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Abstract 

This qualitative, descriptive case study researched the collaborative 

curriculum development process in accounting higher education.  This study was 

needed because accounting education, as a professional program, needs to be 

continually reviewed and updated in order to keep abreast of changes in the 

business field.  This content is developed through the curriculum development 

process.  Yet education has seen hiring freezes and budget cuts, thus there is a 

shortage of money and personnel for revising or developing needed accounting 

programs in response to these changes, and one way to meet these shortages is 

for educational institutions to collaborate.  While there were studies about 

collaboration and studies of curriculum development, there were no studies that 

combined both within the environment of accounting higher education.   

 The research question was ‘What does it mean to participate in the 

accounting curriculum development process in a collaborative environment?’   

The study sought to better understand how said process functions in a 

collaborative environment by studying four cases where that process was 

undertaken in three post-secondary educational institutions.  From document 

analysis and participant interviews, the data were analyzed and six themes were 

discussed:  recognizing the role of a driver of the collaboration, recognizing the 

expertise of other participants, having ongoing communication between the 
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participants, forming partnerships by managing participants’ expectations, doing 

the necessary research ahead of time, and having additional education of 

students and teachers who were going to be in the shared courses.     

In some cases, the collaboration resulted in shared courses which 

increased students’ exposure to professional’s expert knowledge, to students 

with backgrounds other than accounting, and to different career possibilities.  The 

collaborations also exposed issues, such as the differences of opinions by 

instructors of shared courses when it came to what was taught in the classroom 

and the need of having more than one driver of the collaboration.  By examining 

these cases, results can then be disseminated to others searching for assistance 

in implementing their own collaborative curriculum development process.  

Because the more we know about using collaboration for curriculum change in 

accounting higher education, the better we can plan for it in the future.   
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Chapter 1: Introduction 

According to the Minnesota Board of Accountancy, a new commission 

was formed because there are “a series of forces affecting accounting education.  

Among them are the need to revise the accounting curricula regularly in light of 

fast-paced business changes, university budget constraints that threaten to make 

the cost of education prohibitive, and the need for training in specialized areas to 

meet the profession’s demands” (Pathways Commission, 2011).  Yet, given the 

downturn in the economy, the loss of investment income and the resulting budget 

constraints, education has seen a shortage of resources, including time and 

money, for revising or developing accounting curriculum or programs in response 

to these business changes or specialized training needs.  One way to meet these 

shortages is for educational institutions to work together with other educational 

institutions or with industry professionals to share resources and knowledge, and 

collaboration is one such way of working together.   

Russell and Flynn (2000) agreed that “in today’s world the problems we 

are facing are so complex that solutions can no longer be generated and 

successfully implemented in a vacuum.  Cross-disciplinary and cross-sector 

collaboration is required to have the desired impact.  This necessitates 

collaboration” (Russell & Flynn, 2000, p. 2).  Indeed, “the increasingly global 
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nature of the economy and the collaborative, teamwork-based environment of 

today’s businesses call for accounting graduates to be more globally aware of 

the nature and impact of their work, including international relationships and 

cross-industry, collaborative partnerships” (Jacobs, 2010, p. 3).   

A call for collaboration in accounting education has also come from the 

Human Capital Subcommittee of the U.S. Department of the Treasury’s Advisory 

Committee on the Auditing Profession (the Committee).  The Committee issued 

their report, in which “the Committee recognized that several of its 

recommendations regarding human capital matters would have impact beyond 

the public company auditing profession, impacting the accounting profession as a 

whole” (U.S. Department of the Treasury, 2008, p. VI:1).  The report stated that 

they “view the accelerating pace of change in the global corporate environment 

and capital markets and the increasing complexity of business transactions and 

financial reporting as among the most significant challenges facing the 

profession” (ibid).  Given such challenges, “a common theme of our first set of 

recommendations is that accounting curricula should reflect recent 

developments, including globalization and evolving market factors” (ibid, p. VI:7).  

In order for that to happen, Cynthia Fornelli, Executive Director of the Center for 

Audit Quality, testified that there is a “need to dedicate funds and people to work 

with accounting professors to ensure that the curriculum is keeping pace with 

developments in business transactions, international economics and financial 
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reporting” (Fornelli, 2008, p. 2).  This will require collaboration between 

accounting professors and others versed in such developments, such as industry 

professionals and professors in related business areas.   

Lastly, there has been an increase in the call for accountants more versed 

in the knowledge of forensic accounting.  The Committee “believes that…fraud 

examination and forensic auditing…and subject matter relating to their 

application, are an essential component of the accounting and auditing curricula” 

(U.S. Department of the Treasury, 2008, p. VI:5).  This will require collaboration 

with an educational institution’s accounting, criminal justice and legal 

departments to develop and incorporate the investigative and legal sides of 

forensics into the accounting curriculum.   

Yet what is collaboration?  Russell and Flynn (2000) stated that 

“collaboration is not an easy entity to capture.  Collaboration can, in fact, be a 

continuum.  At the minimum level, collaboration would involve two individuals or 

two units or organizations communicating together for a specific undertaking…to 

the maximum level, involving an ongoing working partnership with two or more 

parties” (Russell & Flynn, 2000, p. 1).  This is echoed by Fuks, Raposo, Gerosa, 

and Lucena, (2005) who devised a collaboration model “based on the idea that to 

collaborate, members of a group communicate, coordinate and cooperate” (Fuks, 

et. al, 2005, p. 303).  Their continuum  ranged from simple “communication 

[which] involves the exchange of messages” to “coordination [which] enables 
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people, activities and resources to be managed” to “cooperation [which] is a joint 

production of members of a group within a shared space, generating and 

manipulating cooperation objects in order to complete tasks” (ibid).   

Winer and Ray saw it less specifically “in popular use, a collaboration 

occurs anytime people work together to achieve a goal” (Winer & Ray, 1994, p. 

21).  Their definition stated that “collaboration is a mutually beneficial and well-

defined relationship entered into by two or more organizations to achieve results 

they are more likely to achieve together than alone” (ibid, p. 24).  They used an 

intensity continuum to study collaboration.  Beginning with the lower intensity of 

cooperation, this included shorter-term informal relations with partners that share 

information only about the subject at hand.  Their next level was coordination, 

which included more formal relationships with resources available to participants 

and their last level was collaboration, which included a more durable relationship 

with resources jointly pooled and shared.  They described collaboration as the 

“most intense way of working together” (ibid, p. 22). 

Lawson’s study saw it more specifically and called collaboration a 

“complex intervention with multiple components” (Lawson, 2004, p. 225).  He 

described collaboration as involving “new relations between two or more 

‘entities’…all such entities are called stakeholders….when stakeholder 

composition serves as a basis for classification, three main categories are 

salient, and these categories are home to at least 12 different types of 
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collaboration.  The three main categories are collaboration among professionals; 

collaboration among organizational and governmental systems; and, 

collaboration among professionals and citizens, especially clients and students” 

(Lawson, 2004, p. 226).   

Research Problem 

Business education, as part of career and technical education (CTE) has a 

history of collaboration, for example in the use of Advisory Committees.  In 1985, 

a survey of schools was undertaken to determine the nature of their usage in 

accounting departments and found that advisory committees “are a viable means 

of developing an ongoing relationship with the business and professional 

community that can improve public relations, assist in fund raising and provide 

feedback about the department of accounting’s programs” (Schwartz & Fogg, 

1985, p. 184).  A 2003 study of employers of accounting graduates found that 

“having business professionals serve on advisory boards of accounting 

programs” (Burnett, 2003, p. 133) ranked as the number one way that academics 

and professionals can work together.  Yet a 2011 survey of business faculty 

found that “all faculty [believed] that advisory boards were fair at best in their 

contribution and importance to business programs” (Kilcrease, 2011, p. 82).  In 

my personal experience, I sit on two advisory committees and have seen 

collaborative discussions regarding curriculum development.  However, for all the 

external input and opinions gathered, the decision-making is still internal to the 
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accounting department.  Yet, “in successful collaboratives there is a sharing of 

resources, power, and decision making” (Schwartz, 1990, p. 109).  Therefore, 

how is the accounting curriculum development process carried out when the 

collaboration involves other departments or organizations, especially if those 

organizations have not previously been involved in accounting curriculum 

development? 

For business educators, the purpose of business education is not only to 

prepare students for business careers, but also to prepare them to “handle their 

own business affairs and to function intelligently as consumers and citizens in a 

business economy” (Schrag & Poland, 1987, p. 2).  In order to do so, the 

curriculum “encompasses content for and about business” (Anderson, 2008, p. 

21), which the Policy Commission stated has “an important contribution to make 

to the economic literacy of all secondary school students” (Policy Commission, 

1970, no. 11) as well as “provide education and training persons desiring to 

change careers, expand employability options, and/or upgrade technological 

skills” (Policy Commission, 1999, no. 64) at the post secondary/four-year 

university level.  For students of accounting, this curriculum can range from 

keyboarding at the elementary level, to office procedures and bookkeeping 

classes at the secondary level, to advanced accounting, specialized tax, and 

economics classes at the college level.   
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This content is developed through the curriculum development process, 

which can have different meanings, from “a generic term which includes policy, 

design, implementation, technology, supervision, and evaluation” (Pinar, 

Reynolds, Slatter & Taubman, 2008, p. 665) to a more “comprehensive process 

that (a) facilitates an analysis of purpose, (b) designs a program or event, (c) 

implements a series of related activities, and (d) aids in the evaluation of this 

process” (Wiles & Bondi, 2007, p. 73).  For the purposes of this study, only the 

collaborative curriculum development process as it relates to (a) analysis of 

purpose and to (b) design of a program or event in the arena of accounting 

higher education was examined.  The implementation of activities (instruction or 

teaching) and the evaluation of said process will remain the focus of future 

studies.      

Need 

One barrier to collaboration suggested by Stein and Short (2001) in their 

discussion of collaboration on degree programs in higher education is that 

“participating in teams does not come easily to faculty members who have spent 

significant portions of their careers working autonomously” (Stein & Short, 2001, 

p. 422).  Their qualitative study of educational institutions in Missouri found that 

“few academic disciplines provide doctoral students with formal training in how to 

participate in, design, and implement collaborative initiatives” (ibid).  Fleming 

(2008) concurred with those suggestions, when she stated that based on her 
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experience and observation, “within the higher educational sector, business 

design efforts and curriculum development initiatives are generally the sole 

responsibility of the faculty who teach in a specific discipline” (Fleming, 2008, p. 

27).  Another barrier she suggested was that “business faculty who complete 

bachelors, masters and/or doctorate degrees in a business related field are not 

exposed to formal training on instructional design” (ibid), which, in a formal 

educational setting, is labeled curriculum development.   

This study was needed because accounting education, as a professional 

program, needs to be continually reviewed and updated in order to keep abreast 

of changes in the business field.  As such, “curriculum integration is a key issue 

that should be considered by accounting education researchers, which includes 

integration within the accounting curriculum and integration among accounting, 

other business disciplines, and general education courses” (Apostolou, Watson, 

Hassell, & Webber, 2001. p. 25).  Yet, even as a key issue, “several scholars 

have studied faculty research collaborations, but few have studied the nature of 

and the conditions conducive to curricular collaborations” (Briggs, 2007, p. 678).  

Kezar’s examination of higher education institutions and internal organizational 

collaboration concurred and stated that “there has been virtually no research on 

how to enable higher education institutions to conduct collaborative work” (Kezar, 

2005, p. 831).  Thus, while there was much discussion about collaboration and 
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many studies of program and curriculum development, there were no studies that 

combine both within the environment of accounting higher education.  

Purpose 

Collaboration with other disciplines, with other departments, with 

individuals in industry, and with other organizations may aid in developing new 

programs and curriculum for accounting education.  This study involved four 

collaboration cases; one case involving different disciplines was that of a private 

career college accounting department joining with the legal field and criminal 

justice field to develop a bachelor degree program in forensic accounting; one 

case involving separate departments was that of a university accounting 

department joining with the public affairs department to add a joint degree in non-

profit management; one case involving individuals in industry was that of a 

university accounting professor joining with accounting professionals in industry 

to keep the curriculum content current; and one case involving organizations was 

that of a community college joining with an organization of state governmental 

finance managers to add a certificate program in governmental accounting.  

These cases included other organizations and departments not generally 

considered when selecting persons to sit on an advisory committee.       

In addition, this study began to address the research gap in collaboration 

and higher education institutions as “most of the research highlights the K-12 

institution and fails to discuss the perspective of the community college or four-
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year institution” (Amey, Eddy & Ozaki, 2007, p. 5).  Amey, Eddy and Ozaki’s 

research study on collaboration and faculty work argued that “in order to 

strengthen these partnerships, it is critical for policy makers and scholars to 

consider the process involved in establishing these arrangements [partnership 

and collaboration] and how they function” (Amey, Eddy & Ozaki, 2007, p. 5).       

This more complex approach to the accounting program and curriculum 

development process needed to be studied to better understand how said 

process functions in a collaborative environment.  For as “educators and 

researchers it is our responsibility to explore, explain and share with our 

colleagues the when’s, where’s, how’s, and why’s of the accounting education 

process…by extending our knowledge of the process, we can create value with 

our students, enhance their likelihood of career success, and advance our 

profession” (Federation of Schools of Accountancy, 1995, p. xi).  At the heart of 

the accounting education process is the curriculum as “the curriculum is 

fundamental to the relevance and effectiveness of accounting education” 

(Rebele, 2002, p. 20).  Thus, the more we know about the accounting education 

curriculum in a collaborative environment, the better we can plan for it because, 

in education, as in life, there will always be the next change. 
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Problem Statement/Research Questions 

This study of collaborative higher education accounting education 

programs asked:   

What does it mean to participate in the accounting curriculum 

development process in a collaborative environment? 
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Chapter 2: Review of Literature 

The review of the literature begins with collaboration and curriculum 

development in the general and career and technical education literature and 

then focuses specifically on collaboration and curriculum development in the 

accounting education literature.   

General and Career and Technical Education 

The general education literature review uncovered some studies 

researching collaboration through interdisciplinary undergraduate programs, 

although they were undertaken in other areas, such as women’s studies and 

environmental studies, not in the areas of accounting or business education.  

That said, some of the following studies provided useful lessons in collaboration 

in the post-secondary area.  Saito’s (Saito, Walker, Chandra, Miller, & Tyler, 

2009) study summarized four challenges found in developing an undergraduate 

interdisciplinary ecohydrology curriculum.  The first was “offering an 

interdisciplinary curriculum in a disciplinary environment”, in this case, requiring 

courses in other departments when the “major department may not have control 

over when or if courses are offered” (p. 43).  The solution was to allow the 

students to pick three ecology courses from a listing of four, thus introducing 

flexibility into the schedule.  The second challenge was university-imposed 
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constraints regarding required courses the undergraduates must take; thus 

introducing additional coursework into the schedule required choosing course 

requirements that fell into the elective category and using one required university 

course as applicable for the requirements of the ecohydrology undergraduate 

degree.  The third challenge was to ensure the curriculum met the skills deemed 

important by respondents to a previous survey.  In this instance, the study found 

that course content was re-designed to better reflect these desired skills.  The 

last challenge was that of enrollment.  With a new degree the study found that 

the program needed to be marketed to high schools and community colleges to 

increase enrollment and awareness of the program.   

Stone, Bollard and Harbor (Stone, Bollard & Harbor, 2009) studied the 

University of Colorado’s process of creating signature interdisciplinary signature 

areas to see how to develop and sustain interdisciplinary programs.  The study 

found several elements were crucial toward sustaining these signature areas, 

including faculty involvement from the beginning, administrative support 

throughout, and frequent communication between all stakeholders.   

Epstein (2004) studied the development of an interdisciplinary course 

called Acoustic Ecology, “the study of sound and its effects on health, cognition 

and culture” (p. 1).  Although listed as a pilot project, she found several 

challenges, such as the lack of understanding of the course on the part of 

administrators and the lack of a common background of students.  These were 
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overcome with explanations and with a guided class discussion on student 

backgrounds and experiences.  

Lastly, Briggs (2007) researched curriculum collaboration by faculty within 

individual academic departments.  Her open-ended interviews, which asked 

academic department members to talk about faculty collaboration in curriculum 

development, found “that the most common curricular collaborations involved 

developing new and revising existing courses, course clusters, and programs” 

(p.685). 

While some may believe “many colleges and universities struggle to 

functionally integrate business programs that historically have been delivered by 

well-defined, and often well-siloed, disciplines” (Aurand, DeMoranville & Gordon, 

2001, p. 21), the career and technical education literature review reveals a 

different story.  For example, “community colleges have long been involved with 

other institutions in their communities.  They have sought out relationships with 

local school districts, business firms, social agencies, and community 

organizations as well as with other educational institutions.  These relationships 

have fostered efforts such as customized job training, tech-prep courses, and 

transfer articulation agreements and also a variety of community service 

offerings.  However, “today we find many of our colleges involved in new and 

deeper forms of collaboration” (McGrath, 1998, p. 2).  The Policies Commission 

for Business and Economic Education agreed that “effective partnerships have 
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advanced from specific activities and donations of money to collaborations of 

partners actively involved in improving education through time and service” 

(PCBEE, 2002, Policy #70).  As such, several studies looked at collaboration, the 

first from the perspective of several technical colleges who partnered to share 

resources.  Eddy’s study found that one key “element was to have a group 

process for making adjustments within the partnership structure” (Eddy, 2007, p.  

67).  Another element was “making sure that there is shared meaning of the 

goals and mission of the partnership and by providing feedback loops that permit 

adjustment as relationships change over time” (p. 68).  A second study 

(Yamasaki, 1998) researched literature to find guidelines for establishing 

collaborative relationships between community colleges and community-based 

organizations. Yamasaki’s study found that there “needs to be a mutual belief in 

the need for partnership, and communication among all participating agencies” 

(Yamasaki, 1998, p. 89).  Lastly, Wright and Middleburg (1998) studied one 

eight-year collaboration between New York University School of Education and 

eleven area community colleges; and the lessons from this long-term 

collaboration was to “develop a communications strategy for preserving and 

strengthening your collaboration, with consistent and frequent verbal and written 

communication” (Wright & Middleburg, 1998, p.10). 

The general education literature also contained many models for 

curriculum development.  The first was Tyler (1949) who looked at the basic 
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curriculum development process by developing “a rationale (which) begins with 

identifying four fundamental questions which must be answered in developing 

any curriculum” (Tyler, 1949, p. 1).  However, he stated that the book was “not a 

manual for curriculum construction since it does not describe and outline in detail 

the steps to be taken to build a curriculum” (ibid).  Rather, his first question was 

‘What Educational Purposes should the School Seek to Attain?’  He believed that 

to build curriculum one must first study the educational purpose by looking at the 

educational objectives and the sources of objectives, then study which learning 

experiences to use to attain those objectives, then organize those experiences 

and finally evaluate to see if said experiences are producing the desired results.  

His linear rationale suggested that these objectives be selected on philosophical 

grounds.   

On the other hand, Wiggins and McTighe (2005) explicitly stated their 

model is not a philosophy of education.  They developed “Understanding by 

Design” a framework which integrated ‘backward design’, their definition of a 

three-step process, whereby the first step is to identify desired results, or what 

the student should understand, then the second step is to determine acceptable 

evidence that the results have been achieved with the final step to plan the 

learning experiences and instruction.  Their process thus “focuses first on the 

desired learnings or outcomes and uses ‘six facets of understanding’ to describe 

their curriculum framework, that the student can explain, interpret, apply, have 
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perspective, empathize and have self-knowledge about a given topic” (Wiggins & 

McTighe, 2005, p. 84).  They believed in planning toward the goal first, just as 

Tyler believed in planning toward the purpose first.  However, unlike Tyler who 

looked at the program for an educational institution, the Understanding by Design 

framework looked at designing for a curriculum unit.  

The general education literature also finds the systems theory approach in 

several of these curriculum development models.  Diamond (1989) referred to his 

as a systematic approach in designing and improving courses and curricula in 

higher education.  His model split the process into two parts, the project selection 

and design phase and the production implementation and evaluation phase.  His 

idea was to think of the Ideal course or curriculum and then pare down to reality 

using flow diagrams to show content and structure.  Doll (1996) used a similar 

approach in his listing of eight steps toward curriculum improvement: determining 

need, stating or reviewing aims or goals, stating program or project objectives, 

identifying evaluation means, choosing a type of design (subject-centered, 

learning-centered, or problem-centered), selecting learning content, determining 

and organizing learning experiences, and evaluating programs and projects.     

In the career and technical education literature, there is Finch and 

Crunkilton (1999) who looked at a three-step process for curriculum 

development; planning the curriculum, establishing curriculum content, and 

implementing the curriculum.  Within each major step was another three-step 
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process which included everything from establishing a decision-making process 

to assessing the curriculum.  They defined curriculum development as a process 

that “focuses primarily on content and areas related to it, whereas instruction 

focuses on the delivery of student experiences” (Finch & Crunkilton, 1999, p.12).   

While most of the curriculum development literature agreed that the 

process was not linear, Wedell (2009) put it best when he stated that “although 

there is no uniform template of how to carry out an educational-change process, 

the educational-change literature tends to divide the process into several 

chronologically linear stages.  This is a simplification because in practice 

educational change involves so many different people in so many different 

contexts that the boundaries of each stage are rarely completely clear and there 

is often a great deal of moving backwards and forwards between them” (Wedell, 

2009, p. 21).  For that reason, this study, as much as possible, focused on the 

content area of curriculum development and not the instructional delivery aspect, 

knowing that overlap exists, but attempted to keep it to a minimum.  Clearly there 

is much general education literature regarding curriculum development, and 

some regarding collaboration, but does it apply equally to accounting education? 

Accounting Education 

There were many similarities to the general education curriculum 

development literature.  The accounting literature also looked at change from a 

systems perspective with Mock’s study (Mock, Pincus & Andre, 1991) of four 
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phases of curriculum development: general planning, curriculum planning and 

analysis, system design and system implementation and evaluation.  In addition, 

Albrecht and Sack (Albrecht & Sack, 2001) also had a systems approach to 

curriculum development, a “plan for implementing accounting curriculum change 

with a four-step plan: environmental analysis, program analysis, curriculum 

analysis and assessment” (p. 64).  And there was agreement that  “the effort to 

devise an accounting program for accounting professionals in the 21st century is 

certainly not a destination but a work-in-process of continuous improvement” 

(Cummings, Bennett & Normand, 2001, p. 12), suggesting that change is not an 

event but a process.   

More specific to accounting education, the Accounting Education Change 

Commission (AECC) was created in 1990 (AECC, 1990) to address curriculum 

change concerns and twelve grants were issued to post-secondary educational 

institutions to implement accounting curriculum changes.  There have been some 

studies regarding the results of these curriculum grants (Flaherty, 1998; 

Kleinman, 1999; Mathews, 1994; Sundem, 1999), and there have been many 

case studies regarding adding a course to the accounting curriculum regarding 

critical thinking skills (Lin, 2008; Paisey and Paisey, 2007; Steadman and Green, 

1995), ethics (Bebeau, 1993; Langenderfer & Rockness, 1989; Scribner & 

Dillaway, 1989) and international accounting (Cobbin & Lee, 2002; Hor & Juchau, 

2004; Rezaee, Szendi, & Elmore, 1997).  But for this study collaboration meant 



 

 20 

working with others outside the accounting department, and none of these 

studies included that type of collaboration.   

Yet the accounting field is different from the general education field as 

seen in the dilemma expressed by Merritt and Bailey (Merritt & Bailey, 1998) 

when they asked “how does an educational program require rigorous academic 

skill standards and at the same time train workers with the high level of technical 

skills that will allow them to enter the workplace ready for work?” (Merritt & 

Bailey, 1998, p. 35).  For “unlike many of the traditional academic branches, 

accounting academia serves a reasonably well-defined profession…more than 

many other disciplines, accounting education must be alert to the dynamics of 

the profession and business community it serves.  The academic arm of the 

profession must maintain a relentlessly developmental orientation in order to help 

safeguard the professional integrity of the field” (Williams, 1988, p.1).  This was 

echoed by the formation of the Pathways Commission (the Commission) in 2010, 

created in response to the U.S. Treasury Committee report.  The Commission 

itself is a collaboration between the American Accounting Association (the 

organization for accountants in academia) and the American Institute of CPAs 

(the organization for accountants in public accounting) to “study possible future 

paths of higher education for those seeking entry into the accounting profession” 

(Pathways Commission, 2010).    
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Conceptual Framework 

Framework “is a broad descriptive model of education and its 

environment, tailored to fit the needs of accounting education researchers” 

(Williams, 1988, p. 3).   

At the center of a curriculum development process is the perspective of 

that model, and Kliebard (2004) reviews five different curriculum perspectives 

(basic skills/academic, child/student centered, liberal arts/disciplinary, life/work 

preparation and social reconstructionist), from which came five different views of 

what to emphasize in the curriculum.  “The ideals and goals represented by 

these varied perspectives are fundamentally different and serve competing 

interests” (NRCCTE, 2010, p. 3).   

1. The basic skills perspective emphasizes attaining standards. 

2. The student centered perspective emphasizes the value of student 

learning. 

3. The liberal arts/disciplinary perspective emphasizes the liberal arts 

and academics. 

4. The life/work preparation perspective emphasizes training in 

specific work areas.  

5. The social reconstructionist perspective emphasizes “the schools 

as a major force for social change and social justice” (Kliebard, 

2004, p. 24).   
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From these different perspectives come different curriculum designs.  For 

example, Saylor, Alexander, and Lewis (1981) looked at the primary source of 

data for goals and objectives to reflect the design needed.  For the basic skills 

perspective, they determined that the primary source of data was competencies 

to be acquired and used a design called Specific Competencies.  They 

suggested an instructional design using learning modules as the most 

appropriate design to achieve the attaining of standards.  Being more focused on 

education for work, accounting education could fit into this perspective, as some 

nine-month accounting programs, with an emphasis on preparing the student to 

work as an accounting clerk, could be considered to be using the basic skills 

perspective, and attaining, or aligning with standards is a part of the process.  

However, this example could also be considered under the life/work preparation 

perspective as it emphasizes training in the specific work area.  Overlap among 

the perspectives can occur depending on how basic skills or life/work preparation 

is defined.   

And the liberal arts/disciplinary perspective has permeated the two-year 

community college programs, with its inclusion of general education 

requirements along with the technical training, and has long been an emphasis at 

the University of Minnesota’s Carlson School four-year accounting program.  As 

with the previous example, there is overlap here as well, as accounting programs 

contain elements of both the liberal arts/disciplinary and the life/work perspective.  



 

 23 

The social reconstructionist perspective may have been brought to the forefront 

in accounting education with the inclusion of ethics and an emphasis on business 

financial integrity after the collapse of Enron and Worldcom.  For the purposes of 

this study, with its general emphasis on educating students for work as 

accountants, the focus for accounting education was on the perspective of 

life/work preparation.        

While there have been studies regarding suggestions for steps to use in 

the process of changing accounting curriculum (Ainsworth, 2001; Cummings, 

Bennett & Normand, 2001; Walker & Black, 2000), there have been fewer studies 

regarding the models of curriculum development used in the process.  Walls’ 

(1977) model of an exemplary business education curriculum in accounting 

consisted of a listing of course titles and sequencing which “prepare the student 

for employment in public, industry, or governmental accounting and related 

occupations” (Walls, 1977, p. 123).  Given the emphasis on employment, it would 

seem that the life/work preparation curriculum perspective was implicit in this 

model, as noted by her statement of the justification of course selections, stating 

that “the curriculum offerings of any vocational business education program 

should generate employable skills” (ibid).  

Schrag and Poland (1987) developed a systematic model for teaching 

business education, with first establishing competencies, then planning and 

constructing evaluations, then constructing and sequencing performance 
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objectives and lastly planning for student learning and selecting teaching 

strategies.  Their model is based on a competency-based educational program, 

which is “education geared toward preparing individuals to perform identified 

competencies” (p. 22).  These research-based competencies were identified 

through a review of accounting studies, as well as “job and task analysis and 

survey of people hiring high school and two-year college graduates, along with 

input of businesses in various parts of the country” (ibid, p. 301).  Once those 

competencies are known, the “teachers select competencies that focus on those 

to be performed at the exit level of a course” (ibid).  This teaching system defines 

curriculum as “that which is to be learned and the organization of that content” (p. 

25).  Therefore the “competencies provide the basis for the curriculum, 

answering the question, ‘What will the student learn?’” (ibid).  Given the 

emphasis on job tasks, this would appear to be based on a basic skills curriculum 

perspective, but the authors stated that “a simplistic approach to competence, 

based only on a list of job tasks, is unrealistic.  To be successful in the business 

world a worker must demonstrate a broad range of capabilities” (ibid).  This 

system would appear then to be geared more toward the life/work preparation 

curriculum perspective.  However, this model included collaboration only in the 

collection of the information on the “tasks performed by workers in an occupation, 

for to accumulate such information requires the collection of information from 

hundreds of workers who perform that job” (p. 28).              
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A more useful accounting curriculum development model is Sapre’s 

(1990) example of a conceptual framework for developing and evaluating 

business education programs, using inputs, processing and outputs.  Although 

Schag and Poland (1987) also used inputs, processes and outputs, illustrated 

with a flowchart approach to their system, Sapre’s inputs were more general, 

consisting of students, teachers and environment, while the processing included 

identifying determinants, such as needs of individuals and society to be identified 

by research, learned societies, professional organizations, accrediting agencies, 

business and industry, and community organizations to work through the process 

of identifying objectives, selecting and organizing content, providing instruction, 

developing and using instructional materials and evaluating process and product.  

The outputs consisted of an educated person and a well-prepared professional.  

As a means for developing business education programs, as well as teaching 

business education, Sapre’s model also included an element of collaboration, for 

within the input of Environment was “relationship with other units”.  While this is 

not specifically labeled as collaboration, other units could be loosely interpreted 

to include other departments and organizations.  For that reason, I believe this 

model may be applicable to a collaborative accounting education curriculum 

development process. 

As for the collaboration piece of the process itself, there are many reasons 

for considering collaboration and many influences for being able to carry the 
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collaboration through to a stated goal.  From the perspective of the educational 

institutions, reasons for collaboration can be as simple as “to seek additional 

resources and to enhance institutional legitimacy” (Rutherford & Jackson, 2008, 

p. 28) or as complex as “for knowledge creation, for student learning and for 

improved organizational functioning” (Kezar, 2005, p.832).  Using Stark’s 

framework for the study of professional programs in colleges and universities 

(Stark, 1986), the influences on the educational institution for the professional 

programs come from external forces, such as society at large (including rewards 

for graduates and marketplace for graduates) and the professional community 

(including knowledge base and practice settings) as well as from internal 

sources, such as staffing (including faculty background and faculty mix) and the 

professional program structure (including time requirements and student mix).  

As accounting education is a professional program, I believe this model proved 

useful in examining the reasons behind the development of the collaboration 

from an institutional perspective.        

From individuals’ perspectives, collaboration occurs when they “learn that 

they cannot achieve their missions, goals, objectives and aspirations; capitalize 

on important opportunities; solve pressing problems; meet urgent needs; or 

satisfy their accountability requirements…without the others” (Lawson, 2004, p. 

229).  The influence used by the individual driver of the collaboration process to 

get others to assist with the change was viewed using the French and Raven 
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study (Raven, 2008) on resources available to that individual, represented by “six 

bases of power: informational, reward, coercion, legitimate, expertise and 

referent” (ibid, p. 1).  These powers ranged from those leading to “socially 

independent change, such as informational, where persuasive reasons why that 

would be a better and more effective procedure” (ibid, p. 2) are used, to those 

leading to “socially dependent change with surveillance necessary, such as 

coercive, where negative, undesirable consequences are used and surveillance 

is necessary to determine whether compliance has occurred” (ibid).  Three other 

powers include “legitimate power (which) stems from the target’s accepting the 

right of the agent to require the change…expert power (which) results from the 

target’s faith that the agent has some superior insight or knowledge about what 

behavior is best…and referent power (which) stems from the target seeing the 

agent as a model that the target would want to emulate” (ibid).  I believe this 

model proved useful in examining why the process did, or in one case, did not, 

get carried through to its stated goal.           
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Chapter 3: Research Methodology 

Methodology “refers to underlying principles of inquiry rather than to 

specific techniques” (Wolcott, 2009, p. 87), and is “a way of thinking about and 

studying social phenomena”, whereas methods are the “techniques and 

procedures for gathering and analyzing data” (Corbin & Strauss, 2008, p. 1).  The 

methodology taken for this research was the case study approach.  Case study 

has the “advantage when a ‘how’ or ‘why’ question is being asked about a 

contemporary set of events” (Yin, 2009, p. 13).  Because “curriculum 

development rarely involves precise definition of variables” (Briggs, 2007, p. 703) 

and “the dependent variables are experientially rather than operationally defined, 

situational conditions are not known in advance or controlled, and even the 

independent variables are expected to develop in unexpected ways” (Stake, 

1995, p. 41), I believed this study was best served as a case study which 

provided the best approach to make inquiries, investigate the cases and discover 

possibilities for future research.   

In some areas, case study is considered qualitative research.  Qualitative 

research is the “intensive investigation of the particular” (Peden-McAlpine, 2009), 

in this instance, that of the process of accounting curriculum change at varying 

educational institutions.  It is an umbrella term which covers many “research 
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traditions”, where “the term tradition [is used] to refer to the body of research and 

theory generated by a group of scholars who agree among themselves on the 

nature of the universe they are examining” (Gall, Gall & Borg, 2005, p. 306).  

Case study is used to “illuminate a decision or set of decisions, why they were 

taken, how they were implemented, and with what result” (Yin, 2003, p. 17).  I 

used the case study approach with the research to obtain a better understanding 

of the process of collaborative accounting curriculum development in accounting 

higher education.  This study used a “systematic approach to interpreting a text.  

Interview material and observations are turned into text through transcription.  

The interpretation entails a systematic analysis of the whole text, a systematic 

analysis of parts of the text, and a comparison of the two interpretations for 

conflicts and for understanding the whole in relation to the parts” (Benner, 1985, 

p. 9).    

Epistemological Assumptions 

“Every methodology rests on the nature of knowledge and of knowing” 

(Corbin & Strauss, 2008, p. 1) and its “philosophical orientation (is) a worldview 

that underlies and informs methodology and methods” (ibid).  This case study 

model had epistemological assumptions relating not only to qualitative research, 

but also to case study research traditions.  
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General assumptions underlying qualitative research. 

In qualitative research the “researcher’s role is to gain a holistic (systemic, 

encompassing, integrated) overview of the context under study: its logic, its 

arrangements, and its explicit and implicit rules” (Miles and Huberman, 1994, p. 

6).  Patton agreed that “qualitative designs are naturalistic in that the researcher 

does not attempt to manipulate the research setting and the research setting is a 

naturally occurring event, program, relationship, or interaction that has no 

predetermined course established by and for the research” (Patton, 1982, p. 7).  

McMillian concurred when he described the key characteristics of qualitative 

research as that which occurred in a “natural setting (with) direct data collection” 

and which used “rich narrative descriptions (detailed narratives that provide in-

depth understanding of contexts and behaviors) and a process orientation (focus 

on why and how behaviors occur)” (McMillian, 2008, p.272). 

Merriam lists six types of qualitative research approaches, with “a basic 

qualitative study (being) the most common form” (Merriam, 2009, p. 37).  Patton 

agreed when he explained that “the basic researcher’s purpose is to understand 

and explain” (Patton, 2002, p. 215).  “Basic research leads to theoretical 

understanding of underlying processes and structures, and this understanding 

provides a necessary foundation for constructing interventions that are likely to 

be effective” (Gall,Gall & Borg, 2005, p. 6). 
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Patton went on to explain that with qualitative research “a focus on 

process involves looking at how something happens” (Patton, 2002, p. 159) and 

that “qualitative inquiry is highly appropriate for studying process because (1) 

depicting process requires detailed descriptions of how people engage with each 

other, (2) the experience of process typically varies for different people so their 

experiences need to be captured in their own words, (3) process is fluid and 

dynamic so it can’t be fairly summarized on a single rating scale at one point in 

time, and (4) participants’ perceptions are a key process consideration” (Patton, 

2002, p. 159).   

There are many purposes, or aims, to a qualitative study.  The purpose of 

“many qualitative studies are descriptive and exploratory: they build rich 

descriptions of complex circumstances that are unexplored in the literature” 

(Marshall & Rossman, 1999, p. 33).  The various aims can range “from 

description to conceptual ordering, to theorizing.  Description is needed to 

convey what was (or is) going on, what the setting looks like, what the people 

involved are doing, and so on” (Corbin & Strauss, 2008, p. 53).  Given the nature 

of this study, a basic, descriptive study was undertaken. 

Qualitative research has different traditions, or strategies, of qualitative 

inquiry, of which Cresswell (1998) lists five, one of which is case study.  Because 

this study of collaborative curriculum development in accounting higher education 

had as its “primary method of investigation (the) in-depth, field-based studies of 
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particular instances of the phenomenon, known as cases” (Gall, Gall & Borg, 

2005, p. 305), an overview of the more specific assumptions related to case 

study research is in order.   

 Specific assumptions underlying case study research. 

As with other forms of qualitative research, qualitative case studies share 

many of the same characteristics, such as “a search for meaning and 

understanding, the researcher as the primary instrument of data collection and 

analysis, and the end product being richly descriptive.  Qualitative case study 

being a subset of basic with its focus on meaning, understanding, and process 

and is an in-depth analysis of a bounded system” (Merriam, 2001, p. 39).   

Thus, “if a researcher needs information about the characteristics of an 

area of interest, a descriptive case study is in order” (Merriam, 2001, p. 50).  Gall, 

Gall and Borg agreed that “researchers conduct case studies in order to 

describe, explain, or evaluate particular social phenomena (with) description’s 

main purpose to depict and conceptualize an education phenomenon clearly” 

(Gall,Gall & Borg, 2005, p. 306). 

The “four characteristics of “case study research include: (1) study of a 

phenomenon by focusing on specific instances, or cases; (2) in-depth study of 

each case; (3) study of a phenomenon in its natural context; and (4) 

representation of both the researchers’ (etic) perspective and the participants’ 

(emic) perspective” (Gall, Gall & Borg, 2005, p. 308).  The following research 
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procedures describe how these case study characteristics were brought out in 

this particular study. 

Research Methods 

This study’s various procedures included interview transcription and 

interpretation of these descriptive transcripts into categories and themes.  The 

next section illustrates how this study carried out those activities by finding 

participants, collecting data, and analyzing said data, while following quality and 

ethical guidelines. 

Participants 

Participants included members of the four case study groups previously 

mentioned: the first involved a private career college accounting department 

joining with the legal and criminal justice fields to develop a bachelor degree 

program in forensic accounting; the second involved a university accounting 

department joining with the public affairs department to add a joint degree in non-

profit management; the third involved a university accounting professor joining 

with accounting professionals in industry to keep the curriculum content current, 

and the fourth involved a community college joining with an organization of state 

governmental finance managers to add a certificate program in governmental 

accounting.  This study utilized between two and five participants per case; see 

Table 1 for a listing of those participants. 
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Table 1: Interview Participants 

Case 1 
Private Career College 

Initial 
Contact 

Type of  
Interview 

Dean of accounting Met as member of Program 
Advisory Committee 

Separate 

Dean of legal Introduced by dean of 
accounting  

Joint with director of 
program 
development 

Director of program development Introduced by dean of 
accounting  

Joint with dean of 
legal 

Accounting instructor Met as member of Program 
Advisory Committee 

Separate 

 
Case 2 
Public University 

 
Initial 
Contact 

 
Type of  
Interview 

Current program coordinator for the 
public affairs school  

Received name from the 
associate dean of undergraduate 
business education 

Separate 

Program coordinator for the business 
school 

Received name from public 
affairs school program 
coordinator 

Separate 

Public affairs school professor (and 
original program coordinator) 

Received name from public 
affairs school program 
coordinator 

Separate 

 
Case 3 
Public University 

 
Initial 
Contact 

 
Type of  
Interview 

 Chair of Master of Accountancy 
program 

Introduced myself in person Separate 

Chair of accounting department Introduced myself via email and 
set up an introductory meeting 

Separate 

 
Case 4 
Community College 

 
Initial 
Contact 

 
Type of  
Interview 

Dean of business careers Received name from senior 
accounting instructor 

Separate 

Senior accounting instructor Met as member of accounting 
advisory committee 

Separate 

Governmental accounting 
professional 

Met as member of accounting 
advisory committee 

Separate 

Director of continuing education Introduced by dean of business 
careers 

Joint with dean of 
workforce 
development 

Dean of workforce development Introduced by dean of business 
careers 

Joint with director of 
continuing education 
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  Personal contact was established with those participants to see who was 

willing to be interviewed.  Lastly, meeting minutes, if available, were reviewed for 

a list of attendees, and that list was compared to the current list of participants to 

ensure that all potential participants were contacted.  The educational institutions’ 

websites were reviewed for participant’s background, experience, and curriculum 

vitae, if available. 

Confidentiality 

In order to maintain the anonymity and confidentiality of the participants, 

all participant identities were kept confidential and all identifying information was 

removed from the transcripts and field notes.  In addition, all transcript files were 

encrypted and the recordings will eventually be destroyed.    

Personal subjectivity 

“Strong feelings or biases cause you to distort what you are hearing and 

you may not follow up on leads that contradict your preconceptions” (Rubin & 

Rubin, 2005, p. 82).  As a Certified Public Accountant (CPA), I will be biased 

toward the preconception that, for example in the forensic accounting program 

case, that the accounting educators could do no wrong and any 

misunderstandings in the process must come from the criminal justice educators.  

In addition, as a member of the accounting advisory board, I did contribute to 
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some of the research for the accounting chair in that case.  I attempted to be 

extra vigilant in order to track down and follow up on such biases.  

Data collection procedures. 

Data collection procedures consisted of gathering written documentation 

as well as interviewing the participants.  

Written documentation. 

First, the school websites were reviewed for school and program history and 

mission statements, as well as enrollment statistics.  The published material 

regarding the program or the involved professors in business and education 

professional journals and school publications was also reviewed, as well as 

course information; see Table 2 for a listing of the written documentation.  

 

Table 2: Written Documentation 

Case 1  Private Career College 
College and department websites for history, mission statements, participant profiles, enrollment 
statistics 
Accounting Program Advisory Committee (PAC) meeting minutes, 2010-2012 
Forensic accounting program feasibility study and program proposal application, 2010 
Degree program objectives and requirements for all accounting programs as of Fall 2012 
Master syllabus for all forensic accounting degree program courses as of Fall 2012 
Program placement rates for all other accounting programs as of June 2011 
Forensic accounting agenda and meeting minutes, 2010 
Curriculum meeting minutes regarding forensic accounting program, 2010 
Initial forensic accounting program proposal emails, 2010 
Occupational Outlook Quarterly-magazine article Spring 2009 discussing careers in forensic 
specialties 
Occupational Outlook handbook, Bureau of Labor Statistics, U.S. Department of Labor, 2012 
Advisory Council meeting minutes regarding forensic accounting program, 2010 
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Table 2 (continuation): Written Documentation 

 
Case 2  Public University 
University website for history, mission statement and enrollment statistics as of Fall 2012 
Business school website for mission statement and participant profiles as of Fall 2012 
Public affairs school website for mission statement and participant profiles as of Fall 2012 
Non-profit management major program course requirements as of Fall 2012 
PowerPoint slides and notes from presentation of the non-profit management major, Fall 2011  
PowerPoint slides, notes and agenda from presentation of the non-profit management program 
collaboration efforts, Fall 2011 
PowerPoint slides, material and notes from presentation of non-profit program touch points, 
Spring 2012 
Alumni Magazine, business school’s quarterly magazine, article written by the associate dean’s: 
Reflections on Undergraduate Business Education, Spring 2011 
Undergraduate survey for non-profit management major, Fall 2011 
Non-profit program brochure from the public affairs school, Fall 2012 
Non-profit program brochure from the business school, Fall 2012 
 
 
Case 3  Public University 
University website for history, mission statement and enrollment statistics as of Fall 2012 
Accounting department website for mission statement and participant profiles as of Fall 2012 
Masters of Accountancy website for mission statement and participant profiles as of Fall 2012 
Syllabus of the Securities and Exchange Commission course as of Fall 2011 
Syllabus of the Internal Control course as comparison as of Fall 2011 
Master of Accountancy program brochure, 2012 
 
 
Case 4  Community College 
Community college website for history, mission statement and enrollment statistics as of Fall 
2012 
Accounting department website for mission statement and participant profiles as of Fall 2012 
Organization of governmental finance managers website for history as of Fall 2012 
Accounting advisory committee meeting minutes, 2010-2012 
Program Advisory Committee handbook, March 2004 
Governor’s Workforce Development Council brochure Strengthening the Skills of our Current 
Workforce, September 2010 

  

Interviewing and field notes. 

Once the informed consent information sheet was read and all questions 

answered, the individual interviews were conducted, then recorded and fully 
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transcribed.  Additional interviews were conducted when necessary “until 

saturation is achieved, which is the point at which no new themes are observed 

in the data or when the same ideas keep recurring from participants” (Miles & 

Huberman, 1994, p. 7).  Interviews were semi-structured to “allow for exploration 

of individual thinking” (Jones, 2010, p. 7).  They related to three areas of inquiry 

with open-ended questions:  

1.  What was the purpose of the program? 

a. Who was to be served by the program? 

b. What did you want them to know at the end of the program? 

2.  Would you describe the curriculum development process from your 

perspective?  

a. What was the curriculum development process? 

b. How would you describe your involvement in the process? 

3.  Would you describe the collaboration process from your perspective? 

 a. Who did you collaborate with? 

b. Who decided what the student outcomes were going to be? 

c. What facilitated the completion of the process? 

d. What hindered the completion of the process? 

e. What lessons did you learn that you would like to share?  

Some of these interviews were followed with another contact, by phone or 

email, asking more specific questions about further clarification around the parts 
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of the process that are still unclear.  Care was taken to create an environment 

where criticism was allowed and not be ‘held against’ the participant or carried 

back to the offending party.  All interviews were recorded and transcribed.  

Recording the interview prepared an audit trail of the data collection procedures.  

In addition, field notes were kept to use as an audit trail for actions and key 

decisions made by the researcher. 

Data analysis procedures.  

The data analysis for qualitative data is “a process of examining and 

interpreting data in order to elicit meaning, gain understanding, and develop 

empirical knowledge” (Corbin & Strauss, 2008, p. 1).  This examination began by 

reading through each transcribed interview at least three times to get familiar with 

the data.  The content analysis of each interview comprised of reviewing the 

timeline of events, and then the data was analyzed to identify potential codes, 

then like codes were collapsed into potential categories.  Thus, the analysis “first 

involved identifying data congruent with the research goals…these reduced data 

were then combed for patterns or regularities” (Padak, 1994, p. 10).  Case study 

researchers “add further depth to their descriptions by searching for themes…A 

theme is a salient, recurrent feature of a case” (Gall, Gall & Borg, 2005, p. 307).  

Therefore, once the categories were clarified, the data was analyzed to look for 

themes.  During this entire process three journals documented research decision 

points and questions, in order to maintain auditability.  These included an analytic 
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journal to note the interpretation of the researcher, a methodological journal to 

record methodological decisions and a personal journal to note how the 

researcher’s bias was injected into the analysis.  Other verification strategies 

included triangulation, a comparison of the findings to existing literature.   

 Finally, the findings were prepared “in the best epistemological traditions 

of qualitative research” using “interpretive reports that reflect researchers’ 

constructions of the data and an awareness that readers will form their own 

constructions from what is reported” (Gall, Gall & Borg, 2005, p. 15).  While case 

study research “focuses on a single unit, a single instance, the issue of 

generalizability looms larger here than with other types of qualitative research.  

However, much can be learned from a particular case….since the general lies in 

the particular, what we learn in a particular case can be transferred to similar 

situations” (Merriam, 2001, p. 51). 

Quality/rigor. 

Previous mention was made regarding the verification steps that will be 

taken to ensure the authenticity of the data.  In addition, a researcher needs to 

be aware of issues of quality and threats to that quality.    

Issues of quality (rigor).  

This case study research used trustworthiness, credibility, and authenticity 

to ensure rigor.  Trustworthiness is “less a matter of claiming to be right as 
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having practiced good science” (Sandelowski, 1993, p. 2).  This study practiced 

that good science through the use of the previously mentioned three journals.  

Credibility depended on “rigorous techniques and methods for gathering high-

quality data” and “the credibility of the researcher, which is dependent on 

training, experience, track record, status, and presentation of self” (Patton, 1999, 

p. 1190).  Authenticity involved the effort to accurately portray the “experiences 

that are lived and perceived by the participants” (Whitmore, Chase & Mandle, 

2001, p. 530).     

Potential threats. 

As these participants could have potentially included most of the 

accounting department, care was taken not to exclude those who felt they should 

have been included based on the fact that they indirectly contributed to the 

process, even if they did not have direct contact with the case.  The study used 

“multiple interviews with the same participants (to) provide a bias control strategy 

inasmuch as they allow patterns to emerge and prevent the interpreter from 

emphasizing a nonrecurring, idiosyncratic episode, statement, or behavior.  

Redundancy provides confidence in the interpretations” (Benner, 1985, p. 11).   

Other threats to quality included the weaknesses inherent in using the 

interview as a source of evidence.  These weaknesses included “inaccuracies 

due to poor recall, poor or inaccurate articulation, or reflexivity; interviewee gives 

what interviewer wants to hear” (Yin, 2003, p. 108).  Lastly, “in reviewing any 
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document it is important to understand that it was written for some specific 

purpose and some specific audience other than those of the case study being 

done” thus the researchers needed to “identify these objectives, to be less likely 

to be misled” (Yin, 2003, p. 105).   

Human Subjects Protection 

This study followed the ethical principles of qualitative research: 

autonomy, beneficence, and justice.  The principle of autonomy relates to 

informed consent on the part of the participant.  This included the “right to be 

informed about the study, the right to freely decide whether to participate in a 

study and the right to withdraw at any time without penalty” (Orb, Eisenhauer & 

Wynaden, 2000, p. 94).  The researcher must always keep in mind that this is an 

ongoing consideration, not merely a signature on a consent form, prepared at the 

beginning of the study.  Participants were “offered frequent and repeated 

opportunities to stop or avoid further participation” (Seymour & Ingleton, 2005, p. 

141).  In addition, this informed and voluntary consent was based on “information 

that any reasonable person would want to receive before consenting to 

participate” (Holloway & Wheeler, 1995, p.224).   

The principle of beneficence relates to maintaining the participant’s right 

that they not be harmed.  The researcher kept in mind confidentiality and 

anonymity when writing up the results of this study.  One strategy for dealing with 

these obligations was to “group participants’ identifiers together and describe the 



 

 43 

study participants in ranges of each characteristic (such as age)” (Morse, 1998, 

p. 302).  Another strategy was to “not attribute each quotation to a particular 

participant.  Rather, the reader only needs to know what the quotation 

represents-either by category or participant group” (ibid).  In addition, “the basic 

problem of identifiability when the case is a complex site must be considered 

before and during report preparation.  Local people nearly always can tell (or will 

assume) who is being depicted” (Miles & Huberman, 1994, p. 293). 

The principle of justice relates to maintaining equal share and fairness, 

while ever mindful of the vulnerability of the participants.  The design and study 

questions listed by Seymour and Ingleton (2005) were reviewed so this 

researcher was cognizant about them when conducting the research.  Their 

study lists 16 questions, grouped around three areas; research design; access, 

consent and researcher role; and anonymity and confidentiality.  For example, “in 

what ways, if any, will conducting the research put people at risk” and ‘how do 

the participants know that the researcher is a trustworthy and credible individual” 

(Seymour & Ingleton, 2005, p. 145).  These questions gave specification to the 

general topic of ethics.   

There were also specific ethical dilemmas to consider when conducting 

this case study research, such as biases and subjectivity.  There was an 

“ongoing assessment in data gathering” (Holloway & Wheeler, 1995, p. 226) to 

ensure that these dilemmas were identified and addressed.  Lipson (1994) stated 
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that qualitative research is based on human interaction and that the researchers 

themselves are the measuring instruments.  In that mode, the researcher had a 

responsibility to the participants to ensure that the study’s ‘instrument’ was 

always using valid and ethical measures. 

Although this was a non-experimental research design, there were a few 

threats to participants, for example “most educational case data gathering 

involves at least a small invasion of personal privacy” (Stake, 1995, p. 57).  

“Harm to participants can come in many varieties: from blows to self-esteem or 

‘looking bad’ to others, to threats to one’s interest, position, or advancement in 

the organization.  Thus, the researcher considered ways of reducing that 

likelihood” (Miles & Humberman, 1994, p. 292).  In addition, language which 

makes the participants aware that all reports will adhere to the standards of 

confidentiality and anonymity when summarizing results were included at the 

beginning of every interview. 
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Chapter 4: Findings 

The four collaboration cases involved in this study looked at collaboration 

with other disciplines, with other departments, with individuals in industry, and 

with other organizations that aided in developing new programs and curriculum 

for accounting education.  This chapter looks at each case, first separately and 

then together as the findings reveal the commonality of the whole.  Each case 

begins with basic information, including a description of the institutional and 

program background and a description of the purpose of the program.  The 

discussion then turns to the participants’ perspective regarding their involvement 

in and description of the curriculum development process.  The discussion then 

moves to the collabortors’ perspectives of the process, including what facilitated 

and what hindered the process completion, as well as the resulting lessons 

learned by the participants of each case.  The chapter concludes with a 

discussion of the major themes from the combination of all four cases. 

Case 1 

This first case, involving collaboration with other disciplines, was that of a 

private four-year career college accounting department joining with their legal, 

criminal justice, and information technology departments to develop a bachelor 

degree program in forensic accounting.  The participants in the collaboration 
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included the dean of accounting, the dean of legal, the dean of criminal justice, 

the dean of information technology, the director of program development, 

instructors in their respective departments, and members of the program 

advisory committee.  Although the deans of criminal justice and information 

technology have since left the college, the dean of accounting and an accounting 

instructor were interviewed separately and the dean of legal and the director of 

program development were interviewed together. 

Educational institution background. 

This private career college has a mission of “providing practical education 

that prepares graduates for employment opportunities” and is accredited by the 

Accrediting Council for Independent Colleges and Schools (ACICS).  This 

mission statement places this career college in the life/work curriculum 

perspective where student employment is the end goal.  Originally founded in 

1877 to teach bookkeeping, shorthand, English and penmanship, it has grown to 

twenty-seven campuses operating in three Midwestern states, offering over forty 

degree programs, from the five career fields of Business and Accounting, 

Medical and Health Science, Technology, Paralegal and Criminal Justice, and 

Creative Media, with classes both online and on campus.  Its overall student 

population is approximately 14,000, with an average student age of 28 years old 

who are typically mid-career, who are looking for more training or a career 

change.     
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Program background and purpose. 

The forensic accounting degree program joined four other accounting 

programs that are currently in the college.  Its purpose is to “prepare students for 

the specialized career field of forensic accounting, including preparation for the 

Certified Fraud Examiner (CFE) exam.”  It currently has ten students in the 

program, but can accommodate up to twenty.  The impetus for the program came 

from the accounting dean, looking to attract more students, with “the institutional 

benefit of increasing enrollment.”  Although this benefit was to the educational 

institution, it also benefited the department by ensuring its continued existence 

and thus the continued employment of its instructors.  The process of building the 

program began in 2010, but it had only been in operation for the past three 

quarters so, as yet, had no graduates.  The graduates would be able to sit, not 

only for the CPA and Certified Management Accountant (CMA) and Certified 

Internal Auditor (CIA) exams, but also the CFE, with an optional course in 

passing the CFE exam.                 

In addition to general education courses in communication, humanities, 

and natural and social science courses, the four-year forensic accounting degree 

program requirements include most of the accounting degree program 

requirements of core accounting and business courses, as well as business 

courses in fraud examination and business law, and legal courses in the 
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American legal system, and criminal justice courses in investigation process and 

procedures.   

Curriculum development process. 

The collaboration needed for this new program introduced an additional 

layer into the curriculum development process by creating a need for the 

accounting department to interact with other disciplines within the college, in this 

case the legal, criminal justice (CJ) and information technology (IT) departments, 

in order to introduce forensic courses into the accounting curriculum.     

The curriculum development process began with a year-long research 

effort by the accounting dean into the program by investigating which other 

schools carried such a program and, if so, what their curriculum included.  The 

accounting dean also reviewed U.S. Labor Department employment statistics 

and spoke with potential employers in the field.  The dean then went on to 

discuss these findings with the Program Advisory Committee (PAC) for 

accounting, as well as accounting faculty members, and faculty members in the 

other three affected departments; legal, CJ, and IT.  The PAC “includes 

employers and professionals with experience in their career fields.”   

The accounting dean then had “two or three meetings deciding what 

courses in their areas seemed to fit with what I thought we needed.”  This 

included separate meetings with the faculty of each of the departments to get 

their input on their piece of the curriculum.  After much discussion, the program 
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was put together taking into consideration any concern brought forth individually.  

The accounting dean then met with all affected department deans as a group to 

make sure all the pieces fit together.  There was much back and forth discussion 

regarding prerequisites and how the instructors would now have classes that 

included students who were not just students of that department.  Once 

agreement was reached and all department deans felt their concerns had been 

addressed, the curriculum was discussed with the PAC members for their input 

and was then finalized.   

From there the accounting dean prepared the two required institutional 

documents, the new program application and the feasibility study, and added it to 

the agenda for the Academic Council for their review and input.  Members of the 

Academic Council took it to their people (which included the deans of faculty, 

campus directors and deans of students) for their feedback and met again to 

share that feedback with the accounting dean.  “Simultaneously it was reviewed 

by the president of the college and the compliance department, which then 

applied to the accreditation body and U.S. Department of Education and then 

applied for financial aid for the program.”  After three months it was approved and 

added to the next quarter’s catalog for student sign-up.   

Collaboration results. 

The curriculum development continues as the accounting dean 

“continually monitors (curriculum) seeing if we need to tweak it here and there.”  
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Even though the future of the program, in terms of the accreditation 

measurements of retention, graduation and placement rates, has yet to be 

measured, with new students signed up for next quarter the collaboration 

appeared to have accomplished its original purpose of creating a new degree 

option within an existing accounting program, with a focus on forensics.  The 

collaboration resulted in the creation of one new course which focused on 

passing the Certified Fraud Examiners (CFE) exam and the sharing of five 

courses across four departments.   

Individual case findings. 

In response to questions about the curriculum development process and 

the ensuing collaboration, the participants discussed the collaboration on the new 

curriculum from their perspective.  They discussed some of the reasons they felt 

that the collaboration accomplished its goal of creating a forensic accounting 

program, some of the obstacles that had to be overcome, and some lessons 

learned from the collaboration on the new curriculum. Some of the reasons cited 

for why the collaboration accomplished its goal included: 

o “All of the Deans work really well together.” 

o “They are also very approachable.” 

o “He actually changed some of his prerequisites for me so my students 
could take those classes seamlessly.” 
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o “She (accounting dean) did a really good job of making sure that the 
ones (courses) she picked were not skills classes that would only 
relate to one program.”  

  

Some of the obstacles citied included: 

o “Logistics in terms of being able to get people on the same page to sit 
down together.” 

 
o “Not only do you have to train the instructors, but who’s going to be 

teaching that, and what’s the ownership of the class.  So we had some 
differences of opinions.” 

 
o “What are the objectives in this criminal justice class and this legal 

class, in this information technology class and how do they fit with 
forensic accounting.” 

 
From discussions regarding the answer to the question “What would you pass on 

to others going through this process”, some of the lessons learned cited included: 

o “I think understanding everyone’s goals with that curriculum…those 
discussions were imperative to make it work.” 

 
o “Information sharing with faculty and advisory board members…talking 

to each other.” 
 

o “I think continually re-evaluating to make sure that it is working.” 
 

Overall, the deans had monthly meeting and thus were familiar with each 

other before the collaboration and had created new curriculum prior to this 

accounting collaboration, which may have may it easier for them to work 

together.  The timing of the rollout may also have played a part as the criminal 

justice dean “was also looking at his whole program…so he was at a point where 

he was willing to make some changes.  I got him at just the right time.”   
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Per the accounting dean, the initial purpose of the program was to attract 

more students by tapping into a newly recognized and underserved niche of 

accounting students wanting to be forensic accounting professionals.  The 

instigator of this process, the accounting dean, was also the one who determined 

the student outcomes, based on the  dean’s own research, input from the PAC, 

collaboration with other departments, and a review of the requirements of the 

CFE certification, which was an established credential used by forensic 

accountants. 

Case 2 

The second case, involving collaboration with other departments, was that 

of a public university business school’s management department joining with the 

public university’s public affairs school’s public affairs department to add a joint 

degree in non-profit management.  While originally an accounting degree 

specialization, it currently can be coupled with any business school 

specialization.  The participants in the collaboration included the associate dean 

of undergraduate business education, two professors in the public affairs school, 

and two professors in the business school.  Separate interviews were conducted 

with three professors; the current professor who is the program coordinator for 

the non-profit management degree program for the public affairs school (one of 

the original collaborators), a professor in the public affairs school who was one of 

the original collaborators, and the current professor who is the program 
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coordinator for the non-profit management degree program for the business 

school.  Sadly, the associate dean of undergraduate business education passed 

away before he could be interviewed.    

Educational institution background. 

  This public university has been in operation since 1862 and was 

accredited by the Association to Advance Collegiate Schools of Business 

(AACSB-AACSB accreditation seeks to assure quality and promotes excellence 

and continuous improvement in undergraduate and graduate business education 

worldwide).  The university has five campuses in the state in which it is located, 

offering over 200 degree programs, with classes both online and on campus.  

The university’s overall mission is to provide “a broad range of educational 

programs in a strong and diverse community of learners and teachers, and 

prepare graduate, professional, and undergraduate students, as well as non-

degree-seeking students interested in continuing education and lifelong learning, 

for active roles in a multiracial and multicultural world.”  This mission statement 

would seem to emphasize more of a liberal arts/disciplinary curriculum 

perspective that can broadly be used to prepare these students for an “active” 

role in society.  Notice that neither work nor employment is mentioned in this 

mission statement.  In addition, each school has its own mission statement:  The 

business school’s mission is “to discover transformative knowledge about the 

issues faced by organizations and managers in a dynamic global economy and 
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create exceptional learning and career opportunities by facilitating an engaged 

and integrated community of scholars, students, and practitioners.”  And the 

public affairs school’s mission “inspires, educates, and supports innovative 

leaders to advance the common good in a diverse world.”  While liberal arts 

courses are required in the business degree programs, note that the mission 

statement of the business school speaks specifically about organizations, 

managers and career opportunities, while the mission statement of the public 

affairs school makes no mention of career, but talks of advancing the public 

good.  This would seem to indicate more of a life/work perspective at the 

business school and a liberal arts/disciplinary perspective at the public affairs 

school.  With over 50,000 students system-wide, approximately 60% of the 

undergraduate student body is age 20 and under.      

Program background and purpose. 

The undergraduate degree program in non-profit management joined four 

other accounting programs and five other business programs.  The mission of 

these current programs is “to prepare, connect and inspire future leaders to work 

across all sectors of the economy for the benefit of our society” and its purpose is 

to “learn about the distinct practices, challenges and structures that one 

encounters when working with either public or not-for-profit entities.”  This 

program is interested in graduating “students who are not only equipped to work 

directly for governments and nonprofits, but also to excel within a private 
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enterprise setting where cross-sector relationships-both domestically and in 

emerging markets-are becoming increasingly important.”  Given the number of 

times work is mentioned, a life/work perspective for the business programs 

seems to be indicated.  Current enrollment in the non-profit management degree 

program is at 45-50 students, although the program coordinator for the business 

school is working on opportunities to increase that number to 100 students.  The 

program was created in response to a proposal from a group of then-current 

accounting undergraduate students at the business school who were looking for 

the opportunity to include a non-profit focus in their accounting program.  It was 

reviewed by the business school’s curriculum committee and enrolled its first 

students in 2008.  It has a small handful of graduates so far, with three work 

stories on the website.   

The four-year degree program requirements include courses in non-profit 

accounting and budgeting, non-profit management and governance, and issues 

in non-profit management, as well as electives in leadership, strategic planning, 

the theory and practice of philanthropy, entrepreneurship, and feasibility 

planning.    

Curriculum development process. 

The collaboration needed for this new program in non-profit management 

created the need for the business school to interact with the public affairs school 

in order to add a non-profit focus into the current school of business curriculum.  
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Once the student proposal was reviewed by the school of business’ curriculum 

committee, the committee wanted a consultation between the two departments, 

chaired by a faculty member from the public affairs department, to discuss what 

information would be required to be known by the graduates by the end of the 

program.   

From there, four faculty members, two from each department, reviewed 

the current course structure of each department in order to see which courses to 

require, which to include within a business school elective group and which to 

include within a public affairs school elective group.  Of those at the public affairs 

school, the two required courses were already being taught at the university, but 

on a half-semester basis at the graduate level, so they needed to be re-vamped 

for a full semester and to fit into the undergraduate level major.  “Basically we 

had to build the courses; create a syllabus, decide on the textbook, figure out 

what was going to happen each week, the various readings, quizzes, tests, all of 

that.”  From there it went to the faculty advisory committee in the business school 

for approval and the program began in the fall of 2008.  The new program 

qualifies as a second major and thus must be combined with another major in the 

business school, including accounting.                   

Collaboration results. 

 The result was an undergraduate business program with a non-profit 

management major that qualifies as a second major (has to be taken in 
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conjunction with another major at the business school), which includes three 

required courses, one offered by the business department and two offered by the 

public affairs department, and an additional three electives, chosen from existing 

courses, in addition to the business coursework.  The business courses were 

already in existence, thus there were no changes to the courses at the business 

school.  The non-profit management program collaboration resulted in having a 

new, focused degree program with two schools’ departments sharing coursework 

and being administered by one department.  The major was granted by the 

business school, and, after four years of operation, they were in the process of 

distributing surveys to current students and obtaining feedback on what they 

think may need to be done differently.  In addition, there was a new program 

coordinator in the business school, and this chair was looking into ways to 

increase enrollment and program significance within the university with “listening 

sessions” and networking.   

Individual case findings. 

In response to questions about the curriculum development process and 

the ensuing collaboration, the participants discussed the collaboration on the new 

curriculum from their perspective.  They discussed some of the reasons they felt 

that the collaboration accomplished its goal of creating a non-profit management 

major, some of the obstacles that had to be overcome and some lessons learned 
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from the collaboration on the new curriculum.  Some of the reasons cited for why 

the collaboration accomplished its goal included: 

o “We were very appreciative that they recognized that (the public affairs 
department) had a special expertise to bring to the table, and so it was 
a good union, a good combination.” 

 
o “They (the business department) just accepted that we are doing a 

good job.” 
 

o “We were drawing on long standing graduate courses that then we 
would tweak to teach them at the undergraduate level.” 

 
o “The language (the business department) was using for their courses, 

how the courses were being framed, the actual content, was pretty 
familiar to me and I think that helped a lot.” 

 
o “He (the public affairs department chair) is a great bridger because of 

all of his public nonprofit and private sector experience so he is a 
wonderful bridger and translator (which was) very helpful.”  

  

Some of the obstacles cited by the business department included: 

o “(The business school students) are really used to discipline and 
structure here and one of the classes (at the public affairs school) 
meets a total of three or four times and the rest of it is off doing group 
work.  It drives some of our type A students crazy.” 

 
o “Finding out that the students felt the program was not as vibrant and 

as engaged as they would like it to be.” 
 

o “We might be having an issue with your students not being aware of 
our culture here.”  

 

From discussions regarding the answer to the question “What would you pass on 

to others going through this process”, some of the lessons learned cited included: 

o “The most amazing thing is that it was actually student generated.” 
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o “Because of resource constraints we wanted to be very careful to try to 

use existing classes and not to add classes.” 
 

o “Because the fact that we were using full-time research faculty in these 
courses really distinguished us from our competitors.” 

 

Overall, the departments have each done their part and now, with a new 

program coordinator in the business school, she is still learning what may need 

to be done in the future to grow the program and show how it is relevant to new 

students.  In this case, the impetus for the program came from a student 

proposal with the purpose of creating a non-profit management focus to the 

business program.  The student outcomes were determined by the collaboration 

process with the end result of adding current classes to an existing program.  

There are now two shared classes in the public affairs school, which were re-

vamped from the graduate level to the undergraduate level. 

Case 3 

The third case, involving collaboration with individuals in industry, was that 

of a university accounting professor joining with accounting professionals in 

industry to keep the curriculum content current for one accounting course in the 

intricacies of the Securities and Exchange Commission and Standard Setting  in 

the Masters of Accountancy program.  The participants in the collaboration 

included the chair of the Master of Accountancy program, the chair of the 

accounting department, and three leaders of major accounting companies.  
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Separate interviews were conducted with the chair of the Master of Accountancy 

program and the chair of the accounting department.  Unfortunately, none of the 

industry leaders were available for an interview.  

Educational institution background. 

  This is the same public university as Case 2.  This Master of 

Accountancy program is also accredited by the Association to Advance 

Collegiate Schools of Business (AACSB).           

Program background and purpose. 

This accounting degree program is not new to the university.  It was 

“created in 2006 to provide a graduate degree in accounting as an option for 

students to meet the required 150 semester hours of education for accountants 

to be certified in the State of Minnesota and to deliver a multi-discipline 

management program in accounting.”  Its mission is “to prepare students to be 

successful twenty-first century accounting professionals in a dynamic, global 

business environment.”   Recently it required a curriculum update, with one 

professor’s idea to get industry’s involvement in the curriculum updates for one 

course on an ongoing basis.  The purpose was to have students use the industry 

standard material for the Securities and Exchange Commission (SEC) course.  

All students have undergraduate degrees in accounting, with approximately one-

third of the current enrollment of students coming directly from the university’s 



 

 61 

undergraduate accounting program, and the other two-thirds coming from either 

other domestic or international undergraduate accounting programs.               

Curriculum development process. 

This course curriculum collaboration involved faculty and three of the top 

public accounting firms partners joining in on discussions of the curriculum 

content of this accounting course.  It began when the accounting professor was 

putting together a course on the rules and regulations of the SEC.  He did not like 

the idea of using a textbook for this particular course as textbooks cannot be 

updated fast enough to keep pace with the ever-changing rules and regulations.  

He also felt that “textbooks teach you topic in silos, they don’t teach students to 

think horizontally.  We teach accounting students to think vertically and nothing in 

business works vertically, everything is a process.”  Thus, he approached local 

partners in the big accounting firms individually with the idea that using the 

material that they already used in their businesses would be a better approach 

than a textbook to the classroom curriculum and could benefit them by having 

their new employees already familiar with their material. 

Several of the firms at the local level thought it was a good idea and were 

interested in sharing their book and compiled materials on the SEC that they 

used in their organization.  However, because the industry content is proprietary 

and copyrighted, the accounting professor then got involved in discussions with 

legal departments regarding the legality of the use and how to word the 
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conditional use of the student material.  In addition, there was some push-back 

from the two biggest college publishers, regarding producing and distributing said 

copyrighted material, since it was not a textbook.  According to the accounting 

professor, the “local partners certainly want us to use this in the classroom as 

they see the benefit to it,” yet when asked about copyright permission he was 

told that the accounting firm’s attorneys would not allow it.  Finally, after two 

years of “being told no I simply asked ‘is it cheaper for me to do it in April or 

cheaper for you to do it in November?”  It helped that he asked that question to 

the guest speaker in the class who happened to be the senior New York partner 

at one of the accounting firms and was able to get the necessary copyright 

permission.  The accounting professor then got two other accounting firms to 

grant copyright permission by adding a line in the beginning of the material 

regarding conditional student use, and he now gets updated material from two of 

the accounting firms every year.      

Collaboration results. 

Although lengthy, the end result was that the curriculum is updated on a 

yearly basis.  The program also has guest lecturers from industry, which creates 

a real-world feel to the course for the students and keeps the industry involved in 

the process and the program.  The accounting professor also attends industry 

conferences on the SEC and other regulatory bodies and thus, stays in touch 

with regulators and industry changes.  There currently is some discussion 
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regarding how to duplicate this effort for an additional two courses, although the 

process is expected to be less lengthy, as the ground work has been previously 

laid and has been maintained over the past two years.  

Individual case findings. 

 In response to questions about the curriculum development process and 

the ensuing collaboration, the participants discussed the collaboration on the new 

curriculum from their perspective.  They discussed some of the reasons they felt 

that the collaboration accomplished its goal, some of the obstacles that had to be 

overcome, and some lessons learned from the collaboration on the new 

curriculum. Some of the reasons cited for why the collaboration accomplished its 

goal included: 

o “If you use the material from the profession in the classroom more, 
than doing the collaborative effort is much simpler.  In fact, they (guest 
lecturers) actually like doing that …they can talk like they talk at work.” 

 
o “When students leave my classroom, they leave with a library, not an 

outdated textbook.” 
  

Some of the obstacles cited included: 

o “A lack of uniformity, one student could not compare it to some (other 
school’s class) which could be designed differently.” 

 
o “Curriculum because of the CPA exam and because of the fact that it 

has been driven to that, that might be a bit unique.” 
 

o “You’ve got to have more of a collaborative effort across your 
curriculum.  But, I recognize that is a problem, because faculty…you 
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know…what I do in my classroom is mine.  You can’t come in and tell 
me what to do in my classroom.” 

 
o “There was a lot of skepticism about being able to get this type of 

material…and so I got told ‘no’ a lot and told that this had no chance to 
work.” 

 
o “We’ve got a lot of faculty teaching that have pretty limited business 

experience and this (using industry material) kind of compounds it.” 
 

From discussions regarding the answer to the question “What would you pass on 

to others going through this process”, some of the lessons learned cited included: 

o “We teach rules and regulations as if they are all handed down on the 
clay tablets, but there is no way to put anything into a context if you do 
that.” 

 
o  “Don’t take the textbook and the semester and the curriculum as a 

given.  And if you break that down, then all of a sudden classes like the 
SEC class becomes possible.”   

 

Overall, the class continues with industry material and support from 

industry guest lecturers.  The accounting professor is excited by the interest from 

other universities and hopes to find ways to replicate the collaboration 

experienced here for use in other universities and colleges.  Cited by the 

accounting department chair, she stated that “guest speakers and course 

materials provided by the firms and companies have allowed the program to 

include unique courses, such as our Securities and Exchange Commission 

course.”  The industry material served to differentiate the program from others in 

the area.  The student outcomes were determined by the accounting professor 
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as the principle professor of the course, with input from the accounting 

department chair and following the guidelines of the accreditation body.  Though 

the length of time it took to bring the proprietary materials into the program was 

cited as a disadvantage, the course has also attracted others who seek to 

duplicate it.        

Case 4 

The fourth and final case, involving collaboration with other organizations, 

was that of a community college joining with an organization of governmental 

finance managers to add a certificate program in governmental accounting.  The 

participants scheduled to be included in the collaboration were the senior 

accounting instructor at the community college, the finance director for a local 

city serving as the governmental accounting professional, two other accounting 

instructors, the director of continuing education, the dean of workforce 

development and the dean of business careers.  Separate interviews were 

conducted with the senior accounting instructor, the governmental accounting 

professional, and the dean of business careers.  In addition one group interview 

was held with the director of continuing education and the dean of workforce 

development. 
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Educational institution background. 

  This community college has been in operation since 1914 and became a 

part of the merger of the state-wide community and technical colleges in 1996.  

Prior to that merger both community colleges and technical colleges had 

accounting programs.  While the technical colleges had a predominant life/work 

focus, the community colleges integrated a liberal arts focus with the life/work 

focus.  Although one certificate program does remain with strictly a life/work 

focus, the merger created an accounting program focus that has incorporated the 

liberal arts focus of the community colleges with the life/work focus of the 

technical colleges.    While the accounting program does not have its own 

mission statement, the college’s mission “is to make individual dreams 

achievable by providing access to learning opportunities that prepare students to 

live and work in a democratic society within a global community.”  Although 

community colleges have historically trended toward a life/work curriculum 

perspective, this mission statement shows their broader outlook of preparing 

students ‘to live and work’ in society, thus emphasizing a more liberal 

arts/disciplinary curriculum perspective.  Notice that unlike Case 2 or Case 3, 

work is mentioned in this mission statement, so perhaps the life/work and liberal 

arts/disciplinary curriculum perspectives are both represented.  The current 

accounting courses include some that are geared for the accounting certificate 

programs and some that are geared for the accounting two-year degree.  This is 
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the result of the merger of the technical and community colleges, with the 

certificate program and its life/work perspective coming from the technical college 

and the two-year program and its liberal arts/disciplinary and life/work 

perspectives coming from the community college.  This past year has seen the 

combining of the Principles of Accounting course for the certificate program with 

the Financial Accounting course for the two-year program, whereby both the 

certificate program and the two-year program students now enroll in the same 

course.  There is discussion underway to combine other courses as well.   

The community college is accredited by The Higher Learning Commission, 

is “a participant in the Academic Quality Improvement Program (AQIP) which 

emphasizes two purposes for accreditation: assuring quality and 

stimulating improvement,” and is a member of the North Central Association of 

Colleges and Schools.  Its campus is located in an urban, downtown city, offering 

“more than 130 liberal arts, career and technical programs,” with a student 

population of approximately 15,000 whose average age is 28, approximately 

25% of whom are first generation college students. 

Program background and purpose. 

The accounting programs offered by the college include certificate 

programs as well as an associate degree program.  The additional requirements 

of the accounting associate degree program include coursework in critical 

thinking, intermediate and cost accounting, and interpretation and analysis of 
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financial information.  The purpose of the governmental accounting certificate 

was to increase knowledge of the specialized needs of the governmental 

accounting sector of the workforce, including a service-based focus (as opposed 

to profit) and a fund-accounting approach to the financial statements.  There is 

no certificate program in place as of yet, so no student participation information 

was available.  With the vast number of governmental employee retirements 

approaching, it is anticipated that this program would be in demand over the next 

five to ten years.         

Curriculum development process. 

In this college the efforts to get the certificate program in place are still 

ongoing.  The process stalled after the departure of three of the collaboration 

participants, leaving just the one champion of the program, the finance director 

for a local city.  Without inside clout, any and all progress was lost.  Within the 

past few months, efforts have recently begun again, with the introduction of a 

new director of continuing education who feels there is an opportunity for the 

college to introduce this program to current and prospective students.  

Collaboration results. 

While the program is still under construction, a meeting has occurred 

between the accounting instructor and the Vice-President for Academic Affairs, 

who feels the certificate program does have merit.  In addition, last month there 
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was a meeting between the accounting instructors, the finance director 

representing the governmental professionals, and the continuing education 

department, outlining the next steps needed in order to launch the certificate 

program.  As of the writing of this dissertation, the program is anticipated to begin 

in the fall of 2013. 

Individual case findings. 

In response to questions about the curriculum development process, the 

participants discussed what led to the stalled collaboration and some of those 

issues cited included: 

o “It was just one of those things that there was a good idea, but (the 
certificate program idea) just never connected.” 

 
o “The effort that would have to be made was in some ways beyond the 

scope of the department.” 
 

o “The people driving it aren’t driving it.” 
 

o “I am no longer with the school…the Dean left and the Vice President 
is no longer with (the school) so there is a lot of change happening.” 

 

From discussions regarding the answer to the question “What would you pass on 

to others going through this process”, some of the lessons learned cited included: 

o “You have a lot of flexibility on the non-credit side…a way to test 
market the concept and then once you get kind of ‘critical 
mass’…sometimes that transfers to academic credit.” 

 
o “If you can get it to an online course then you basically can attract from 

all over the internet.” 
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o “I think it is a matter of trying…what are the steps…if we are going to 
run some of these courses, what would they be, what are the learning 
objectives?” 

 

Overall, although the accounting instructor and the director of continuing 

education see some interest here, it seems to be a matter of finding a driver, if 

the collaboration is to move forward any further.  While the main impetus came 

from an interested party outside of the school, there was no one person inside 

the school that was tasked (either by themselves or by someone else) with 

carrying this collaboration to fruition.    

Combined Case Findings 

From the analysis of the interview data of all the cases, six themes 

emerged.  The first was the necessity of having a driver of the process.  It was 

one person’s commitment to keeping the process moving forward that appeared 

to be instrumental in completing the process.  In Case 1 the driver was the 

accounting dean, in Case 2 the original drivers were the students who brought it 

to the business school, but it was the associate dean of undergraduate business 

education who carried the collaboration through the process, in Case 3 it was the 

accounting professor who was the chair of the master of accountancy program, 

and in Case 4 there was no driver. The second theme was recognition of the 

other teachers’ expertise in teaching their particular courses.  Recognizing that 

the other persons were fully capable and competent in their own fields seemed to 
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simplify the overall process as there was no questioning of the others’ credentials 

and no hesitation when asked about the other teachers’ abilities to teach the 

courses that would appear in the new programs.  The third theme was that 

ongoing communication with all participants made the collaboration process 

smoother, as the sharing of information during steps in the process appeared to 

gain faster cooperation from the participants.   

The fourth theme was that of forming partnerships by understanding 

where others are coming from, viewing others as “ally versus adversary.”  If all 

involved stakeholders know what the others are looking for and their concerns 

about the process, then this appeared to assist the process.  A fifth theme was 

that of doing the necessary research before the collaboration begins.  In Case 1, 

researching what other universities were requiring in forensic accounting, and in 

Case 2, researching what the other departments already had in terms of 

coursework, resulted in the collaboration process taking less time to be 

completed.  The sixth and final theme was that additional education was needed 

for those students and teachers slated to be in the shared courses.  In the case 

of the students, they needed to understand what to expect of the classroom in 

the other department, and in the case of the teachers who now had business 

students in their non-business classes, they needed to understand how to 

accommodate the different backgrounds of the new students.   
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Discussion of the Findings   

 This discussion of the findings examined each of the six themes as they 

related to the conceptual framework, the literature review and the four cases 

studied.   

 Role of a driver. 

The first theme was that of having a driver of the process.  This individual, 

or leader (or perhaps a group of individuals), was consistent, persistent and 

committed to seeing the process through to the end.  That was seen in three out 

of this study’s four cases, and was one of the reasons cited for why the fourth 

case did not complete the collaboration process, as “the people driving it aren’t 

driving it.”  As noted in the study of collaborative advantage by Huxham and 

Vangen (2005), one of their twelve practitioner-generated themes was 

commitment and determination to keep the collaboration on task.  They also 

stated that “the single-mindedness of ‘leaders’ appears to be central to 

collaborative success” (ibid, p. 53).  The driver may have been motivated to 

create a new program in response to perceived need in the profession (as in 

Case 1, the forensic accounting program) or in response to a request by students 

(as in Case 2, the non-profit management major) or in response to a desire to 

have the latest information available to the students (as in Case 3, the SEC 

course material), but whatever the cause, the driver needed others’ cooperation, 

and in all three cases that cooperation was gained through the use of influence.  
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Although the drivers had legitimate influence by the very nature of their position 

as deans, or chairs of their respective programs, that person used informational 

influence in discussing the findings of research efforts on behalf of introducing a 

new accounting program, as well as expert influence as the other departments 

indicated they accepted that driver’s knowledge and research.   

But how did that person, who is the driver, get the others in the 

collaboration to help in seeing the process through to completion?  In the 

example with outside professionals in Case 3, after the program chair explained 

what he was attempting to do, the feedback he received from one industry 

professional was “what you are doing is incredible, we definitely want to support 

this”.  And when he was explaining his course to another industry professional, 

the program chair finished by asking “is it cheaper for me to do it in April or 

cheaper for you to do it in November?” and that is when the “managing partner 

here said, ‘you will have what you need’, because he saw the value proposition” 

of having the students get familiar with the professional materials in the 

classroom as opposed to the accounting firm having to spend the money to get a 

newly hired employee familiar with the professional materials on the job.  So in 

Case 3 the collaboration occurred due to the persistence of the driver, his use of 

informational influence, and the benefit the industry collaborator saw from his 

perspective.  In Case 1, where the others were also heads of their own 

departments, the legal dean brought her own expert influence into the equation 
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with knowledge needed by the driver, and in Case 2 each program coordinator 

had expert knowledge that the other needed in order to create the new program.  

But given that the driver of Case 1 was looking at “increasing enrollment” and the 

driver of Case 2 stated that if the program “doesn’t keep growing, then you end 

up being on the chopping block,” one could surmise that the underlying influence 

may have been more of an institutional influence, such as staffing and job 

continuation for the driver, as well as the other participants.    

Recognition of others’ expertise. 

The second theme involved recognition of the other instructors’ expertise 

in teaching their respective classes.  This respect, or comfort level, was cited by 

the participants several times as one of the reasons the collaboration process 

was completed.  For example, in Case 1 when the legal dean referred to the fact 

that the driver was “able to use their knowledge in their area of expertise” and in 

Case 2 that “we (the public affairs school) were very appreciative that they (the 

business school) recognized we had a special expertise to bring to the table” and 

“they (the business school) just accept that we (the public affairs school) are 

doing a good job.”  In addition, this comfort level with the others played a big role 

in the ease of the communication throughout the process.  There was no mention 

of difficulty getting through to the driver and, when asked, no one recalled any 

problems with being heard or getting their point across in meetings.  In Sapre’s 

conceptual framework for developing and evaluating business education 
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programs (Sapre, 1990, p. 8), “Teachers” was listed as one of the Inputs, and the 

background, experience, and professional preparation were all part of the 

Teacher Input.  For example, in Case 2 the business school’s program 

coordinator stated that the collaboration worked because she knew “he was the 

guy I would be sending my students over to, where they would be very well taken 

care of.”  And in Case 3, when referring to using accounting professionals as 

guest speakers, the program chair cited the use of the shared material as 

creating an ease of the mind for the guest speaker as “he could talk like he talked 

at work” because everyone was using the same lexicon for the discussion.   In 

Huxham and Vangen’s study (2005) this was listed as “trust” since “the common 

wisdom seems to be that trust is a precondition for successful collaboration” (ibid, 

p. 66).   

Ongoing communication. 

The third theme was that ongoing, constant communication with all parties 

assisted in the smoothness of the collaboration process.  In Case 1 the driver 

cited “some talking to each other…information sharing with the faculty and 

advisory board members” as something that facilitated the collaboration and in 

Case 2 the business school program coordinator mentioned that “sitting down to 

talk about the classes is what builds that team that you need.”   “Keeping 

everyone informed” was also found in the Wright and Middlebury (1998) study in 

that consistent and frequent verbal and written communication strengthened the 
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collaboration, and in the Stone, Bollard and Harbor (2009) study in that frequent 

communication was crucial.  In Huxham and Vangen (2005), their listing of the 

practitioner-related themes included that of communication and stated that “the 

plea for good communication is very common among those who have 

experienced collaboration, probably because of the frustration that poor 

communication induces” (ibid, p. 67).   

Forming partnerships. 

The fourth theme found in the analysis was that of being able to view 

others as an ally versus an adversary.  In Case 2 this was mentioned by the 

business school coordinator as “one of the biggest things that I would pass 

on…think about how you can be an ally instead of an adversary.  The minute you 

start thinking about turf wars (is) the minute things start shutting down.”  One way 

to do that was to make sure all stakeholders knew what the others were getting 

out of the exchange, thus managing the expectations of all of the participants.  In 

the Eddy (2007) study this was listed as framing the partnership, for once the 

goals are articulated and each participant’s involvement explained, this led to a 

shared meaning of the goals and expectations, thus creating a better 

understanding of everyone’s contribution.  In Sapre’s conceptual framework for 

developing and evaluating business education programs (Sapre, 1990), one of 

the Processing Determinants was that of the needs of society, which he stated 

included norms and expectations.  If one were to stretch the expectation analogy, 



 

 77 

it could be seen as expectations of the participants in the process, including 

those stakeholders, as in Case 1, where the legal dean at the career college 

stated that “I think understanding everyone’s goals with that curriculum…...those 

discussions were imperative to make it work”. 

Preliminary research. 

A fifth theme was that of the need of the collaboration driver to research 

and consider outside business-related sources when developing accounting 

curriculum.  In Sapre’s conceptual framework for developing and evaluating 

business education programs (Sapre, 1990, p. 8), another part of the Processing 

component was listed as identifying determinants (needs of individuals, needs of 

society and needs of disciplines) by research, learned societies, community 

organizations, business and industry, and accrediting agencies.  In Case 1, that 

meant reviewing what was currently in the catalog of other accounting 

departments and other universities and colleges, what employers were looking 

for, and what the professional organizations expected, as noted by the legal dean 

who stated that the accounting dean “did a lot of pre-work.  She listened to her 

advisory board members…what are other schools doing, what do businesses 

need in this area, what kinds of classes are being offered, what are the jobs, and 

job requirements.”  Thus, when the accounting dean approached the legal dean, 

she felt more comfortable with the idea of the forensic accounting program since 
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the research supported it, perhaps seeing expertise as a source of influence in 

the use of research data to support an idea.     

Additional education for those in shared courses. 

The sixth and final theme, that of the additional education needed for 

those students and teachers slated to be in the shared courses, was seen in 

Case 3 with the lack of a textbook and in Case 2 with the difficulty in expectations 

of the work required in a business classroom carrying over to the non-business 

classroom.  Epstein (2004) mentioned this as the challenge of lack of common 

background of students.  For example, on the instructor side with Case 1, the 

legal teacher now had non-legal students in the classroom, and the instructor 

needed to include explanations of language that is no longer common to the 

entire classroom.  As the legal dean noted “instructors need to figure out in the 

beginning what students are in the classroom and what they are needing to learn 

from the class…maybe there is a little extra you can do to make sure things are 

tied together for those students.”    

In Sapre’s conceptual framework for developing and evaluating business 

education programs (Sapre, 1990, p. 8), this is shown in two different sections.  

The first has to do with Student Input.  He shows students background and 

motivation as one of the parts of Student Input.  While direct student input was 

only involved in the instigation of Case 2, the non-profit management program, 

the impact of the lack of such input can be seen with the difference in the 
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expectations of the business students translating to the non-business 

environment, as when the new program coordinator for the business school 

stated that “(the students) are really used to discipline and structure here (at the 

business school).  And like one of the classes there (at the public affairs school) 

meets a total of three or four times and the rest of it is off doing group work.  It 

drives some of our type A students crazy.”  It could also be loosely interpreted 

when reviewing Sapre’s Determinants under the Processing component as the 

needs of individuals, when one includes those student individuals who will be 

sharing the course.  The second section of Sapre’s conceptual framework looks 

at Teacher Input, and the inclusion of the Teacher’s background and experience 

as one part of that input.  If the teacher has no experience or background in 

teaching to students that have more than one purpose for being in that 

classroom, then, in order to compensate for that, perhaps additional education 

needs to be factored into the process.   

However, this additional education needed for those students and 

teachers may lend itself more to the implementation phase of the curriculum 

development process, as opposed to the attempt by this study to confine itself 

just to the analysis of purpose and to design of a program, and not the 

implementation of activities (instructor or teaching).  This does point to the 

difficulty of trying to separate the design and implementation phases of the 

process. 
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As evidenced by the review of literature, while the first four themes of 

recognizing the role of a driver of the collaboration, recognizing the expertise of 

other participants, having ongoing communication between the participants, and 

forming partnerships were considered necessary in other collaborations outside 

of education, the fifth theme of research was more specific to accounting 

education in having to look to outside sources, such as employers, job 

requirements and exam requirements, in order to ensure the accounting 

curriculum satisfied one of the goals of the school, that of employment of the 

students.  The sixth and final theme of additional education needed for those 

students and teachers in the shared courses may point to the need to have the 

collaboration continue into the implementation phase of the accounting 

curriculum development process.  
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Chapter 5: Summary, Conclusions and Recommendations  

This chapter summarizes the study, reviews the benefits to educators and 

students of the collaboration as well as the collaboration issues and makes some 

recommendations for future research and for practice. 

Summary  

This qualitative, descriptive case study researched the collaborative 

curriculum development process in accounting higher education.  This study was 

needed because accounting education, as a professional program, needs to be 

continually reviewed and updated in order to keep abreast of changes in the 

business field.  This content is developed through the curriculum development 

process.  Yet education has seen hiring freezes and budget cuts, thus there is a 

shortage of money and personnel for revising or developing needed accounting 

programs in response to these changes.  One way to meet these shortages is for 

educational institutions to collaborate.  For example, instead of one department 

creating all new courses in response to a new program, instructor time could be 

saved by sharing some of the courses with another department and thus also 

saving money as there may not be a need to hire additional instructors.   

The review of literature included curriculum development and collaboration 

studies in general education, career and technical education, and accounting 
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education.  While most studies agreed that curriculum development was not a 

linear process, the general education literature cited several difficulties that were 

encountered during the collaboration process, including lack of control over 

shared courses and the lack of common background on the part of students in 

those shared courses.  Several solutions were also cited such as communication 

and the need to create partnerships, consistent with two themes of this study.   

The review of the career and technical education literature indicated that 

advisory committees from outside of academia were used for input into the 

curriculum development process, yet the decision-making was still internal to the 

educational institution.  In the accounting education literature there were many 

studies related to the results of the Accounting Education Change Commission 

which issued grants to implement accounting curriculum change, but these 

changes were completed without collaboration.  More recently, the Pathways 

Commission was created, a collaboration between the American Accounting 

Association and the American Institute of Certified Public Accountants, to study 

accounting education and curriculum.  Accounting education has more specific 

requirements, not only because it needs to be continually updated, but also 

because it has a life/work preparation perspective to its curriculum, meaning that 

employment preparation is key.  This means the involvement of outside, 

business-related sources to verify that the program graduates have the 

necessary technical skills as well as academic background to be hired upon 
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graduation.  Sapre’s (1990) model of a conceptual framework for developing and 

evaluating business education programs, using inputs, processing and outputs, 

was used as a base for curriculum development which could be extended to 

collaboration in the four cases studied.  While the literature review included 

studies about collaboration and studies of curriculum development, there were no 

studies that combined both within the environment of accounting higher 

education.   

The research question was ‘What does it mean to participate in the 

accounting curriculum development process in a collaborative environment?’.   

The study sought to better understand how said process functions in a 

collaborative environment by studying four cases where that process was 

undertaken in three post-secondary educational institutions.  The first case 

involved a university accounting department joining with the legal and criminal 

justice fields to develop a bachelor degree program in forensic accounting; the 

second case involved a university accounting department joining with the public 

affairs department to add a joint degree in non-profit management; the third case 

involved a university accounting professor joining with professionals in industry to 

keep the curriculum current, and the fourth case involved a community college 

joining with an organization of state governmental finance managers to add a 

certificate program in governmental accounting.   
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The research data were collected first through school websites review, 

looking for school, program and course information as well as the affected course 

syllabuses.  The published material regarding the program or the involved 

professors in business and education professional journals and school 

publications was also reviewed.  Then the use of various inputs into the process 

were looked at, from meetings of the advisory committees or survey results, to 

the use of faculty experience and knowledge, to feedback from the public or 

students.  The minutes of those meetings were then examined to get a feel for 

the process, as well as presentation notes and slides.  Individual interviews were 

then conducted, once the informed consent information sheet was read and all 

questions answered.  The interviews were then recorded and fully transcribed.  

Additional interviews were conducted when necessary.   

The document analysis and participant interviews were used to examine 

the purpose of the program, the curriculum development process and the 

collaboration within that process.  These were used to gain an understanding of 

the participants’ perspectives of the process, what facilitated the completion of 

the process, what hindered the completion of the process and what lessons the 

participants learned along the way that they would like to share with others 

contemplating a collaborative curriculum development process.  The participants 

in this study included some of the original collaborators, such as department 

chairs and professors, as well as current deans and instructors in the new 
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programs.  The participants were primarily interviewed separately, with two 

instances where the participants met in a group setting.   

The interviews were transcribed and read over at least three times.  The 

data were then analyzed to identify potential codes, and then like codes were 

collapsed into potential categories, and once the categories were clarified, the 

data were analyzed to look for themes.  Six themes were discussed:  recognizing 

the role of a driver of the collaboration, recognizing the expertise of other 

participants, having ongoing communication between the participants, forming 

partnerships by managing participants’ expectations, doing the necessary 

research ahead of time, and having additional education of students and 

teachers who were going to be in the shared courses.  The themes were 

discussed using Kliebard’s (2004) five curriculum perspectives, Sapre’s (1990) 

curriculum development framework model regarding inputs, processes and 

outputs, as well as the power/influence model of French and Raven (Raven, 

2008); see Table 3 for a listing of those themes by case.  In some cases, the 

collaboration resulted in shared courses which increased students’ exposure to 

professional’s expert knowledge, to students with backgrounds other than 

accounting, and to different career possibilities.  The collaborations also exposed 

issues, such as the differences of opinions by instructors of shared courses when 

it came to what was taught in the classroom, and the need of having more than 

one driver of the collaboration.   
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Table 3: Findings: Themes with Examples by Case 

Themes  Case 1  Case 2  Case 3  Case 4 

Role of a driver: 
one person’s 
commitment to 
keeping the process 
moving forward 

Driver was the 
accounting dean.  
“All the deans work 
really well together” 
and have monthly 
meetings.  

Original drivers 
were the students 
but associate dean 
of undergraduate 
business education 
“was a great bridger 
and translator.” 

Persistence of the 
program chair – 
“There was a lot 
of skepticism 
about being able 
to get this type of 
material and so I 
got told ‘no’ a 
lot.” 

“The people 
driving it 
aren’t driving 
it.” 

Recognition of 
others’ expertise: 
Recognizing that the 
other persons were 
fully capable and 
competent in their 
own fields and in 
teaching their 
particular courses 
 

“The dean was able 
to use their 
knowledge in their 
area of expertise.”  

“They just accepted 
that we are doing a 
good job.” 
“I knew the 
guy...and my 
students... would be 
very well taken care 
of.” 
“They recognized 
we had a special 
expertise.”  

“He (the industry 
professional 
guest lecturers) 
actually like doing 
that ...they could 
talk like they talk 
at work.” 

“It was just 
one of those 
things that 
there was a 
good idea, but 
it just never 
connected.” 

Ongoing 
communication: 
Sharing of 
information during 
steps in the process 

“Information sharing 
with the faculty and 
advisory board 
members.”  

“Sitting down to 
talk about the 
classes is what 
builds that team 
that you need.” 

Ongoing 
discussions with 
the partners in 
CPA firms and 
legal departments  

“The effort 
that would 
have to be 
made was in 
some ways 
beyond the 
scope of the 
department.” 

Forming 
partnerships: 
All involved 
stakeholders know 
what the others are 
looking for and their 
concerns about the 
process 

“I think 
understanding 
everyone’s 
goals...those 
discussions were 
imperative to make it 
work.” 

“Think about how 
you can be an ally 
instead of an 
adversary.  The 
minute you start 
thinking about turf 
wars (is) the minute 
things start shutting 
down.” 

“But I recognize 
that is a problem, 
because faculty... 
what I do in my 
classroom is 
mine.  You can’t 
come in and tell 
me what to do in 
my classroom.”  

“The dean left 
and the Vice 
President is no 
longer with 
the school so 
there is a lot 
of change 
happening.” 

Preliminary 
research: 
Sharing background 
research 
information at the 
beginning of the 
process 

The dean “did a lot 
of pre‐work.  She 
listened to her 
advisory board, what 
are other schools 
doing, what business 
needs.” 

Researching what 
the other 
department already 
had in terms of 
coursework. 

“Don’t take the 
textbook and the 
curriculum as a 
given.” 

“I think it is a 
matter of 
trying...what 
are the steps if 
we are going 
to run some of 
these classes.” 
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Table 3 (continuation): Findings: Themes with Examples by Case
 
 

Themes  Case 1 Case 2 Case 3  Case 4

Additional 
education for those 
in shared courses: 
Students and 
instructors in shared 
courses needed to 
understand what to 
expect of the others 

“Instructors need to 
figure out in the 
beginning what 
students are in the 
classroom and what 
they need to learn.” 

“We might be 
having an issue with 
your students not 
being aware of our 
culture here.” 

“We’ve got a lot 
of faculty 
teaching that 
have pretty 
limited business 
experience and 
this (using 
industry material) 
kind of 
compounds it.” 

Both 
certificate 
program and 
two‐year 
program 
students now 
enroll in the 
same 
accounting 
course. 

 

This chapter concludes with limitations of the findings and 

recommendations for future research and practice. 

   

   Collaboration Benefits  

Whether the purpose of the case study collaborations was to create a 

forensic accounting program, to create a business non-profit major, to provide 

industry material for a Securities and Exchange Commission course, or to 

attempt to create a governmental accounting certificate program, the 

collaboration not only served to support one of the goals of the colleges, which 

was to attract more students, but also served to save on departmental time and 

money with the sharing of knowledge and classes.  The driver of the 

collaboration process used informational influence to show the outside 

businesses that they would benefit by the collaboration, as in Case 3 when the 
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program chair explained to the accounting firm manager that his new hires would 

come into the firm already versed in their material, thereby serving to support one 

of the firm’s goals of saving training time and money, and in Case 4 the 

collaboration could have potentially saved the state governmental finance 

director’s training time for new hires.   

In addition to serving the goals of schools and businesses, thus creating a 

mutual benefit scenario, the driver used legitimate influence, such as being the 

dean or the chair of the program, as well as informational influence, such as, in 

Case 1, research on the background of other forensic accounting programs, 

along with determination and persistence, to assist the participants in seeing the 

collaboration process through to completion.  And a lack of influence was noted 

in Case 4 and was part of the reason the collaboration process was not carried 

through to completion.  On the participant side of the collaboration, there was 

also expertise and informational influence, as seen in their sharing of expertise 

and knowledge, as well as the resulting shared classes.  In Case 1 this was seen 

when the director of program development stated that “we had program deans 

and they could all meet about their topics and share ideas, of these programs 

and these particular classes.”  

Whatever the goal, I do not believe it would have been possible to develop 

accounting curriculum with other disciplines, other departments, industry 

individuals, or other organizations, without collaboration.  These new programs 
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only exist due to the collaboration because without the collaboration in Case 1 

with legal, information technology and criminal justice, there would be no forensic 

accounting program.  Most notably, when in Case 4 there was no collaboration 

with the governmental finance director, there was no governmental accounting 

certificate.  And without the collaboration with industry individuals in Case 3, the 

program chair would not have the industry material for the SEC course and he 

would not have the guest speakers in his classroom.  Four benefits to students 

can be identified.  First, these guest speakers shared with the students their 

expert knowledge and experiences within a public accounting firm and the 

expectations that the employer has for new graduates hired by that firm.  The 

program chair saw a second benefit to the students of having guest speakers in 

the classroom.  Because “if we use the material from the profession in the 

classroom more, then, subtly to the students, the ability to use the acronyms and 

terms, it’s part of their lexicon at that point, it’s just part of that transition from 

student to professional.  Since they are familiar with the material...they are 

speaking the speak...all those things professionals take for granted.”  He now 

uses guest speakers in his other courses as well. 

In addition to the benefits of getting a taste of real-world experiences and 

assisting in the transition from student to professional, a third student benefit that 

resulted from the collaboration was that the guest speakers also bring with them 

exposure to different careers.  In Case 3, the program chair stated that “most 
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accounting students are pretty hard wired to go directly into public accounting 

because that has been their whole undergraduate education subtly pushing them 

from behind to sit for the CPA exam and go into public accounting…...and they 

don’t know the choices.”  He continued by stating that “if we use materials from 

the profession, if we get speakers and begin to build some of those bridges, think 

of the impact on students making career choices.  You are broadening their 

thinking in terms of what they could do.  Now that doesn’t mean you might still 

take the path that most do, but I think you’ll have a different perspective on it”.  

That benefit was echoed in Case 2 when the business school program 

coordinator talked about the non-profit management major and was “talking to 

students about…how to use this cross sector, very relationship-oriented major 

and do well, while doing good.”  She also spoke of presenting the major to 

prospective students and explaining that “all sectors can use this.  You don’t 

necessarily have to go to work in non-profit…as there are a lot of organizations 

that with this type of background you would be able to work across sectors...and 

this resonated a little bit more with some of the students because they 

understand they are not pigeon-holing themselves.  They are expanding their 

options.”  It is interesting to note that both career talks were from Case 2 and 

Case 3, the public university.  There was no mention of career options from Case 

1, the private career college, or Case 4, the community college, perhaps 

because, due to their life/work perspective about their curriculum, they 
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considered career options as part of the curriculum process, whether in Case 4 

where they tested program ideas with outside advisory committees, or in Case 1 

where they sought out the opinions of employers in the area about the job 

possibilities for the new program.  

The fourth student benefit of the collaborations also related to exposure, 

but instead of exposure to different career possibilities, it was the exposure to 

other perspectives that may come from the sharing of courses.  This was seen 

from Case 1 with the forensic accounting major taking classes from legal, and 

from Case 2 with the business students taking classes from the public affairs 

school.  While common background, interests and lexicon make it easier for 

accounting students to relate to each other and to their accounting instructors, it 

may be limiting their ability to relate to others.  Accountants no longer exist in 

their own world of crunching numbers, creating financial statements, and then 

handing them over to the users, expecting them to understand those reports.  

Instead, they are expected to interact with computer experts, auditors, and 

perhaps business owners and investors, to interpret the financial statements, 

report the results of that interpretation to decision makers in clear and concise 

language, and thus assist in the decision making.  This was echoed by the 

director of program development in Case 1 when she stated that “another 

reason…for collaborating is replicating the real world experience because in the 

business world, for example, you are going to need to collaborate with the 
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different departments or different professional with different careers and you 

need to be able to understand those and...it’s helpful to have students in your 

class that have some of those other backgrounds to be able to share ideas.”  By 

sharing classes with non-accountants, the students gained exposure to other 

students with different perspectives on problem-solving, different backgrounds 

and experiences, and different points of view on business issues, thus potentially 

expanding this needed ability to relate to others. 

Collaboration Issues 

Even with the benefits described above, that is not to say the 

collaborations were without their issues.  While shared courses created 

implementation “problems that came when you had two sets of students in the 

same class-with different agendas/programs,” in Case 1 the private career 

college’s solution “could have been a criminal law class for paralegals and 

criminal law class for criminal justice and our institution has made the decision to 

combine those together and then teach the instructors about how to talk to both 

sets of students.”  This was also reflected in theme six when discussing the 

additional education needed for students and teachers in shared courses.    

There were also driver issues.  In Case 3, the program chair mentioned 

that “I’m just one guy bugging an international accounting firm to do something.  

Now if there were twenty of us doing it at twenty difference universities…you will 

begin to build the critical mass that can then attract the firms to get this (use of 



 

 93 

professional material in the classroom).”  Thus, he felt the collaboration would 

have been completed sooner if there had been more than one driver voicing the 

idea to the industry.  In Case 4, the community college driver stated that “I am no 

longer with the school…the Dean left and the VP is no longer with (the school), 

so there is a lot of change happening.”  Thus, without staff stability that would 

retain the driver and two of the main participants, the collaboration was not 

completed. 

In addition to driver issues, there were also instructor issues, as in Case 1 

where “not only do you have to train the instructors, but who’s going to be 

teaching that, and what’s the ownership of the class?  So we had some 

differences of opinions.”   Her partial solution was to start talking and they “(the  

faculty and the deans) had to really work through it to say this person is going to 

have this kind of experience, and this kind of education to be able to teach that.”      

And in Case 3, the program chair stated that “faculty…you know...what I do in my 

classroom is mine.  You can’t come in and tell me what to do in my classroom” 

when he spoke to other instructors about rolling out his idea of using industry 

materials in the classroom and bringing in guest speakers.  His partial solution 

was also to start talking and “don’t take the text book and the semester and the 

curriculum as a given.” 



 

 94 

Limitations of the Study   

The significance of this study was limited by the small sample size.  It is 

possible that a larger study may have produced more findings or it may have 

contributed more voices to the same findings.  If, for example in the forensic 

accounting case, if more colleges or universities were studied regarding the 

curriculum development of their forensic accounting program, perhaps more 

themes would have emerged, or perhaps additional instances of this study’s 

themes would have further solidified the findings.  

In addition, the four cases indicate that collaboration process went 

smoother within the same institution, as in two out of the four cases, than with 

external organizations.  Since the educational institutions were collaborating with 

others in that same institution, this could mean they shared some of that 

institution’s goal and outlooks and that these shared goals assisted in the 

collaboration process.  If the study had included collaborations with others in 

different educational institutions, perhaps the findings would have been different.  

One cannot forget that in any qualitative study, you may only hear what 

the participants want you to hear.  Perhaps the conflicts really were non-existent, 

as in Case 2 when the public affairs school’s program coordinator stated that 

there “were usually are tensions, but there just weren’t any (here)”, thus 

acknowledging that there could have been problems between participants, but 

they did not exist in this case.  Or perhaps the participant was not comfortable 
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sharing “the whole truth and nothing but the truth”, as in Case 1 when he could 

not think of any hindrances except for the “logistics of trying to get everyone 

together took more time” than he had expected.  Or perhaps because the 

participant did not want to get into any trouble with the boss, even though 

confidentiality was stressed at the beginning and again at the end of the interview 

because, although there did not appear to be any coercive power used in the four 

studies, perhaps the coerciveness existed, but was not expressed. 

 Another limitation could be the interpretation of the data that was 

received.  Huxham and Vangen (2005) stated that “the deeper picture can only 

be gained by capturing the considerations people make at the point of action and 

what they actually do” (ibid, p. 33).  In all four of the cases, the interviews and 

analysis were done after the collaboration was complete, not while it was 

ongoing.  This may have limited the understanding of the process.  Lastly, some 

of the participants had already left the educational institution between the time of 

the collaboration and the interview process, so not all of the participants involved 

in the process at the time were interviewed.     

While I do feel comfortable with my analysis, given my accounting 

experience and education background, it would have helped to have several 

other accounting education researchers review the transcripts and talk through 

what they saw with me.  That was the way the qualitative data was reviewed in 

my qualitative analysis class and it helped immensely to have others walk 
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through the same data at the same time.  While I considered having the other 

interview participants review my themes, I felt they would have had to read all of 

the cases in order to contribute to the end analysis and with the confidentiality of 

the information, and with the accounting education community being well-known 

to each other, I was uncomfortable with that possibility, so I did not pursue it.  

Recommendations for Future Research 

A longitudinal study, especially in Case 1(forensic accounting) and Case 4 

(failed certificate program), to see how the respective programs fare in the future 

could potentially be helpful.  What additional work, if any, was done and what are 

the program graduates now doing, in terms of careers?  How would the 

participants’ perspectives on the process change over time? 

In addition, increasing the study size by making it nation-wide, in terms of 

finding other forensic accounting programs and other non-profit accounting 

programs in other states, would assist in a future study of differences and 

similarities which could then be used to compare results based on program type.  

If interviewing other program participants proved to be too large a data sample, 

perhaps a survey could be sent out to gather more data, with follow-up interviews 

conducted with some of the participants to gather more depth of information.  

Another possibility is to find and research collaborations while they are in 

progress, as opposed to after the fact.  This may make it easier to understand 

the process as it is ongoing. 



 

 97 

Recommendations for Practice 

While the driver of the collaboration may be in that role through the 

influence of legitimate authority, they maintained that role through their own 

commitment and persistence in seeing the process through to the end.  With this 

theme, a recommendation could be made to only give the role of the driver to a 

committed and persistent person, yet in the four cases the role was voluntarily 

assumed by one of the participants, not given outright.  A more realistic 

recommendation is to have more than one driver in that role, since maybe then, 

as in Case 4, the entire process would not fall apart when the one driver failed to 

follow through.     

The second recommendation for practice is to keep talking.  In Case 1 and 

Case 2 this assisted in overcoming the differences of opinion by instructors of 

shared courses when it came to what was taught in the classroom.  Whether it 

was called “information sharing” in Case 1 or “discussing concerns” in Case 2, 

the ability to talk through the concerns and “keep everyone in the loop” using 

ongoing, constant communication was cited as necessary throughout the 

collaboration process.  This communication was also cited in Case 2 as a way to 

form partnerships among the collaboration participants by talking about the goals 

of the collaboration and the expectations of the participants.   

A third recommendation, perhaps more specific to accounting curriculum 

with its focus on the life/work perspective, is to create a connection between the 
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student and the accounting profession.  In Case 3 this was done with by bringing 

in guest speakers who shared their work experiences and exposed the students 

to different career options within the accounting field.  This also assisted in 

bringing in the needed professional community input as the guest speakers 

participated in the educational process.  The collapse of the collaboration in Case 

4 points to how difficult it may be to engage these external organizations in 

collaborations, yet accounting education needs to look to outside sources, such 

as employers, job requirements and exam requirements in order to ensure the 

accounting curriculum satisfies one of the goals of a business school, that of 

employment of its students.  The professional community contributes to 

accounting curriculum development through advisory committee participation and 

guest lecturing, but more study is needed in order to learn how to do this better.    

The last recommendation for practice is the need for additional education 

for the students and instructors in the shared courses.  In Case 1 the accounting 

dean discussed how their educational institution chose to “teach the instructors 

about how to talk to both sets of students,” and in Case 2 the business school 

program coordinator mentioned having to clarify student expectations of the non-

business coursework.  These implementation issues may point to the need to 

have the collaboration continue into the implementation phase of the accounting 

curriculum development process.  This was seen in Case 3 where the accounting 
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professor continues the collaboration with the guest speakers and the 

professional material is updated every year since the collaboration began.     

The Pathways Commission concluded its first phase and considered 

accounting curricula so important it is defined as one of the six areas of the next 

stage, implementation of the recommendations.  I believe this study on using 

collaboration for curriculum change in accounting higher education benefited the 

research field, as “there is great interest in managing change to maximize its 

benefits and minimize its unfortunate effects” (Zaltman & Duncan, 1977, p. 4).  

By examining these cases, results can then be disseminated to others searching 

for assistance in implementing their own collaborative curriculum development 

process.  Because the more we know about using collaboration for curriculum 

change in accounting higher education, the better we can plan for it in the future.     
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