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FROM PILOT TO ADOPTION: DEVELOPMENT OF AN INTEGRATED MBA CURRICULUM AND THE ROLE OF A COMPUTER BASED SIMULATION

Jack C. Green, Ph.D.

Bob McQuaid, Ph.D.

Abstract: A task force comprised of faculty members of The Graziadio School of Business and Management, Pepperdine University, developed a pilot curriculum for an Integrated MBA curriculum.  This paper describes the role of a computer based simulation as an integrating mechanism in which subject matter professors participate in three intense weekends with students after students have completed specific core courses.  Further, this paper describes the issues and modifications made in the simulation to allow for appropriate interaction between faculty, students and the simulation.  The focus of this paper is on the Integration Modules and the benefits to both students and faculty.  Based on the two-year pilot, the new Integrated MBA curriculum has been adopted at all campuses.
In 1999, DeConick and Steiner reported the business community has placed demands on universities to develop students who are able to think and act holistically.  In 1988 Porter and McKibben discussed the need for more integration in the curricula of MBA programs.  Both the business community and academia increasingly recognize that operating in discipline-specific areas (silos) is not appropriate in today’s business environment and, therefore, students must matriculate with not only proficiency in the subject matter of their courses, but also with the ability to integrate material from their courses..  

Real curriculum integration requires significant resource commitment, faculty flexibility and commitment, and a strong understanding of the curriculum from all aspects of its application.  Many universities currently are addressing MBA program curriculum integration.  Baylor promotes a program that uses three “lockstep” semesters and one summer semester.  They divide their program into specific segments that focus on the business cycle of planning, implementation, and evaluation (Wilson, 1999).  The University of Denver uses seven team-taught, interdisciplinary courses to address integration as well as to respond to the accusation that business faculty are methodologically obsessed (Slater, et al, 1995).  

This paper addresses the use of simulations within integration modules in a newly-revised MBA curriculum at The Graziadio School of Business and Management at Pepperdine University.

PROGRAM DEVELOPMENT

A cross-disciplinary faculty committee revised the fully employed MBA (evening program) curriculum at the Graziadio School.  The committee considered various curriculum models and revisions to existing courses along with the methodology for integrating the course material within the various courses.  The program consists of twelve four-credit courses, including eight core classes, three electives and a strategy capstone course.  The final curriculum model includes two “integration modules” following the fourth and eighth core courses.  The modules focus on the four courses just taken and students are required to successfully complete each integration module before completing additional course work.

Upon completion of the second module, students enter “concentrations” of three electives and the strategy course.  As part of the strategy course, an in-house simulation used for over twenty-five years was replaced by “The Business Policy Game: An International Experience” (Cotter and Fritzsche, 1995).  Dr. Fritzsche has significantly modified the simulation to accommodate the unique requirements of providing external interventions (Green and McQuaid, 2003; Green, McQuaid, and Snow, 2002).  Based on extensive experience with simulation in strategy, the faculty decided to use the simulation as a “back bone” to the Integration Modules.  The 5th Edition (Cotter and Fritzsche, 2002) was used as a beta test and subsequently adopted.  The simulation serves several purposes:

1. It serves as the only business operation the students use in the two integration modules and the strategy course.  The repetitive use and familiarity that the students experience with the simulation allow them to focus more aggressively on the external interventions while maintaining focus on running the business.

2. The faculty teams become familiar with the operation of the simulation, its advantages, and its shortcomings.  Interestingly, due to tremendous support from Dr. Fritzsche, the shortcomings have been significantly minimized.

3. It allows the faculty to develop external interventions for which the results can be operationalized within the confines of the simulation, i.e., the faculty can reward a student team with a strong marketing plan by increasing their advertising effectiveness. 

The remainder of this paper discusses the integration modules and ways in which the various disciplines are integrated within the realm of the simulation.

THE INTEGRATION MODULES

Each integration module is structured the same way.  There is a two-hour orientation session led by a faculty coordinator for all students enrolled in a given module.  Approximately four to six weeks later, the teams participate in a weekend activity (Friday 6-10 pm, Saturday 8 am-5 pm) wherein they run the simulated businesses.  During the orientation, students self-select teams of four to six members. They are then introduced to simulation functionality with a few trial runs and are given the “expectations by course” for the module.  For each core course in a module, the appropriate discipline has identified expectations for which the students are responsible.  These expectations, described below in detail, may be intrinsic to the simulation or they may be external interventions to which the students must respond appropriately.

Integration Module “A” occurs after completion of the first four core courses and “B” after the second four courses.  The courses contained in each module include:

Integration Module “A”

-Behavior in Organizations 

-Accounting Information and Control Systems

-Political, Regulatory, Ethical, and Legal Issues of Business 

-Quantitative and Strategic Decision Analyses for the Firm

Integration Module “B”

-Financial Management of the Firm

-Information and Process Systems
-Price Theory and the Competitive Environment 
-Marketing Managemen

In each module, one professor serves as the simulation coordinator and other professors (subject matter professors) represent each respective discipline.  The main role of the coordinator is to be very familiar with simulation operation so that the results of external interventions created by discipline professors may be appropriately reflected in the simulated environment.  In addition, the coordinator administers the orientation.  The role of the discipline professors is to ensure that students address the expectations of their core classes and to observe students’ performance during the weekend integration module.  The purpose of the simulation is to provide opportunity for the subject matter professors to test students on elements of knowledge from their courses and to observe whether the results of the interventions are reflected in the results of the simulation. 

Following the orientation, each team is expected to prepare a plan that addresses the expectations and competencies for the module.  The plan is a business analysis paper drafted by the team. The maximum length is fifteen pages and it must address:

1. The team’s goals for the Integration Module.

2. The team’s organization.
3. The team’s responses to the expectations and competencies identified by the disciplines.
Students submit their papers to the coordinator by e-mail two weeks prior to the Integration Module weekend. The coordinator, in turn, distributes the papers to the subject matter professors for review and grading.  Professors provide a composite grade to the students along with pertinent comments. 

The students meet on a Friday at 6:00 pm to begin the Integration Module.  Instruction for the weekend is provided.  Each simulation run represents one quarter, and the time allotted between decisions is approximately one hour.  At 10:00 pm Friday night the students are advised that they have the evening to consider the operation of their companies for the next two to three years.  At 8:30 am Saturday morning the decisions begin again.  The students complete their work around 3:00 pm on Saturday afternoon, after which a debriefing occurs.  

CONCLUSIONS

Our experience over the last two years has proved positive in terms of  student response and faculty integration.  Prior to the curriculum redesign, students were only exposed to the simulation near the end of their capstone strategy class.  Because of differing faculty capabilities in delivering the simulation and its relevance to their class objectives, the simulation experience varied substantially in breadth, depth, and value.  By “standardizing” the experience through defined expectations and competencies, creating the Coordinator role, and using the simulation to integrate diverse content areas, the integration experience is much richer for the students and is comparable across the entire student population.  By using the same simulation program to facilitate the integration experience, the students gain some level of familiarity and an improved understanding of ways in which the environment impacts business, how their own actions and those of their competitors can impact their business, and ways to deal with the external interventions while managing the business.  

From the faculty perspective, the simulation has created a more collegial environment.  For example, a professor may now feel comfortable asking a  colleague exactly what is taught in  his or her  class.  Observing the interventions of other disciplines has made evident several opportunities for integration between disciplines that would not have otherwise been considered.  For example, the impact of an environmental violation (or better yet, a potential environmental violation) has legal, ethical, accounting, and marketing overtones.  By introducing one intervention, several disciplines play their angles with the student teams and push ambiguity to new levels.  In addition, the interaction between finance and economics becomes very clear when teams consider financing growth and must explain their financing plans from multiple perspectives.  The goal to integrate the students’ experience has created an opportunity for the faculty to integrate their own knowledge and take it back to their classrooms very effectively.

The simulation has been an effective vehicle for integration chiefly because students must accept the consequences of their own decisions and actions in a simulated business environment.  At the same time, the simulation is also an excellent tool to assist students to recognize the very direct impact that the typical “silo-oriented” disciplines actually have on one another.  
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The Big Picture

· Shift from Teaching to Learning

· Asynchronous Learning
· Customized Learning

· Course Linkage

· Intelligent Tutors
· Performance Evaluation
Big Question: What is the future role of distance learning instruction?
Background

· Increased Demand for Distance Learning Systems

· University

· Corporate

· Increasing Demand for Integrated Learning Experience

· Increasing & Changing Student Population (>50% working)

· Fundamental Shift in Learning Instruction

· Fixed Location

· Fixed Time

· Fixed Learning Place

· Increased Focus on Knowledge Management and Integration
Knowledge Delivery Cube

· Transitions from primary emphasis on in-class learning to customized asynchronous learning.

· Supports design of customized lesson plans.

· Supports multi-dimensional learning strategies.

· Simulation

· Testing

· Faculty tours

· Lesson plans can be updated based on performance.

· Simulation

· Testing

· Replaces the “one size fits all” traditional learning strategy.

Benefits of Virtual Instruction

· Compatibility across computing systems and machines

· Customized instruction and learning

· Access to the latest version and real time updates

· 24/7

· Worldwide access

· Lower costs

· Supports flexible schedules

· Provides learning diagnostics

IMS Cooperative Philosophy

· Content is more important than lecture notes.

· A course is more than content.

· Education involves more than a single course.

· Convenience is important (working students).

· Knowledge systems are changing.

· Quality assurance requires integration.

AI Learning Systems (AILS)

· Real time explanations from intelligent systems (intelligent agents).

· Diagnosis of knowledge and abilities (strengths & weaknesses).

· Provides alternative presentations based on user’s background and knowledge level.
· Shows how computational activities fit into the larger management process.

Concept Overview
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Artificial Intelligence Learning Systems

(Intelligent Tutors)

· Developing customized learning systems.

· Diagnosis of student/team knowledge and abilities (strengths & weaknesses).

· Pedagogical approaches necessary to improve student/team learning and performance.

Internet Testing 

· Random Test Generation

· Varying Levels of Complexity

· Real-Time Feedback

· Diagnostic Analysis

· Customized Lesson Plans

Sample Internet Test
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EMPIRICAL OBSERVATIONS
· Students were able to remain current with the assignments and content even while on extended travel status.

· Real time testing for each weekly session significantly improved midterm and final test performance.

· Students increased their use of Internet and library assets.

· Students found the facility tours helpful in understanding basic operational principles in a variety of settings.

· Access to large-scale databases (e.g., BLS) and on-line computing applets provided students with a more realistic view of actual business applications.

· On-line simulations (e.g., supply chain management) gave students a first hand experience into the dynamics of business management.

Students appreciated the fact that all course material was available at one easily accessed site.
Conclusions

· Content and diagnostics are the key to the future success of Internet learning.

· Integrated learning systems improving educational process.

· Internet based instruction represents an important new learning system.

· Increased use of AI in developing customized learning systems.

· Enhanced learning opportunities through tutorial based diagnostics and feedback.

· Replaces the “one size fits all” traditional approach to learning.

KNOWLEDGE DELIVERY CUBE


[image: image3.wmf]
Using Classroom Assessment Techniques to

Inform the Program Assessment Process
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Assessment has become a buzzword in management education over the last five years.  Both regional accreditation agencies, such as WASC, and discipline-based accrediting agencies, like AACSB, have placed extraordinary emphasis on the development and implementation of program assessment plans as vehicles for promoting continuous improvement and organizational learning.  Members of such bodies, as well as university administrators, often assume (erroneously) that faculty have a working knowledge of program assessment concepts and procedures.  Without such knowledge, already over-burdened faculty are tasked with bringing themselves up to speed on these important ideas, as well as developing effective, workable program assessment plans.

This paper addresses issues of faculty familiarity and time constraints by discussing various classroom assessment techniques and explaining how they can be applied in the program assessment process.  The paper begins with a discussion of both classroom and program assessment, followed by several examples of classroom assessment techniques.  The final section of the paper explains how those classroom assessment techniques can serve double-duty by informing program assessment processes.

Background

According to Angelo and Cross (1993, p. 3), classroom assessment “helps individual college teachers obtain useful feedback on what, how much, and how well their students are learning.”  Thus, the primary focus of classroom assessment is on student learning—not faculty evaluation or student opinions.  Other evaluation mechanisms exist in the academy for those important items, including reappointment, tenure and promotion processes and end-of-term student evaluations.  The focus in classroom assessment, however, is on helping students master course objectives more completely.

Faculty already are accustomed to assessing student learning via tests, quizzes, projects, papers and other means.  But, those evaluations are largely post hoc in nature; that is, they occur after the learning has (or has not) taken place.  Further, they are designed to be summative, rather than formative, assessment tools.  Palomba and Banta (1999, pp. 7 – 8) describe summative assessment as “conducted after a program has been in operation for awhile, or at its conclusion, to make judgments about its quality or worth compared to previously defined standards for performance.”  Although their comments are focused at a programmatic level, their definition can be extended to student assessment.  The ultimate purpose of tests, quizzes, projects, and papers is to judge students’ knowledge against previously defined standards for performance.  For example, does a student in introductory accounting know the three parts of a balance sheet?  Or, can the student enrolled in an introductory management class explain the contributions of Peter Drucker to management theory and practice?  

Associating all assessment with summative assessment explains some of the concern and apprehension faculty members feel about it.  Faculty often are fearful that both classroom and program assessment activities are summative in nature, somehow constituting a sub rosa evaluation of their classroom performance.  In fact, nothing could be further from the truth.  At their best, both types are largely formative; that is, their primary purpose is  “providing feedback that can be used to modify, shape and improve the program (or performance).”  (Palomba and Banta, 1999, p. 7)

Boston (2002) clearly explains the role and nature of formative assessment processes.  She points out that formative assessment:

1) Is used to adapt teaching and learning to student needs.

2) Produces significant learning gains as measured by comparing the average improvements in the test scores of the students involved in [formative assessment activities] with the range of scores found for typical groups of students on the same tests.

3) Helps learners become aware of any gaps that exist between their desired goal and their current knowledge, understanding, or skill and guides them through actions necessary to obtain the goal.

Program and classroom assessment activities, at their best, can and should be used to create the deliberate opportunity for faculty to dialogue about one of their greatest passions in life—their field of study. 

Classroom assessment techniques
Talented educators and scholars have developed multitudes of classroom assessment techniques.  Virtually all of them share seven essential characteristics (Angelo and Cross, 1993, pp. 4 – 6):

· Learner-centered

· Teacher-directed

· Mutually beneficial

· Formative

· 
Context-specific

· Ongoing

· Rooted in good teaching practice

Cottell and Harwood (1998) experimented with a variety of classroom assessment techniques, looking at their overall impact on student learning in accounting courses.  Some of those techniques included:

a) Background knowledge probe.  In this technique, faculty compile or prepare questions to determine what students already know about a topic.  Background knowledge probes can be used on the first day of class, for example, to determine what concepts and facts students recall from a prerequisite course.

b) Pro and con grid.  Focused on higher-order skills than the background knowledge probe, the pro and con grid affords students the opportunity to think deliberately about the pros and cons of a proposed action.  For example, prior to a class discussion of a case, students might be asked to list the pros and cons of one or more courses of action.

c) Directed paraphrasing.  With this technique, students are called upon to explain ideas in their own words.  For example, in a business statistics course, students could be asked to interpret, in plain everyday English, the results of an analysis of variance test.  Students must consider the results, but also the audience to which they will be communicating, as well as the purpose of that communication.

Richlin (1998) discussed various classroom assessment techniques in the context of training teaching assistants.  Her ideas can, though, also be applied to the business classroom.

a) One-minute paper.  In the one-minute paper, students are asked to write for one minute about a question presented by the instructor.  One-minute papers can be broad in nature (What was the most important thing you learned in class today), or more focused (What role does depreciation play in capital budgeting decisions).

b) Categorizing grid.  Students are presented with a list of items to sort, as well as various categories for sorting.  For example, students may be presented with a list of typical account titles and be required to sort them into their financial statement classifications.

The list of classroom assessment techniques is limited only by a faculty member’s creativity and imagination.  The primary criteria in their development should be information usefulness (do they provide the student and the faculty member with valuable information about learning) and resource commitment (can they be quickly and easily developed, administered and analyzed).

Using classroom assessment to inform program assessment

While classroom assessment techniques can give faculty and students immediate, valuable feedback about teaching and learning, they can easily be adapted for program assessment as well.  Diamond’s ideas (1998, p. 10) about course design can easily be applied to the design of program assessment plans:

1. Statement of goals.  What are students expected to know, feel, believe and be able to do when they complete an academic program?

2. Design of instruction and assessment.  What instructional techniques can faculty use to help students achieve the program goals?  What vehicles can be used to assess the extent to which those goals have been achieved?

3. Implementation and assessment.  Once instruction and assessment tools have been designed, they can be implemented.

4. Revision as needed.  Program assessment is, in many important ways, a form of research.  Once program assessment data have been collected and evaluated, they provide evidence for making changes in curriculum.

Classroom assessment techniques can also serve as program assessment tools.  They are easy to implement, as seen above, and are limited only by a faculty member’s creativity and ingenuity.  Students perceive them as relevant to their classroom learning, which typically means they put their best efforts into completing them.

Here’s an illustration of how classroom assessment techniques can be used to inform program assessment activities, structured around the four steps listed above.

1. Statement of goals.  One goal of a typical undergraduate program in business might be for students to use quantitative information appropriately in making decisions.

2. Design of instruction and assessment.  Many classroom assessment techniques can inform that goal, such as:

a. Pro and con grid.  Students can be asked to identify the pros and cons of using quantitative information for decision making.

b. One-minute paper.  Students could be presented with quantitative information in a specific decision-making context, then be asked to write for one minute about the decision they would make based on that information.

3. Implementation and assessment.  After an individual instructor has used the classroom assessment technique for his / her own purposes, a random sample of them could be collected for program assessment analysis.  Student and faculty names would have to be removed to promote objective analysis, and the faculty would then develop a scoring rubric to quickly evaluate each artifact.  Allen, Noel and Renzi (2000) provide an excellent, practical description of scoring rubrics and their uses in program assessment.  Based on their suggestions, a scoring rubric in this context might look like this:

	4
	The student explains the limitations of quantitative information in making decisions using specific, original language, and incorporates them effectively in the decision at hand.

	3
	The student explains the limitations of quantitative information in decision making, but may do so in rote terms.  The limitations are dealt with effectively in the decision at hand.

	2
	The student fails to explain the limitations of quantitative information, but appears to understand those limitations based on his / her analysis of the situation.

	1
	The student uses quantitative information inappropriately to inform the decision.


4. Revision as needed.  After the scoring rubric has been applied to the artifacts and the results summarized (either by an individual faculty member or a committee of faculty), they can form the basis for discussion of potential revisions.  If, for example, 10% of the artifacts collected were rated as 3 or 4, while 15% were rated as 2 and 75% rated as 1, faculty could discuss ways to improve students’ use of quantitative information in decision-making.

Depending upon the number of artifacts sampled, the entire process outlined above could be completed in a single faculty meeting of one afternoon.  If a program developed a list of five to seven program goals, the entire program assessment plan could be completed annually, if the faculty chose.

Conclusion

The need for program assessment activities stems from both internal and external sources.  And, it’s not likely to “go away” in the foreseeable future.  Faculty must therefore use their creativity as educators and scholars to make the process as painless as possible.  By using classroom assessment techniques to inform program assessment processes, faculty will be able to generate solid, meaningful results that will provoke serious, sincere discussion about the goal we all share:  improving student learning.
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Better Teaching through Learning Styles Awareness:

A Tax Example
ABSTRACT
The literature suggests that broadening teaching approaches may enhance higher education.  This study illustrates implications in one discipline:  tax.  Broadening not only is consonant with reform efforts in the discipline – notably the AICPA/ATA’s Model Tax Curriculum --   but also may be the most effective way to effect necessary reforms

Better Teaching through Learning Styles Awareness:

A Tax Example
As the world has become increasingly defined in recent years by information technology, global interactions, and rapidly changing environments, leading employers of accounting majors have been calling for differently abled graduates.  They still say they want students deeply competent in technical accounting subjects.  In addition, they want graduates skilled in research, critical thinking, teamwork, and communication, along with having a firm working knowledge of general business practices.  Traditional approaches to higher education, such as those which  focus on routine problem solving, thus may be not optimal.  Yet a further complication is encountered if one considers differences in students’ cognitive styles.  

At the most fundamental level are differences in the brain functions (often referred to in the popular media as “left” versus “right” brainedness) involved in information gathering and processing.  Some theorists argue that these basic brain functions are overlaid by cultural values and attitudes [E.g., Lumsdaine, M. & Lumsdaine, E. (1995)].  One way to relate these items is to think of them as an avocado. Attitudes represent the avocado’s peel, the layer most evident when dealing with an individual. This outermost layer includes management style, for example.  Attitudes are relatively changeable, as suggested by the large number of self help books devoted to this subject.  

At the deeper level beneath the peel is the flesh of the avocado, in this model representing cultural values.  These are believed by some commentators to be deeply influenced by early family interactions, and thus relatively fixed aspects [Id.].  Hofstede (1991) refers to this as the “software” of the mind.   Finally, at the deepest level, is the “hardware of the mind”– such as “left” or “right” brain dominance.  (In the avocado model, this is the pit, the highly fixed core of the individual.)

The "avocado model" approach has been operationalized in a number of cognitive models, including a simplified version of the Myers Briggs Type Indicator (MBTI), Kolb’s Experiential Learning Model (ELM), and the Herrmann Brain Dominance Model (HBDM). Each of these models attempts to characterize brain functions using four different types, styles, or quadrants.  These elements can be used as a basis for describing four different problem solving patterns based on differences in how individuals gather and process information. The model used [Raudsepp, 1992] determines preferences in four fundamentally different means of gathering and processing information: A=analytical, B=procedural, C=interpersonal, and D=conceptual.  

Research [Hulme, 1999; Baker, et al., 1987] suggests that accounting students can have very diverse problem solving styles, along with various preferred learning styles inferred from their problem solving preferences  If so, it may be possible to enhance teaching effectiveness by using a wide variety assignments in order to better match students’ various preferred learning styles, at least a portion of the time [Taschetta, J.J. & Achor, J.R. (1990)].  This approach leads to a broader range of activities than the procedural, preparation activities typical of traditional accounting courses. For example, the more comprehensive approach includes collaborative learning activities that allow consideration of more complex unstructured problems, as well as development of a meaningful interpretation of accounting information for a non-accounting decision making audience. 

 More importantly, this varied approach to designing coursework may lead to graduates who have developed the enhanced abilities being demanded by employers.  Students may develop greater skills in research, critical thinking, teamwork, and communication because they have practiced using these skills in the classroom. Similarly, this more comprehensive teaching approach may lead to graduates with greater working knowledge of general business practices because they need more of that knowledge to deal with less structured assignments. 

Although employers may be getting more of what they say they want, accounting students may not be inclined to appreciate a more comprehensive teaching style.  Raudsepp data on business majors at the introductory level [Hulme, 1999] indicates that accounting majors may prefer the procedural quadrant of the model.  Applying this thinking pattern to the best match of teaching with learning styles suggests that accounting majors may prefer assignments in which they are to determine the “right” answer to a highly structured problem.  This preference may not hold for accounting graduates, however, particularly those drawn to AIS (Accounting Information Systems).  In any event, the data also indicate that even at the introductory level accounting majors do have a diversity of cognitive styles  [Id.]

The remainder of this paper is organized as follows.  First is a discussion of the accounting literature focusing on education change and the application of the problem solving styles model to educational design.  Second is a detailed discussion of the problem solving styles model.  Third is a discussion of the educational implications of such research, in particular a sample project for use in AIS courses to reach differently inclined students.  Fourth are observations from the use of such a  project in an introductory AIS course.

LITERATURE REVIEW

The purpose of this section is to review the literature dealing with certain accounting education change efforts.  In 1986, U. S. accounting educators, in the Bedford Committee Report [AAA, 1986], recommend that accounting education should change the emphasis in accounting courses to include the interpretation of accounting information as well as the traditional emphasis on the information preparation functions.  In discussing pedagogy, the report promotes greater use of active-learning methods because the traditional lecture method coupled with the solving of well-structured problems is “inadequate, primarily because [such methods] are not conducive to creative thinking” [AAA, 1986, p. 177].  Further, in discussing general education, they specifically mention exposing students to “international and multicultural experiences” [AAA, 1986, p. 181].  Practitioners responded in the "White Paper" [Kullberg, et al., 1989], issued by a consortium of the Big 5 international CPA firms, with similar calls for broadening the skills developed in accounting students. Specifically mentioned were skills in communication, creative problem solving, dealing with unfocused facts, interpersonal relations, and international issues. 

The Big 5 firms then funded the Accounting Education Change Commission (AECC).  Its Statement No. One, Objectives of Education for Accounting [AECC, 1990, p. 2], repeated the call for educators to develop students “ability to identify and solve unstructured problems in unfamiliar settings” mentioned in the White Paper and further states that the “focus should be on developing analytical and conceptual thinking not on memorizing professional standards.”

Despite these calls for reform, the emphasis in many accounting courses may still be on the procedural aspects of accounting for economic transactions [Pincus, K.V. (1995)].   Many students in this environment may not comprehend the basic structure of business transactions.   A consequence of this emphasis is that the typical traditional course becomes very procedural and rule based with an undue emphasis on calculating the right answer  [Wolcott, S.K. & Lynch, C.L. (1997)].  This traditional educational approach was reasonably well suited to the pre-1980s accounting work environment where the accountants' job was to record accounting transactions by hand and success was measured by getting the numbers right. But with the widespread use of computers in business the procedural aspects of accounting have been automated.  Pincus [1995, p. 91] addresses these changes and points out that future "accountants [will be] valued more for their ability to create new kinds of information and to interpret information for use by nonaccountants than for their ability to 'crunch the numbers’."

This has been reflected in additional, specific calls for reform. In the tax area, prime among them is the Model Tax Curriculum [AICPA 1996].  The Model Tax Curriculum stresses the importance of “introduc[ing] students to a broad range of tax concepts”, rather than  learning the details of the tax law, and on how to act as a business tax consultant rather than how to prepare income tax returns.  As a consequence, tax texts are beginning to change the topics and order of coverage to stress tax planning, tax research, and taxation of business entities [Nichols, N. B.  & Bryant, S. B.  2000].

One study [Hulme, 1998] describes a course design that addresses many of the these accounting education change concerns in terms of a whole brain model.  Recall that Raudsepp’s Problem Solving Styles model determines preferences in four different ways of gathering and processing information:  A=analytical, B=procedural, C=interpersonal, and D=conceptual.  This study proposes students with different whole brain preferences can be better taught by expanding the activities used in accounting classes.  For example, writing and computer activities may  be preferred by students with a Quadrant A preference.  The lecture/problem solving activities typical of most traditional accounting classes might have greater appeal to Quadrant B students.  Group discussions and presentations are anticipated to be preferred by Quadrant C students, and case analysis and discussions using the Socratic approach may have greater appeal for Quadrant D students.  Such a broadened group of activities also may lead to students trained to interpret the meaning of accounting information as opposed to just preparing the numbers that go into financial statements, who are better able to deal with unstructured problems, incomplete information, and an uncertain ill-defined business environment.

THE RAUDSEPP MODEL

Most cognitive models, such as Kolb’s Learning Style Inventory, the simplified version of Myers-Briggs Type Indicator, and the Herrmann Brain Dominance Model, prove expensive to administer, and often require specialized training to interpret [Stout, D.E. & Ruble, T.L. (1994)].   A cognitive model that can provide an inexpensive and readily accessible basis for accounting education research is the Raudsepp Problem Solving Styles Inventory [Raudsepp, 1992].   (A Raudsepp instrument can be viewed at www.csupomona.edu/~jekarayan/brain/brain.)

The Raudsepp model begins with the now popular notion of complementary brain hemispheres, where the left hemisphere is characterized by a tendency to concentrate on facts and details and the right hemisphere seeks and constructs patterns and uses a “big picture” or holistic information gathering style.  In addition to this left-right dichotomy, individuals are modeled as processing information using either a “new brain” thinking mode, by applying logic and a step-by-step approach, or a “mature brain” experiential (experimental) mode, (a more active approach) where individuals attempt to solve problems using instinctual methods or prior experience.  

The foundation for the second processing dimension is found in MacLean’s Triune Brain model [MacLean, 1990], which shows that the neocortex (the uniquely human brain) evolved on top of a more primitive mammalian brain that still exists in humans today.  Words describing the new brain activities are: logic, objectivity, precision, analysis, and technology. This is in contrast  with mature brain activities that rely on skills such as  motivation, dealing with people, innovation, memory, and understanding the big picture.  The new brain works much like a computer and is able to solve very complex problems, but, like a computer, it must be programmed to understand all of the steps necessary to get to the solution.  However, when something sidetracks the new brain, such as conflicting factors (or, more generally, the need to look at problems in new innovative ways), one must be able to tap into the mature brain to access these skills.  

In the Raudsepp model the preferred quadrant indicates a propensity to use a certain pattern in preference to others.  In this regard the preference is something like handedness.  Data from the whole-brain model can be used by students to obtain insights into their preferences.  This can help them understand in what learning situations they will be the most comfortable.  Beyond that, such information can be used to point to where students and faculty need to devote attention if the objective is to develop a more balanced profile. 

EDUCATIONAL  IMPLICATIONS

Each of the four quadrants of the whole-brain model is thought to have a related preference for specific learning activities.  At the simplest level, is left-brained learning, taught through lectures and textbooks.  Contrasted to this is right-brained learning, which allows time for reflection, idea synthesis, visualization, and insight.  Expanding the four quadrants of the model produces the preferred learning activities shown in the Table appended to this paper. Whether or not one chooses to use the whole brain model in designing classes, the use of a broader variety of activities may very well lead to greater learning and understanding.  While a majority of business students are left-brained (quadrants A and B), a significant minority of students in the introductory accounting course will have right-brain (quadrant C and D) information gathering and processing preferences [Hulme, 1998].

In addition to faculty making a broader choice of activities in teaching accounting, using the whole-brain approach can lead to several other benefits.  First, providing a range of activities allows each student to feel comfortable with some of what is happening in the course.

  Second, students are using and developing all quadrants.  In fact, one educational goal in using the model is to work toward a balanced pattern rather than to concentrate on a single dominant quadrant.  Third, greater use of group discussion makes students more sensitive to others' points of view and their own uniqueness, leading to a more diversified learning environment.  Fourth, if one believes that the typical college student can focus on a task for only about 30 minutes before losing concentration, by altering the class activities an instructor is helping the students to maintain their interest.  Finally, allowing instructors to experiment with teaching methods outside of their own comfort zone may make them more effective teachers.  To summarize the educational implications of the whole brain model, one may be able to more effectively teach students with different whole brain preferences if a more balanced group of activities is included in coursework.

TAX APPLICATIONS

A variety of projects and assignments may be a good way to implement these ideas in an tax class. To review, the four learning styles which can be developed from the Raudsepp Model can be labeled as follows:  A=analytical, B=procedural, C=collaborative, and D=conceptual. Students with a Quadrant A preference may find assignments focusing on writing and computer activities more to their liking .  The lecture/problem solving approach may be most appealing to Quadrant B students.  Group discussions and group presentations are anticipated to be preferred by Quadrant C students, and case analysis and discussions using the Socratic approach are likely to have greater appeal for Quadrant D students.  Tax classes can present the opportunity to offer projects and assignments that embody all four quadrants.
A good example of a tax project illustrating the "multi-quadrant" approach to teaching is  a case competition..  In this assignment, students use off the shelf software to calculate the tax impacts of a variety of scenarios developed from case narratives.  Note that the use of case analysis encourages Type D thinking.   It is also suggested that, before the project is started, students  be offered a workshop class session in which they learn the techniques for effectively communicating tax advice, as well as the use of Web based tax research tools.  The rules presented, and the workshop format, should appeal to the Quadrant B student.  

 Students can be given the assignment in a variety of ways.  This can be done simply by passing out hard copy, which seems to appeal to Type B students.  However, students practice more real world skills when the assignment is distributing via a class listserve;  the best approach seems to be merely posting the assignment on the instructor’s Web site.  This use of pull technology requires an active search by the students, albeit a simple one, which can gently introduce more passive B Quadrant types into a more D Quadrant active research mode.  It is suggested that students self select teams of up to four people registered in the class, so that student can practice their team building skills.  It also is suggested that the entire class be given the same narrative.  This allows for rich classroom discussion after the project is graded, where students can be grouped outside of their teams to discuss how they went about finding answers, and what issues they focused on.  One of the great learning experiences from this project is for students to experience how many different ways tax rules can be found, evaluated, weighted, and presented.  

  The project also seems to work best when students have a fixed time to complete it.  For example, it can be distributed at 9 AM on a Saturday morning, with a response in the form of a draft opinion letter required no later than 3 PM.  Among other things, this lets students learn about working under time constraints, forcing them to satisfice rather than maximize their  results, a far more realistic working environment.   

Unfortunately, tax narratives are not easy to find, but should be changed each term.  “Cases” in tax textbooks tend to be very short fact patterns with “one right answer”.  These tend to lack the “messiness” (that is, the environmental richness) of real life, with its uncertainties over what the facts are and whether all of the necessary facts are present for a “good” decision.  Text authors should not be faulted for this, for the types of problems which almost always are developed serve a very important purpose jus the way they are.

Price Waterhouse had a series of excellent narratives, but these are no longer in print.  Arthur Andersen’s annual Tax Challenge case is available from West’s, but these tend to be too massive to be of practical use in most classroom environments.  Some cases are available from Issues in Accounting Education, and from the AICPA, but far too few.  The best approach is to interview practitioners and find real life situations.  Attached in an example.

As to software, it is suggested that students be given the option of using Web based tax calculators, such as www.hdvest.com,  purchasing off-the-shelf products at mass retail locations like Staples or Fry’s, such as Tax Cut or TurboTax (which can be had for under $20), or doing calculations by hand (which may, indeed, be faster but is not as presentable).  One reason is that this can this reduce the students’ costs in obtaining software:  almost all students have access to Web sources and mass retailers.   It also can reduce unnecessary “wetware” costs (that is, the time necessary to learn the peculiarities of a new application even though they already are familiar with another suitable application).    More importantly, by encouraging discussion the costs and benefits of alternatives on a class listserve, students can be found using Type C collaborative and Type A analytic skills in a real world environment.   

In order to practice real world critical thinking and communications skills, students should be encouraged to use group writing techniques such as redlining.  Above all, grading should focus on whether students have achieved clarity of presentation in a professional appearance.   

To practice teamwork skills – both in building teams and in operating within them – students should be encouraged to work in groups.   Note that this use of group and communications skills should appeal to the Quadrant C student.   This approach seems to work best when students are given the option of working in groups of up to 4 students registered (in the same section) in the course.   Self-selection into small groups can help to minimize wasting faculty time and effort in policing group work, while also allowing flexibility to students with special dependent care, health, religious, or cultural needs.   This also allows students who are hesitant to work in groups to learn the benefits of doing so in discussions with their peers. 

  One of the downsides to assigning group work is that some students may “freeload”.  To ensure that all students actually learn from this experiences, it is recommended that the next in class  exam in the course contain the same narrative as an essay question, which students must answer in a short period of time during the test period.  Note that while the use of computer software encourages Type A Quadrant thinkers,  independent test taking may be more appealing to Type B students.

Considerable success with this project has been experienced in both introductory and advanced tax classes.  Both students and practitioners have expressed positive feedback.  Many reasons have been offered for this.  Some point to the increased interaction students experience in building successful teams.  The construction of a draft opinion letter from a description of a business setting is a complex unstructured task, and the students feel considerable achievement once they have mastered it.   The project seems to reach Quadrant C and Quadrant D students in ways other accounting assignments do not, due to the relationship orientation of the project.  

Non-random surveys of employers suggest that the experience and skill  students develop is appreciated by accounting practitioners and audit firms.  The first hand knowledge of such software is uncommon in accounting graduates.  This project also provides students with experience designing opinion letters.  It enables them to develop proficiency in tax consulting while they complete the analytical exercise of identifying issues an researching applicable rules from a narrative.  

Faculty can benefit, too.  Aside from developing a familiarity with researching technique and software, instructors can see just how valuable unstructured cases can be in teaching analytical problem solving, crucial to Type D thinking.  

SUMMARY

In a changing world, university students may no longer be adequately prepared by a narrowly framed education emphasizing solving routine problems.  Instead there may be a need to emphasize creative problem solving involving the mining of complex, unstructured factual situations to identify keys issues and the use of electronic tools to communicate alternative responses.  One approach to achieve this goal is to broaden the scope and activities in accounting courses to embrace all four quadrants of the whole brain model.  Among the benefits may be a course that appeals to a more diverse group of students,  demonstrating a more balanced approach to problem solving, recognition of the many and varied contributions students can make, a greater variety of activities in a class period, and an opportunity for instructors to experiment.  This may  result in a more challenging course which attracts increased interest.  The case competition presented above seems to fit the bill.

Table I:

Preferred Learning Activities

 For Whole-Brain Quadrants
	A
Collecting data


 


Organizing information




Reading textbooks


 


Studying problems and solutions


Writing a critical review



	                                              D
     Looking for the big picture
     Asking "what-if" questions
     Doing problems with many

      “right” answers
     Leading brainstorming sessions
     Thinking about hidden possibilities


	Making lists






Doing detailed homework



Following directions




Listening to detailed lectures

 Learning and applying algorithms


Writing a "how-to" manual



B






	     Listening to and sharing ideas
     Experiencing sensory input
     Participating in group study
        and case discussions
     Keeping a journal
     Tutoring other students                                                                              



C


Table II:

Tax Activities Matching 

 Whole-Brain Quadrants
	A
Scenario analysis

Quantifying impacts of Alternate

  Minimum Tax on planning ideas 


Calculating the impact on state and local tax

   Apportionment of income of siting choices

Developing economic choice points for 

   Issuing qualified versus nonqualified 

   Stock options

Advising tax clienteles on regular versus

   Roth IRAs

	                                              D
Strategic Tax Planning

Issue spotting questions 

Developing boundaries to 

  Planning ideas from non-tax

  Business or personal goals

Developing justifications for 

  Positions taken by others 

Writing planning memos


	Doing detailed homework problems

 Learning and applying phase-out formulas

Memorizing lists of itemized deductions

Preparing tax returns 


Parsing Internal Revenue Code Sections

B






	Team Homework Projects

Posting Questions and Answers on 

   Class Listserves

Classroom Presentation of Topics 

   Not in Book (e.g., pending tax legislation) 

                                                  



                                        C


Appendix – Sample Tax Case Narrative

ACC 432 -- Inc Class ExercisePRIVATE 

Choice of Entity
Professor John E. Karayan

════════════════════════════

Galadriel Elvin, your roommate's stepmother, is in her own right wealthy entrepreneur who made her fortune from several hi-tech start-ups.  You are going to her house ostensibly for dinner but in reality to hit her up for a good job, and overhear the following when your roommate is chatting with Galadriel on her car phone.  


Galadriel was returning from a trip to one of her ventures yesterday when she noticed that her neighbor on the plane, Bill Halfacre, was absentmindedly fiddling with a pink substance.  Bill explained to her that he had developed a substance that could be painted over correction fluid to remove it without a trace.  He thought it would find a very receptive market at colleges such as Cal State Fullerton and UC Riverside to prevent permanent damage to professors' computer screens.  However, he was a bit down because he had been trying to connect with someone who could help him develop and market the product, but had been unsuccessful.  


Galadriel encouraged him, and wants to get together with Bill and Jim Pippin to put together a deal.  Jim had worked with Galadriel on several occasions:  he makes a lot, but keeps very little, money.  He is a marketing whiz who has strong connections to several distributors to large office supply outlets.  Galadriel's concern with Jim has always been that he plays things a bit fast and loose. 


Were you asked for your advice on the deal over dinner, what would be the 3 most important points for you to make in order to get that primo job?

ACC 435 -- Tax Research & Planning

Choice of Entity Issue Identification Key
Professor John E. Karayan

════════════════════════════════════
1.   The first consideration should be choosing a pass-through entity so that the owners may use the losses as they are incurred.

2.   Galadriel appears to be the only one who can predictably use losses, so the focus should turn to how to direct the losses to her and how to ensure that she can use the losses.  A partnership has two significant advantages over an S corporation in this situation:  it allows special allocations and includes debt in the partners, bases.  If the partnership does make special allocations, it will have to carefully follow the rules regarding the substantial economic effect of the allocations.  

     The disadvantage of the partnership is that each general partner will be exposed to the liabilities of the partnership.  Galadriel can be a limited partner to limit her exposure to liability, but she then could take no role in management of the enterprise.  This may be a critical factor from a purely business standpoint.  A limited partnership interest also creates two tax problems.  First, her losses will be passive activity losses.  Unless she has substantial passive activity income, the losses may be suspended.  

     The other problem with being a limited partner has to do with the allocation of liabilities to the various partners and the ability to use currently the losses allocated to her.  The issues relevant to the debt are:

  a.  Will the debt be recourse or nonrecourse?

  b.  Will Galadriel be at risk on the debt?

     Where the venture will be doing business also is important, because in most states other than California, a hybrid entity -- the limited liability company -- can be formed. 

3.   The other issues to be identified in the case have to do with the formation of the entity.  Some of these issues will be the same whether the owners choose a corporation or a partnership, but others will vary.  If the owners form a corporation, the transaction will fail Section 351 because the 80% control test is not met.  If they form a partnership, the transfers will be nontaxable to the property transferors.  Subsequent transfers may also be made to a partnership tax-free, but the 80% control test will continue to present a hurdle for the corporation.

     Planning around this result would involve treating Jim as an employee and allowing him the option to purchase a pre-established number of shares or deferring the transfer of stock until he has performed the required services.  Because he is not known to be particularly reliable, these plans may have other practical advantages as well.  Otherwise, services transferred to a corporation for stock will be currently taxable as ordinary income in the amount of the fair market value of the stock received.  The receipt of a partnership capital interest for services provided to the partnership would be currently taxable as compensation.

    However, since the computer and furniture and fixtures are being transferred with a fair market value in excess of tax basis, special depreciation and gain/loss on disposition allocations will need to be made in subsequent years.  Services transfers for a future profits interest in a partnership will probably not be currently taxable if certain criteria are met. The owners should clarify their agreement as to the type of interest they intend for Jim to receive.  The money, computers, furniture, and fixtures transferred by Galadriel clearly are property.  The depreciation recapture potential in these properties carries over to the new entry.  The patent raises the issue of whether patents are treated as services or property transferred.
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 The Historical Development of Credit Cards And Their Role 

  In Teaching Of Personal Finance 

Darshan Sachdeva

California State University, Long Beach
ABSTRACT

       This paper presents the historical development of credit cards, and their role in teaching of personal finance. In this brief exploratory study it appears that inclusion of discussion on credit card business in the teaching of personal finance will be of tremendous benefit to the student.  

INTRODUCTION

     Credit is reputation for solvency and integrity entitling a person to be trusted in buying of goods and services and borrowing of funds.  It is a confidence in buyer’s ability and intention to fulfill financial obligations at some future time. This kind of system was used in Assyria, Babylon and Egypt about 3000 years ago.  In 14th century a method called bill of exchange was developed.  In this method, one-third of debt (both due to buying of goods and services and due to borrowing of funds) was to be paid in cash and two-thirds by a bill of exchange.  Paper money followed in the 17th century.  The first advertisement for credit, however, seems to have been placed in 1730 by Christopher Thornton, who offered to sell furniture on credit where the buyer could pay off debit by making weekly payments.  From 18th century until early part of 20th, tallymen used to sell clothes on credit in return for weekly payments.  The concept of charge card, however, began just before World War I.  It was in 1914, when Western Union issued a metal card to its preferred and most favored customers for deferred payment for its services used by them.  This charge card came to be known as Metal Money.  As time progressed, so did changes in the charge card. The first known use of buy now and pay later concept in the America was in 1920. This was accomplished through the use of a charge card known as the shopper’s plate. This charge plate, however, could only be used in the store that issued it.  Soon after, Gas companies began issuing charge cards for gasoline and other automotive services to select customers.  Railroads, airlines, and telephone companies quickly followed this trend.  Further evolution of charge cards came to a halt as federal regulations restricted their use during World War II.  When war ended and economy started to grow at a rapid pace, the desire for certain products increased.  Buying of costly kitchen appliances became a necessity.  Customers turned to the use of credit to buy things they may not have been able to otherwise afford right away and this kind of trend contributed to the growth of charge cards that had come to be known as credit cards.  The real phenomenon of the credit cards seems to have been started with the formulation of Diner’s Club, Inc. in February 1950.  The Diners Club had issued about 200 cards to select customers for use in 27 restaurants in the city of New York. Its main customers at the time were businessmen who traveled and often had to entertain clients, so this credit card is often referred to as a credit card for travel and entertainment or T & E. This card was further followed by the American Express credit card for T & E in 1958.  The issuance of a credit card by the Diners Club was, however, the pioneering effort that can be considered as the very foundation fort he historical development of the credit card industry. It is this work of the Diners Club that most banks tried to follow in the introduction of their credit cards.

THE DEVELOPMENT OF BANK CREDIT CARD

     In 1951, the Franklin National Bank started issuing bank credit cards that were good for use in stores across the city of New York.  Following the lead of Franklin, many other smaller banks started issuing their own credit cards.  But the real break through in the developmental history of credit cards came in the issuance of the BankAmericard   by Bank of America (BOA) in 1958.  This card became an instant success and it was well accepted throughout California.  In 1959, BOA started licensing its card to other banks nationwide.  It is said that BOA was earning over one million dollars per month in licensing fees.  Introduction of automatic teller machines commonly known as ATMs in 1969 followed by development of magnetic strip in 1970 gave further boost to the historical development of the credit card industry.  In 1976, BankAmericard was replaced by Visa card.  At the same time, the inter-bank group that had started the Master charge, consolidated their activities so as to create today’s Master Card, International. Both the Visa and MasterCard organizations agreed to a concept of duality in 1978, that is the banks could honor and issue both credit cards.  In 1985, Dean Witter launched the Discover card, which was part of Sears Consumer Financial Corporation.  The Dean Witter group became independent in the spring of 1993.  ! N 1997, Dean Witter became part f Morgan Stanley, so the Discover card is part of Morgan Stanley.  Probably, Discover card was the first credit card that gave cash discount to users of its credit card.  

     Today, there are following five leaders in the credit card industry:

1. Diners Club card which is popularly known as travel & entertainment credit card.

2. American Express credit card, also known as travel & entertainment credit card 

3. Visa, International.
4. Master Card, International.
5. Discover
Since its introduction, Visa has been an undisputed leader with regard to issuing of credit cards.  Today, it has issued over 1-billion card cards and it accounts for over 50 percent of all credit card transactions worldwide.  It may be pointed that Griffin (1971) has called the credit card industry a jungle in the field of finance.  The total charge in 1970 topped just $5 billion whereas by 1997 it has reached over $643 billion (Evans & Schmalensee, 1997).  There is no charge to the customer if the payment is made in full at the end of each billing cycle.  Only more affluent credit card user often pays their bills on time and in full.  In revolving credit situation, if you cannot afford to pay the bill in full, it costs plenty.  That means the pros and cons of using credit cards need to be discussed in courses in personal finance in particular and in business finance in general. In fact, the discussion on use and abuse of credit card is made an integral part of teaching of Finance.
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