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Abstract

Purpose — The article reports findings produced by a study that examined the heeding of instructions provided to
students engaged in virtual teams of online MBA classes. The purpose was to identify archetypes of heeding
instructions and test whether they are significantly linked to the activation of socioemotional abilities.
Design/methodology/approach — In two MBA classes, students received instructions for working with others
in virtual teams and prompts to aid reflection on activated socioemotional abilities. The final reports submitted
by students were content analyzed; the resulting classifications were used to identify archetypes of heeding
instructions and test hypothesized relationships.

Findings — Three archetypes of heeding instructions were identified. Testing suggests that a significant
multivariate association exists between archetypes of heeding instructions and activation of socioemotional
abilities among students.

Originality/value — The article is one of the first to report a study devoted to instruction-heeding, and the
socioemotional abilities activated by the archetypes of instruction-heeding.

Keywords Gen Z, Gen X, Millennials, Virtual teams, Online MBA programs, Heeding instruction, MANOVA,
Canonical correlation

Paper type Research article

Introduction

Current scholarship devoted to business education agrees that MBA students must participate
in team-based learning to prepare for the realities of workplaces (see Ginting et al., 2020).
Instructors and program administrators of MBA programs are advised that their curricula and
instruction must: (1) prepare students for collaborating effectively with others in workplace
teams (e.g. Hill and Peuker, 2024), and (2) help students develop necessary socioemotional
abilities associated with effective teamwork (e.g. Gnecco et al., 2024). A rich body of literature
speaks to educators interested in crafting instructions and providing them to students they
assign to teams in their classes (e.g. Hunsaker et al., 2011). In recent years, scholarship has I‘
extended to explaining how virtual teams function (see Hincapie and Hill, 2024; Maslikowska
and Gibbert, 2023) and how they must be guided (Gardner et al., 2024). This scholarship is
vital to a growing audience; at present, 45,000 students are enrolled in online MBA programs
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HESWBL in the United States alone (Byrne, 2022). Online programs are also proliferating globally; half
of the top-ranked online MBA programs are now offered in Europe and India (Anonymous,
2025; Wise, 2026).

The gap in current literature relates to a surfeit of discussions devoted to crafting
instructions coupled with the near total silence when it comes to explaining: (1) when
instructed and prompted, do students enrolled in online MBA programs and engaged in virtual
teams, heed such instructions and respond to prompts? (2) Is heeding of instructions a
unidimensional construct that ranges from low to high heeding, or is it multidimensional with
archetypes of heeding? (3) If multiple archetypes exist, to what extent and in what ways do
they activate socioemotional abilities among students? Current literature offers no basis for
drawing theory-based hypotheses; practical approaches for investigating are clearly
implicated.

This article reports three findings new to business-pedagogy literature that emerged from
an initiating study of instruction-heeding among students enrolled in an online MBA program
and participating in virtual teams. First, despite the provision of instruction, the study finds that
the extent of heeding is uniformly low; no instruction about teamwork is followed by all
students. Second, the pattern of instruction-heeding varies across students; three archetypes of
instruction-heeding are identified by the study. Third, preliminary multivariate analysis
suggests that each archetype uniquely activates a set of socioemotional abilities among
students. The literature is currently uninformed about instruction-heeding archetypes or their
relationship with socioemotional abilities. These findings are preliminary; they aim to
stimulate new thinking and trigger new research into previously untested notions about
instructions for teamwork. Developing generalizable findings based on a large random sample
of students and deriving a formalized theory is left to future efforts.

Theoretical background

The problem in practice

Our interest in instruction-heeding emerges from a wide discussion of a practical problem, i.e.
students, scholars and employers are dissatisfied with the teamwork occurring in business
school classrooms (Wyld, 2021). Generation Z applicants to business programs are anxious
about graduating without acquiring relevant soft skills, particularly those related to teamwork
(Schlee et al., 2020). MBA students groan, if not entirely avoid, classes that require teamwork
(Wyld, 2021). Scholars criticize business educational programs for graduating students
unready for working in modern organizations (Bennis and O’Toole, 2005; Pfeffer and Fong,
2002). Employers complain that business school graduates reflect surface-level learning about
teamwork (Biggs, 1999), show poorly developed teamwork skills (Tonks, 2002) and poorly
developed socioemotional abilities (Hogan and Young, 2020; Ginting et al., 2020; Majid et al.,
2019; Petkova et al., 2021). Most alarming are the reports that the under-preparation is
triggering reluctance among managers when it comes to hiring Gen Z applicants (Elting,
2024). This problem is surprising given the surfeit of literature available for crafting
instruction to aid classroom teamwork (Petkova et al., 2021).

Pedagogical literature and guiding hypotheses

We initially aimed to construct a literature-derived conceptual framework, develop theory-
derived hypotheses to understand instruction-heeding. This effort yielded no significant
results. Pedagogical literature is silent when it comes to explaining the nature and extent of
teamwork-related instruction-heeding occurring in practice. First, we examined how self-
regulated learning occurs in classrooms (SRL; see David et al., 2024; Yun et al., 2025).
Zimmerman’s self-regulation model highlights three stages in the process, i.e. forethought,
performance and self-reflection (see Zimmerman, 2000, pp. 13—39). Scholars speak to: (1)
students’ learning strategies — because not all can successfully self-regulate their learning
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(Biwer et al., 2020; Rea et al., 2022), (2) study habits to identify the likely shortfall in self- Higher Education,
regulation (e.g. David et al., 2024; Morse, 2008). Concerns about shortfalls in self-regulated ~ Skills and Work-
learning are unspecific to following of instruction (see Foerst et al., 2017; Dirkx et al., 2019). Based Learning
An extensive review of self-regulation literature (Panadero, 2017) identifies tools students can
use to improve self-regulation (Verplanken and Orbell’s (2003), Faza and Lestari, 2025; see
Verplanken and Orbell’s (2003) self-report habit index, also see Dresel et al., 2015;
Zimmerman, 1986). This stream of literature is silent about students’ self-regulation occurring
in virtual teams (Shi et al., 2025), presents mostly conceptual discussions and not empirically
derived findings, and is entirely silent about issues of instruction-heeding.

Second, inordinate attention is devoted to understanding student engagement and
involvement — because it is deemed essential for learning (Korhonen, 2021; Pascarella and
Terenzini, 1991; Tinto, 1993). Scholars call for careful attention to the social environment in
which collaborative learning can occur, and suggest students invest time and energy in
curricular and extra-curricular experiences (Astin, 1984). Third, much of the thinking devoted
to transformative learning theory (e.g. Mezirow, 2006) is also conceptual and advocacy-
oriented and says little about students’ responsiveness to instructions for transformation (see
Jassawalla et al. (2026) for a notable exception). Neither streams of literature speak to issues of
instruction-heeding.

Some thinking in the literature can produce plausible explanations for why students may
heed instruction in ways they do. In so doing, these discussions can help identify plausible
antecedents of instruction-heeding, i.e. a concern peripheral to our study. First, for instance, the
literature devoted to self-determination theory (Deci and Ryan, 2000) suggests that a student’s
perceived autonomy, competence, and rewards might shape instruction-heeding (Deci and
Ryan, 2012, 2013; Gagne and Deci, 2005). Second, Vygotsky’s (1978) social constructivism
theory suggests that the social, cognitive and emotional environment in which students are
embedded may explain how and why they heed instructions in the ways they do (see Schreiber
and Valle (2013) for scholarly and McLeod (2025) for simplified discussion). Third, the
emerging literature on cybergogy calls for an appreciation of students’ learning from peers and
from self-directed learning in virtual environments (e.g. Muhammad and Malik, 2023; Turner
and Ibiwani, 2023). In other words, while some discussions can speak to plausible antecedents,
there are no reports about the extent of instruction-heeding by students working virtually with
others in online MBA programs.

The hypotheses guiding our study emerged from the following literature-derived inference.
When instruction-heeding is mentioned at all in the literature, it is not rooted in extant
theoretical traditions with developed ontologies and philosophical methodologies; instead it is
arecognition that instruction-heeding is important for student learning (Matthews et al., 2012),
for functioning in organizations (Dadiyal and Gosavi, 2018; Liu et al., 2021) and for human
development (Pierce, 2021). For instance, the variance in instruction-heeding explains why
some children play better with others (Pierce, 2021). Some people heed instructions better than
others; hence, they are better able to expand their personal capacity and contribute to the
intellectual capital of the firm (Naqvi and Lodhi, 2019). Much of the interest is limited to
contexts in which scholars are testing whether K-12 students, who speak one language and
receive instruction in another, heed instructions (Herzog-Punzenberger et al., 2020). On the
basis of the literature review, we initially developed a list of nine instructions for students and
made them available to students during the initial week of class once they were assigned to
teams (see Table 1 for instructions). Students were also asked to present evidence of the
instructions they followed and the learning they derived from heeding in their final reports.
To test the notion “if we instruct, they will heed,” test whether different students heed
instructions differently, and identify archetypes of instruction-heeding, we hypothesized:

HI1. Multiple archetypes of heeding instructions exist.

The second hypothesis guiding the study was inspired by scholarship that speaks to the vitality
of activating socioemotional abilities among members of student teams. In other words,
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Table 1. Instructions and prompts

Instructions and Prompts

Purpose

1. Charter creation. Explain your contribution to the
creation of the team’s charter

2. Charter’s influence. Explain the ways in which the
team’s charter was influential in shaping the learning
that occurred in the team

3. Behavioral change. Explain the nature and extent of
behavioral change that occurred in team and in self,
because of teamwork

4. Responsiveness to feedback. Explain how self and
others responded to feedback from others in the team
5. Usefulness of feedback. Explain the usefulness of
feedback for new learning

6. New knowledge from project. Explain the nature and
extent of new knowledge of subject matter gained from
the project

7. New knowledge from assigned readings. Explain the
nature and extent of knowledge derived from assigned
readings

8. New knowledge from class only. Explain the nature
and extent of new knowledge you derived from the
class (as separate from the one derived from team and
peers)

9. New knowledge derived from peers. Explain the
nature and extent of knowledge derived from peers in
the team

Purpose: Charters can ‘link team efforts to the
achievement of quality objectives,” (Norton and
Sussman, 2016, p. 33; McDowell et al., 2011;
Hunsaker et al., 2011)

Purpose: Indicator of team learning (Aaron et al.,
2014; Pinheiro et al., 2023; Tran and Herzig, 2024)

Purpose: Key team processes (feedback provision,
reception, usefulness) of team interactions, central to
team learning (Bauer et al., 2025; Jassawalla et al.,
2010)

Purpose: Indicator of usefulness of participation in
project (Larsen, 2025)

Purpose: Indicator of interest in expanding one’s
knowledge based on the knowledge of others (and
usefulness of assigned reading; see Iordaneou and
Kuhn, 2025)

Purpose: Indicator of interest in and usefulness of the
class (Hammond et al., 2019)

Purpose: Indicator of interest in interactions with
others in the team. Peer-to-peer interactions improves
student performance (Goleman et al., 2013)

Source(s): Authors’ own work

instructing students to work more effectively in virtual teams must be evaluated on the basis of
soft-skills, emotional intelligence and socioemotional abilities they activate (e.g. Howell et al.,
2025). An important contribution to better assessment of soft skills and emotional intelligence
has clearly occurred (e.g. Rapisarda, 2002). However, business pedagogy literature has
entirely neglected to test the complex linkages between instruction-heeding and
socioemotional abilities activated among students. Hence, we crafted three prompts for
self-reflection and required students to discuss the effect of heeding instruction in the
activation of their socioemotional abilities (see Table 2). The reliance on prompted reflection
to produce socioemotional abilities is strongly supported in the literature (Schurmann et al.,
2025). Prompted reflection is known to improve student motivation (Cavilla, 2017) and
academic performance (Radovic et al., 2023).

Briefly, the prompts were designed to help students reflect on three distinct socioemotional
abilities activated by participation in virtual teamwork. First, students received prompts for
thinking about other members in the team to test whether it would activate empathy, a critical
component of emotional self-control (Boyatzis et al., 2017) vital for collaborative teamwork
(Smith et al., 2014). Empathy is known to make an outsized difference to the collaborative
interactions that occur with others (see Friess and Lam (2020) for an extensive discussion of
the linkage). Second, students received prompts to reflect on their own learning as part of
virtual teams; responses were expected to shed light on the activation of self-confidence upon
engagement with others. Goleman’s (2004) work on emotional intelligence speaks to self-
confidence as a part of self-awareness; it shapes the ability to align one’s strengths and seek
help and assistance from others. Self-confidence is a state of mind, a final report can signal
students’ dedication to tasks, the energy, vigor and enthusiasm for learning, and the capacity to
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Table 2. Prompts for reflection

Prompts for reflection about socioemotional abilities
activated during teamwork

Indicators of activated socioemotional abilities

1. Interactions with team members. Explain the nature
of understanding about others in the team that resulted
from participation in the virtual team

2. Perspective into self. Explain the nature of
understanding about self as a member of the virtual
team

3. Interactions with others in the classroom. Explain
the nature of understanding about others in the class
that resulted from participation in the team

Purpose: Indicates activation of empathy as a
socioemotional ability

Does the student present evidence that they are
“sensing the feelings and perspective of others, takes
an active interest in their concerns” (Rapisarda, 2002,
p. 365; also see Boyatzis et al., 2017)

Purpose: Indicates activation of self-confidence as a
socioemotional ability

Does the student possess a “sense of self-worth and
capabilities” (Rapisarda, 2002, p. 365; also see
Carraher-Wolverton et al., 2025)

Purpose: Indicates activation of social skills as a
socioemotional ability

“Does the student reflect capacity to build nurturing,

Higher Education,
Skills and Work-
Based Learning

instrumental relationships” with others (Rapisarda,
2002, p. 365)
Source(s): Authors’ own work

absorb diverse sources of information (based on Carraher-Wolverton et al., 2025). Finally,
students received prompts for reflecting on the emergence of new social skills as a result of
participating in the virtual team. Social skills are inseparable from emotional intelligence and
effective teamwork, and intrinsic to the capacity for interacting with and persuading others
(Goleman, 2000), and vital for collaborating with others in teams (Halfhill, 2025; Vanhove
et al., 2023). In other words, students were prompted to reflect and report on meaningful
understanding of self, of others and of social interactions vital to teamwork (based on
definitions by Ibarra (1995) and Rapisarda (2002)). Based on the above discussions, and in the
context of students enrolled in online MBA programs and engaged in virtual teams, we
hypothesized:

H2. A significant canonical correlation exists between archetypes of heeding instructions
and activated socioemotional abilities of empathy, self-confidence and social skills.

Methodology

This research was conducted in a class titled Performance Management offered as an HRM
elective in an online MBA program. The course was offered at an AACSB-accredited business
school located in Northeastern US. Classes were held on Zoom (1.5 h per week). In the
initiating classes, students self-selected into teams and received instructions for teamwork and
crafting of the final report (see Tables 1 and 2). Self-selected teams, common in elective
courses, reportedly communicate better, show greater interest in working with each other and
display higher levels of trust (Chapman et al., 2006). The task for virtual teams was to: (1)
develop a Behaviorally Anchored Rating Scale (BARS) essential for peer evaluations, (2)
present the results of teamwork during a Zoom session to the class and gather feedback from
the instructor and students in the seventh week of a 15-week term, (3) respond to the feedback
and present a final report. In the final reports, students were required to include: (1) the final
version of the BARS developed by the team and (2) a reflective statement of instructions and
prompts followed, and learning derived from participation in virtual teamwork. The evidence
of heeded instructions and prompted reflections was therefore present in the final reports
submitted by enrolled students. After all assignments were graded, the final grades were
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HESWBL posted, and a period of one year had passed, the co-authors received permission from St. John
Fisher University’s Institutional Review Board for use of already-collected student reports as
secondary data (IRB File no: 4,531-121825-03). Based on the IRB guidelines, the de-
identified reports were shared with other co-authors who independently content analyzed the
56 final papers.

Data analysis and classification

To address the concern with eliminating sources of bias, the instructor’s role in data analysis
was limited to de-identifying the final reports and making them available to co-authors. The
co-authors examined each report separately using: (1) the list of instructions and prompts
received by students (see Tables 1 and 2) and (2) a common data matrix created as an Excel file
for the purpose of classification. This Excel file included 56 rows, each devoted to a particular
de-identified and numbered final report. It included twelve columns: nine for instructions and
three for prompts. In the resulting cell, the co-authors (working separately) read the reports to
classify the responses. For instance, the first row of the spreadsheet referred to the de-identified
final report 1; the second column (the first column was the report number) was devoted to
instruction #1 (“Explain your contribution to the creation of the team’s charter”). The co-
authors analyzed reports independently. If report 1 suggested that a student had heeded
instruction #1, the co-author entered a 1 in the cell (report 1, column 2). If the evidence of
heeding was absent or inadequate, the co-author entered a 0 in the cell. If report’s row total was
12, it would suggest that the student had adequately heeded all instructions and prompts; a total
of 56 at the bottom of any column would indicate that all students had heeded that instruction
or prompt.

Inter-coder reliability and validity

The theoretical justification of a binary rating scale is rooted in Khamboonruang (2022). The
author argues that the rater-mediated assessment and use of binary scales produce more
consistent results than analytical scales. The author’s inferences are derived from a study that
used multiple raters to conduct the dichotomous classification of written material submitted by
students. The present study is similarly based on twelve, rater-mediated binary classifications,
i.e. did a student’s final paper reflected that: (1) they sufficiently heeded each of the nine
instructions, yes or no and (2) they sufficiently responded to each of the three prompts about
socioemotional abilities, yes or no (please see Tables 1 and 2 for each of the nine instructions
and three socioemotional abilities). This type of rater-mediated assessment (versus students’
self-evaluation) is successfully used in the assessment of students’ proficiency in spoken and
written language (Knoch et al., 2021). As Khamboonruang (2022) notes, the primary concern
with binary scales relates to internal validity, i.e. is the binary classification of a 0 or a 1
justified, and is it consistent across raters? Did, for instance, the co-authors erroneously
discount evidence of heeding by assigning a zero in a cell, or did they erroneously assign a 1 in
a cell when the report contained poor or no evidence of instruction or prompt heeded. For this
purpose, the co-authors met to assess inter-coder reliability. The inter-rater reliability
estimated in the first meeting, after all independent analyses were conducted, was over 99%. In
other words, the independently produced Excel files matched in terms of 665 of 672 cells (56
rows and 12 columns), i.e. inter-coder reliability was greater than 99%. The reports and the
justifications for seven differing cells were re-examined; the final spreadsheet used to estimate
means, significance of means and test hypotheses — are based on the consensus. Table 3 shows
the results of calculating averages of 1 and Os for each instruction and each prompt, and the
error of the sampling means. The test to evaluate whether the estimated means are significantly
different than zero is significant. This test should address concerns about overtly large standard
deviations and the validity of estimated means.

Downl oaded from http://ww. emeral d. coml heswbl / arti cl e- pdf/ doi / 10. 1108/ HESWBL- 12- 2025- 0555/ 11598845/ heswbl - 12- 2025- 0555en. pdf by Doctor S



Table 3. Key statistics of measured variables (yes = number who heeded direction, no = number who did not Higher Education,

heed direction) Skills and Work-
Based Learning

Instructions (sample size = 56) Error of
Sample sample
(1 for heeded, O for insufficient or absent heeding) mean mean
Teamwork
1. Charter discussed (Yes = 55, No = 1) 0.9821 0.134
2. Influential charter (Yes = 50, No = 6) 0.8929 0.042
3. Behavioral Change (Yes = 26, No = 30) 0.4643 0.065
4. Responsiveness to feedback (Yes = 32, No = 24) 0.5714 0.085
5. Usefulness of feedback (Yes = 17, No = 39) 0.3036 0.062
6. New knowledge from project (Yes = 53, No = 3) 0.9464 0.03
7. New knowledge from assigned readings (Yes = 21, No = 35) 0.3750 0.065
8. New knowledge from class only (Yes = 52, No = 4) 0.9286 0.035
9. New knowledge derived from peers (Yes = 18, No = 38) 0.3214 0.063
Socioemotional abilities
10. Social skills: interactions with others 0.5536 0.067
11. Self-confidence: awareness of one’s self and learning 0.6429 0.064
12. Empathy: awareness and understanding of others 0.3750 0.065

Note(s): a. All means are tested for significant difference from zero, all ¢ tests are significant with p < 0.001
Source(s): Authors’ own work

Findings

The most heeded instruction relates to discussion of the process by which the team charter was
developed (98% heeded), and of the learning derived from the project (95% heeded). The least
heeded instruction relates to the discussion of feedback received from others (30% heeded).
Heeding of instruction related to discussing new knowledge from peers (32% heeded), and
new knowledge derived from assigned readings (37% heeded) are also relatively low. The
prompt for reflecting on the influence of other team members is ignored by 65% of students.
The prompt requiring reflection about oneself is heeded by only by 64% of the students. In
general, of the nine instructions and three prompts, only three trigger heeding greater than 90%
(discussion of charter, new knowledge from project, new learning from class). In general, the
assumption that once instructed, students will heed — is largely falsified.

The first hypothesis relates to archetypes of heeding instructions. Table 4 shows the results
of the exploratory factor analysis based on the nine criteria for assessing the heeding of
instructions. The hypothesis is supported; we identify three archetypes (see Table 4 for a brief
description). The first archetype relates to the social learner. This student follows directions
about interacting with others, i.e. discusses the usefulness of feedback from team members,
reports behavioral changes and discusses new knowledge derived from peers in the team. This
archetype of heeding instructions does not mention the charter or discuss its influence, speaks
very little of the learning derived from the assigned reading and mentions very little about the
knowledge gained from the class or the project. The second archetype of instruction-heeding
refers to the perfunctory participant. This archetype goes through the motions; they follow the
first direction received, i.e. they discuss participating in the process of framing a charter. Then
they proceed to a discussion of learning derived from the project. This archetype is insensitive
to other instructions. The third archetype is instruction insensitive; they make no mention of
the team nor of the charter. They are unmoved by instructions to reflect on the feedback
received from team members or peers. They limit the report to the learning derived from the
class overall, and present little evidence of learning from their participation in the virtual team.
It is noteworthy that none of the archetypes heed instructions in significant ways about
discussing the influence of the charter, responsiveness to feedback or from assigned readings.

Downl oaded from http://ww. emeral d. coml heswbl / arti cl e- pdf/ doi / 10. 1108/ HESWBL- 12- 2025- 0555/ 11598845/ heswbl - 12- 2025- 0555en. pdf by Doctor S



HESWBL

Downl oaded from http://ww. emeral d. coml heswbl / arti cl e- pdf/ doi / 10. 1108/ HESWBL- 12- 2025- 0555/ 11598845/ heswbl - 12- 2025- 0555en. pdf by Doctor S

Table 4. Identifying archetypes of heeding instructions

Rotated component matrix®

Component

1 2 3
1. Charter discussed —0.005 0.858 0.085
2. Influential charter 0.212 0.653 —0.350
3. Behavioral Change 0.769 0.140 0.151
4. Responsiveness to feedback 0.678 0.225 —0.505
5. Usefulness of feedback 0.891 0.057 —0.043
6. New knowledge from project 0.141 0.845 0.037
7. New knowledge from assigned readings 0.478 0.093 0.589
8. New knowledge from class only 0.053 —0.045 0.778
9. New knowledge derived from peers 0.727 0.059 0.211

Archetypes identified based on factor loadings >0.7

SOCIAL LEARNER: This participant’s final paper reflects acquisition of new knowledge from feedback in the
team, from interacting with peers, and evidence of behavioral change [a composite of items (3 + 5+9/3)]

PERFUNCTORY HEEDER: This participant is going through the motions to demonstrate fealty to the charter
the team was required to create and heeded instructions about new knowledge derived from the project [a
composite of items (1 + 6)/2]

INSTRUCTION INSENSITIVE: This participant focuses their entire attention on saying they gained new
knowledge from class overall [without responsiveness to instructions about discussion of charter, peer, team, i.e.
item 8 only]

Note(s): “Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser
Normalization. Rotation converged in 5 iterations

Source(s): Authors’ own work

The second hypothesis proposes that a significant canonical correlation exists between two
sets of variables (archetypes of instruction-heeding, activated socioemotional abilities). This
hypothesis is supported. The results of a canonical correlation analysis are illustrated in
Figures 1 and 2. The evidence of a significant relationship between three archetypes taken
together, and three activated socioemotional abilities taken together is evident from a

Archetype of
instructions heeded

Socioemotional
abilities activated

Social beta =-957 beta =—0.188 Social
learner =-24 Canonical =-0375 skills
Canonical correlation Canonical
Variate 1 Variate 2

Heeders of Reflections that
beta =—0.058 |} structions recognize
Perfunctory b=-0363 about social interdependence beta =—0.042 Self-
participant interaction in teams b=-0.088 |confidence
Instruction Empathy
insensitive | beta= —0.145 beta = —0.834
b= -0.559 b=-1.707

Figure 1. Canonical correlations between two sets of vectors (beta weights). Source: Authors’ own work



Archetype of Socioemotional Higher Education,
instructions heeded abilities activated Skills and Work-

Based Learning

Social CL=-0.989 CL=-0.791 Social
learner Canonical / skills
Canonical correlation Canonical
Variate 1 Variate 2

ngdeﬁs olj £ =0.829 Reﬂef:lion.s that

instructions recognize
Perfunctory | CL =0.246 | apout social interdependence CL=-0.623  Self-
participant [~ >4 interaction in teams confidence
Instruction [CL =-0.274 Empathy
insensitive

Figure 2. Canonical loadings of vectors on canonical variates. Source: Authors’ own work

significant multivariate analysis of variance (MANOVA). In the figures, canonical variate 1
(CV1) represents a linear combination of archetypes, and canonical variate 2 (CV2) represents
a linear combination of activated socioemotional abilities. Canonical correlation is the
product-moment correlation estimated between CV1 and CV2 (based on Hotelling, 1936).
The canonical correlation procedure: (1) explains each variable’s contribution to their
respective canonical variate, (2) overcomes the limits of drawing inferences based on simple
correlations between pairs of variables at a time and (3) helps draw inferences about
relationships between the archetypes of instruction-heeding and activated socioemotional
abilities simultaneously, i.e. accounting for the influence of all variables.

The identity of the canonical variates are inferred from: (1) the beta weights that estimate
the change in each variable’s standard deviation that contribute to one unit change in the
estimated canonical variate (Figure 1) and (2) the canonical loading (CL), analogous to a factor
loading obtained from a rotated component matrix of a principal component analysis, that
estimates the correlation between each variable and the canonical variate (Figure 2). For
instance, when the standard deviation of the social learner archetype changes by 0.957 units,
CV1 changes by a unit, and the correlation between social learner archetype and the canonical
variate 1 is 0.989. CV1 is inordinately about the social learner archetype while controlling for
the impact of other archetypes; hence, we label it as “heeders of instructions about social
interaction”. Similarly, the greatest contributor to CV2 is activated empathy, i.e. the beta
weight far overshadows those of other activated abilities. We label CV2 as “reflections that
activate awareness of interdependence in the team.” The CLs shown between CV2 and the
activated socioemotional abilities suggest that while CV1 activates empathy the most, it also
activates social skills and self-confidence to a somewhat lesser degree. One archetype of
heeding instruction therefore produces multiple benefits; the other archetypes exert very little
discernible influence.

Significance of parameter estimates

As Figures 1 and 2 illustrate, the canonical correlation in the specified model (r*) is 0.8286.
Four independent tests, obtained from the MANOVA procedure (using SPSS version 29),
suggest that the canonical correlation is significant. For instance, Pillai’s Trace suggests that
the archetypes explain 87% of the variation in the canonical variates representing the three
archetypes of heeding instruction and three types of socioemotional abilities activated by
heeding instructions (F = 7.114, p < 0.001). Hotelling’s trace coefficient (0.413, F = 13.05,
p < 0.001) suggests that the centroids of the two groups (archetypes, socioemotional abilities
activated) differ significantly. Wilks lambda suggests that the canonical correlation is
significantly different than zero (0.256, F = 10.07, p <0.001). Similarly, Roy’s largest root test
(0.687) identifies the maximum standardized difference between the variables contributing to
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HESWBL the canonical variates. In other words, it estimates the strongest linear relationship between
predictor variables and the canonical variate.

Discussion

This research finds supportive evidence for the hypotheses that guided the study, i.e.
archetypes of instruction-heeding exist and instructions that guide students in virtual teams to
interact with each other activate empathy the most, but also notable levels of social skills and
self-confidence. Most instructions produce low-level or perfunctory adherence and point to
wasted effort. These findings are new to the literature as are the implications they produce for
future research. Pedagogical research is called to heed the urgency and consequentiality of
growing reports that horses led to water (i.e. instructed) and are not drinking (i.e. heeding) and
therefore not learning to the satisfaction of instructors nor performing to the satisfaction of
employers. Crafting more instructions without attention to what is and is not heeded, and what
the heeding does and does not produce in terms of learning — is unhelpful to the constituencies
served. The preliminary test of the notion “if we instruct them, they will heed; if we prompt
them, they will reflect as prompted” fails.

Three clear implications deserve the attention of scholars focused on producing workplace-
ready students engaged in virtual teams in online MBA classes. First, current scholarship
agrees that class teams should frame a charter (Hunsaker et al., 2011; Jassawalla et al., 2026).
Considerable scholarship speaks to instructors interested in helping students craft charters to
guide classroom teamwork (Mathieu and Rapp, 2009). However, as the archetype of
perfunctory participant suggests, this instruction was followed to the exclusion of all other
instructions about teamwork (see Table 4). The notions that instructions for creating charters
may produce adverse responses from students, and trigger inattentiveness to other instructions
— remain external to extant pedagogical theory.

Second, less than half of the students respond to instructions about reporting on behavioral
change, the usefulness of feedback received, new knowledge derived from assigned readings
and new knowledge derived from peers. The notion that most instruction about teamwork is
unheeded remains outside of current discussions devoted to business school-related
pedagogies. This finding resonates with recent critiques that too many insights are
conceptually derived and advocacy-oriented (see Shi et al., 2025), without adequate regard
for students’ responsiveness to instructions crafted from these insights, and what they can
produce in practice.

Third, the finding that heeding instructions is a multidimensional construct deserves
attention. Were it unidimensional, the advocacy for more and better instructions and more
severe consequences for not heeding instructions, might seem justified (see Radovic et al.,
2023). However, the present study suggests that more instruction is unlikely to shape heeding;
the type of instruction matters inordinately. Instructions about interacting with others trigger
the strongest activation of socioemotional abilities. As the canonical correlation suggests, it is
the one archetype of instruction-heeding that primarily activates empathy, but also, to a lesser
extent, activates self-confidence and social skills.

Conclusion

This study aimed to address the distance between the inordinately rich knowledge about
teaching and instructing students, and an entirely underdeveloped theoretical understanding of
heeding instructions. Current thinking holds that “if we instruct them, they will heed.” This
assumption is largely rejected by the study; instructions may be provided, but heeding remains
low. The study identifies archetypes of heeding instructions and estimates the contribution of
each archetype to three activated socioemotional abilities. The findings are consistent with the
intent of the study, i.e. presentation of preliminary findings to stimulate new thinking and
research and not the presentation of widely generalizable results. The focus was on ensuring
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internal validity, or consistency between instruction and the way the heeding was coded. Higher Education,
Future research is called to assess instruction-heeding with more sensitive Likert or itemized ~ Skills and Work-
rating scales, and not just binary scales as does this study, and employ a structural equation Based Learning
model or partial least squares procedure to produce a better understanding between
instruction-heeding archetypes and socioemotional abilities of students. Larger samples from
multiple classes and multiple online MBA programs are sorely needed before generalizable
knowledge develops. For instructors, the present study calls attention to the low likelihood that
instructions alone make a difference to teamwork because the heeding seems low. For MBA
program administrators, the present study highlights the importance of defining and assessing
the extent of instruction-heeding as an important learning outcome.
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