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Abstract


This paper presents an empirically grounded and comprehensive framework to analyze the predictors and outcomes of academic success in higher education for students in Latin American universities.  This model is designed as a sustainable model that will guide academic administrators and serve as a model for researchers who seek to better understand academic success.  The unique contribution of this model is the integration of several prior meta-analytic studies that draw from and summarize motivational and instructional design literatures regarding employee training in the workplace (Blume, Ford, Baldwin, Huang, 2010; Callahan, Kiker, & Cross, 2003; Colquitt, LePine, & Noe, 2000; Arthur, Bennett, Edens, & Bell, 2003).  These meta-analytic studies included analyses and summaries of more than 300 prior empirical studies on employee training and 20,000 employees.  We used findings to build this integrated model and adapted and refined the model to fit the setting of higher education institutions.  
Keywords: Learning Constructs, Instructional Techniques, Outcomes.
Introduction

For many years, universities in Latin America have led the way in seeking change, improvement and development (Astiz, 1967; Cullinan, 1970).  More recently, global competition has created new challenges and opportunities for Latin American universities.  Often this global competition results in increased mobility of faculty and graduate students in ways that had not been seen in the past (Luchilo & Albornoz, 2008).  This has led to a stream of research that shows how students can be encouraged to continue to participate and maintain their status through graduation (Rojas-Mendez, Vasquez-Parragua, Kara, Cerda-Urrutia, 2009).  The continued participation of students can be facilitated by process and practices that encourage the families of students to be involved in the educational experience, and where there are connections among and between family, peers, and the university students can better cope and adjust to the university environment (Gloria & Castellanos, 2012).  

However, at a more fundamental level, it is also important that students not only maintain their presence in the university, but also that they learn.  The enhancement of student learning should be considered a primary objective of universities in Latin America.  The enhancement of learning can best be enhanced through practices that have proven to be most effective in other settings.  Prior research has demonstrated how concepts from employee training programs can be used to advance our knowledge of management education in university settings (e.g., Sitzmann, Ely, Brown, & Bauer, 2010).  

Moreover, employee training programs share common characteristics with business education in a university settings.  Both employee training and business school education have as an ultimate goal the improvement of the performance of business organizations.  In addition in both employee training and business school education, the method that is chosen to improve organizational performance is through enhancing the skills and motivations of those participating in the training whether they are called trainees or students.  Therefore, the knowledge of successful workplace training programs serves as a logical foundation upon which to ground our understanding of successful business school education. 
Moreover, the studies that focused on business school education have tended to focus only on pieces and parts of the overall learning and education process.  Examples include assessments of learning (e.g., Sitzmann, Ely, Brown, & Bauer, 2010).  What is needed is an integrative model that brings together these different strands of research.  This study uses the meta-analytical work from the employee training literature as the basis for constructing an integrative model of business school education.    
To accomplish this task, we used two sources of data.  First, we reviewed the meta-analytic empirical literature on employee training programs.  Second, we supplemented our analysis with studies on higher education.  Following these reviews, we integrated the two lines of research to produce a comprehensive model of academic success that is appropriate for understanding sustainable success in business school education. 

Description of the Model

This model integrates prior meta-analytic studies that have examined employee training literature.  This prior research offers an empirically well-grounded foundation.  We combined prior empirical results from the employee training literature into comprehensive model that is applicable to business school education.  We then deleted the constructs that are less relevant to higher education and added other constructs that we considered more relevant to higher education setting.  The names and definitions of each of the constructs are listed in Table 1.  These constructs were placed into a diagram (see Figure 1) that provides a comprehensive model designed to enable a better understanding of how higher education can achieve and maintain a sustainable level of success.  

As seen in Figure 1, the boxes represent four categories of constructs: 1) predictors of learning (including cognitive and situational factors), 2) dimensions of learning, 3) instructional techniques, and 4) learning outcomes.  The arrows represent the expected causal relationships between the predictors of learning, dimensions of learning, instructional techniques, and learning outcomes.  
Predictors of Learning


This model includes two categories of predictors of learning: Cognitive Factors and Situational Factors.  These two groups of factors include several constructs that are likely to affect the levels of multiple dimensions of student learning and also multiple learning outcomes.
Cognitive Factors

Cognitive Factors are mental processes that occur inside each individual learner.  These factors expected to significantly influence learning outcomes.  The cognitive factors included in this model are described below. 
Cognitive Ability.  Cognitive ability is the level of intelligence of individual learners (Hunter, 1986).  Cognitive ability has been shown to be positively related to the acquisition of declarative knowledge in the employee training literature (Colqutt, LePine, & Noe, 2000).  Furthermore, Ree & Earles (1991) found that cognitive ability is significantly related to trainee’s declarative knowledge, skill acquisition, and training transfer.  In the model we propose, it is expected that the higher the level of cognitive ability, the more likely is that individuals will learn and also lead to better learning outcomes
Motivation to Learn.  Motivation to learn is the desire on the part of students to learn the course material (Mathieu, Martineau, & Tannenbaum, 1993).  In the employee training literature, motivation to learn has been shown to be positively related to the acquisition of declarative knowledge, skill acquisition, post training self-efficacy, and learner reactions (Colquitt, LePine, & Noe, 2000).  Motivation to learn is similar the motivation or need to achieve or to perform (Javidan, 2004; McClelland, 1987).  Higher levels of motivation to learn will improve multiple dimensions of learning and learning outcomes (Griffin, MacKewn, Moser, VanVuren, 2012).  
Pre-Course Self-Efficacy.  Self-efficacy is the belief about one’s capabilities to organize and execute courses of action required to produce given attainments (Bandura, 1997).  In the employee training literature, pre-training self-efficacy has been shown to positively related to motivation to learn (Colquitt, LePine, & Noe, 2000).  Pre-course self-efficacy is the level of self-efficacy that students have before the course begins (Ryman & Biersner, 1975).  Higher levels of pre-course self-efficacy will improve multiple dimensions of learning and learning outcomes. 
Locus of Control.  Locus of Control is a bi-modal construct that can be either internal or external (Noe & Schmitt, 1986).  Internal locus of control is the belief that one has the ability to influence outcomes that affect one’s self (Rotter, 1966).  External locus of control is the opposite belief that outcomes are controlled by forces outside of one’s own control.  In the employee training literature, internal locus of control has been shown to be positively related to the acquisition of declarative knowledge, negatively related to post-training self-efficacy and positively related to learner reactions (Colquitt, LePine, & Noe, 2000).  Higher levels of internal locus of control will improve multiple dimensions of student learning and learning outcomes.  

Conscientiousness.  Conscientiousness is not strictly a cognition, but a personality trait.  As such it is a tendency to interact with one’s environment and others in a particular manner.  Students that have higher levels of conscientiousness are said to be more conscientious.  When they are more conscientious, they are more likely to be dedicated to performing their duties and taking responsibility for things (Martocchio & Judge, 1997).  In the employee training literature, conscientiousness has been shown to be negatively related to acquisition of declarative knowledge, skill acquisition, and learner reactions, but positively related to post training self-efficacy and transfer of learning to other situations (Blume, Ford, Baldwin, & huang, 2010; Colquitt, LePine, & Noe, 2000).  Thus, although the intermediary learning reactions may be negatively affected by student conscientiousness, the longer term learning outcomes are probably positively related to conscientiousness.  Higher levels of conscientiousness will lead to lower levels of multiple dimensions of learning in the short term, but positive learning outcomes in the long term.
Anxiety.  Anxiety is also a personality trait.  Anxiety is the extent to which students fret or worry (Webster & Martocchio, 1993).  Anxiety can be general or more specific to learning in which case it can be referred to as learning anxiety.  In the employee training literature anxiety has been shown to be negatively related to acquisition of declarative knowledge, skill acquisition, and post training self-efficacy (Colquitt, LePine, & Noe, 2000; Ryman & Biersner, 1975).  Since anxiety uses up cognitive resources, it will likely impair learning.  Thus, the higher level of anxiety, the lower the level of learning that will result.  Lower levels of anxiety will improve multiple dimensions of learning and learning outcomes.
Valence.  Valence is individual beliefs about the desirability of outcomes obtained from training (Vroom, 1964).  Those who have a high valence for learning see the outcomes of learning as highly desirable.  In the employee training literature valence has been shown to be positively related to motivation to learn (Colquitt, LePine, & Noe, 2000).  Higher valence of learning will improve multiple dimensions of learning and learning outcomes. 
Situational Factors


Situational factors are conditions or circumstances in the lives of students that will influence their ability to learn.  Two types of situational factors are described below.

Home/Family Situations.  Home and Family Situations are factors in one's personal or family life that may affect success in college (Bean & Metzner, 1985; Bank & Biddle, 1992).  In the employee training literature it has been shown how support from supervisors and a positive climate can facilitate dimensions of learning (Colquitt, LePine, & Noe, 2000) and that a supportive environment can facilitate transfer of learning (Blume, Ford, Baldwin, & Huang, 2010).  Likewise, for students a supportive family environment that encourages a student to adjust to a university environment and maintain their effort through graduation will increase the likelihood of positive learning outcomes (Gloria & Castellanos, 2012; Rojas-Mendez, Vasquez-Parragua, Kara, Cerda-Urrutia, 2009).  However, demands on the time of students, e.g., parental responsibilities, will detract from their ability to study and therefore have a negative effect on learning outcomes.  Higher levels of supportive home and family situations will improve multiple dimensions of learning and learning outcomes.
Learning Climate.  A positive learning climate exists when a university provides a learning environment that is conducive to learning and successfully completing a degree.  This includes providing a high quality curriculum, helpful interactions between teachers and students interactions, and positive student to student interactions (Vermeulen & Schmidt (2008).  Higher levels of positive learning climate will lead to higher levels of learning on multiple dimensions and learning outcomes 
Dimensions of Learning

Dimensions of learning are the various ways in which learning is measured.  Each of these is a quantitative assessment of the direct and immediate outcomes of the learning process.  The 4 types of dimensions of learning are described in more detail below.  These dimensions of learning are conceptualized as partially mediating the relationship between predictors of learning and learning outcomes.  

Multi-Level Learning.  Multi-level Learning consist of multiple levels of knowledge that students acquire during the learning process (Anderson & Krathwohl, 2001; Krathwohl, 2002).  Multi-level learning goes beyond the simple recall of facts and things and is generally preferred in most educational settings.  
One of the most widely accepted models of multi-level learning is an adaptation the classic taxonomy put forth by Bloom and colleagues (Bloom, Engelhart, Furst, Hill, & Krathwohl, 1956).  In this more recent revision of Bloom’s model the multiple levels of learning include two dimensions: Knowledge and Cognitive Process (Krathwhol, 2002.  There are four levels of knowledge ranging from the lowest to highest: Factual Knowledge, Conceptual Knowledge, Procedural Knowledge, and Metacognitive Knowledge.  There are six levels of the cognitive processes ranging from lowest to highest: Remember, Understand, Apply, Analyze, Evaluate, and create.  These two dimensions can be placed on a two dimensional matrix with Knowledge Categories on the vertical axis and the Cognitive Processes on the horizontal axis.  The result is a 4 by 6 matrix which contains 24 cells corresponding to the levels of knowledge and cognitive process.  Each learning objective can then be classified into one of these 24 categories   For example, a learning objective that states, “Remember the specific parts of the training procedure” would be classified as a learning objective that fits into the lowest level of knowledge: Factual, and the lowest level of cognitive process: Remember.  A higher level learning objective would be, “Explain the consequences of the new marketing plan for different business units.”  This learning objective would fall into the Conceptual Knowledge category and the Understand cognitive process category.   
Skill Acquisition.  The Skill Acquisition dimension of learning is a behavioral outcome that measures the amount of skill acquired during training (Ackerman, 1987).  Thus, unlike the knowledge and cognitive outcomes mentioned above under the category of multi-level learning, this category refers to the actual ability to do something (Chia & Holt, 2008).  Examples of the types of skills that can be improved include: communication, decision making, leadership, planning, and teamwork (Hoover, Giambatista, Sorenson, & Bommer, 2010).  
Self-Efficacy (Post Course).  Like pre-course self-efficacy, this is the belief about one’s capabilities to organize and execute courses of action required to produce given attainments (Bandura, 1997).  However, post-course self-efficacy is the level of self-efficacy that students have after the course ends.  Thus, post-course self-efficacy can be an important outcome because as students work through the educational process their level of self-efficacy can increase. This, in turn, can translate into more positive learning outcomes.  

Learner Reactions.  Learner reactions are the student's affective reactions to learning experiences (Kirkpatrick, 1976).  Learner reactions in university settings can been criticized if educational institutions place too much reliance on student affective reactions since they can sometimes reflect the likability or attractiveness of the instructor or the subject matter as opposed to the more important outcomes such as multi-level learning or skill acquisition that students should acquire during the educational process (Riniolo, Johnson, Sherman, Misso, 2006).  Another problem is that instructors may tend to be more lenient in grading students if they believe lenience will increase the student’s evaluations of the instructor (Ewing, 2012; Smith, Cook, & Buskist, 2011).  This termed a reciprocity effect in which students reward instructors who give good grades by giving them higher evaluations, and students punish instructors who give poor grades (Clayson, Frost, & Sheffet, 2006).  This effect could be counter-productive resulting in grade inflation and less accurate feedback being provided to students thereby impairing the effectiveness of the educational process.  Nevertheless, affective reactions can still be an important outcome for both students and academic institutions since positive reactions can enhance the reputation of the academic program and negative reactions could indicate a problem with the instructor, instructional methods, or other matters that could be addressed the academic institution. 
Instructional Techniques

Instructional techniques are the methods that are used by instructors to engage students and to help them to learn.  In this model we propose that instructional techniques will have significant impacts both on multiple dimensions of learning and also multiple outcomes of learning.
Lecture.  The lecture method generally involves oral presentations given by the instructor supplemented by varying degrees of question and answer interactions or other discussions with students (Nadkarni, 2003).  Prior research shows that this instruction technique tends to focus on factual and conceptual knowledge and relationships between facts and concepts (Jones & Jones, 1998; Thornton & Cleveland, 1990; Whetten & Clark, 1993).  The employee training literature has shown that the lecture method can be effective in cognitive skills and tasks, interpersonal skills (Arthur, Bennett, Edens, & Bell, 2003).  

Although this method can be efficient method of imparting large amounts of factual and conceptual information in a short period of time, it can also result in more negative learner reactions (Clawson 2006).  It has been referred to as a pedagogical method since it is direct and instructor controlled.  This contrasts with other techniques that are more controlled by learners such as experiential learning exercises that are referred to as andragogical (Knowles, 1984).  Nevertheless, when lectures are combined with experiential learning, it has been shown that students develop more complex mental understanding of materials (Nadkarni, 2003).   
Audio-Visual.  Audio-Visual instructional techniques present material to students that they can observe and hear on a projected screen.  Although this technique is not new, it has received comparatively little attention in the management education literature (Fleig, 1950).  Nevertheless, it has been shown to enhance learning outcomes when used in combination with other learning methods (Jones, 2004; Parker, 2009).
Simulations.  Simulations are an instructional technique that engages students in structured and realistic exercises related to the course material (Hoover, Giambatista, Sorenson, & Bommer, 2010).  There are two major types: interpersonal (Kark, 2011) and computer based (Wolfe, 2004; Zantow, Knowlton, & Sharp, 2005).  The employee training literature has shown that when simulations include behavioral modeling and active participation by learners, they are particularly beneficial to older learners, and these are the type of students often encountered in business school executive education programs (Callahan, Kiker, & Cross, 2003).  

It has been shown that simulations also help to create mental connections as they engage in the simulations (Wittrock, 1992).  This type of learning has been called a generative learning process because the participants in the simulation exercises generate connections between concepts through the processes of organization, integration and elaboration (Wittrock, 1992).
Service Learning.  Service Learning uses learning experiences in which students work on a project that meets a need in an organization or the community (Bidart-Novaes, Gil, & Brunstein, 2008; Godfrey, Illes, & Berry, 2005).  Service learning is intended to supplement and be integrated with the material taught in the classroom and has been shown to increase multiple dimensions of learning (Salimbene, Buono, Lafarge, & Nurick, 2005; Yorio & Feifei, 2012).  Internships can be a type of service learning experience in which students work in an actual organization and perform duties that help them to learn about the organizations and concepts related to their career aspirations (Narayanan, Olk, & Fukami, 2010). 
Learning Outcomes

Learning Outcomes are the various results of the learning process.  These learning outcomes are the result or consequences of the predictors of learning, multiple dimensions of learning and instructional techniques.  In the employee training literature, some studies go beyond measuring what trainees learned and also measure changes in performance that result from the training (Arthur, Bennett, Edens, & Bell, 2003).  In addition, other studies in the employee training literature have shown how learners can transfer what they have learned to other situations after the have been trained (Blume, Ford, Baldwin, & Huang, 2010).  However unlike the employee training literature dimensions of learning that are the direct and immediate outcomes, the learning outcomes from university education are also often more indirect and often occur over longer periods of time.  Six types of learning outcomes are described in more detail below.

Academic Performance.  Academic Performance is the reported and recorded level of student performance that is used by the educational system in which students are engaged.  Although academic performance is related to actual learning (multi-level, skill acquisition, etc.) academic performance is measured by the grading process that is used to assign formal grades to student performance.  Grades often do not accurately measure the actual amount of learning that has occurred, but they nevertheless, a formal part of the educational process.  Academic performance is often measured by student grades or overall average of student grades known as the grade point average (GPA) (Kuncel, Crede, Thomas, 2007).  Recent innovations in Latin American include more flexible ways for students to transfer academic credits between programs to enable them to graduate (Restrepo, 2008).  When this occurs, there can be further concerns about the comparability and transferability of measures of academic performance from one institution to another.
Graduation.  Graduation occurs when students complete the requirements of the degree program and are awarded a diploma by their university. Graduation is the result students maintaining their commitment and loyalty to the university.  Unfortunately too often, students drop out before they finish their degree.  It has been shown that student loyalty can lead to graduation and loyalty is increased when students perceive that the quality of the services they receive and the perceived competence of the faculty and the university staff (Rojas, et al., 2009).
Career Success.  Career Success occurs when graduates have successful progression of jobs or attain jobs that are rewarding and satisfying to them.  Measures of career success can be both objective and subjective (Judge, Cable, Boudreau, & Bretz, 1995).  Objective measures can include compensation, level of position within an organization, the number of times someone was promoted, etc.  Subjective measures of career success are perceptual measures that include feeling good about one’s career (Poole, Langan-Fox, & Omodei, 1993).
Graduate School. Admission to and completion of graduate school education can be an important outcome of a undergraduate university education.  Many students in Latin American who graduate with various undergraduate degrees (e.g., economics) plan to go on and complete a graduate degree (Duval-Hernandez & Villagomez, 2011). Nevertheless, passing the necessary hurdles to achieve admission to a graduate education can be a stressful and difficult obstacle for many in developing countries (Akin, 2012).  
Admission to and completion of management education has been shown to be an important career advancement mechanism for students in Latin America (Snyder, Osland, Hunter, Golembiewski, 1995).  Therefore, graduate school is an important learning outcome that needs to be studied.  Moreover, admission to and completion of graduate education is also an important element of the overall development of society in Latin America as higher education institutions prepare and graduate their own PhD’s who will go on to train others (Sobrinho, 2006).
 
Contributions to Society.  An important outcome of higher education is the contributions that university graduates make to society (Rodriquez & Martinez, 2012).  One way that they can do so is by encouraging their employers to adopt socially responsible policies and practices that aid in the improvement of the environment, communities, and important stakeholders outside of the business.  Often, service learning techniques are designed to make positive impact on society (Bidart-Novaes, Gil, & Brunstein, 2008).  Thus, they are one type of instructional technique that can have a direct and positive impact on society.  However, other research and outreach activities of universities have also been shown to make a positive impact on society (Pérez Ones & Núñez, 2009).
Life Satisfaction.  Life Satisfaction is the subjective perception of university graduates have that they are satisfied and happy with their life.  It has been said that the struggle to feel good about one’s self is one of the ultimate goals in life (Poole, Langan-Fox, & Omodei, 1993).  Those who are satisfied with their life are content with how they have lived, and report that if they could live their life over again they would not change how they lived their life (Diener, Emmons, Larsen, & Griffin, 1985).  Prior research has shown that completing a university education (e.g., income level and social class) can have a positive effect on life satisfaction in Latin America (Islam, Wills-Herrera, & Hamilton, 2009). 
Feedback Loops
This model includes feedback loops that result from the learning outcomes.  These feedback loops follow the perspective of control theory cybernetics and represent the expected continual refinements to the educational system based on observed outcomes (Gosling, 1994; Hargreaves, 1995).  Specifically, three feedback loops from downstream learning outcomes to upstream predictors of learning, dimensions of learning, and instructional techniques represent the expected relationships.  Additionally, these feedback loops represent continuous feedback, which can help educational institutions achieve sustainability as they iteratively modify and adjust upstream constructs to improve academic outcomes.  

Feedback to Learning Predictors.  The feedback loop from the learning outcomes to learning predictors can facilitate the ongoing improvement of the learning process in several ways.  For example, admission standards can adopted and refined based on the actual outcomes of admitting students with different levels of various cognitive and situational factors.  Thus, where a graduate admission test is administered along with other measures of motivation, etc., feedback on the usefulness of this type of test in combination with other factors can improve admission decisions.  As a result, university admission standards can be continually refined and improved. 

Feedback to Dimensions of Learning.  The feedback loop from the learning outcomes to dimensions of learning can also facilitate ongoing improvement of the learning process.  For example, it may be the case that academic performance is tied more closely to certain dimensions of multi-level learning and not others.  However, actual career success may more closely related to the acquisition of certain skills.  Thus, it will be useful to analyze the relationships between all the learning outcomes and dimensions of learning so that academic leaders can make modifications and refinements that will improve the outcomes of their programs.

Feedback to Instructional Techniques.  The feedback loop from learning outcomes to instructional techniques can also facilitate ongoing improvement.  For example, it may be the case that when service learning assignments are used, the students who participated in them will have a greater propensity to make contributions to society after they graduate and have higher levels of life satisfaction.   

Methodology

 
This study will be conducted by analyzing students in Latin American universities over the course of several years.  In this longitudinal study, data collection will take part in three phases and then the data will be combined using the individual as the unit of analysis.  Data will be collected on from students on learning predictors at time 1 (before or at admission), dimensions of learning and instructional techniques at time 2 (during their university experience), and outcomes of learning at time 3 (after graduation).  Statistical analyses will be performed using structural equation modeling.
Implications for Research and Practice in Higher Education

Research that follows from this model will identify valuable insights into predictors of important learning outcomes.  This should enable university educations to contintinually enhance and improve their programs (De Vries & Korotov, 2007).   As they do so, they will be able to gain more positive reputations; attract, retain and graduate more students, and attract more financial and human capital that will enable them to sustain their success.

 
Summary.  We presented a comprehensive and sustainable framework for higher academic success that is based on hundreds of studies involving employee-training programs.  This model is intended to serve as a guide for future research on academic success and a template for academic administrators who seek to achieve sustainable success.  A unique contribution of this model is the integration of empirically grounded research into a new model that integrates several motivational and instructional design literatures from organizational training programs involving thousands of employees.  This model is adapted so that it is applicable to university management educational programs.  
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Table 1. Construct Definitions.
	Title
	Definition
	Source

	Active Participation
	Learners discover how to do something by engaging in an activity and, as they progress through the steps, they learn how to do it.
	Belbin & Belbin (1972)

	Anxiety
	The extent to which students fret or worry.
	Webster & Martocchio (1993)

	Career Success
	Subjective satisfaction with career and income level.
	Vermeulen & Schmidt (2008)

	Cognitive Ability
	General mental ability or ability to learn.
	Hunter (1986)

	Conscientiousness
	A personality characteristic that indicates a dedication to duty and taking responsibility for things.
	Martocchio & Judge (1997)

	Contributions to Society
	Contributions include those to quality of life, culture, innovation, and the development and fabric of society.
	Council of Graduate Schools (2008)

	Declarative Knowledge
	A cognitive outcome that measures the amount of information acquired during training.
	Anaya (1999)

	Graduate School
	Admission and successful completion of a higher education degree (e.g., graduate or professional school).
	Anderson (1977)

	Graduation
	Successful completion of the degree requirements at a college or university.
	Stumpf & Stanley (2002); Wall (2007)

	Home/Family Situations
	Factors in one's personal or family life that may affect success in college.
	Bean & Metzner (1985); Bank & Biddle (1992)

	Learner Reactions
	A student's affective reactions to learning experiences.
	Kirkpatrick (1976)

	Learning Environment
	The extent to which the university provides a learning environment that is conducive to learning and successfully completing a degree including high quality curriculum, teacher-student interactions, and student-student interactions.
	Vermeulen & Schmidt (2008)


Table 1 Construct Definitions (Continued).

	Lecture
	Unidirectional flow of oral information from teacher to student.
	Callahan, Kiker, & Cross (2003)

	Life Satisfaction
	Self-perceptions of well-being.
	Warr (1978)

	Locus of Control
	Internal locus of control is the belief that one has the ability to influence outcomes that affect one’s self.  External locus of control is the opposite belief that outcomes are controlled by forces outside of one’s own control.
	Noe & Schmitt (1986)

	Modeling
	Learners acquire knowledge by observing another execute behaviors or preform a task (e.g., video). 
	Bandura (1986)

	Motivation to Learn
	Desire on the part of students to learn the course material (i.e., achievement motivation).
	Mathieu, Martineau, & Tannenbaum (1993)

	Multi-Level Learning
	Multiple levels of knowledge (e.g., factual, conceptual, procedural, and metacognitive).
	Anderson & Krathwohl (2001); Krathwohl (2002)

	Self-Efficacy 
	Beliefs about one’s capabilities to organize and execute courses of action required to produce given attainments.
	Bandura (1997)

	Skill Acquisition
	A behavioral outcome that measures the amount of skill acquired during training.
	Ackerman (1987)

	Valence
	Individual beliefs about the desirability of outcomes obtained from training.
	Vroom (1964)



Figure 1. Overview of Comprehensive and Sustainable Model of Higher Education Success.
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