, develops hypotheses about the relationships between the concepts, and tests whether these hypotheses are true or false. In this case, questionnaire is used as no more than a measurement instrument to gauge theoretical concepts much like as a ruler that measures length. In other words, the questionnaire does not deliver information but raw data which need to be interpreted.

Method and Illustration
The following section presents the application of the hypothetico-deductive approach in assessing learning needs. The examples given below are illustrative and do not represent a full-fledged investigation of needs. The purpose of this illustration is to indicate the primacy of initial conceptualisation that is prior to the design of questionnaire survey plays, also the interpretation of results that largely depends on initial conceptualisation. In the first part of the section, the context of the study is described. In the next part, a conceptual framework that possibly embodies the major aspects of this particular teaching context is developed. In the process, relevant concepts are developed and operationalised. Corresponding questionnaire items are also presented.
Context

A sample of 39 students taking the course Research methods within the Bachelor of Business Studies programme at the ITP sector is selected. The group was not homogenous – the students come from different social, cultural, demographic, and geographic backgrounds – which mean that their needs are expected to be diverse. Some general demographic data collected were as follows. The average age of the group is 27 but the variation of the age is considerable: it ranges from 18 to 55. 25% of the students are younger than 20, 53% are in between 20 and 29, whereas 22% are older than 30. In terms of gender the group is balanced – the split is 43% males against 57 % females. In terms of ethnicity, the group is dominated by Pakeha 53%, Maori and Pacifica make up 20%, and Indian students are 14% followed by Asians 7%. The group in general appears to have substantial experience in tertiary education as the average number of years they spent in higher educational institutions on average is 3. There are a few students who spent at least 5-6 years at higher education.
Conceptual framework

Dependent variable: course importance or a particular topic (activity) importance

The dependent variable is the importance of a course to students that is operationalised as a 7-point Likert scale: “Considering challenges I may face in future this course is very important to me”. The importance of a particular topic or activity can also be measured. For illustration we focus on the importance of “learning about research paradigms” measured through the 6-point forced importance scale that ranges from extremely unimportant (1) to extremely important (6).

Independent variables

Based on the personal experience of the authors and the available literature about what might affect a need for learning a particular topic the author has come up with a number of constructs. In passing it must be noted that this stage of the hypothetico-deductive approach is heavily influenced by subjective views. It is a researcher who selects/ignores variables which might be of interest. One of such concepts is research proclivity. Research proclivity refers to whether a person prefers quantitative activities over qualitative ones. This construct is operationalised as a multi-item 7-point Likert scale to represent a continuum of minimum preference for the quantitative and maximum preference for the qualitative (1) to minimum preference for the qualitative and maximum preference for the quantitative (7). The items were: I would prefer doing more of the quantitative stuff; I’d prefer a qualitative approach to a quantitative one (reverse); I’m comfortable with words and descriptions (reverse); I’m more comfortable with numbers, arithmetics, and mathematic formulas; I’d rather solve mathematical problems than write an essay; Statistics is my idea of fun (Cronbach’s alpha = 0.799). At this stage we are able to offer our first hypothesis (actually, two variations of it).

H1a: there is a positive significant relationship between research proclivity and the perceived importance of the course

It is hypothesised that research proclivity drives the perceptions of importance. The research methods course under focus offers a mix of topics related to qualitative and quantitative methods. However, more emphasis and time is spent to learn quantitative research ideas, tools, and techniques. Therefore, it is assumed that in general quantitatively minded students are going to find the course more appealing in comparison to qualitatively inclined students (Figure 1). 

H1b: The higher the extent of research proclivity, the lower is the perceived importance of “leaning about research paradigms”

The topic on research paradigms is extremely philosophical and based on conceptual deliberations. This might not attract quantitatively inclined students, whereas qualitatively inclined students may find the discussion to be very interesting. Another independent variable is the “attractiveness of alternative tutors” (AAT). The construct was borrowed from the marketing discipline and adapted to the context. It is a 7-point Likert scale that measures students’ feeling about whether the current tutor is up to the task of delivering the content compared to other tutors. The items are: If I was able to change the tutor for this course, there are other good tutors to choose from; I would probably be happy with the teaching of another tutor; Compared to this tutor, there are other tutors with teaching of whom I’d probably be equally or more satisfied (Cronbach’s alpha = 0.877). The hypothesis is:

H2: AAT is negatively associated with the perceived importance of an involving topic. 

The more attractive other tutors perceived for delivering the course, the less likely that students feel attachment to the current tutor and to what this tutor teaches. This may have a negative effect on the importance perceptions of difficult and involving topics such as the discussion of research paradigms. 

Figure 1: Conceptual Framework

The importance of the topic may also be affected by demographic and student-specific factors. The factors such as age, gender, the number of years a person spent in tertiary education, and the average level of grades are assumed to have impact on how a student perceives the learning situation. 
H3: Demographic and student-specific factors have significant effect on the perceived importance of a particular topic.  

The independent variable which may also have impact of the importance is “the need for evaluation” (NFE) (Jarvis & Petty, 1996). The construct need for evaluation measures the extent to which students engage in evaluation across people, objects, events, and ideas. The construct is measured via a 7-point Likert scale and the items are as follows: I form opinions about everything; I prefer to avoid taking extreme positions (reverse); It is very important to me to hold strong opinions; I want to know exactly what is good and bad about everything; I’d rather have a strong opinion than no opinion at all (Cronbach’s alpha = 0.704). I assume that the effect of NFE on the importance will not be direct. Rather NFE will moderate the relationship between age and the importance.      

H4: The higher the level of NFE, the stronger is the relationship between the age of students and the perceived importance of the topic.  

The topic research paradigms may appeal to mature students rather than younger students because of its complexity and level of involvement. However, in the condition of low NFE this effect may be very weak or nonexistent, whereas in the condition of high NFE the effect could be significantly strong.
Analysis Results
A regression analysis is used to test the first hypothesis. The test indicates that the relationship between research proclivity and course importance is significant but it is negative rather than positive as it was originally expected (β = - 0.45, p=0.026, R2=0.127). The small R2 coefficient is a concern here which means that the model fit is very poor. The analysis of the plot between these variables indicated a possible nonlinear relationship (Figure 2). A nonlinear model with a quadratic term is fitted (Table 1). The nonlinear relationship between research proclivity and course is supported by the significantly higher R2 coefficient (0.572). The inverted bell-shape of the fitted line indicates that course importance is perceived to be relatively low at the extremes. In other words, students with both high preference for qualitative/low preference for quantitative methods and low preference for qualitative/high preference for quantitative methods do not find the course to be as much appealing. 
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Figure 2: The nonlinear relationship between research proclivity and course importance

At initial stages, research proclivity increases which means that as students show more of a mixed preference for research approaches the course importance increases and reaches its maximum. The maximum is attained at 

Research Proclivitymax = - β1/2β2 = -2.176/(2*-0.343) = 3.1

Up to this point of maximum, an increase in research proclivity leads to the increase in the perceived level of course importance (a positive association). From this point on, the course importance decreases as research proclivity increases (a negative association).

	Table 1: Regression analysis results (Dependent Variable: Course importance)

	Model
	Unstandardised Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	2.678
	1.383
	
	1.936
	.062

	
	Research proclivity
	2.176
	.675
	1.875
	3.225
	.003

	
	(Research proclivity)2
	-.343
	.080
	-2.496
	-4.292
	.000


To test remaining hypotheses, I run a regression analysis with the dependent variable being the importance of research paradigms topic (R2 = 0.433). The results show that we have evidence to suggest that research proclivity has a significant negative effect on the importance (Table 2). This is expected, as students with higher quantitative inclination would not be much in favor of the topic that is more of a philosophical nature. 
	Table 2: Regression analysis results (Dependent Variable = Importance of Research Paradigms)

	Model
	Unstandardised Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	4.115
	.853
	
	4.823
	.000

	
	Research_proclivity
	-.289
	.143
	-.324
	-2.027
	.052

	
	AAT
	-.174
	.123
	-.236
	-1.419
	.166

	
	Age
	.020
	.024
	.171
	.853
	.401

	
	Gender
	-.722
	.365
	-.339
	-1.979
	.057

	
	Years_in_HE
	.263
	.153
	.331
	1.718
	.096

	
	Grade_A
	.315
	.482
	.126
	.654
	.518

	
	NFE_categorical
	-2.444
	1.456
	-1.155
	-1.679
	.104

	
	interaction_Age x NFE
	.107
	.056
	1.280
	1.909
	.066


H2 is rejected. There is no significant relationship between AAT and the topic importance. The different components of H3 have also been tested. The age of students does not have any effect on the importance. The effect of gender is significant. It appears that males attribute greater importance to the topic than females. The effect of having high grades (A) on average is not significant. The main effect of NFE is insignificant. The interaction effect between NFE and age (H4) is significant and positive. This suggests that the effect of age on the topic importance substantially increases as NFE goes up. In other words, in the condition of low NFE, the interest for the topic does not change as the students’ age increases. In the condition of high NFE, age significantly drives the interest for the topic.   

Conclusion
The illustration shows that the nature of the survey of learning needs through the use of the questionnaire as an instrument largely depends on the interpretive approach taken by the assessor. The choice of the hypothetico-deductive approach as an interpretive perspective introduces its unique frames into what becomes possible and impossible in investigating learning needs. The method enforces the assessor to limit him/herself to law-like generalisations. For instance, it is assumed that the discovered nonlinear relationship between research proclivity and the course importance is universally valid and applies to the whole population of students unless this finding is refuted by subsequent studies. The rich detailed information on why this might be true and what this means in the personal experience of a particular student is not attainable through this approach. The existing literature places much emphasis on available research instruments such as questionnaire, interviews, and projective techniques in assessing learning needs. However, a broader and proper analysis of interpretive perspectives and their guiding role in needs analyses seems to be lacking. The educators should realise that it is an interpretive research approach that both enables and limits the horizon of accessible knowledge on needs. Besides, only through systematic application of interpretive guidelines within the selected interpretive approach, the assessor will be able to generate reliable knowledge about learning needs.
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Abstract

Anecdotal evidence suggests business students find the study of law difficult, and that they do not understand the relevance of it to their business degrees. Law teachers' response has been to question the curriculum design and methods of delivery in law teaching to non-vocational students. As there is little scientifically robust research into students' perceptions of the place of law in business degrees the authors suggest that we need a clearer definition of why, and to what extent, students perceive legal studies as difficult and irrelevant before law teachers embark on a search for the holy grail of the perfect law teaching method for non-vocational legal studies. As a start to this journey the authors designed this study to survey all of the students in both the undergraduate diploma course and two degree courses in law offered within the departments of Accountancy and Finance and Management and Marketing at Unitec New Zealand. Administered after the first two weeks of the semester, the survey collected both demographic data and data on the students' perceptions of law studies. This paper reviews the results from the initial data set which suggests that our multinational sample of students has, as a group, a moderately positive perception of the relevance of law in business degrees but some reservations about their having the skill set to use that legal knowledge in a constructive manner in business. The paper suggests legal studies curriculum developers should consider how they can improve student competencies to ensure graduate gain ''legal astutenes'' for global economies.

Introduction

In September 2008 Jonathon Barrett from the Open Polytechnic presented his awarded winning paper at the New Zealand Applied Business Education conference in Auckland, New Zealand. In his paper, Losing out: The unpopularity of legal studies among business students, Barrett suggested that legal studies were unpopular among business students because students believed that legal studies held little relevance to their studies in other disciplines, such as accounting, human resource management, and marketing. Barrett argued that there is a need for a paradigmatic shift in non vocational legal pedagogy to combat the unpopularity among students. To assist this shift, Barrett suggests there is a need for better design of the business curriculum to integrate legal studies with various disciplines. Barrett notes that the legal environment is critically relevant to students' lives and the challenge lies in ensuring they understand this in the business context. In his paper Barrett acknowledged the limitations of his research stating that much of the evidence of unpopularity of non-vocational legal studies is anecdotal, although plausible. He suggested, "more scientifically robust research into students' perceptions of law in the business curriculum would be beneficial". (p.12, 2008) The purpose of this research is to explore one group of students' perceptions of legal studies in business education. 

Legal Studies in Business Education
Barrett, has provided three reasons why law courses are not popular in business education. He believes they stem from students' inability to understand legal compliance requirements, to assess and manage risk, and to add value to a business by demonstrating legal astuteness. Business compliance requirements are generally high in Western economies. All businesses could benefit from managers and staff who demonstrate legal astuteness through using strategies and tools to add value to business outcomes.

Although New Zealand is considered to be one of the best economies for "ease of doing business", (World Bank, 2005) there are compliance requirements in many areas, for example labour relations, property law, credit control, investor protection, taxation, international trade, contract, consumer protection and intellectual property. Students who intend to pursue a career in business need to understand the environment in which the business operates, including the legal and regulatory environment with which business must comply. This requirement is both local and global.

Risk management is a key business skill. Risk in this context means "(Exposure to) the possibility of commercial loss" (Shorter Oxford Dictionary, 2007) Managers need to be able to identify a legal risk to their business and adapt their business strategy to minimise the risk. A key aspect of this activity is for the manager to be able to communicate to a legal advisor, the nature of the risk to ensure that they receive accurate and "useable" legal advice. At various points in the operation of a business, a manager will be required to assess the impact of legislative requirements on a business and develop a compliance programme to minimise legal risks for the business. 
Legal compliance programmes are a key component in managing business risk. Generally, legal compliance programmes are developed to ensure businesses "comply with" legal standards. (Osborne & Houghton, 1999) The purpose of the compliance programme is to reduce or remove the risk of not meeting legal standards. Compliance programmes seek to identify, assess and manage risks, including fines, civil damages, adverse publicity, wasted time, disruption, loss of morale, legal costs and insurance costs. (Osborne & Houghton, 1999) Students should understand the value of a compliance programme to a business and know how to participate in, if not design and establish one. 

In terms of legal astuteness, managers need to recognise the importance of the law to business success, their current position and path to the future. (Bagely, 2006) Managers need to understand how to protect business assets and grow their business by using a variety of legal mechanisms to create value for the business. This is clearly demonstrated by the growth of activity in intellectual property, where businesses protect their expression of ideas and inventions from competitors, and in the process make money from exclusivity or alternatively from licensing arrangements. 

Bagley (2008) has identified the following key characteristics of legal astuteness: 

1. Managers know that managing the legal dimensions of business is part of their job description; 

2. Managers understand the inherent ambiguities involved in applying the law to a given set of facts and exercise informed judgment when factoring legal consideration into the formulation and execution of business strategy;

3. Managers view their lawyers as partners in value creation; 

4. Managers participate actively in contract negotiations and resolving business disputes; and 

5. Managers take a proactive approach to regulation and look for opportunities for innovation instead of just doing the minimum to comply. 

Recent trends in quality undergraduate business programmes indicate that law courses are compulsory in students' first and second years of study. At Wharton Business School (Wharton, 2008), voted the best undergraduate business programme in 2008, there are three compulsory law courses. The first of these courses canvases the law, legal process and legal systems with an emphasis on rigorous legal analysis. The second course places emphasis on thinking through problems and finding solutions to corporate and ethical problems. The third course explores business in different political and legal environments. 

Bagley (2006) explains that business education needs to ensure managers are legally astute by educating for legal skills, knowledge and attributes. Managers should be trained to exercise well informed judgment taking into account a range of business perspectives including the legal perspective. Secondly, managers need to attain legal literacy in a general sense and be able to acquire legal literacy in a specific context. To do this they will need to have a good understanding of legal language. They should know the proper application of legal tools available in all aspects of business. There are legal tools that will assist with: 

1. Evaluating the opportunity and defining the value proposition 

2. Assembling the team. 

3. Raising capital. 

4. Developing, producing and marketing a product or service. 

5. Harvesting the rewards. For example sale of a venture, or a public offering of stock. 

Legal studies are a key aspect of modern globalised business education. Legal studies courses give student the knowledge, skills and attributes to manage business risk. Those courses should develop legal astuteness to ensure managers can fully participate in all aspects of their business, create value and manage negotiations and disputes. 

Business leaders have to understand the rules. Then they need to step back and ask, ‘Given this firm’s resources and values and what we see as our basis for competitive advantage, what should we be doing here?’ Legal astuteness is more than just asking what’s legal and what would maximize profits today. It requires consideration of whether a particular action would be fair to our stakeholders and consistent with our values going forward. Constance Bagley, 2009.

Aim of Research
The purpose of this research was to investigate business students perceptions of legal studies. The investigation gathered evidence of students perceptions of their ability to manage legal risks in business, and how they perceived the value of legal skills in business. The study asked students to reflect on and evaluate their own legal and business skills.

Methodology
The research involved collecting information directly from business students. The information sought by the investigation included students knowledge, attitudes, beliefs and preferences. The investigation included information regarding students age, educational background and ethnicity. The investigation gathered this information using a electronically administered questionnaire to allow the information to be collected from a large number of people in the same way and for data to be analysed quantitatively and systematically. 

To maximise the response rate the survey was administered through the online teaching tool Blackboard©. Students were provided with a link to an online survey hosted by www.Polldaddy.com. The survey was deliberately designed to be short and easy to complete to encourage maximum participation from students. The research includes mainly closed, forced choice format questions. This type of survey allowed for easier coding, recording of data and analysis of results. 

In designing the questionnaire, the questions were phrased in short sentences, with one or two clauses only. Negatively phrased questions were not used, as students are often confused by this type of question. Students were asked to examine their own abilities and their knowledge. There were some questions designed to capture students lack of knowledge and skills. There were no sensitive issues in the survey and bias was kept to a minimum by ensuring questions were neutral. The survey included one open ended question.

The questionnaire was administered to all students in the following Unitec Bachelor of Business classes: Law of Business Obligations and Law of Business Entities, papers in the first and second year, and Introduction to Commercial Law, an undergraduate New Zealand Diploma in Business course. The survey was undertaken in the first four weeks of the law courses. The majority of students surveyed had previously studied in a non-vocational law course. All students were business students with a variety of majors.

Student perceptions were analysed to ascertain the positive and negative perceptions of the participants. The focus of the analysis was to determine student perceptions of the value of legal studies and their evaluation of their own competencies.

Results
The data collected demonstrates that less than half the students surveyed received their high school education in New Zealand (29%). Many were educated in China (21%) or India (15%). These students have both local and global perspectives on business and business education.
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Figure 1: Survey participants high school education

Most students are over 30 years old (54%), the second biggest group being 25-29 (19%) years old. School leavers account for just 10% of those surveyed. The majority of students who completed the survey have experience in employment and business. There were far more women (67%) participants than men.
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Figure 2: Survey participants age in years
Students survey are from a variety of ethnic backgrounds. Students stated they identified with the following ethnic groups: African, Asian, Black African, Caucasian, Chinese, English, European, Eurasian, Fiji-Indian, Filipino, Indian, Kiwi, Maori, Maori/Pakeha, Nepalese, New Zealand Maori, Pacific Islands, Pakeha, Pakistani, Samoan, South African, Tongan, Turkish, Western/Asian. Clearly, business education needs to provide a transferable set of skills and knowledge base for global economies.

Student perceptions of the study of law
Participants responded positively to questions regarding the knowledge content of legal studies. 95.7% of participants believed that the study of law is valuable in business education. 44.4% strongly agreed with the statement. 83.4% of participants believed that the study of ethics should be an integral part of legal studies. 93% of those surveyed agreed that legal skills enhance a business. 37.5% strongly agreed with this statement. 73.7% of participants believe that studying law will help them solve complex problems analytically. 77.8% of those surveyed believed that the study of law will equip them to solve complex problems in other disciplines.

	
	Strongly disagree
	Disagree
	Mildly disagree
	Neutral
	Mildly agree
	Agree
	Strongly agree

	I believe the study of law is valuable in business education.
	0%
	0%
	1.4%
	2.8%
	19.4%
	31.9%
	44.4%

	I believe the study of ethics should be an integral part of legal studies.
	0%
	5.6%
	2.8%
	8.3%
	15.3%
	40.3%
	27.8%

	I think legal skills enhance a business.
	0%
	1.4%
	2.8%
	2.8%
	19.4%
	36.1%
	37.5%

	I believe the study of law will assist me to solve complex problems analytically.
	0%
	11.1%
	8.3%
	6.9%
	15.3%
	30.6%
	27.8%

	I believe the study of law will assist me to solve complex problems in other disciplines.
	2.8%
	0%
	5.6%
	13.6%
	25%
	34.7%
	18.1%


Figure 3: Survey participants perceptions of the study of law in business education

Student Perceptions of their competencies in managing legal risk
Participants were less positive about their own skills and abilities. 65% of participants believed they know how to manage risks in a business context. 55.6% considered they know how to adjust a business strategy to minimise legal risks. 56.9% participants believed they know how to protect business assets from legal risk. However, only 48.7% believed they can clearly communicate a complex legal problem to a legal practitioner. 55.6% believed they know how to use legal tools and strategies to improve business profitability.

	
	Strongly disagree
	Disagree
	Mildly disagree
	Neutral
	Mildly agree
	Agree
	Strongly agree

	I believe I can identify legal risks for a business.
	5.6%
	5.6%
	6.9%
	9.7%
	33.3%.
	33.3%
	5.6%

	I know how to manage risks in a business context.
	6.9%
	4.2%
	6.9%
	16.7%
	30.6%
	29.2%
	5.6%

	I know how to adjust business strategies to minimise legal risks.
	4.2%
	5.6%
	12.5%
	22.2%
	33.3%
	18.1%
	4.2%

	I know how to protect business assets from legal risk.
	5.6%
	5.6%
	13.9%
	18.1%
	9.2%
	20.8%
	6.9%

	I can clearly communicate a complete legal problem to a legal practitioner.
	8.3%
	12.5%
	8.3%
	22.2%
	26.4%
	18.1%
	4.2%

	I know how to use legal tools and strategies to improve business profitability.
	5.6%
	9.7%
	13.9%
	15.3%.
	26.4%.
	23.6%.
	5.6%


Figure 4: Survey participants perceptions of their own skills and abilities

Discussion

In contrast to Barrett's conclusions, this survey reveals that students value the inclusion of law courses in a business degree. They identify law courses as being essential to increasing their knowledge and skills base for business. They believe that legal studies will assist them to solve complex problems in a variety of contexts. Students identify that the study of law and ethics are related and believe there is value in including both in a business degree. It is interesting to note that students identify that business is complex. They believe training in analytical problem solving is useful to their study and business careers. 

A possible explanation for the difference in anecdotal reports of students' perceptions of legal studies and those of the group in this study is related to the student demographic. The anecdotal reports do not include information about the age of the students reporting these views, but it is reasonable to assume that many of them are much younger and less experienced than the group which has been surveyed in this study. The majority of the students in this study were over 25 years old - 54% were 30+ years and 19% 24 - 29 years old. These students have considerable life and work experience which may have positively influenced their beliefs about the relevance of law to business. 
Another possible influencing factor is that 82% of the students who responded to the survey had completed at least one law paper and were studying for a further law paper. Taking the first paper would have exposed the students to a range of learning skills. The acquisition of those skills may have resulted in a change in the students' perceptions of the relevance of legal skills to business. Further analysis of the data will reveal whether the reported perceptions about legal studies of the small group of students who are studying law for the first time more closely resemble those reported anecdotally.

Students are less certain of their own abilities to utilise the knowledge and skills acquired in the workplace. In traditional legal studies courses the strong focus on content may have been at the expense of student competencies. While students believe they can identify legal risk, they are less certain that they can manage risk, and adjust business strategy to minimise risk. Students are not confident they know how to protect business assets and less confident in their abilities to communicate a complex legal problem to a legal practitioner. These are areas for curriculum developers to integrate into legal studies courses. 

Limitations and areas for further research

This study includes information from approximately half of the non-vocational law students from one educational institution only. The results cannot be generalised to all non-vocational law students in that institution, in New Zealand or elsewhere as the learning experience of the students will almost certainly have influenced their responses and not all students polled responded. 

Conclusion

From the results of this survey it is reasonable to suggest that the law courses offered in the Department of Accountancy & Finance at Unitec New Zealand are demonstrating to students the relevance of legal studies to business but fall short in ensuring that the students have all the necessary competencies to utililise the knowledge, insight and skills which they have gained in the workplace.

Implications
Developers of legal studies curriculum should consider how they can improve student competencies in legal risk management. Curricula need to focus on the student and their ability to identify, assess and manage legal risk. They need to know what legal tools are available to protect the assets of the business and how to strategise to increase business profitability. Students should be confident at communicating a legal problem orally and in writing. Legal studies curriculum needs to take into account the globalised nature of business, and ensure students are able to access information and resources in a variety of business environments. However, the most urgent need for change in legal studies is to ensure students are competent in risk management, creation of value and communication of legal issues. This will ensure students value their legal studies and develop as legally astute managers and professionals.
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Abstract

In 2008, a pilot project was undertaken to develop and implement online assessment for five courses in the New Zealand Diploma in Business (NZDipBus). This education practice is a timely response to managing a significant increase in student numbers in the changing economic environment, and has been known as the Real-time Assessment Project (the Project). The Project was designed to enhance student learning through online engagement, and to assess progress using software to generate multi-choice questions and provide immediate feedback to students. The Project also aimed to improve student retention rates, and achieve staff efficiencies by automated marking and capture of student grades. The Project has been successful and it is expected that Real-time Assessment (RTA) will continue to form part of the assessment regime for NZDipBus papers at the Polytechnic. This paper reports the development, implementation and early results of the Project. 
Background

The Open Polytechnic of New Zealand is a large, national tertiary education institution specialising in open and distance learning. The Polytechnic offers qualifications with a strong applied vocational focus, which include certificates, diplomas and under-graduate degrees. The largest programme offered by the polytechnic is the New Zealand Diploma in Business (NZDipBus). This is a nationally recognised qualification that allows students to gain a broad range of core business skills and knowledge, followed by an opportunity to focus on career- related options such as accountancy, banking, management, marketing and tourism.

Assessment of papers offered in the NZDipBus programme typically comprise two unsupervised in-course assessments of 20% weighting each and a final examination of 60% weighting. Student submitted their written assessments either via post or electronically through the Polytechnic’s online campus facility. The marking process, after allowing for up to two weeks extensions of time, took several weeks before students received their grades and feedback.

The NZDipBus has been a successful programme for The Open Polytechnic, but in recent years, the twin problems of student retentions and the prolonged assessment turnaround process have been the focus of interest. Student retention and completion is a funding issue signalled by government, and student retention is directly linked to engagement by teaching staff. The increased demand on both teaching and administration staff time to engage students, and the increased demand for teachers’ time in fast marking and providing feedback, is directly compromised by funding shortfalls. At the same time, with increasing use of online formative exercises to encourage engagement, the question of using electronic assessment techniques was raised.
Introduction

In late 2007, the Polytechnic obtained Quality Reinvestment Programme (QRP3) funding from the Tertiary Education Commission (TEC) for a pilot project entitled Learner support and portfolio transformation: real- time assessment (RTA). The overall goal of the Project was to implement an online summative assessment model that would provide immediate feedback to students and would be a more efficient means of assessing and marking, and monitoring student progress. The model would automate the capture of student marks and partly eliminate administration handling of paper-based assessments. It was believed that online assessment would be a more attractive option for students (and less threatening for first-time students) rather than traditional paper-based assessment methods. This would encourage engagement and improve the prospect of retention for that portion of students who fall away at the first assessment hurdle.

The Project had the specific aim of developing online assessments (initially as a pilot) for five high volume entry-level courses in the NZDipBus programme. As part of this, systems and processes had to be designed and implemented to manage this type of assessment practice from Trimester 3 2008. An important goal was to improve engagement with and retention of students measured against baselines in the same courses over Trimester 3 2007. The Project was to be evaluated at the end of Trimester 3 2008, with the view to continuing with online summative assessment in the selected five courses for at least one year (three trimesters) should the Project prove successful. If results were still positive after one year then the model could be applied across the organisation, in a range of suitable courses. 
This paper describes the development and implementation of the RTA Project with the used of multi-choice questions (MCQs ), and discusses the Project’s results and limitations. Conclusions are presented which have consequences for education in changing economic environment. 
Literature review

Implementation of an online assessment process is appropriate in the context of a twenty percent assessment as in the case of this Project. Internationally, technological advances have had a dramatic impact on delivery and assessment of higher education courses. Research indicates that this type of assessment provides opportunities for innovative assessment practices to help engage students and increase their motivation for learning (Marriott & Lau, 2008). This form of assessment (which often uses multi-choice questions) is gaining more attention as web-based instruction and training becomes popular, and it offers sustainable advantages in cost-savings and asynchronous learning (Northcote, 2003). 

Increased student numbers and the demand for improved engagement have not been matched with increased funding. The New Zealand Tertiary Education Commission funding arrangements are being used as a blunt tool forcing the Polytechnic to demonstrate quality outcomes, excellence and cost effectiveness in the delivery of higher education. The same pressures are being experienced in Australia with regard to government expectation (Bryant, Soulis & Cheers (1999). Consequently, technology is being employed to obtain greater efficiencies. Insofar as assessment is concerned, technology in the form of multi-choice (MCQ) assessment design is being increasingly employed as a cost effective measure to replace traditional paper-based assessment (see for example Killoran, 1992; Williams, 2006; Nicol, 2007). Nicol (2007) drew particular attention to the opportunities for rapid feedback to students using computer assisted assessments and (incidentally) the saving of teacher time in marking traditional paper-based assessments. Understanding the contribution of MCQ was important for this project, as the RTA project was to employ an MCQ design approach in developing question banks and individualised assessments.

Assessment encompasses any process that appraises an individual’s knowledge, understanding, abilities or skill. Where a course of study is involved, then the assessment is inextricably linked to a course’s intended learning outcomes (Marriott & Lau, 2008). Assessment serves a variety of purposes that influence the students learning experience, including evaluation, feedback and motivation. It is also a key performance indicator for both students and teachers. In the case of online assessment Wang (2007) sees new challenges and opportunities presented for educators and instructional designers, compared to traditional paper-based assessment. These include computer accessibility, automated grading, adaptive technology and programmed feedback. With regard to the process of RTA, many terms are used in the literature, including computer-aided assessment (CAA) (Ryan et al, 2000), online assessment (Morgan & O’Reilly, 1999) and e-assessment (Qualifications and Curriculum Authority, 2007). In this paper, we take the view that these terms are synonymous with RTA

The use of multi-choice questions in the real-time environment reflected research by Hunt, Matheson & Christie (2007) which confirmed the benefits of MCQs in online assessment. Such benefits include time effectiveness and efficiency of MCQ assessment because of the ease of online administering and reliable marking of tests. Hunt et al. also reported that MCQ tests were viewed favourably by students because they do not disadvantage those with high intellectual and conceptual skills but poorer reading and writing skills. However, the possible student expectation of higher marks using online assessment is an educational myth (Emerson, 2008).

The benefits of MCQs include their ability to offer objective and precise measures of learning outcomes. All answers are predetermined by computer and provide rapid feedback to students, and the importance of feedback to students is noted in research (Carless, 2006). The use of MCQs has been found to be effective for formative purposes as an online teaching and learning tool (Marriott & Lau, 2008). There are, however some drawbacks, as evidenced by Hunt et al., who commented that the testing may be superficial and low-level with little thought and less understanding from students. This certainly can happen as the result of poor test construction. There is also the possibility that interactive methods may not give time for students to reflect and consider their mistakes, so quick responses to online assessment may work against reflective learning (Emerson, 2006). 

Despite possible drawbacks, research indicates that students like the online assessment process (Emerson, 2006). A newspaper article, High-tech aids draw students into classes (2008) emphasised the popularity of short problems and multi- choice questions with responses gathered electronically at Christchurch Polytechnic and Institute of Technology (CPIT). There is some argument around the success of students assessed online, as according to Rayner (2008), online assessment grades were significantly higher than the previous traditional assessment grades. However, it was also suggested that better student preparation and effort had contributed to increased grades (Rayner, 2008). It is interesting that students in this study much preferred electronic submission as it was more convenient and easier than writing hard copy essays and reports. 

Development of the Project

The RTA Project began in 2008, with the appointment of a project manager. The first stage was the writing of a comprehensive Project management plan which included specifying the Project goals in detail, identifying the five high-volume courses, key people (and their roles) and also any stakeholders. The next step was the selection of suitable test banks of relevant questions, and establishing information technology infrastructures and web information. There were budgeting matters and possible constraints to be dealt with, and also eventually, the testing of the real time assessments. 
The Project plan recognised certain key understandings and assumptions that would influence the development. The key understandings were:

· Online assessment must enhance student learning and engagement.

· Computer-generated assessment needed to be valid and reliable.

· Courses in the Project must be high volume to achieve economies.

· Selected courses must be suitable for computer-generated assessment.

· Course leaders needed to be appropriately skilled

There were some assumptions or constraints on the Project, including: 

· Management and stakeholder support

· The need to build software 

· Identifying or writing suitable test banks 

· Ensuring student access to the internet a

· Achieving full support from the academic staff. 

The Project plan listed key milestones to be achieved which included identifying pilot courses and gaining approval to proceed. There were also issues around ensuring that systems and appropriate resources were available. 
Five high-volume, entry-level, courses were identified as suitable for the Project. These courses were:

· 400 Accounting Principles

· 501 Accounting Practices 

· 530 Organisation and Management 

· 541 Fundamentals of Marketing

· 550 Business Computing. 
Students enrolling in these five courses were advised that they must have Internet access, a requirement not previously mandatory for these courses. 
Early in the Project development, two issues arose which had not been identified in the planning stage. The first was reluctance from some course leaders to change their assessment practices. These staff members expressed concern about the validity of MCQs generally, and particularly how RTA could cope with topic weightings. This reluctance was overcome by reference to the relevant literature, which demonstrated that modern approaches to online assessment and MCQs could adequately deal with staff concerns (Nicol, 2007). In addition, the techniques have been well tried at other institutions (Anderson, 2009 and Emerson & MacKay, 2008). A workshop on the design of question-set databases allayed concerns over selection of topic weightings.

The second issue arose when it was discovered that there were difficulties around the availability of question banks. Initially, the Project had intended to purchase ready written test question banks from textbooks publishers. However, publishers were not prepared to release copyright unless the books containing the question banks were purchased by students. Additionally, searches of relevant textbooks found that questions were often unsuitable for the New Zealand context and the NZDipBus course prescriptions, without significant modification. The non-availability of existing test banks was reported, and the Project sponsor approved re-allocation of funds to build rather than buy the required question banks. Building of the question banks was achieved through a combination of staff goodwill and contract writers working together with course designers and editors from the Polytechnic’s publishing staff.

With the MCQ issues resolved, the Project focussed its attention on the technical requirements for creating the online assessments. A number of challenges arose, each of which had to be overcome to ensure the Project’s success. The five main challenges were:

· The online assessment environment was to be built in Moodle, an open-source course management system which is free to students, providing they maintain their own Internet connection. This software was on the point of a new roll-out that includes a component called the Workbook, into which assessment results are captured. Development staff needed to be trained in how to design the question database, identify questions to fit a Topic by Recall, Application Calculation and Problems solving (RCAP) matrix, and set the question selection parameters such that assessment weightings were addressed.

· The Polytechnic’s student management system (SMS) is the Oracle-based Integrated Tertiary System (ITS), which captures all student activity including course marks and study progress milestones. This software incorporates a sophisticated audit trail, called the Holding Bin, to log management of paper-based scripts received via post or electronically, and it was vital that this system could also recognise the RTA submissions. This system was also on the point of a new version roll-out. Development staff was familiar with this system, but management of student progress normally triggered by non-receipt of a first script was compromised, because no first paper-based script would be received for any student.

· A software bridge needed to be built between the two systems, such that the RTA results calculated in the Moodle Workbook could be automatically cycled through the ITS Holding Bin and ultimately captured in the individual student’s academic record. This was essential not only to maintain the script audit trail, but also to ensure the first script ITS trigger was not activated. Preliminary coding only could be achieved, until such time as both Moodle and ITS software rollouts went live, and programmers could identify exactly where the bridge would link, complete the coding and test its efficacy.

· Version 2 of NZDipBus was introduced by the Polytechnic in Trimester 3 2008. This entailed redesign of course webpages ‘look-and-feel’ in Moodle to include clear instructions and trial tests for student to familiarise themselves with the RTA environment. Course designers were also anxious to ensure that the RTA assessment ‘flowed’ as part of the total course study experience.

· Fall back procedures were needed to cover instances where a student experienced problems such as computer crash, Internet downtime, mistake in taking the RTA instead of the trial test, extensions of time in which to take the test, or the few genuine instances where students have no Internet access (such as prisoners, Service personnel deployed to remote locations, and some pacific island communities).

All of these problems were overcome, apart from implementation of the software bridge. However, while awaiting the provision of the software bridge, a manual process for transfer of marks provided an effective solution. A significant positive from these challenges an increasing enthusiasm from involved staff members, who found that (as they increased their own skills) as the Project took shape, they could see its effectiveness. Some of the most reluctant at the start became advocates by the finish.

Risks and limitations

One of the recognised risks was that automatic question selection from question set databases may not produce balanced assessments for all students. This was eliminated by careful attention to the identification and capture of question sets by topic and the appropriate mix of Recall, Calculation, Application and Problem-solving (RCAP) questions in the upload processes. 
The possibility of student cheating was another risk but it was considered to be minimal given that students each received a shuffled set of questions. Parameters can be set within Moodle such that a random set of questions can be drawn from the database matrix, and the distractors in each question can be subjected to a second randomising of their order. Those few students receiving a printed version for their question set had to complete an honesty declaration that the answers were their own work. 

MCQ format is often criticised as being suitable only for low-level assessment. Critics of the MCQ question format who see this as a limitation were reassured by the fact that the RTA comprised only twenty percent of the overall course weighting; and much of what is covered in the early stages of an introductory course is usually focussed on topic definitions and compliances. The second summative assessment and final examination were by traditional paper-based means, where essay-type and analytical answers can be demanded.

Results and Discussion

The RTA Project met its implementation deadline, and was run successfully during Trimester 3, 2008. Teething problems were overcome during pre-delivery testing and some minor issues were corrected as they arose. The RTA was accordingly offered in Trimester 1, 2009 for the same five entry-level NZDipBus courses. Retention rates (displayed in Appendix One – Table 1) indicate improvement in Trimester 1, 2009 retention rates when compared with rates obtained form the equivalent prior trimester using traditional assessment methods. Rates obtained for the comparative summer semesters are relatively static apart form  the RTA retention  rate  for 501 Accounting Practices. Retention rates over the summer semesters are traditionally lower than in other semesters. It is also true that the summer semester, student numbers are usually smaller than other semesters. It is true that RTA was taken sooner in the summer semester than would have been the case using traditional paper-based assessment methods before student had time to reflect on their learning. We insisted that the first offering of RTA be taken before Christmas when academic staff were on campus, and IT staff were available to help in case of software or Internet failure. The timing of RTA for the second offering in Semester 1, 2009 was implemented slightly later in the course time-tables. It is also noted that there was a crossover in the Versions of the NZDipBus, which could have skewed the data. However, in semester 1, 2009, retention rates improved significantly above the 5% prediction for all five courses. It is too early to conclude that RTA was the prime factor but at least the RTA has not had an adverse effect on retention rates. Data from just two trimesters does not portray a complete picture so when more data becomes available, further analysis on RTA and retention rates will be undertaken. 

Pass rates, displayed in Table 2 in Appendix One, indicate that RTA has not been so easy that students obtained much higher overall pass rates than in traditional assessments. Comparison of pass rates over a period of time show they are relatively stable indicating that the RTA component was a fair and valid assessment method. Continuing to use RTA in these courses will provide better comparative data for future analysis.

Student feedback has been exceptionally positive (87% in two courses) demonstrating engagement in learning. Students enjoyed the practice quizzes and online tests confirming the feedback reported by Marriott & Lau (2008) where 74% of students showed preference for online assessment. Feedback from course leaders was also positive despite some initial reluctance to change assessment practices. The manual recording of marks in the absence of the software bridge has not presented any difficulties. 
Conclusions 

The successful implementation of RTA clearly demonstrated the advantages of computer- aided assessment detailed in Table 3 in Appendix One. The Project overcame all the reported disadvantages. The software conversion bridge to automatically capture assessment marks has still to be completed but manual input of marks is not a problem. The RTA approach has been accepted by the New Zealand Qualifications Authority. 

There has been a positive response from other course leaders interested in implementing RTA in their courses. The Project identified training needs for course leaders who wish to use RTA, and a dedicated training package has been developed. Other aspects learnt from the Project are contributing to future ICT professional development for academic staff. 
All staff acknowledged they had faced a challenging but interesting learning curve within constraints of time and resources to work together as a cohesive team. The success of this pilot Project will have future benefits in terms of implementing RTA in many other courses and providing research opportunities. The overall goal of the Project (to implement an online summative assessment method) was met, along with providing immediate feedback to students. While the automated capture of student marks into ITS has not yet been achieved, this is part of the ongoing Project, and is expected to be implemented in the near future. 
Student’s feedback indicated that they found the online assessment a more attractive option to the traditional, paper-based first assessment. There are early indications of some beneficial effects on retention and completion, but further evidence needs to be gathered to test this fully. This will also need to be researched in conjunction with the increased use of the online teaching environment, which itself will impact on student engagement. 
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Appendix One

Table 1: Retention rates in courses using RTA in Version 2 prescriptions compared with retention rates in prior semesters using traditional assessment methods.

	Course
	Semester 1 2009 Retention %
	Semester 1 2008* Retention %
	% Improvement in retention
	Semester 3 2008 Retention %
	Semesters 3 2007* Retention %
	% Improvement in retention

	400 Accounting Principles
	65
	58
	12
	51
	62
	(18)

	501 Accounting Practices
	82
	76
	8
	73
	69
	6

	530 Organisation and Management
	68
	64
	6
	55
	55
	0

	541 Fundamentals of Marketing
	65
	53
	23
	60
	61
	(2)

	550 Business Computing 
	74
	67
	
	71
	72
	(2)


*Courses were assessed by traditional means and on Version 1 prescriptions. 

Table 2: Pass (Successful completion) Rates in courses using RTA in Version 2 prescriptions compared with Pass rates in prior semesters.

	Course
	Semester 1 2009

Pass %
	Semester 1 2008*

Pass %
	Semester 3 2008

Pass %
	Semesters 3 2007*

Pass %

	400 Accounting Principles
	54
	51
	40
	50

	501 Accounting Practices
	75
	67
	66
	64

	530 Organisation and Management
	58
	57
	49
	42

	541 Fundamentals of Marketing
	49
	41
	50
	54

	550 Business Computing
	69
	65
	70
	69


*Courses were assessed by traditional means and on Version 1 prescriptions

Table 3: Advantages and disadvantages of RTA 

	Advantages
	Disadvantages

	Quick feedback to students
	Writing of exam or test questions requires skill an practice and can be time consuming

	Opportunity for more detailed and specific feedback 
	Students require IT skills and time to practice

	Saving of time in marking
	Potential risk of hardware and software failure during the test 

	Improved monitoring of students
	Testing of higher order skills can be difficult

	Consistency in marking
	

	Saving of time once question banks are created 
	

	Students can repeat formative tests to aid learning
	


Based on Ryan et al. (2000).
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Abstract

Whose responsibility is it to ensure that graduates have the required soft skills for the work place? Is this the responsibility of the student, higher education business/management programmes or employers? Graduates want employment and employers want work ready employees. There appears to be a disconnect between what employers want from our graduates and what we in the Schools of Business are delivering with regard to the issue of work readiness and soft skills. Is there a disconnect, and if so what is it?

Introduction

How can we as educators, mentors and business people, better prepare students for a successful career in an economic landscape which has changed beyond recognition?

This paper will suggest that it is the responsibility of business schools to prepare students for a successful career in an economic landscape which has changed, and which will continue to change, by teaching our students skills as well as knowledge; skills that will not become redundant in a rapidly changing landscape; skills that will equip them to navigate in the turbulent and challenging world they need to chart their way through and to be successful. The focus is on those skills commonly known as the soft skills, although research has revealed a plethora of other names such as generic, core, transferable or employability skills.

This paper has been developed from a desk top literature review on the subject of the development of soft skills in business schools in the tertiary sector and in particular, Institutes of Polytechnics in New Zealand (ITPNZ). It is part of a larger ongoing project examining why there appears to be a disconnect between the skills employers claim graduates are missing and what is taught in business schools. The initial search examined research on soft skills from educational and employer perspectives, attempted to find a definition and taxonomy of soft skills, examined the assessment and reporting of soft skills and in the literature search process discovered research and reports about the disciplines and subjects that are addressing soft skills in their teaching. Whether it is possible for business schools to teach these skills has also been the topic of some debate. 

Interest in the subject of soft skills was piqued by research commissioned by the Faculty of Commerce at Christchurch Polytechnic Institute of Technology (CPIT) in 2006. A major finding was that while employers believe that graduates emerge from the School of Business with sound technical and professional knowledge, they are generally not work ready. Employers identified that the soft skills are most often missing. These were described as all those things graduates needed to be able to do at work outside of technical competence including interpersonal skills, how to lead and be led, time management, understanding the work ethic, presentation and grooming, maturity and self awareness. Employers believe that business education focuses too much on business skills and not enough on the aptitudes and attitudes necessary for business (Research First, 2007).

This was remarkably consistent with the comments made at a planning workshop in a university department in recent years. Employers claimed that graduates were technically competent but not work ready, reporting that the teamwork, interpersonal communication, time management, and presentation skills required for being work ready, were missing. The academic staff argued that it was not their job to prepare students for the work place, that this was a vocational task, the domain of the Polytechnics. The graduate students responded that they wanted to learn whatever was necessary to gain employment. So there you have it; the polytechnic domain has the responsibility to prepare students for the world of employment and work. However, employers in Christchurch were telling CPIT that we were only doing part of that task.

The terms business and management will be in evidence throughout the paper as the literature refers to both terms in relation to business schools and the business sector.

The Research Questions

Whose responsibility is it to develop the soft skills that graduates require to be successful in the workplace? The evidence from Research First (2007) suggests that employers have an expectation that business schools will teach or develop these skills in students while they are studying. Anecdotal evidence suggest that students expect that they will acquire the knowledge and skills that are necessary for them to be successful in the workplace after graduating, while studying. The expectations of business schools with respect to graduates knowledge and skills can be gauged though graduate profiles. The graduate profile for one polytechnic business degree specifically mentions four of the soft skills mentioned by the local employers in the skills and knowledge to be gained over the three years of study. This is from a list of thirty four domains. 

In the ITP sector stakeholder consultation forms part of the process of developing and approving curriculum and qualifications and employers are a critical group of stakeholders. One might assume that the curriculum therefore responds to the needs of employers and the workplace and the needs of graduates to be successful in the workplace. 

Could it be that soft skills are developed informally as part of the education process but not formally assessed and reported on in academic transcripts?  Even if this was the case it should not preclude graduates demonstrating soft skills in the workplace. Employers do observe that soft skills are too frequently missing and that it takes eighteen months to two years for graduates to become fully functional in the workplace. While the difficulty inherent in assessing a soft skill is noted in the literature this will not be addressed specifically in this paper.

Is the issue one of definition? What are soft skills? Do employers, tertiary providers and graduates understand the same thing when they talk about soft skills?

Or is the question a more obvious one; is it the case that tertiary providers, and specifically schools of business, are not teaching or developing soft skills as part of the curriculum and hence many graduates really do not demonstrate these skills on entering the workplace? Perhaps the schools of business do not see this as part of their responsibility. 

The Literature
The issue of soft skills is not a new issue. The last twenty years have seen Higher Education in the United Kingdom, Europe, Canada and the USA, addressing the issue of soft skill development in response to employer demands. (Curtis & McKenzie, 2001)
In Europe following the Bologna Declaration (Education., 1999) a working group report on Qualifications Frameworks noted generic competences included in the Dublin descriptors and the list of 30 competences in the Tuning project (Beneitone & Meer, 2000). These include soft skills such as problem solving, communication and learning skills necessary for ongoing learning (Descriptors, 2004). In the early 1990’s employers in the USA reported that graduates were emerging from Higher Education without the soft skills required for the workplace and were undertaking in house training or employing training firms to undertake this development work with their employees. Reports of huge revenue growth in the soft skills segment of the training market were evident with expected growth of 32.6% in 2006 to reach $6.97 billion, according to a report by Simba Information (SIMBA, 2000)
Closer to home the recent “New Zealand Skills Strategy Discussion Paper” noted that, the education system must respond to the needs of employers and that the focus needs to be on increasing the skills of workers (New Zealand Skills Strategy & Paper, 2008).
Definitions and Nomenclature

As noted previously soft skills are variously known by other names and do not appear to have a commonly understood definition. Mason et al noted that “the increasing proliferation of employability skills lists highlighted the confusion surrounding nomenclature and classification of types of skill” (Mason, Williams, Cramner, & Guile, 2003, p.5). The challenge posed in defining soft skills has been noted by a number of authors; the skills are variously described as generic, core, key, necessary, essential, transferable, graduate, employment related, employability and lifelong learning skills, competencies, competences, capabilities, characteristics, qualities and attributes (Curtis & McKenzie, 2001). 

What are we attempting to define and subsequently assess? Is it innate characteristics, demonstrated behaviours or competencies as measured by knowledge? The literature abounds with content descriptors of what should be included in soft or generic skills commonly alluding to those elements included in Mintzbergs list of managerial competencies (Mintzberg., 2004). (Appendix 1) This list has been noted not the least because of Mintzbergs credentials in the disciplines of management and leadership but also because it appears to encompass many other lists identified in the literature. It also makes sense of what in some lists are disparate mixes of skills, behaviours, qualities and attributes, by clustering the competencies into four major headings. The list has four categories including personal competencies, interpersonal competencies, informational competencies and additional competencies. 

Employers and the Workplace
Changes in the nature of work have been well documented; changes from an information age to a knowledge age, from a domestic view to a global one where the pace of change and the turbulence of the business world is evident. Indeed many authors describe the world of business as being in constant flux. It follows therefore that the world of business requires change to orthodox management education 
 ADDIN EN.CITE 

(Elliott & Glaser, 1998; Elmuti, 2004; Jamali, 2005; Nodoushani & Nodoushani, 1996; Tuleja & Greenhalgh, 2008; van der Colff, 2004)
. 

The changes demand different skill sets from teachers in business and management schools as well as from graduates. In the commerce and business job market, soft skills are in demand by employers in addition to business and management related knowledge 
 ADDIN EN.CITE 

(Barrie, 2007; Mason, et al., 2003; Tuleja & Greenhalgh, 2008)
. 

Student Expectations
A number of studies have investigated student expectations and perceptions with regard to the importance of soft skill development. Generally they found that graduates rate specific soft skills such as the ability and willingness to learn, teamwork, interpersonal skills and leadership skills as very important and that most of the students have a clear expectation that their studies will result in a business-related career 
 ADDIN EN.CITE 

(Coll & Zegwaard, 2006; Pearson, 2004)
.

This is consistent with the expectations of the graduate students who were engaged in planning initiatives with employers and academic staff in the academic department in a New Zealand tertiary institution mentioned previously.

A New Zealand study investigating student and graduate perceptions of workplace competencies in a business studies programme found that graduates perceived both hard skills and soft skills to be more important than their student counterparts. The authors advocate for co-operative education programmes in the educational process (Rainsbury, Hodges, Burchell, & Lay, 2002). 

3.4 Business Schools 

While some business and management programmes acknowledge the need for developing soft skills, priority is given to the teaching of the hard disciplines such as finance, accounting, human resources, and organizational behavior. There is little evidence that despite employers rating soft skills near the top of their list of requirements for graduates (Rainsbury, et al., 2002) and graduates wanting the skills and knowledge to gain employment, that business educators formally teach, assess, and report on applied soft skills (Barrie, 2007).

There is evidence that business and management schools have not responded to the changes in the workplace with corresponding changes to their programmes of study 
 ADDIN EN.CITE 

(Curtis & McKenzie, 2001; Elliott & Glaser, 1998; Jamali, 2005; Nodoushani & Nodoushani, 1996; van der Colff, 2004)
. The changes sought are not only in content but also in focus, and delivery style (Coll & Zegwaard, 2006). 

Bendell (2007)writes that management education must be transformed and reports the new approach to management education at Yale School of Management where students are now taught with courses that address themes such as the customer, the employee, the investor and competitors rather than being taught the traditional functional subjects such as strategy, marketing and accounting. 

Jamali (2005) concludes that management education has generally not responded well to the change in management paradigms, “that the dominant management educational paradigm is rational, positivist, and empirical, with an over emphasis on cognitive learning and the theory and quantitative skills.” (p6) He articulates the need for management academics to develop alternative curricula and modes of delivery to stimulate and facilitate a process of continuous learning, reflective learning and a new paradigm that encompasses teamwork, participation, improved communication, and collaboration. The ability to undertake continuous learning is one of the soft skills consistently identified in the literature and ranked highly by those who are surveyed 
 ADDIN EN.CITE 

(Coll & Zegwaard, 2006; Rainsbury, et al., 2002)
. 

Elmuti (2004) asserts that management education as it stands is “most noticeably lacking in “soft skill” and practical education” (p13). He also is of the opinion “that management education is not teaching what the business world wants in its managers” (p14). This is congruent with van der Colff (2004) who writes that learning and education must be based on developing skills for the future, that management education must not only address content knowledge but must also significantly increase the skills of students. 
A number of authors who write about the role of the business educator and the business school suggest that the required skills that employers are seeking in graduates can be encapsulated in five mindsets; managing self (intrapersonal skills), managing organizations ( analytic skills), managing relationships (interpersonal or collaborative skills), managing contexts (international development) and managing change (personal and organizational) 
 ADDIN EN.CITE 

(Elmuti, 2004; van der Colff, 2004)
. Are these the skills that students systematically learn and develop in the course of their studies? Is the curriculum designed to include, address and develop these skills in graduates? While it could be claimed that analytical skills are taught and developed the other four would require closer investigation.

Eliot and Glaser (1998) note the need for change in management schools and in particular the change required in the existing curricula “to provide a new set of managerial skills that emphasize teamwork, cross functional integration, process understanding, relationships, longer-term and global perspectives, managing diversity and innovation and change” (p6). They go on to list the characteristics that leading management schools will have in order to respond to these needs, including close industry relationships and a customer-focused quality service ethos

One school of thought suggests that it may not be possible to produce graduates with skills desired by potential employees (cognitive and behavioural) simply via classroom- based instruction. It is suggested that a “tripartite partnership involving students, employers and educational institutions may be the best process for producing graduates with the mixture of cognitive and behavioural skills deemed desirable” (Coll & Zegwaard, 2006, p51). Others suggest that structured work experience during courses, with the development of concomitant employability skills, has a highly positive influence on initial labour market graduate outcomes, as does employer involvement in course design and delivery (Mason, et al., 2003). 

Discussion
The evidence suggests that employers and students expect business and management schools to teach and develop soft skills in their curricula. Most business schools would claim that they are developing soft skills with students in the process of teaching the core subjects through group assessments, class presentations and later in co-operative education projects where students spend time in work placements. It is also the case that many business schools teach business communication papers. At least one graduate profile notes that graduates should demonstrate the following; to be organized in problem solving, ethical in decision making, effective communicators with well developed interpersonal skills, to have self directed and independent work practices, to be able to work effectively in group situations and to accept responsibility for their own work outcomes. So why is there a perception that graduates emerge without the required skill set and whose responsibility is it to address this? 

One explanation could be that students, employers and business schools understand different things when talking about soft skills. As noted previously, there are problems with definition and what the term includes. CPIT teaches a business communication paper but does this address the soft skills that employers understand when they talk about good communication skills?  To truly understand whether business schools were teaching and developing the soft skills that employers require, an agreed taxonomy of soft skills would be required against which the course content of business qualifications could be mapped. The five mindsets noted earlier, or Mintzbergs list (Appendix one) could become the basis for this type of mapping and analysis.

The demands for business schools to change their programmes in terms of content, focus and delivery style, to stimulate and facilitate a process of continuous learning and reflective learning so as to encompass teamwork, participation, improved communication and collaboration, will require a radical shift in  the way many of us think and teach. The calls for developing not only knowledge but also skills in students are becoming more insistent. Are business schools willing to respond to these calls?

The characteristics required of business schools that are willing to respond are reported to include close industry relationships and a customer-focused quality service ethos. Who are the customers? Are they employers, students, educational institutions and government agencies, or all of these? If it is the latter then which customer do we respond to when there are conflicting demands? How much scope do business schools have to change in New Zealand ITP’s?

If it is accepted that business schools are responsible for developing soft skills in students, what is the gap or the disconnect between the intentions to produce graduates who will be successful in the changed and changing landscape and the current perceptions of graduates by employers?

Limitations and Areas for Further Research
This paper has been limited to desk research because it is the early stage of a larger project about the issue of soft skill development in business schools in ITPs in NZ. In that sense it has raised a lot of questions that point the way to further research. 

However in terms of the original question about whose responsibility it is to develop the soft skills required for success in this changing landscape in the workplace, the evidence suggests that both employers and students expect this to be the responsibility of business schools. If this is accepted what do business schools need to do to address this responsibility? A methodology for addressing this would by necessity include employers, academics from business schools and graduates. A mixed method incorporating interviews, focus groups and survey instruments would go some way to ascertain what it is specifically that employers expect the graduates to be able to demonstrate and to develop and trial an agreed framework for how this might be achieved. 

Some research questions whether responsibility for soft skill development does indeed lie with business schools and asks whether academics should be agents of change or simply make changes in response to demands  (Mathews, 2003). It is commonly perceived that the relationship between business and academia is fraught. Do management and business academics need to modify their approach to course design and teaching to incorporate soft skills to stay relevant in this rapidly changing environment? Further research needs to be undertaken to ascertain the academic perspective on the development of soft skills in the curricula.

While the issue of assessment has not been addressed in this paper, the literature suggests that the assessment of soft skills is a challenge and is an area for further research. Could it be that in the higher education sector the lack of rigorous assessment methodologies contributes to the invisibility of soft skills in management education? This is a complex and difficult area to research because of the challenges inherent in assessment per se and the difficulty of establishing objective, reliable and valid measures in areas that are often perceived to be subjective. 

Conclusion
The literature reveals a longstanding issue about the expectation of employers that graduates should be work ready, including having the requisite soft skills when they emerge from Higher Education. It is also evident that students expect to learn in Higher Education all of the skills that will assist them to be successful in the workplace. There are demands for business schools to change their focus and their delivery to meet the requirements for graduates to be successful in the rapidly changing economic landscape. 

If it is accepted that business schools have responsibility for teaching and developing soft skills it is evident that educators and industry need to work more closely with respect to developing the appropriate soft skill sets in graduates. 

The generation of knowledge becomes more rapid every day and the consequent redundancy of knowledge is almost as fast. However the soft skills required for working successfully in the rapidly changing economic landscape will not become redundant as long as we continue to work together as human beings in business. Does the responsibility for this lie with business schools in Higher Education and if so are they willing to take up this challenge?
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Appendix One

Table 1.0 (Mintzberg., 2004, p.260)
	List of Managerial Competencies

	A
	Personal Competencies

	1
	Managing self, internally (reflection, strategic thinking +)

	2
	Managing self, externally (time, information, stress, career +)

	B
	Interpersonal Competencies

	1 
	Leading individuals ( selecting, teaching/mentoring/coaching, inspiring, dealing with experts+)

	2
	Leading groups (team building, resolving conflict/mediating, facilitating processes, running meetings +)

	3
	Leading the organization/unit (organizing , merging, building culture, managing change+)

	4
	Linking the organization/unit (networking, representing, collaborating, promoting/lobbying, negotiating/dealing, politicking, protecting/buffering +)

	C
	Informational Competencies

	1
	Communicating verbally (listening, interviewing, speaking/presenting/briefing, writing, information gathering, information disseminating+)

	2 
	Communicating nonverbally (seeing [ visual literacy], sensing [visceral literacy] +)

	3
	Analyzing (data processing, modelling, measuring, evaluating +)

	D
	Actional Competencies

	1
	Scheduling (chunking, prioritizing, agenda setting, juggling, timing +)

	2
	Administering (resource allocating, delegating, authorizing, systematizing, goal setting, performance appraising +)

	3
	Designing (planning, crafting, visioning +)

	4 
	Mobilizing (firefighting, project managing +)
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Abstract

In times of recession, education becomes both more attractive to students and would-be students, and more under scrutiny from employers. Students find the lack of jobs a reason for returning to, or continuing to study, while employers who have many more applications for positions than usual want to feel confident that they are choosing the best possible applicants. Given that many studies (APNZ survey, 1997 and Bamford, 2000) have shown that good communication skills are valued highly by employers, how do businesses ensure that graduates will have acquired key communication competencies through their studies? Not too long ago, an employer could look for a business communication paper on a student’s transcript and feel reasonably confident that core competencies had been mastered, especially if the student was a graduate of the New Zealand Diploma in Business where 560 Business Communication is compulsory. Nowadays interpersonal, organisational, management, intercultural and human resources communication papers abound. How can employers be sure that a solid grounding in business communication skills has been achieved? With this question in mind, the authors began to explore the diversity of approaches taken to communication papers within degree and diploma programmes in New Zealand. They discovered that, far from being irrelevant, much of the content of the 140/560 Business Communication paper seems to have been adopted and incorporated into the core of many diverse qualifications offered by the major universities, institutes of technology and polytechnics within the country.

Introduction

On Monday 10 August 2009, the lead story on the front page of the New Zealand Herald, “Tsunami of students stretches universities budgets”, stated that the eight New Zealand universities are struggling with a lack of government funding which does not allow them to accept all prospective students who have gained university entrance. The following example was used: “This year, AUT got 14,000 applications from new students - up from 11,000 to 12,000 in each of the previous five years - and rolls had risen to 5.5 per cent above funding levels”. Professor McCormack, Vice-Chancellor of AUT University stated that “This is a real opportunity now, in an economic downturn, when more young people are thinking more seriously about their future because you can't just walk out and get a job ... This is a real opportunity to build our intellectual capital.” But if young people cannot get jobs and cannot access university places, how will this affect business? If employers can now pick and choose from a wider selection of graduates than ever before and if, as many studies have shown, good communication skills are valued highly by employers, how do businesses ensure that their successful applicants will have acquired key communication competencies? And how do students who gain university places in business degrees ensure that they have the requisite communication skills?

The answer would seem to be that employers and students should choose business degrees with clearly named and explicit communication papers as part of the core of the discipline. Bearing in mind that the New Zealand Diploma in Business has had a compulsory business communication paper (140/560) since its inception in 1991 and that many other university communication papers developed later as extensions of material within that paper, surveying the websites of degree -granting institutions (universities, institutes of technology and polytechnics) should lend some insight into which degrees would meet the needs of both students and employers in guaranteeing effective communication competence was achieved. In fact, according to the NZQA website, “Today, in 2009, 40 Private Training Entities and 23 Polytechnics are offering Diploma in Business with Business Communication part of the core and many are offering cross credits or credit transfers from Diploma in Business courses, including communication, to institutes of technology, polytechnic and university degree programmes.”

(http://www.nzqa.govt.nz/qualifications/tertqual/dipbus/index.html#providers)

Business communication papers (See Appendix one)
One way of approaching this issue of communication competence is to look at the varying relationships that degrees have with 560 Business Communication, the compulsory level 5 paper in the New Zealand Diploma in Business. Several institutions explicitly state that they cross-credit this paper to a range of degrees. For example, Otago Polytechnic and Southern Institute of Technology (SIT) cross-credit it to Bachelor of Applied Management degrees; Otago University to their Bachelor of Commerce and Canterbury Polytechnic Institute of Technology (CPIT) to a Bachelor of Applied Management as well. At the University of Waikato, a different arrangement exists whereby students can study a specified group of New Zealand Diploma in Business papers including Business Communication at selected polytechnics before cross-crediting them towards years one and two of the Bachelor of Management Studies.

It has been argued elsewhere (Barnett & O’Rourke, 2009, currently unpublished paper) that the title, structure and content of several business communication papers reveals a similarity to the 560 Business Communication paper. The 560 paper course covers the topics of the communication theory and principles, intrapersonal, interpersonal, group and, organisational communication and includes writing and presentation skills.

Similar papers in business degrees include Principles of Communication for New Zealand Business - a paper in Northtec’s Bachelor of Business Management which is described in the programme guide as covering “knowledge and understanding of the communication process, including non-verbal, oral, written and graphic communication, skills of thinking, analysing and problem solving.” (www.northland.ac.nz/Programmes/ProgrammeGuides/2009/NorthTec/ 20Calendar/Bachelor of Business Management). This is very similar to the content and topics of 560 as indeed is this description of Communication in Business, a core paper in Waikato Polytechnic’s (Wintec) Bachelor of Business: “The course develops awareness of the demands of communication within an organisation and enhances the student’s skills as practising communicators in writing, speaking and in a variety of interpersonal settings within the business environment.” (https://enrol.wintec.ac.nz, 2009).

Both these papers also illustrate another way of assessing potential employees’ communication competence: checking if a business communication paper is offered within their degree and more importantly, if the graduate has completed this paper. As the two examples above show Northtec and Wintec offer business communication papers in business degrees as do a number of other institutions under the titles of Organisational Communication (Eastern Institute of Technology[EIT] and Northtec) and Professional Communication (Nelson Marlborough Institute of Technology [NMIT], CPIT, Otago Polytechnic and Unitec) in particular.

There are also a number of institutions that do not have a communication paper as core in their business degrees but do offer other options e.g. Massey University offers a major in Communication Management within the Bachelor of Business Studies but no explicitly named business communication paper. AUT University’s Bachelor of Business (BBus) has no explicitly named compulsory business communication papers in its core. Instead, the BBus offers 15 majors but a quick survey of the 2009 AUT University Calendar reveals that only two of the more than 30 individual papers listed for the BBus include “communication” in their title at all. These are Integrated Marketing Communications in the Advertising major (p.339) and in the Marketing major (p.343), and Sport and Recreation Communications (p.345).

This does not mean that there is no communication content in the Bachelor of Business at AUT, but rather that an integrated approach has been taken where communication concepts and skills are explained, developed and applied across many business disciplines rather than “silo”-ed into the one subject of Business Communication. However, this may not be apparent to potential employers.

The University of Auckland’s nearest equivalent to a Bachelor of Business is the Bachelor of Business and Information Management which has a compulsory stage two ‘Communication Processes’ course. The University of Auckland’s website states that: ‘This course is an introduction to the theory and process of communication in the knowledge-intensive organization. The emphasis is on the selection, synthesis and communication of information appropriate to the needs of the organization. There is a focus on interpersonal and small group communication as it relates to building effective organizational relationships.’ (2009, http://www.courses.business.auckland.ac.nz/CoursePdfs/BUSINESS291).

The content and focus of this course is more in line with the more recent redevelopments in the 560 Business course where communication is not simply a set of skills that business graduates need, but an integral part of organisational processes that needs to be understood and supported by individual, group and organisational communication competencies.

Another approach is used at Manukau Institute of Technology  which has chosen to make the course Writing and Critical Thinking the only compulsory ‘communication’ course on their BBus degree, taking from 140/560 Business Communication the aspects of writing and critical thinking more prevalent in the older prescriptions. Communication Studies is the compulsory communication course on the MIT Bachelor of Information Systems. This course follows the general outline of 140/560 but has more focus on interpersonal skills. Both these degrees are under review and the general opinion is that two distinct courses in writing and speaking (including interpersonal skills) are needed to develop the high level communication skills that graduates require.

What’s in a name?

Another complicating factor in trying to deliver a comprehensive survey of business communication papers across the country, and a problem for potential employers trying to identify communication competencies, comes in the range of names used, some of which are identical but contain different content or alternatively, use very different names attached to similar content. Thus variations on “Business Communication” include Principles of Communication for New Zealand Business (Northtec) and Communication in Business (Wintec) while Organisational Communication papers are found in many places such as AUT University, Northtec and EIT among others. In fact, a detailed comparison of the similarities and differences between what is classified as organisational communication and management communication for instance would be very interesting – and the subject of another paper entirely. Another term is “professional communication” which is offered at Victoria, Unitec, CPIT, NMIT, SIT, Otago Polytechnic and AUT University. These courses seem to put more emphasis on higher level writing skills but whether employers would know this is debatable

This “name game” also extends to degrees in communication where Bachelors of Communication Studies are offered at AUT University and Waikato. Massey University and Unitec have a Bachelor of Communication while MIT’s Bachelor of Applied Communication is also well known. How, one wonders, does an employer balance the skills provided in one degree with skills provided in another when the graduates applying for entry-level positions have similar GPAs? Should tertiary providers in New Zealand, perhaps, be highlighting their graduate profiles or competencies more so that anyone in the communication industry or wider business field hiring a student who has completed any of the degrees listed above (and others) has a much clearer sense of what these graduates are actually qualified to do?

Limitations and areas for future research

This preliminary survey is by no means exhaustive and there is still room to go deeper with regard to what business communication papers are offered and what these papers contain across all business degrees in the country. Although the New Zealand Diploma in Business is clearly structured and has specified content in all papers, ongoing moderation reports highlight the difference and variation in interpretation that exists across teaching institutions. To the best of our knowledge, no in-depth analysis of the business communication papers delivered in private training establishments (PTEs) has occurred. While not wanting to open up issues of academic freedom or independence, one wonders how employers make sense of all the variations on business communication competence offered to them.

Growing differences in the method of delivery of content and the assessment measures used could also be investigated e.g. the growing use of Online content management systems such as Blackboard, Cecil (C.S.L) and Moodle mean that students are receiving much of their information in a quasi-distance learning mode where written teaching and learning material is placed in an electronic repository of knowledge. E-learning models are also being used through features such as on-line discussions, wikis, and chat rooms while social media such as Facebook and blogging are being used for purposes as different as critiquing and assessing student work through the use of peer feedback, and conducting virtual tutorials. YouTube is the source of examples in lectures and tutorials and every technological innovation seems to be used in education very quickly. Does such creative use of technology transfer to business environments easily and smoothly and if so, how can business take the lead in feeding such uses back into learning?

Other useful avenues to explore would be to look at the levels assigned to papers e.g. Professional Writing papers can be found at a variety of levels in different degrees as do Professional Communication papers. Surely Advisory Committees and local businesses need input into what these papers should cover and in how much depth? This process of consultation and review is followed every time the prescription for 560 Business Communication is revised (last review 2006) but the global business environment in 2009/10 is very different from then and differing skills and competencies may now be required.

Conclusion

If there is little agreement as to whether business communication papers are or should be in the core of business degrees; if there are differing approaches towards whether 560 Business Communication can be cross-credited from the Diploma to degrees; if there is little evidence of a unified body of knowledge being offered under generic titles such as organisational, management or professional communication, surely there are some serious issues here for all employers. The 140/560 Business Communication course for many years provided a unifying platform, and still does, but it is the role of tertiary educators in the business communication discipline to clarify these issues outlined for institutions and industry alike: to be more proactive in identifying the communication needs of industry and business and international trends and provide a more unified voice to advocate for the need for their discipline as a core in degrees.

As well, industry consultation and review on an ongoing basis; guest speakers from business who are also willing to act as student mentors; case studies based on real-life problems and challenges, and internships during the final year of study are all ways in students and employers can work together to ensure the best possible education for a changing economy.
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Appendix One
Business communication and organisational communication papers offered within business degrees in New Zealand

	Name of paper
	Degree
	Institution

	Principles of Communication for New Zealand Business
	Bachelor of Business 

Management
	Northtec

	Communication in Business
	Bachelor of Business

	Wintec

	Organisational Communication
	Bachelor of Business
	EIT, AUT University and Northtec

	Professional Communication


	Bachelor of Business
	NMIT, CPIT, Otago Polytechnic  and Unitec

	Communication processes


	Bachelor of Business and Information Management
	The University of Auckland



	Writing and Critical Thinking
	Bachelor of Business
	MIT



	Communication Studies
	Bachelor of Information Systems
	MIT


NB. This does not include business or organisational communication papers in well-known communication degrees such as the Bachelor of Communication Studies at AUT University, the Bachelor of Applied Communication at MIT and the Bachelor of International Communication at Unitec. 
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Abstract

The researchers conducted a pilot study in Christchurch to test if the initial impact of the economic downturn already affected spending patterns. The Nielsen Consumer Confidence Survey (2008) showed confidence has slumped in New Zealand, and indebtedness in New Zealand Households have reached 160% of disposable income (Tahana 2009). This does create questions on how people define discretionary spending, if people have already been affected by the economic climate and if demographical variances impact behaviour in this regard. Questions were also asked regarding how people viewed saving, spending and investing in this time, and if they equated spending with happiness. The results are also compared with other popular surveys conducted here and in the UK, and interviews were conducted with people to see if the seven major lifestyle segments as indentified in the Consumer Lifestyle Study conducted by the Consumer Research Group (2006) can be used as a framework to show differences in future research.
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Abstract

Management and staff of the Faculty of Business and Computing at the Eastern Institute of Technology were interested in determining whether employers in Hawke’s Bay perceived accounting students from the Business School to be on the same level as the students they employed from other tertiary institutions. 
To address the above issue a survey of major Accounting firms in Hawke’s Bay was undertaken.

Based on the results of the survey, this paper will attempt to highlight three important educational aspects:

· the skills employers generally require from accounting students;

· the academic skills tertiary institutions provide; and

· the importance of continuing to provide adequate accounting education in Hawke’s Bay to meet the requirements of the Accounting firms.
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Abstract

The economic environment in 2009 and the push towards defining New Zealand as an academic destination for international students is affecting class dynamics and sizes in many tertiary institutions. This provides tertiary educators with an opportunity to re-evaluate our teaching styles and to introduce new methods to encourage learning. Many business degree and diploma programmes have a compulsory communication module which includes a presentation or seminar. Other modules also include presentations which are assessed. However, because of curriculum constraints, little time is spent developing speech skills. At best, students are encouraged to share information during classes as part of learning and are given clear guidelines about the presentation assessment. I would suggest that this ad hoc approach does not necessarily develop the skills and confidence in those who need it most. International students who struggle with pronunciation and intonation are particularly vulnerable in these assessments. In this paper I describe my experience of teaching speech skills to an oral communication class of international and domestic students by ignoring “presentation” mode, and using choral verse, nursery rhymes and bubbles to develop speech skills and build confidence before moving into more formal assessment practice. 
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Abstract

This research arose from a PhD study on the impact of ethnicity and public policy on the organisational culture of the All Blacks over three distinct historical eras. The study had revealed how political direction and public policy had been affected by the 1970’s phenomenon of the politics of identity. The political activism of the time influenced government and public policy. New Zealand’s biculturalism was one version of this shift in commitment. The purpose of this study is to examine the issues of equality of opportunity and equity in education, and the relevance of biculturalism in an ever increasing multicultural, educational environment. This research embraces ethno-cultural diversity, social cohesion and national identity and poses the question – why do we teach politicised curricula based on a revisionist view of New Zealand history? Have we got it wrong in trying to create equality when paradoxically we are actually creating inequality? Is biculturalism outmoded in a multicultural society? The research examined these issues and found a dichotomy of views, largely influenced by political ideology or commitment, generational influence and personal perception.

Education for a changing world

Robyn Pascoe (EIT)
Key words: Education, recession

Corresponding Presenter

Robyn Pascoe

Eastern Institute of Technology (EIT)

Private Bag 1201

Hawke’s Bay Mail Centre

Napier 4142

(06) 974 8000

rpascoe@eit.ac.nz 

Abstract

In the last two years New Zealand has been confronted by three events that will fundamentally transform the delivery of tertiary education.

The first, from our tertiary education commission, making radical changes to funding has been somewhat overshadowed by worldwide recession, and the threat of a global pandemic.

Individually, each of these events is significant; collectively, they challenge current education strategies and practices. 

Financial pressure means that the tertiary sector must control costs despite the growing demands for more enrolments, capped funding and sustainability. 
The outsourcing of manufacturing to third world countries where wages are lower has resulted in the changing face of the workplace, from industrial to knowledge economy. The requirement that students develop the 21st century skills such as problem solving, synthesis, innovation and collaboration demanded in the workplace will have a significant impact on society in general and on institutions of higher education in particular. At the same time there are increasing enrolments in trade training such as mechanics, electrical and electronics servicing, carpentry and building.

Furthermore, the recent H1N1 outbreak has highlighted yet another issue. Educational institutions would be foolish to suppose that this is an isolated incident, and should use the pandemic experience to plan for the next public health emergency. 

This paper outlines some of the proactive measures that could be used to alleviate these issues. 
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Abstract

Not for profit organizations in New Zealand servicing the disability sector struggle to secure and hold on to high quality employees in buoyant economic times due mainly to working conditions and remuneration. 

A review of the literature suggests employee psychological capital as a concept and its accumulative effect of self efficacy, optimism, hope and resilience hold the key to contributing to positive organizational behaviour factors of employee wellbeing, job satisfaction, leadership credibility, trust, and superior performance of employees. 

The second year of data has recently been analysed in an ongoing longitudinal study of a Waikato based not for profit organisation where all 100 employees are provided an opportunity to participate on an annual basis. Employees in this organisation attribute 65% of their remuneration package to non monetary benefits. They seek job satisfaction from being respected and valued, being able to do challenging and interesting work, and having a great relationship with their leader.

This study looks at the gains in employee psychological capital from 2008 to 2009 and attempts to understand why or how this has happened by looking at a variety of organizational behaviour factors such as staff satisfaction, happiness and wellbeing; stress indicators; quality of leadership; performance of support services over the past twelve months; the organisation’s code of ethics; the involvement of employees with the annual business plan, reasons for employees taking sick leave; ability of employees to manage change; changes in the level of commitment; and the likelihood of employees working for the same organisation in 12 months time. 

The results also compared variations in psychological capital between the leaders and service workers. The findings have implications for further research.
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Abstract

It is not always easy to get all students in class to participate willingly and lecturers often find that the same students answer all the questions. Imagine what it would be like to engage every student and actually get them to enjoy responding to each question!

At EIT lecturers have access to the Classroom Performance System (CPS system). The Classroom Performance System is a package of hardware and software developed by eInstruction Corporation. The hardware consists of an infra red receiver unit and response pads (clickers). The software and hardware work together so that students can respond to multiple choice questions, including True/False and Yes/No questions. After each question the lecturer and students have immediate feedback of the responses.

This paper focuses on demonstrating the CPS system and sharing the author’s experiences of using the CPS system and how it has enhanced students’ learning.
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Abstract

The advances in information technology in the last two decades have enabled new ways of teaching by using, among other pedagogical methods, computer simulations. At the same time, a shift in the traditional teacher-centred teaching to student-centred learning has also created a powerful enabling environment for effective use of computer simulations, impacting many educational practices. The aim of this paper is to examine the relevance and effectiveness of computer simulations in business education and executive training. The paper examines different areas where computer simulations have been successfully used for business and managerial education. It also argues that the use of computer simulations provides an alternative way to gain experiential-learning without dealing with the risks associated with a real business in the current period of economic recession and unemployment. The paper concludes by underscoring the use of computer simulations as a platform for further business research and innovative ways of learning. 
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Abstract

Small Business Entrepreneurs are a new generation of international traders.

A review of literature on internationalisation indicates that the theoretical frameworks and models developed so far are relating to and/or based on the experiences of large multinational corporations. There is very little discussion on internationalising experiences of the smaller firms, particularly the SBEs, in the literature.

The purpose of this study in progress is to report on the findings of an exploratory research undertaken to explain the internationalising behaviour and experiences of small business entrepreneurs.

To understand the key influencing factors and issues SBE’s faced when trading internationally a set of research questions are formulated and addressed. A qualitative study involving an extensive literature search is used to provide answers to the questions. A small sample of case studies of SBEs involved in doing business internationally is also used to inform the study. 

The findings indicate that there is a general lack of any established model or theoretical framework that can be readily used to explain the internationalisation behaviour of SBEs. The study also indicates that most SBEs face new challenges when they try to do business internationally. 

The findings indicate that SBEs need more training and professional advice if they are to do international business successfully .The findings have implications for further research work if a theoretical framework is to be developed to explain the behaviour of SBEs involved in trading internationally. 
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Abstract

Successfully managing doctoral studies is a huge challenge to most students, especially to those conducting their studies on a part-time basis while holding tenured academic positions in tertiary education. There are two basic approaches to completing a PhD programme. The first is to focus all efforts on completing the thesis in the shortest possible time, extracting individual pieces of research output from the completed work only after having successfully defended the collective project. A second approach is to submit papers early and often throughout the entire project to conferences, workshops and journals. Apart from taking perhaps longer to complete the whole project, the latter approach has a number of advantages compared to the 'finish the degree first' approach. In the first instance, external reviewers are likely to provide complementary input to the academic supervisors' on submitted work, which may enhance the overall quality of research. Secondly, successful publication of a sub-section of research in an esteemed journal can strengthen the student's case if questioned by examiners during the final oral defence (viva). Lastly, the second approach could result in the researcher achieving additional research outputs other than the completed thesis, possibly in a shorter period than otherwise. In doing so the researcher would very likely meet, or even exceed, the research output expectations of the organisation to which he or she belongs.

This paper demonstrates the second approach to completing a PhD programme by means of a case study of a part-time doctoral student / tenured academic. 

Putting the "e" in eLearning

Robyn Pascoe (EIT)
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Abstract

As a direct result of unemployment caused by the current recession there will be large numbers of potential students seeking enrolment at tertiary institutions. Many will also be looking for part time or seasonal work, thus making timetabled on campus attendance difficult. Online and flexible blended courses may well experience a surge in popularity. 
For many students there are issues arising from this mode of learning that need to be addressed.

1. Levels of both computer and information literacy are often low in mature students who have not been in a formal learning situation for many years.

2. Study habits and time management skills can be problematical, particularly when part time employment and/or family responsibilities interfere.

3. Online study requires strong motivation and self direction.

4. Reliable access to an up to date computer and good Internet access are essential.

This presentation will present some ideas for lecturers who are teaching online, using the “e” words 

· Encourage.

· Engagement - Enthuse, Excite, Enliven.

· Examine and Evaluate – was the course successful, could it work better?

· Empower, teaching how to learn rather than what to learn.

Rebel with(out) a cause?!

Christo Potgieter (Wintec)
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Abstract

At NZABE 2003 and afterwards, the matter of challenges faced by tertiary leadership were raised (Potgieter et al, 2003, 2004, 2009). Continuing changes in the tertiary sector of New Zealand are very evident now, as observed at special tertiary conferences during recent months. Global challenges are also explored by Fullan & Scott (2009), who especially calls for fundamental shifts in thinking. This paper and presentation revisits above strands of observation to stimulate thought towards a group discussion about the way forward. 

Some Recent Developments in Commercial Law

Conrad Schumacher (EIT)
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Abstract

This presentation looks at recent developments in commercial law that are relevant to the Diploma in Business course 510: Introduction to Commercial Law. The most significant development has been the replacement of the Contracts Enforcement Act 1956 by the Property Law Act 2007, with the perhaps unintended result that memoranda signed by agents no longer satisfy the requirement that certain contracts be in writing. This is a departure from the position found in such long-standing cases as Saunderson v Purchase [1958] NZLR 588 and is of particular relevance in real estate transactions. 

The requirement of writing provisions of the Property Law Act 2007 have been considered and applied in CSR Building Products (NZ) Limited v McAneaney (unreported, Sargisson J, High Court, Auckland CIV 2008-404-3596, 11 May 2009); Piper v ANZ National Bank Limited (unreported, Winkelmann J, High Court, Auckland, CIV 2008-404-2686, 10 June 2008) and Otto v White (unreported, Doogue J, High Court, Christchurch CIV 2008-404-001663, 10 November 2008). The approaches taken by the High Court in these cases will also be discussed.

There has also been a reaffirmation of the importance of the Minors Contracts Act 1969, with a new case appearing in the High Court. In Wine Country Credit Union v Rayner and Anor (unreported, Allen J, High Court, Napier, CIV 2007-441-416, 11 February 2008) a loan agreement was declared unenforceable under section 6 of the Minors Contracts Act 1969. 

Student Evaluations of Teaching: Fact or Friction
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Abstract

Traditionally student evaluations of teaching (SET) at the institute were used for grading of staff, annual salary increments and promotion. The aim was for each academic staff member to achieve an 80% satisfaction rate. The questions also reflected a transmission approach to learning. A committee was formed to look at changing the process as part of the institute’s desire to develop a culture of innovation and creativity in teaching and learning practices. The committee members included a mixture of management, administration and academic staff. It was difficult to reach a consensus as tensions arose during the process between these groups regarding the purpose of SET, which had to be worked through. The aim was to produce a SET form that reflected the partnership between teachers and learners and a more constructivist approach to teaching and learning. The process was meant to be used as a tool to improve practice and was to be flexible to include the concerns that each staff member wished to focus on. The trial of the modified SET form had a number of teething problems and did not meet with the unanimous approval of all academic staff

The Importance of Inclusive Stories in Business Education
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Abstract

According to Fisher (1987) “all forms of human communication need to be seen fundamentally as stories – symbolic interpretations of aspects of the world, occurring in time and shaped by history, culture, and character” (p. 9). Educators need to consider the stories they share with their students; and whether their case studies or class examples empower or exclude students from some communities. The stories an educator shares with their students not only provide insights into how he or she perceives and interprets their environment; but also can communicate valuable ideas, insights and lessons to others. Hokowhitu (2004), a male Maori academic, discusses how he feels he initially limited his career to a vocation in physical education because of the stories he was constantly exposed to in his life. He goes on to state “being a lawyer, a doctor, or an academic were not options I considered even plausible. I had the desire to succeed but ultimately only within the physical realm (p. 260).” This paper examines the literature discussing the impact of “stories” on individuals; with a particular focus on an educational context; and then reviews the content of case studies and final exams; for the New Zealand Diploma of Business and applied Management Degree at the School of Business, Christchurch Polytechnic Institute of Technology. The results of this content analysis were that the stories contained within many case studies and final exams were not inclusive. Educators have a responsibility to ensure that the stories they share with students are supportive of the aspirations of individuals from New Zealand’s various communities.
Uncivil Student Behaviour: Faculty Perceptions of Unacceptable 
Student Behaviours and Possible Causes Thereof
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Anecdotal evidence indicates that the incidence and severity of student breaches of the common rules of courtesy and etiquette in terms of what is generally regarded as unacceptable behaviour (e.g. disrespectful and disruptive behaviours) is occurring more frequently. The issue of unacceptable student behaviours (incivility) is receiving more literature and research attention. This study examined a business and computing faculty members’ perceptions of the degree and frequency of certain student behaviours during the past 12 months, and possible causes of these types of behaviours. Suggestions are provided for addressing uncivil behaviour by students.

A survey questionnaire was distributed to faculty members in order to gather information about their perceptions of uncivil behaviours and possible causes. Twenty five questionnaires (78%) were completed. Data from the survey indicates that the following uncivil behaviours: arriving late for class, missing classes and being unprepared for lectures are usually experienced by faculty staff, whilst behaviours that include: using cell phones, texting and not paying attention in class are sometimes experienced to a certain degree. Behaviours such as arriving late for class, distracting conversations and being unprepared for class occur most frequently. Overall, faculty members view uncivil behaviors by students as a moderate problem. 

Possible contributors of incivility identified are: being unaware of expectations, rules and regulations in an academic environment disrespect for authority and sense of entitlement.

Whilst this small scale, exploratory research highlights certain issues, this study has certain limitations and further research is required in order to obtain a better understanding of this important issue.

Use of Adult Literacy in a second language business class at tertiary level
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A review of work undertaken by a teacher in business studies to implement Adult Literacy techniques at tertiary level to second language students. The work was done to complete the practicum for a Certificate in Adult Literacy through Literacy Aotearoa.
What mechanisms are currently in place at CPIT to prevent social loafing in group assignments?

John O’Sullivan (CPIT), Julia Wu (CPIT), & Cindy Lim (CPIT)
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Tertiary institutions often make use of group assignments as a way of teaching students ‘soft skills’ and as a means of improving student learning, for example, improved analytical abilities, higher level of cognitive skills, and deeper learning as a result of pooling of labour.(Boud, Cohen & Sampson 1999; Jacques 1991, McDonald 1995). Both of these objectives however are dependent on all the members of a student work group participating fully. Social loafing is defined as Individual group members withholding effort but still achieving reward as long as they perceive that doing so will not affect their outcomes (Liden et al, 2004). Social loafing as a long observed social phenomenon (Karau and Williams, 1993) reduces the achievement of the above mentioned two objectives of group assignments. Mechanisms for preventing social loafing in student work groups is an area that requires further research, especially within a New Zealand context. This paper is based on research undertaken to address the primary research question "what mechanisms are currently in place at CPIT to prevent social loafing in group assignments?" In answering this primary research question several secondary research questions were identified; such as:

· How are group assignments designed at the School of Business?

· What instructions are given to students regards social loafing at the School of Business?

· What methods of marking are utilised at the School of Business to prevent social loafing?

· How can academics overcome student hesitation to criticise the poor efforts of fellow students in group assignments?

This research is intended to be exploratory. It involved a review of relevant literature and content analysis of all group assignment instructions for papers within the New Zealand Diploma of Business taught at CPIT’s School of Business. Semi structured interviews with School of Business academic staff members whose papers contained group assignments were also conducted. This research documents current practice surrounding the design and implementation of group assignments; with particular focus on an academic context. It is expected that this research will produce insights that are transferrable to other contexts such as team tasks within work places. 
Where have all the men gone? A Pilot study.
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Abstract

Where have all the men gone? Globally, many articles have been published about gender and education. From a historical account of masculinity (Boddice, 2009) to the different ways in which  technology impacts on male and female performances Heemskerk et al (2009) and even  to the level of student enrolment (Thorat in The Hindu, 2009). In the western world and Asia, both men and women have an equal opportunity to study. There are areas, however, like the Gulf States, where women have finally been given the same opportunity as their counterparts in the Western World and Asia. With an increase in education opportunity for women, are the participation rates for men and women the same?  Are there more gender issues that need to be addressed?  At Waiariki Institute of Technology and particularly in the School of Business and Tourism (BTO), gender issues have been raised. This report seeks to provide answers to this question: ‘where have all the men gone’?  This initial study originated out of a lecturer’s concern for the perceived low percentage of male students enrolled in the School of Business (BTO) at Waiariki Institute of Technology (Waiariki). The objective of this study is to establish what factors influence male enrolments in BTO. Firstly, information from the Artena student enrolment data base is used to compare the number of female and male students enrolled over a certain time period, Thereafter a comparison of the male and female enrolment in BTO with the other of Waiariki Schools. Finally, an analysis of the data of twenty participants who work in the business environment in Rotorua was undertaken and the main themes were identified
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The education environment in which Heads of School/Heads of Department have been required to operate in has changed significantly during 2009. Although the economic environment has created a downturn in business performance, with increased unemployment and decreased optimism in the New Zealand economy, education has performed well, with many ITP’s reaching and surpassing their EFTS cap.

In light of this, managers have been faced challenges which have not been previously seen.

· Careful examination of existing curriculum portfolio and its relevance for the future so as to ensure Government Tertiary objectives are met

· Policies for managing student access to places in courses are being implemented

· Increased demands in juggling staff workload as student enrolments have increased often without greater access to additional resources for staffing purposes

In response to these challenges, education mangers need to think differently about the delivery of curriculum. This workshop will allow current mangers to share their experience and how they have responded to the shifting sands.

Creating a “slow learning environment” to maintain sound delivery 
and assessment standards in a changing economy

Bill Grant (Wintec)
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Tertiary Institutes are under increasing pressure to play the efficiency on top of efficiency game. Many institutions follow the F’s based model while others are subjected to the TTH model. The next big stick is likely to be the SCR model (student completion rates model). Invariably lecturers are caught at the sharp end of an efficiency trap. After each round they are generally faced with new working conditions that seem unpalatable at first but eventually they become conditioned to. 

In recent years we have seen a proliferation of alternative approaches to just about everything we encounter in life. These alternative movements have appeared as a direct result of disillusionment with the status quo. For example alternatives to fast food, to drug company manipulated conventional medicine, to chemical and GE land based enterprises, to purchasing air freighted food out of season, to incomes third world farmers receive, to caged factory farming produce, etc.

Tertiary Institute efficiency drives now come along so frequently it is possible to witness and observe a continuous dubbing down of standards for delivery and assessment as lecturers are faced with developing new survival strategies. Some of these strategies include lecturing and assessing straight from publisher’s power points and test banks, recycling the same lecture notes year on year, setting blind tests and exams, providing minimal interaction with students, web based approaches, etc. As a result of these fast delivery and assessment approaches we are seeing more student absentees, less student engagement, and students not being sufficiently prepared for the work place.

The use of “slow learning “techniques for delivery and assessment will be explored in the workshop along with identifying strategies which help maintain standards throughout efficiency drives. Slow learning creates students who retain critical course knowledge and develop a range of important lifelong skills. 

Facilitating the International Bulge – Challenges for the Next Century

Joanne Duncan (Wintec)
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To meet the ongoing economic challenges, tertiary institutions have seized the opportunity to increase international student numbers which can be seen as an easy way to accomplish financial outcomes and increase the bottom line. Wintec’s strategy reflects that of a number of other ITPs, in that internationalisation is a crucial part of the organisation’s future. As such it supports the move towards the global education environment. 

Profitability is only one factor in the education equation. The need to address a number of issues concerning the internationalisation of education is critical as international numbers grow. This workshop will outline the practicalities for business schools in addressing internationalisation in business education by asking questions and seeking debate over issues that are currently affecting New Zealand Business schools. 

 Questions to consider include, for example: What is considered to be the ‘saturation’ point in internationalization in the class room? Are we giving the ‘kiwi experience’ promised to international students while studying in New Zealand? What types of financial outcomes received by institutions are transferred to departments to address the real issues that face business schools where student numbers reach a saturation point?

When is a degree a degree, and not a diploma? How do we fairly ascertain if an MBA from India is the same as an MBA from New Zealand? Are international academic institutions the same in terms of acceptable outcomes – e.g., is the pass rate of 35/100 ok in NZ? Is cheating really cheating – or non acknowledgement of ideas? Do the international students have the skills to cope with study in the New Zealand class room? Are the international agents finding the ‘right fit of student’ for your institution and giving them the right information? 

Strategically and culturally, can we really address the academic issues before we understand the underlying beliefs and culture of our international students? What are the social issues that are affecting schools in coping with in a multi cultural student environment? Are we really prepared for the pastoral care demands of such diversity?

Historically we may have all come from different ships - but we are all in the same boat today. This workshop will seek to identify the ‘real issues’ and find positive ways forward to cope with the issues that face business schools today, and in the future, with ever growing international students.

Mapping to a Graduate Profile
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Otago Polytechnic and Christchurch Polytechnic Institute of Technology jointly introduced the Bachelor of Applied Management in January 2009. This degree was based on an existing degree structure offered by Otago Polytechnic.

The Bachelor of Applied Management has a well defined Graduate Profile, which is a core component for accreditation purposes of any programme. The Prolife is a definition of the skills and attributes of a student upon their graduation, the intention being that these skills and attributes are developed through the curriculum over the length of the programme.

This workshop will examine the work being completed by Otago Polytechnic in mapping the curriculum as it is delivered to the outcomes in the Graduate Profile. 

Teaching generic study skills: Where do lecturers’ responsibilities lie?

Lara Giles (EIT)
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Many lecturers believe that students should enter tertiary education equipped with the necessary generic skills to succeed in their studies. These skills include such areas as academic writing skills, how to structure a report or essay, or how to carry out research. The literature does not support this view and there is a growing call for the teaching of academic literacy by all lecturers. This issue has assumed greater importance with more students looking for study options and the need to respond to the changing environment within which institutions operate. 

My interest in this area resulted from my doctoral research into student workload and its effects on the quality of learning. My data showed that students struggle with these generic study skills and this adds substantially to their workload, which in turn has implications for the quality and depth of their learning. Students expressed annoyance that lecturers just assumed they had the necessary generic skills required to complete assessments or just referred them to the learning centre. They also mentioned the lack of consistency in the expectations of lecturers around this issue.

This workshop will discuss lecturers’ views on the teaching of generic study skills. Is this our responsibility and if so, how this could be addressed. Moreover, if lecturers are to include more teaching of generic skills this has implications for curricula, which also needs to be part of the discussion.

Turning over Turnitin (Tii): Is there one best way to use Tii and if so what is it?

John Inglis (NMIT)
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Plagiarism strikes at the heart of academic credibility in western institutions of learning. To gain from the use of another person’s words is seen as an abhorrent act in the west. Anti-plagiarism software such as Turnitin (Tii) is now a frequently used tool in the battle against this problem. 

Institutes appear to have a range of policies for dealing with plagiarism and the use of Tii. There also appears to be a variety of methods of training both the students and the faculty.

The intention of this workshop is to discuss the use of Tii by:

· Briefly outlining how TIi was used at NMIT Business School during the first semester 2009 

· Briefly putting forward some of the recent research from authors such as Ursula McGowan (University of Adelaide) and Lisa Emerson (Massey University) 

· Briefly outlining the changed methods being trialled at NMIT Business School in the second semester 2009. 

· Open forum where the points raised above can be discussed. 

Key Issues: 

· Variation in institutes usage of Tii

· The increased use of the internet for uncontrolled assessments

· More information available on the internet

· Should Tii be used as a carrot or a stick

· Economic issues: increased competition for graduate placements, expensive education, need to pass 

· Cultural aspects such as different nationalities studying away from home[image: image17.png]
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