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ABSTRACT

	Rapid technological and organisational changes are reshaping the skills required in contemporary labour markets, presenting ongoing challenges for higher education as a source of human capital development. This study examines the responsiveness of Philippine Bachelor of Science in Business Administration (BSBA) competency standards to current and emerging workforce skill requirements. Using a qualitative comparative documentary research design, the analysis draws on the World Economic Forum's Future of Jobs Report 2025 and the Commission on Higher Education's Revised Policies, Standards, and Guidelines for BSBA under CMO No. 17, s. 2017. Guided by Human Capital Theory, the study identifies workforce skills projected to be important in 2025 and expected to increase in significance towards 2030, then examines their correspondence with national BSBA competencies. The results reveal substantial but uneven correspondence. Philippine BSBA competencies offer a strong foundation in transferable cognitive, creative, managerial, interpersonal, communication, research, and general technological skills, while rapidly emerging technology-specific skills are less explicitly addressed. These findings indicate that the responsiveness of BSBA education should be evaluated not only through direct skill matching but also through its capacity to foster durable human capital and support adaptation to evolving skill requirements. Curriculum responsiveness is thus framed as an economic issue of human capital development. As the analysis is limited to two publicly available documentary frameworks, it does not evaluate institutional implementation, graduate proficiency, or labour-market outcomes. Future research should extend the analysis to institution-level curricula, Philippine employer perspectives, and graduate outcomes.
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1. INTRODUCTION

Technological change is fundamentally altering the skill sets demanded in contemporary labour markets. The proliferation of artificial intelligence (AI), digital technologies, data-intensive processes, and new forms of human–technology collaboration is transforming both the nature of available occupations and the capabilities necessary for effective job performance. The World Economic Forum (WEF, 2025) identifies analytical thinking, resilience, flexibility and agility, leadership and social influence, and creative thinking as among the most critical skills required by employers in 2025. Additionally, AI and big data, networks and cybersecurity, and technological literacy are projected to become increasingly important by 2030. The simultaneous demand for both human-centred and technology-related capabilities indicates that workforce preparation must extend beyond technical specialisation. Workers now require integrated combinations of cognitive, interpersonal, adaptive, and technological skills.
This evolving skill landscape has significant implications for the economic function of education. Human Capital Theory frames education as an investment that cultivates productive capabilities and influences economic outcomes (Becker, 1964). Within this framework, the value of education is partly determined by the extent to which the knowledge and skills acquired remain relevant in the labour market. Recent developments in labour economics highlight that human capital is multidimensional, encompassing not only traditional cognitive abilities but also advanced social and decision-making skills that shape worker performance and task allocation (Deming & Silliman, 2025). As work organisation evolves, the central issue becomes whether education fosters capabilities that are both economically valuable and adaptable to shifting requirements, rather than merely increasing the quantity of skills.
The alignment between higher education and evolving labour-market demands has attracted growing scholarly attention. Research on graduate employability underscores the need to understand how higher education develops skills, knowledge, and capabilities relevant to employment conditions (Rathee & Mittal, 2024). Concurrently, studies on education–occupation mismatch reveal that the economic value of educational attainment often depends on the degree of correspondence between education and job requirements (Murillo Huertas & Raymond, 2024). This has prompted increased focus on curriculum alignment and the identification of employer-demanded skills. Investigations into curriculum and labour-market relationships continue to highlight persistent challenges in ensuring that educational offerings keep pace with industry changes, especially regarding digital and analytical skills (Tee et al., 2024; Nyale et al., 2026). These trends indicate that higher education must maintain relevance while avoiding an overly narrow focus on immediate job requirements.
Recent evidence from higher education and employers in business and health sectors likewise identifies persistent gaps between graduate digital preparation and workplace expectations, particularly for applied digital capabilities, underscoring the relevance of curriculum responsiveness to changing skill demands (Kingdom et al., 2026). Within business education, contemporary office technologies have also been associated with a growing need for technological proficiency among graduates preparing for digitally mediated work (Emaziye & Ito, 2025).
This challenge is especially pronounced regarding technological capabilities. Recent studies have explored the increasing significance of AI literacy and digital skills in higher education and their impact on students’ readiness for employment. Tzirides et al. (2024) illustrate that higher education can foster AI literacy by integrating technical knowledge with critical evaluation and responsible application. In contrast, Salhab (2024) finds that college instructors view AI literacy as a relatively underdeveloped aspect of curriculum design, underscoring the difficulty of integrating rapidly evolving technologies into established educational structures. Wut et al. (2025) identify a positive association between perceived AI literacy and university students’ perceived employability, indicating that technological skills are becoming integral to graduates’ human capital. However, digital capabilities are intertwined with broader employability development. Evidence from business-service graduates shows that digital literacy encompasses information, data, visual, communication, and collaboration skills (Deja et al., 2024). Additionally, research on work-integrated learning continues to stress the importance of linking academic knowledge with practical experience (Jackson, 2024; Mabungela & Mtiki, 2024). The central issue is not whether higher education should prioritise technology over other skills, but rather how technological and transferable human capabilities can be developed concurrently.
Recent business-education scholarship further emphasises regular curriculum renewal and digital integration as mechanisms for maintaining alignment with technology-enabled workplaces (Philip et al., 2026). Evidence from non-STEM university students also indicates that structured AI education can strengthen AI-related knowledge, skills, and capabilities, while AI capital is associated with employment outcomes after graduation (Drydakis, 2025).
This issue is particularly significant in Philippine higher education, where persistent concerns remain regarding skills mismatch and the correspondence between educational preparation and labour-market requirements. Evidence from Pakistan similarly identifies gaps between university curricula and job-market demands, emphasising the importance of curriculum responsiveness, industry input, and stronger university–industry collaboration in improving graduates’ preparedness for employment (Pervez et al., 2024). In the Philippine context, studies likewise point to continuing challenges in ensuring that higher-education priorities and training systems keep pace with changing labour-market needs (Bustos, 2024; Bayudan-Dacuycuy et al., 2024). Further evidence indicates that education–occupation alignment is associated with labour-market outcomes, underscoring the importance of examining how educational preparation corresponds with workplace requirements (Bayudan-Dacuycuy, Vargas, & Luzon, 2025). These concerns are particularly relevant to business education, where graduates enter diverse occupations that increasingly require a combination of technological, analytical, managerial, interpersonal, and adaptive capabilities.
In this context, the Bachelor of Science in Business Administration (BSBA) serves as a suitable case for analysing human-capital responsiveness. The BSBA is designed as a comprehensive business degree that prepares graduates for a range of functional and managerial roles rather than a single occupation. In the Philippines, its national competency framework is defined by the Commission on Higher Education’s (CHED) Revised Policies, Standards and Guidelines for the Bachelor of Science in Business Administration (CMO No. 17, s. 2017). This framework outlines the core competencies expected of BSBA graduates while allowing higher education institutions the flexibility to tailor curricula to their specific contexts and missions (Commission on Higher Education [CHED], 2017). The combination of a standardised national competency base and institutional curricular flexibility positions the BSBA as an effective context for examining the relationship between formal educational competencies and evolving workforce requirements. While prior research has addressed employability, skills gaps, curriculum alignment, digital skills, and education–occupation mismatch, recent evidence continues to show that gaps between higher education and workforce requirements can arise from curriculum misalignment, limited academia–industry collaboration, and insufficient opportunities for practical learning (Poniman et al., 2026). A critical question therefore persists regarding the responsiveness of national business-education competency frameworks to both current and emerging workforce needs. Much of the literature focuses on specific skills, curricula, student perspectives, or employment outcomes. However, there is limited examination of whether national competency frameworks offer a robust and adaptable human-capital foundation that anticipates the growing importance of certain capabilities in the labour market. Addressing this issue requires more than verifying the presence of individual workforce skills in educational standards. It necessitates a thorough analysis of the correspondence between workforce requirements and educational competencies, as well as an interpretation of what this correspondence signifies for human-capital development.
Accordingly, this study investigates the responsiveness of Philippine BSBA education to evolving workforce skill requirements from a human-capital perspective. Specifically, the study aims to: (1) identify workforce skills that are important in 2025 and projected to increase in significance by 2030; (2) analyse the correspondence between CHED BSBA competencies and both current and emerging workforce skills; and (3) interpret the implications of this correspondence for the responsiveness of Philippine BSBA education as a form of human-capital development. The research is guided by the following questions:
RQ1. What workforce skills are important in 2025 and expected to increase towards 2030?
RQ2. How do CHED BSBA competencies correspond to those current and emerging workforce skills?
RQ3. What does that correspondence indicate about the responsiveness of Philippine BSBA education as human-capital development?


2. METHODOLOGY

2.1 Research Design

A qualitative documentary research design was employed to examine the correspondence between evolving workforce skill requirements and the competency framework prescribed for Bachelor of Science in Business Administration (BSBA) programmes in the Philippines. This approach was selected due to its focus on comparing two established documentary frameworks: the workforce skills identified by the World Economic Forum (WEF, 2025) and the competencies and programme outcomes prescribed by the Commission on Higher Education for BSBA programmes (Commission on Higher Education [CHED], 2017). The use of these documents facilitated an examination of current labour market expectations alongside the formal competency requirements governing BSBA education, without requiring new data from participants. The comparative and systematic nature of this design enabled an evidence-based examination of how prescribed competencies correspond to changing workforce requirements (Chand, 2025).
The analysis was guided by Human Capital Theory, which conceptualises education and training as investments that develop knowledge and skills to enhance productive capacity (Becker, 1964). Recent research further emphasises that human capital comprises multiple skill dimensions and that the relationship between skill supply and labour-market demand is central to understanding its economic value (Deming & Silliman, 2025; Woessmann, 2025). Therefore, correspondence between workforce skills and educational competencies was not treated as a simple checklist. Instead, the analysis focused on what the observed pattern of correspondence reveals about the responsiveness of BSBA education to evolving workforce requirements.
Existing skill categories and competency statements from the source documents were utilised rather than introducing a researcher-developed competency taxonomy. The WEF Global Skills Taxonomy supplied the workforce-side categories, while the competency standards and programme outcomes specified in CHED Memorandum Order No. 17, s. 2017 supplied the education-side categories. Human Capital Theory was subsequently applied to interpret the implications of the correspondence between these two frameworks.

2.2 Documentary Data Sources

Two publicly available documents were selected to represent the workforce-demand and higher-education aspects of the human-capital relationship: the Future of Jobs Report 2025 published by the World Economic Forum (WEF) and the Commission on Higher Education (CHED) Memorandum Order No. 17, s. 2017, Revised Policies, Standards and Guidelines for Bachelor of Science in Business Administration. Selection was based on the documents’ relevance, authority, and temporal appropriateness to the research objectives.
The Future of Jobs Report 2025 was selected as the workforce-demand source because it provides current evidence on employers’ expectations regarding jobs and skills for the 2025–2030 period. Based on the Future of Jobs Survey, the report draws on the perspectives of more than 1,000 employers representing more than 14 million workers across 55 economies and 22 industry clusters (WEF, 2025). Its Global Skills Taxonomy provides an established classification of workforce skills, while the report examines both skills considered important in 2025 and those expected to become increasingly important towards 2030. This makes the 2025 edition well-suited to examining the responsiveness of educational competency standards to changing labour market requirements.
CHED CMO No. 17, s. 2017 was selected as the education-side source because it contains the revised national policies, standards, and guidelines specifically established for BSBA programmes. The CMO specifies the competencies and programme outcomes expected of BSBA graduates and provides the regulatory framework within which BSBA programmes develop their curricula (CHED, 2017). It is the latest BSBA-specific CMO listed by CHED and therefore provides the appropriate regulatory benchmark for the study.
These two documents provide complementary evidence: WEF represents contemporary employer-defined workforce demand, while CHED represents the formally prescribed competency expectations for Philippine BSBA education. Both documents are publicly accessible, enabling independent examination of the documentary evidence and analytical procedure.

2.3 Analytical Framework

The analytical framework consisted of three source-based components. First, the WEF Global Skills Taxonomy was used to identify and classify workforce skills. The taxonomy provides the skill categories used by the WEF to examine skills required across sectors and economies (WEF, 2025). Second, the competency standards and programme outcomes contained in CHED CMO No. 17, s. 2017 were used to identify the competencies formally expected of BSBA graduates. Third, Human Capital Theory provided the theoretical basis for interpreting the relationship between the two frameworks.
No researcher-developed skill taxonomy was introduced. WEF skill categories were retained in their original form, and CHED competencies and programme outcomes were examined according to their original substantive meaning. This approach ensured that the comparison remained grounded in the categories established by the two source documents, while Human Capital Theory informed the interpretation of their correspondence.

2.4 Data Analysis Procedure

The analysis proceeded in four stages. First, the WEF report was examined to identify the skills in its Global Skills Taxonomy and the workforce information associated with them. Attention was given to the report’s assessment of skills considered important in 2025 and skills expected to increase in importance through 2030 (WEF, 2025).
Second, the relevant competency standards and programme outcomes in CMO No. 17, s. 2017 were extracted. The analysis considered both the common business and management outcomes and the outcomes specifically prescribed for BSBA programmes.
Third, a comparative crosswalk was conducted by examining each WEF skill against the CHED competency and outcome statements. A correspondence was established when a CHED statement addressed the same or a substantively encompassing capability represented by a WEF skill. The analysis distinguished between explicit correspondence, broader correspondence, and the absence of a sufficiently clear correspondence. These distinctions served as interpretive descriptions rather than numerical codes or an alignment score.
Fourth, the resulting pattern was interpreted through Human Capital Theory. The analysis examined whether the competencies prescribed for BSBA education correspond to workforce capabilities that remain important as well as those whose importance is increasing. Particular attention was given to whether the competency framework demonstrates responsiveness to changes in the skill composition required for productive participation in the labour market. This interpretive stage moved the analysis beyond identifying similarities and differences to examining the implications of the competency framework for human capital development.

2.5 Trustworthiness

Trustworthiness was established through the use of authoritative, publicly accessible primary documents, transparent source selection, and preservation of the original terminology of both frameworks. The analysis maintained an evidence trail from each workforce skill to the corresponding CHED competency or outcome and based interpretive judgements on the substantive meaning of the source statements rather than isolated keywords. The use of clearly defined documentary sources and a systematic analysis procedure enhanced the transparency and consistency of the analysis (Chand, 2025). Source-derived categories were retained throughout to minimise the introduction of researcher-created competency categories.

2.6 Ethical Considerations

This study utilized only publicly accessible institutional and organizational documents, without the involvement of human participants, personal data, interviews, surveys, or any direct participant engagement. Ethical considerations were therefore centered on ensuring accurate representation, responsible interpretation, and proper attribution of all documentary sources. Documents from the World Economic Forum and CHED were analyzed using their original terminology and cited accordingly, with interpretations strictly grounded in the documented content. No confidential, restricted, or personally identifiable information was collected or examined.

3. results and discussion

3.1 Workforce Skills Important in 2025 and Expected to Increase Towards 2030

The first research question addresses workforce skills identified as important in 2025 and those projected to increase in importance by 2030. The World Economic Forum (WEF, 2025) classifies 26 skills within its Global Skills Taxonomy, distinguishing between current importance and anticipated changes in use. This distinction clarifies that a skill's present significance does not automatically indicate its emergence as a future priority. The WEF framework thus enables analysis of both the current composition of workforce skills and the evolving direction of skill demand.
In 2025, the primary core skills are largely transferable human capabilities. Skills such as resilience, flexibility and agility, analytical thinking, leadership and social influence, creative thinking, motivation and self-awareness, technological literacy, empathy and active listening, curiosity and lifelong learning, talent management, and service orientation and customer service are identified as core. These findings suggest that contemporary workforce demand continues to prioritise cognitive, interpersonal, managerial, and adaptive capabilities over technical skills alone (WEF, 2025). Recent research on graduate labour markets also demonstrates that employers seek combinations of skills spanning disciplinary and functional boundaries (Kmiotek-Meier et al., 2024).
By 2030, workforce skill demand is expected to feature a more pronounced technological emphasis. Skills such as AI and big data, networks and cybersecurity, and technological literacy are among the fastest-growing, while creative thinking, resilience, flexibility and agility, analytical thinking, leadership and social influence, curiosity and lifelong learning, and talent management are also projected to increase in importance (WEF, 2025). The WEF thus characterises workforce transformation as a combination of sustained demand for transferable human capabilities and rising demand for technology-related skills. This distinction is essential for evaluating educational responsiveness, as future skill requirements are not merely an extension of those needed in 2025.
The WEF further reports that approximately 39% of workers' current skill sets are expected to be transformed or rendered obsolete between 2025 and 2030. As a result, employers identify reskilling and upskilling as critical responses to workforce transformation, while skills gaps persist as significant barriers to business transformation (WEF, 2025). This underscores the need to assess whether higher education equips graduates with both immediately productive and adaptable capabilities for ongoing skill development.
Recent research corroborates this interpretation of the evolving skill environment. Akhtar et al. (2024) found that modern business education should integrate qualitative and quantitative capabilities with big data, analytical, programming, and information technology skills. Andonovikj et al. (2024) demonstrated the evolution of labour-market competency requirements and assessed their alignment with university curricula. Boshkoska et al. (2024) further established that current and emerging skills can be discerned from labour-market evidence for business-related occupations.
In summary, the findings for RQ1 reveal a dual workforce trajectory. The 2025 workforce continues to prioritise analytical, creative, interpersonal, managerial, and adaptive capabilities, while the trajectory towards 2030 places significantly greater emphasis on AI, big data, cybersecurity, and technological literacy. For higher education, the key implication is not to replace transferable human capabilities with technical skills, but to prepare graduates to integrate both skill sets.

3.2 Correspondence Between CHED BSBA Competencies and Current and Emerging Workforce Skills

The second research question investigates the extent to which competencies prescribed for BSBA programmes correspond to current and emerging workforce skills identified by the World Economic Forum (WEF). This comparison utilises the competency and programme-outcome framework outlined in CHED Memorandum Order No. 17, s. 2017. The CMO defines minimum BSBA learning outcomes and grants higher education institutions flexibility to design curricula within an outcomes-based framework. Specified outcomes include effective communication, teamwork, professional and social responsibility, service orientation, decision-making, ICT application, stakeholder relations, management, strategic analysis, operational planning, innovation, strategic business-unit management, and business research (CHED, 2017).
The correspondence between CHED competencies and WEF workforce skills was categorised into three distinct types.
Explicit correspondence indicates that a CHED competency or programme outcome directly articulates the same or a substantially equivalent capability as the WEF skill.
Broader correspondence refers to cases where a CHED competency addresses a more comprehensive capability that reasonably includes the WEF skill, even if the specific skill is not explicitly stated.
Not explicit denotes instances where no CHED competency or programme outcome was identified that directly or sufficiently broadly represents the WEF skill.
These classifications characterise the substantive relationship between the two documentary frameworks and do not constitute quantitative measures of curriculum alignment.

Table 1. Correspondence Between WEF Workforce Skills and CHED BSBA Competencies

	WEF workforce skill
	Corresponding CHED BSBA competency/program outcome
	Correspondence

	Analytical thinking
	Select decision tools to critically and analytically solve problems; analyze the business environment; conduct business research
	Explicit

	Resilience, flexibility and agility
	Innovate business ideas based on emerging industry; manage a strategic business unit
	Broader

	Leadership and social influence
	Perform management functions; work with stakeholders; manage a strategic business unit
	Explicit/Broader

	Creative thinking
	Select decision tools to solve problems critically, analytically, and creatively; innovate business ideas
	Explicit

	Motivation and self-awareness
	No clearly corresponding minimum outcome identified
	Not explicit

	Technological literacy
	Apply ICT effectively and efficiently
	Explicit

	Empathy and active listening
	Work effectively with stakeholders and manage conflict
	Broader

	Curiosity and lifelong learning
	Articulate developments in the field; conduct research and pursue professional development
	Broader

	Talent management
	Management functions including staffing; human-resource-related competencies
	Broader

	Service orientation and customer service
	Service orientation and stakeholder engagement
	Explicit

	AI and big data
	No explicit AI or big-data capability identified
	Not explicit

	Systems thinking
	Analyze the business environment for strategic direction; integrate business functions
	Broader

	Resource management and operations
	Perform management functions; prepare operational plans
	Explicit

	Dependability and attention to detail
	No clearly corresponding minimum outcome identified
	Not explicit

	Quality control
	Manage operations and quality-related business activities
	Broader

	Teaching and mentoring
	No clearly corresponding graduate outcome identified
	Not explicit

	Networks and cybersecurity
	No explicit cybersecurity or network competency identified
	Not explicit

	Design and user experience
	No clearly corresponding minimum outcome identified
	Not explicit

	Multi-lingualism
	Communicate effectively using English and Filipino
	Explicit

	Marketing and media
	Marketing-related competencies and business applications
	Broader

	Reading, writing and mathematics
	Communication, quantitative decision tools, and business research
	Explicit

	Environmental stewardship
	Corporate/social responsibility and sustainability-related outcomes
	Broader

	Programming
	No explicit programming competency identified
	Not explicit

	Manual dexterity, endurance and precision
	No clearly corresponding graduate outcome identified
	Not explicit

	Global citizenship
	Professional, social, and ethical responsibility; multicultural teamwork
	Broader

	Sensory-processing abilities
	No clearly corresponding graduate outcome identified
	Not explicit



The results indicate that the strongest correspondence is observed in analytical thinking, creative thinking, leadership, technological literacy, communication, management, research, and operational capabilities. These findings align with the outcomes specified by CHED. The CMO mandates that graduates select appropriate decision tools to solve problems critically, analytically, and creatively; apply ICT effectively; collaborate with stakeholders; perform management functions; analyse the business environment; prepare operational plans; innovate business ideas; manage strategic business units; and conduct business research (CHED, 2017).
The correspondence for analytical thinking is particularly significant. The WEF identifies analytical thinking as a core skill, and CHED integrates analytical capability into decision-making, environmental analysis, and business research outcomes. This correspondence indicates that the BSBA framework already acknowledges a cognitive capability central to both current and future workforce demands. This finding is consistent with recent curriculum research that emphasises the growing importance of analytical and data-related capabilities in business education (Akhtar et al., 2024; Javadian Sabet et al., 2024).
Creative thinking also exhibits explicit correspondence. The WEF identifies creative thinking as a major skill projected to grow in importance by 2030, while CHED explicitly incorporates creative problem-solving and innovation in response to emerging industry needs. This is significant because it demonstrates that the regulatory framework extends beyond established business knowledge and acknowledges the need for graduates to develop new responses to evolving environments.
Correspondence is also evident in leadership and interpersonal capabilities. CHED requires graduates to engage with stakeholders, manage conflict, perform management functions, and oversee strategic business units. These outcomes broadly support the WEF's emphasis on leadership and social influence, empathy and active listening, and talent management. Recent research similarly highlights that graduate employability increasingly depends on combinations of interpersonal, leadership, and transferable capabilities rather than narrowly specialised knowledge (Bilderback & Thompson, 2025; Hruby, 2026; Kmiotek-Meier et al., 2024).
The most significant divergence arises in technology-specific skills. While CHED explicitly requires ICT capability, the framework does not specifically identify AI and big data, networks and cybersecurity, or programming as minimum BSBA graduate competencies. This distinction is important because the WEF identifies AI and big data, networks and cybersecurity, and technological literacy as among the fastest-growing skills towards 2030 (WEF, 2025).
This finding does not imply that BSBA students lack exposure to technology. Instead, it indicates that the national competency framework articulates general technological capability more clearly than emerging technological specialisations. This distinction is significant because technological literacy and the ability to work with AI, large datasets, cybersecurity systems, or programming environments are related but distinct capabilities. Recent research on business education similarly identifies data analytics, programming, AI, and other technology-intensive competencies as areas requiring enhanced curricular attention (Akhtar et al., 2024; Brattin, 2025; Jha & Doshi, 2025).
The correspondence analysis further illustrates why a simple keyword-matching approach is inadequate. Certain WEF skills are reflected in CHED through broader outcomes. For instance, systems thinking is not listed as a standalone competency, but the requirement to analyse the business environment for strategic direction and manage strategic business units encompasses a broader systems-oriented capability. Similarly, empathy and active listening are not explicitly named, yet stakeholder engagement and conflict management provide a broader competency context in which these abilities may be developed. Felby et al. (2024) also demonstrate that curriculum–labour-market alignment often depends on the level at which competencies are articulated rather than on exact terminology.
Accordingly, the analysis of RQ2 reveals a pattern of substantial but uneven correspondence. The CHED framework demonstrates strong correspondence with transferable cognitive, managerial, interpersonal, communication, and general technological capabilities. However, correspondence is weaker in areas where the WEF identifies rapidly emerging, specialised technology-related skills.

3.3 What the Correspondence Indicates About Philippine BSBA Education as Human-Capital Development

The third research question extends the analysis from identifying correspondence to interpreting its implications for BSBA education as a form of human-capital development. Human Capital Theory frames the central issue as whether education cultivates capabilities that enable productive labour market participation and retain value amid evolving work environments (Becker, 1964). Recent research by Deming and Silliman (2025) further underscores that human capital is multidimensional, encompassing higher-order capacities such as social and decision-making skills, rather than being limited to years of education or a single cognitive metric.
The findings suggest that Philippine BSBA education establishes a durable foundation of transferable human capital. The strong correspondence with analytical thinking, creative thinking, leadership, communication, stakeholder engagement, management, research, innovation, and ICT indicates that the regulatory framework fosters capabilities applicable across diverse business functions and evolving work environments. These capabilities are not tied to specific technologies or occupations, enhancing their value as the nature of work changes.
This interpretation aligns with evidence that higher education enhances employability through both occupation-specific knowledge and transferable capabilities. Kmiotek-Meier et al. (2024) found that graduate labour-market requirements span multiple occupational domains, while Bilderback and Thompson (2025) highlight the significance of interdisciplinary, global, technological, and leadership skills in preparing graduates for interconnected economies.
The findings do not support the assertion that Philippine BSBA education is fundamentally misaligned with current workforce requirements. Such a claim would disregard the substantial correspondence identified in the analysis. Instead, the results indicate that the framework is more attuned to enduring and transferable forms of human capital than to rapidly emerging, technology-specific competencies.
This distinction is central to interpreting the findings. A curriculum can foster adaptable graduates without explicitly referencing every emerging technology. Analytical thinking, creativity, research capability, communication, leadership, and problem-solving skills enable graduates to acquire new knowledge and adapt to evolving work conditions. Recent evidence on graduate work readiness also demonstrates that technological adaptability is distinct from basic digital literacy and serves as a key mechanism for responding to changing work environments .(Dara et al., 2026)
However, transferable capabilities do not eliminate the need for technology-specific skills. AI, big data, cybersecurity, and programming are increasingly integral to contemporary business processes. As these competencies become more critical to productive work, general ICT proficiency may not suffice for certain emerging roles. Akhtar et al. (2024) found that modern business curricula must increasingly incorporate analytical, big-data, programming, and IT-based skills, while Brattin (2025) demonstrated that competency-based academic frameworks may overlook the process-oriented demands of industry practice.
The issue can thus be framed as a distinction between durability and specificity. Durable competencies offer human capital that retains value through occupational and technological changes, while specific technological skills provide immediate capability for particular roles. The results suggest that CHED has established a strong foundation of durable competencies, while allowing institutions flexibility to address the technological specificity required by emerging work.
This interpretation aligns with the design of CMO No. 17, s. 2017, which sets minimum outcomes while granting higher education institutions the flexibility to innovate curricula based on their context and mission. Therefore, the lack of explicit AI, big-data, cybersecurity, and programming outcomes at the national level does not preclude individual BSBA programmes from offering these competencies. Rather, it indicates that such emerging capabilities are not yet explicitly incorporated into the national minimum competency framework.
Recent curriculum research affirms the value of curricular flexibility. Andonovikj et al. (2024) demonstrate that labour-market data can inform curriculum adjustments, while Cheung et al. (2026) show that systematic alignment between learning outcomes and professional requirements enhances employability without sacrificing disciplinary depth. Felby et al. (2024) also highlight the importance of systematically comparing the supply of educational competence with labour-market demand.
This issue is particularly salient in the Philippine context. Recent evidence highlights persistent mismatches between education, occupation, and skills, underscoring the need for enhanced labour-market information and skills-anticipation mechanisms (Bayudan-Dacuycuy, Epetia, et al., 2025; Bayudan-Dacuycuy, Vargas, & Luzon, 2025). The Philippine Institute for Development Studies has called for improved skills taxonomies, more detailed labour-market data, and stronger institutional coordination to support skills anticipation. Monteverde et al. (2025) similarly identify ongoing mismatches between training provision and labour demand, emphasising the importance of aligning workforce development with technological advancements.
These Philippine findings reinforce the interpretation presented in this study. The central issue is not merely whether CHED should incorporate additional skills into the BSBA framework, but whether the national competency framework and the HEIs implementing it possess adequate mechanisms to continuously translate labour-market intelligence into human capital development. As workforce demand evolves more rapidly than formal regulatory frameworks, a static competency framework may retain relevance in its transferable foundations while becoming less explicit regarding emerging technologies.
This interpretation also avoids an overly deterministic perspective on curriculum alignment. Nelson et al. (2025) caution against viewing mismatch as a straightforward relationship between education and employment outcomes, emphasising the complexity of long-term work-life trajectories. Similarly, Juma (2025) contends that addressing skills gaps requires more than technical curriculum adjustments, encompassing reskilling, digital literacy, experiential learning, and stronger education–industry partnerships.
The results suggest that human-capital development should be conceptualised as a continuum rather than a singular curricular outcome. Formal BSBA education provides foundational capabilities, while subsequent specialisation, work-integrated learning, professional development, and continuing education build more specific competencies as technologies and occupations evolve. This perspective aligns with the World Economic Forum's emphasis on upskilling and reskilling as essential responses to changing work environments (WEF, 2025).

3.4 Overall Synthesis of the Three Research Questions

Collectively, the three research questions yield a coherent set of findings.
RQ1 established that workforce demand is evolving in two concurrent directions. Enduring human capabilities, including analytical thinking, creativity, resilience, leadership, and interpersonal skills, remain essential. In contrast, technology-intensive capabilities, such as artificial intelligence, big data, cybersecurity, and technological literacy, are projected to increase substantially by 2030.
RQ2 demonstrated that the CHED BSBA framework shows strong correspondence with enduring human capabilities but less explicit correspondence with technology-intensive skills. The strongest correspondence is observed in analytical, creative, managerial, interpersonal, communication, research, innovation, and general information and communications technology (ICT) capabilities. The weakest correspondence pertains to rapidly emerging technical skills, particularly artificial intelligence, big data, networks, cybersecurity, and programming.
RQ3 indicates that this pattern reflects neither comprehensive correspondence nor fundamental curricular obsolescence. Instead, Philippine BSBA education provides a durable foundation of transferable human capital, while assigning greater responsibility for developing emerging technology-specific capabilities to curricular enhancement, specialisation, work-integrated learning, and continuing education. This interpretation broadens the concept of curriculum–workforce alignment beyond a simple checklist of matching competencies. The central issue is not whether every workforce skill is explicitly listed in the CHED framework. Rather, the more meaningful human-capital question concerns whether the framework cultivates a portfolio of capabilities that is productive, transferable, and sufficiently responsive to evolving work requirements.
The findings indicate that Philippine BSBA education performs relatively well in developing broadly applicable capabilities across business contexts and occupations. Its primary limitation lies in the explicit anticipation of rapidly emerging technological capabilities. This limitation does not undermine the existing framework; instead, it highlights a potential responsiveness issue in which the durable human-capital foundation is more robust than its explicit technological component.

4. CONCLUSION

This study demonstrates that the responsiveness of Philippine BSBA education is best understood in terms of its capacity to develop human capital that retains value as labour-market requirements evolve. The findings show substantial correspondence between the CHED BSBA competency framework and workforce capabilities that remain important across changing business environments, particularly analytical thinking, creative thinking, leadership, communication, management, research, innovation, and general technological literacy. However, the framework provides less explicit coverage of rapidly emerging technology-specific capabilities, including artificial intelligence, big data, cybersecurity, and programming.
From the perspective of Human Capital Theory, these findings highlight the importance of balancing durable and adaptable capabilities with the capacity to acquire more specialised skills as labour-market requirements change (Becker, 1964; Deming & Silliman, 2025). The absence of explicit technology-specific competencies at the national level does not necessarily indicate curricular obsolescence, particularly because CMO No. 17, s. 2017 provides higher education institutions with flexibility to develop curricula according to their contexts and missions. Rather, it suggests that national standards provide a relatively strong foundation of transferable human capital while leaving room for institutions to respond to emerging technological requirements.
The primary contribution of this study is its framing of curriculum responsiveness as an economic issue of human-capital development. Rather than treating curriculum relevance as a simple matter of matching educational competencies with individual workforce skills, the study emphasises the need to consider whether education develops capabilities that remain productive and transferable while enabling individuals to adapt to changing skill requirements. This perspective provides a more dynamic basis for understanding the role of higher education in developing labour-market capabilities.
For Philippine BSBA education, the findings suggest the need for sustained curricular responsiveness rather than comprehensive curricular replacement. National standards can continue to provide broad and durable competencies, while higher education institutions can incorporate emerging technological capabilities through curricular enhancement, specialisation, work-integrated learning, and continuing education. Maintaining this balance can strengthen the economic relevance of BSBA education while preserving the transferable capabilities that remain valuable across changing occupations and technologies.

Limitations and Directions for Future Research

This study has three principal limitations. First, its scope of comparison is intentionally limited to the World Economic Forum's Future of Jobs Report 2025 and the Commission on Higher Education's BSBA competency framework under CMO No. 17, s. 2017; as a result, it does not capture the full spectrum of Philippine labour-market requirements or institutional curricula. Second, the analysis focuses on national competency standards rather than their implementation at the level of individual higher education institutions. Third, the qualitative correspondence analysis identifies relationships between documentary frameworks but does not assess graduates' actual skill proficiency, employment outcomes, productivity, or returns to education. Future research could address these limitations by examining institution-level curricula and learning outcomes, integrating evidence from Philippine employers and labour market data, and evaluating whether the competencies specified in national standards are associated with graduate employment and other labour market outcomes.
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